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ABSTRACT 

 

This study examined the relationship between learners’ motivation to learn a second 

language (L2) and persistence in their learning using self-instructional radio (SIR) 

materials with a sample of Japanese high school students learning English. L2 

self-instruction remains under-researched, in spite of the importance of out-of-class 

learning emphasized in the literature. One example of L2 self-instruction which is 

prevalent in Japan is learning using SIR materials, with the country’s public broadcasting 

company offering SIR English-education materials since 1934.  

One problem related to L2 self-instruction is the high learner drop-out rates and the 

issue of motivation. Thus, in order to examine self-instructed learners’ motivational bases, 

data collection consisted of a questionnaire and two sets of interviews which were 

conducted half a year apart. The data were analyzed within the framework of (a) the 

structure of learners’ motivation within the self-determination theory (Deci & Ryan, 

1985), international posture (Yashima, 2009), L2 communication confidence, and L2 

willingness to communicate (MacIntyre, 2007), and (b) differences in these variables 

between persistent and non-persistent learners. The results indicated that intrinsic 

motivation and identified regulation were important variables related to persistence, as 
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well as the amount of effort made in learning using SIR materials and the quality of 

learning experiences with these materials. Furthermore, simply persisting in learning 

using SIR materials did not make learners confident in L2 communication. Practice in L2 

communication seemed necessary to be confident in L2 communication, which SIR 

materials did not offer. Although opportunities for L2 communication were not frequent 

among the participants, they found innovative ways for L2 communication, such as 

communicating in English with their siblings. When they were confident in L2 

communication, they were likely to be willing to communicate in the L2. 

These results suggest that in order to help learners persist SIR materials can have 

sections (a) stimulating the intrinsic aspect of L2 learning and (b) showing various role 

models of L2 users and demonstrating the importance of L2 learning. Furthermore, 

learners may be able to persist by finding their own ways of engaging in L2 

communication outside their studies with SIR materials, supplementing the deficiency of 

self-instruction. 
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CHAPTER 1 

INTRODUCTION 

     Learning a second language (L2) or foreign language (FL) is a long, often arduous 

journey, which takes the form of more than simply attending classes. As such, the 

literature emphasizes the importance of out-of-class learning (e.g., Crookes & Schmidt, 

1991; Hyland, 2004). However, unlike in an L2 environment, where one can hope for 

ample target-language exposure outside the classroom, in a FL environment, the amount 

of target-language exposure is quite limited, often with only a few hours per week in 

class and not much opportunity for exposure outside the classroom. Therefore, in such a 

context, learners often find themselves in the position of having to look for themselves 

for ways of learning a target language outside the classroom. 

One way of learning a target language outside the classroom is known as L2 

self-instruction. L2 self-instruction, defined as a type of instructed L2 learning without 

institutional controls, usually alone but sometimes with others, with a conscious effort to 

learn the target language, offers a way of learning an L2 outside the classroom, even to 

learners who are not learning in an institution. By utilizing materials such as books, CDs, 

podcasts, and broadcast materials, a person can learn the target language on his/her own 

even without being at an institution. These learners do not have the institutional controls 
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such as grades, mandatory attendance, and prescribed curricula that are in many cases 

related to language policy or ideology at the national level, nor do they have coursework 

built around a certain educational framework. 

In Japan L2 self-instruction has been especially prevalent, with the country’s major 

public broadcasting company, Nihon Hoso Kyokai (NHK), offering self-instructional 

radio (SIR) English-education materials since 1934 and self-instructional TV (SITV) 

English-education materials since 1953 (Yamaguchi, 2001). In 2013, NHK offers nine 

English-education radio programs and ten English-education TV programs (NHK, 2013). 

Most of the radio materials are offered Monday through Friday, and most of the TV 

materials are offered once a week. Although some of the materials focus on grammar, 

many of the materials are entitled with the word “Eikaiwa,” or English conversation, and 

focus on English communication. Widespread use of these materials in the Japanese 

context has been reported in various studies (e.g., Ohkushi, 1991; Umino, 1999, 2005). 

With Japan being a typical English as a foreign language (EFL) context, where the input 

in English is limited, these materials offer a way to learn English for learners all over the 

country.  

In spite of the popularity and the importance of L2 self-instruction, the field has 

been especially under-researched, partly due to the difficulty of finding out who studies, 
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how, and with what materials. In an attempt to fill in this gap in the research, in 

Takahashi (2008), I investigated Japanese learners’ perceptions of SIR English-education 

materials by conducting a questionnaire and a set of follow-up interviews. While the 

respondents perceived these materials to be advantageous in terms of price and the fixed 

schedule of materials airing, one of the biggest problems I found in the study was that it 

was very difficult for learners to motivate themselves to persist in this type of learning. In 

self-instruction, learners cannot receive encouragement or pressure from teachers or peers, 

freeing them to drop out of their course of study at will. This made it difficult for learners 

to persist in this type of learning, causing about half of the respondents to drop out of 

self-instruction in less than a year (Takahashi, 2008, p. 11). 

Interestingly, the other half of the respondents in the study persisted in 

self-instruction for more than a year: approximately 35.80% of the respondents actually 

had the experience of having learned English using SIR materials for more than two years 

(Takahashi, 2008, p. 13). An important question arises, then, as to what the differences 

are between learners who persist in self-instruction and others who do not. More 

specifically, what kind of motivational differences makes some learners persist in this 

type of learning and others drop out? 
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Regarding the relationship between L2 self-instruction and motivation, 

Dickinson (1987) argued that it is “complex” (Dickinson, 1987, p. 29) and that each 

needs careful analysis. On the one hand, it might seem that L2 learning in self-instruction 

requires a high level of motivation to start out with and that it might be impossible to 

maintain motivation in self-instruction because of no immediate interactions with 

teachers and peers. On the other hand, Dickinson (1987) argued that “many 

characteristics of self-instruction have a positive effect on intrinsic motivation” 

(Dickinson, 1987, p. 29). For example, learners in self-instruction are likely to be aware 

of their needs and goals, which may have a positive effect on maintaining motivation. 

Taking these into account, it seems crucial to examine this “complex” relationship so that 

we have a better understanding. 

When we turn to research on L2 motivation, we find that many researchers 

consider motivation to be a multifaceted construct and that they have explored learners’ 

motivational bases by applying various models. Researchers generally agree on the 

importance of motivation in L2 learning (Ortega, 2009): L2 motivation is believed to be 

one of the causes for individual differences both in the rate of attainment and the ultimate 

attainment of an L2. After the dominance of Gardner’s socio-educational model (Gardner, 

1985, 2001), the field has struggled with trying to understand what shapes L2 motivation, 
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and researchers have not come to a complete agreement. However, we have recently 

witnessed some exciting theoretical advancement in L2 motivation. This includes 

Dörnyei’s L2 motivational self system (Dörnyei, 2009a) and Deci and Ryan’s 

self-determination theory (SDT) (Deci & Ryan, 1985, 2002).  

First, Dörnyei (2009a) proposed a model which conceptualizes L2 motivation 

within the framework of self, based on the psychological theory of self-discrepancy 

(Higgins, 1987). The system is made up of three components: ideal L2 self, ought-to L2 

self, and L2 learning experience. First, ideal L2 self is the L2 specific part of one’s ideal 

self. If one wants to become a competent speaker of an L2, the discrepancy between the 

current self (with limited L2 competence) and the ideal self (a competent L2 speaker) 

works as a strong motivator to learn an L2. Second, ought-to L2 self refers to the 

attributes that one feels one ought to have and also wishes to avoid. Third, L2 learning 

experience comprises the situated motives that are related to the immediate learning 

environment and experience (Dörnyei, 2009a, p. 29). Researchers have started to test the 

applicability of the model, and have found that ideal L2 self correlates highly with 

intended learning effort (e.g., Al-Shehri, 2009; Csizér & Lukacs, 2010; Kormos & Csizér, 

2008; Taguchi, Magid, & Papi, 2009). 

Second, SDT, originally influential in the field of education, has started to be 
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applied in L2 motivation research as well. SDT has been influential because it offers a 

way of reorganizing “many orientations into a systematic framework” (Noels, Pelletier, 

Clément, & Vallerand, 2000, p. 63). Furthermore, it provides psychological mechanisms 

“that can explain and predict how orientations are related to learning outcomes” (Noels, 

Pelletier, Clément, & Vallerand, 2000, p. 63). As such, the theory has been tested, 

although relatively recently compared to Gardner’s model, in empirical research in L2 

learning as well (e.g., Hiromori, 2003, 2005; Noels, 2001; Noels, Pelletier, Clément, & 

Vallerand, 2000; Sakai & Koike, 2008; Tanaka & Hiromori, 2007; Yashima, 2009). 

Not only new L2 motivation models but also those constructs related to L2 

motivation have recently been explored. First is Yashima’s conceptualization of 

international posture (IP). IP is defined as “a general attitude toward the international 

community that influences English learning and communication” (Yashima, 2002, pp. 

62-63). It “tries to capture a tendency to relate oneself to the international community 

rather than any specific L2 group” (Yashima, 2009, p. 145). As such, the concept has 

been influential, especially in EFL contexts, where, in the era of globalization, English is 

considered an international language. This is because for many learners in EFL contexts, 

English is not so much the language spoken by Americans or Australians, etc., as it is a 

language used for communication with people with different first languages (L1). 
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Second is L2 willingness to communicate (WTC). WTC, defined as the tendency 

of an individual to initiate communication when he/she has free choice (McCroskey & 

Richmond, 1987), was first developed in L1 communication literature and later 

introduced to L2 research. The concept has been especially important in the era when L2 

communication is considered to be both a means and an end to L2 teaching/learning. 

Research has shown that, together with IP, L2 WTC explains the connection between L2 

motivation and frequency of L2 communication, which is crucial for L2 learning. For 

example, Yashima (2002) showed, using structural equation modeling (SEM), that (a) IP 

predicted L2 motivation (as measured by motivational intensity and desire to learn 

English), which in turn predicted English proficiency, (b) motivation predicted L2 

communication confidence, which predicted L2 WTC, and (c) IP predicted L2 WTC. 

Furthermore, in Yashima, Zenuk-Nishide, and Shimizu (2004), the researchers found that 

IP and L2 WTC predicted frequency of L2 communication. Thus, both IP and L2 WTC 

are suggested to play important roles in connecting L2 motivation and frequency of L2 

communication, which affect L2 learning. 

When we consider contextual factors surrounding Japan, motivation among 

Japanese learners of English seems to be driven from dual orientations: one related to a 

short-term goal of passing the university entrance examinations, and the other related to a 
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rather vague long-term goal of learning “practical” English for communication with the 

people from various countries (Yashima, Zenuk-Nishide, & Shimizu, 2004). That is, on 

the one hand, since English is an academic subject covered at school, learners need to be 

ready for the (university) entrance examinations. Passing these examinations, therefore, 

becomes a strong reason for learning English. On the other hand, many learners have a 

rather vague long-term goal of obtaining the ability to communicate in English with 

people around the world, not necessarily with a specific community of speakers of 

English in mind. Learners, especially after passing the university entrance examinations, 

equate English learning with improving practical communication skills in English, which 

results in “extraordinary interest in voluntary English language education at the adult 

level” (Berwick & Ross, 1989, p. 207). 

Thus, when we turn to Japanese learners in L2 self-instruction, a number of 

important questions arise. What are the motivational bases for these learners? Do some 

learners persist because they are examination-oriented? Or, because, for example, they 

have high IP? How is persistence in learning related to reasons for learning English, and 

what is the relationship between persistence and the construct of L2 motivation? By 

applying interdisciplinary models to self-instructed learners, we can tap into their 

motivational bases. Thus, the overall purpose of the current study is to examine the 
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relationships between and among persistence in L2 learning using SIR materials, L2 

motivation, and other related variables: IP, ideal L2 self, L2 communication confidence, 

and L2 WTC. 

In the next chapter, I will review those studies of L2 self-instruction using 

broadcast materials, as well as the accumulated research findings on L2 motivation. 

Based on the literature review, I will address a more specific statement of the problem 

and research questions.  
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CHAPTER 2 

REVIEW OF THE LITERATURE 

Defining L2 Self-Instruction 

Self-instruction has been defined in various ways by different researchers, causing, 

in some cases, confusion between some related but distinct concepts. First, Dickinson 

(1987) defined it as “situations in which a learner, with others, or alone, is working 

without the direct control of a teacher” (Dickinson, 1987, p. 5). Second, Jones (1998) 

defined self-instruction in a narrower way as “a deliberate long-term learning project 

instigated, planned, and carried out by the learner alone, without teacher intervention” 

(Jones, 1998, p. 378). Third, Benson (2001) defined it quite broadly as “any deliberate 

effort by the learner to acquire or master language content or skills” (Benson, 2001, p. 

62). I argue that self-instruction should be conceptualized by taking into account the 

following four points: (a) type of learning, (b) institutional controls, (c) the relationship 

between self-instruction and learner autonomy, and (d) contexts in which self-instruction 

takes place. I will explain each of them in detail. 

First of all, within L2 learning, self-instruction is a type of instructed L2 learning, 

which involves an attempt to intervene in the learning process. Thus, although L2 

self-instruction takes place outside of the regular classroom, it should be differentiated 
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from informal L2 learning in which L2 learners learn the target language without 

receiving any organized instruction, usually in the target-language community. It should 

also be contrasted to another type of learning, classroom instruction, which is distinct 

from self-instruction in that it involves immediate teacher feedback and interactions with 

peers and teachers. 

Second, although researchers do not seem to agree on the character of institutional 

controls, I postulate that what makes self-instruction distinct from other types of learning 

is the lack thereof. In the literature, some have taken an inclusive approach in equating 

self-instruction with distance education and other types of individualized instruction 

within an institutional setting (e.g., Brown, 2006, 2009). Indeed, the two definitions by 

Dickinson (1987) and Benson (2001) do not seem to exclude individualized instruction 

within an institutional setting. However, I consider it crucial to distinguish 

self-instruction from distance education because self-instruction does not entail 

institutional controls, whereas distance education does, although indirect and at a 

distance.  

To illustrate this difference between self-instruction and distance education, further 

thought should be given to distance education. According to White (2006), a prominent 

definition of distance education is that it entails the following four characteristics: “the 
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separation of the teacher and learners, the use of technical media, provision of two-way 

communication, and the influence of an educational organisation, distinguishing it from 

private study” (White, 2006, p. 248). Although the two types of learning seem to share 

certain drawbacks, such as isolation from teachers or peers, problems with motivation 

and self-discipline, and the difficulty of effective time management (White, 2003, p. 22), 

self-instruction is distinct from distance education in that it does not necessarily entail the 

use of technical media or make provision for two-way communication. Furthermore, the 

critical difference between distance education and self-instruction is whether there are 

institutional controls (the influence of an educational organization, in White’s terms). 

This is likely to create important differences in learning because in distance education 

learners receive teacher feedback and evaluation. For example, Brown (2006, 2009) 

investigated what the researcher called “self-instruction” that took place at a university. 

Although students did not learn the target language in a traditional classroom setting, 

factors such as teacher feedback and assessment were still relevant. As Umino (2005) 

rightly argues, “experiencing teacher intervention from a distance appears to be crucially 

different from not having any teacher intervention at all” (Umino, 2005, p. 17). 

Third, self-instruction is a type of learning, and other related concepts regarding 

learner autonomy should not be confused with self-instruction. For example, 
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self-direction refers to an attitude, rather than a type of learning, where “the learner 

accepts responsibility for all the decisions concerned with his learning but does not 

necessarily undertake the implementation of those decisions” (Dickinson, 1987, p. 11). 

Furthermore, autonomous learning is “the upper limit of self-directed learning” 

(Dickinson, 1979, p. 183). In other words, a learner takes the full responsibility for 

his/her learning, such as setting up an objective, selecting appropriate material and 

technique, and achieving the goal. In this regard, learners in self-instruction are not 

necessarily self-directed or autonomous, since objectives and techniques are often set by 

materials designers.  

Fourth, contrary to the definition by Jones (1998), self-instruction does not 

necessarily mean learning alone. Learners could learn an L2 in a group, outside of 

institutional settings. Nor do we need to exclude self-instruction happening concurrently 

with classroom instruction. For example, it is common in Japan for junior high school 

and high school students to learn English in self-instruction while also studying it at 

school. Taken together, I define L2 self-instruction as a type of instructed L2 learning 

without institutional controls, usually alone but sometimes with others, with a conscious 

effort to learn the target language. 

Within self-instruction, a distinction is made between “learner-centered” and 
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“materials-centered” self-instructions, depending on how much control a learner has over 

his or her studies. As Dickinson (1987) argued, in learner-centered self-instruction, the 

responsibility of learning lies in learners, while in materials-centered self-instruction the 

teacher’s role is built into the teaching materials (Dickinson, 1987, p. 5). In the case of 

self-instructional broadcast (SIB) materials produced by NHK, then, they should be 

defined as materials-centered self-instruction, since the time and pace of learning are 

decided by materials providers. This type of instruction has been under criticism by some 

scholars for possibly hindering the development of learner autonomy, leading some to 

argue that self-instructed learners should be “regarded as a basically passive and supine 

being, ‘obeying’ a teaching programme” (Holec, 1988, p. 8). 

Past Studies on L2 Self-Instruction Using Broadcast Materials 

Research on L2 self-instruction has been relatively scarce, despite the possible 

importance it could have in the era of life-long learning (Hyland, 2004). However, past 

studies on L2 self-instruction, especially using broadcast materials, have accumulated 

some common findings, some of which cast doubt on Holec’s aforementioned comments. 

First, studies have reported what learners perceive to be advantages and disadvantages of 

SIB materials. Specifically, the major materials-related advantage of SIB materials was 

reported to be their ample native-speaker input, “providing a rare opportunity for 
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exposure to the speech behaviour of native speakers” (Umino, 1999, p. 318). 

Learner-related advantages included that they could study at home, that it was 

inexpensive, and that it was easy to make it a habit to study because programs were 

on-air at a fixed time (Hara & Hattori, 1995; Takahashi, 2008). On the other hand, the 

major drawbacks were that it was not an interactive type of learning and that it was 

inconvenient because of time constraints (Hara & Hattori, 1995; Takahashi, 2008). 

Various studies have also reported that the drop-out rates from SIB materials were 

relatively high (Ohkushi, 1991; Rybak, 1984; Umino, 1999).  

Second, within SITV materials, sections that learners considered to be most useful 

were skits and explanations of them, which were characterized as “implicit assimilation 

in context” and “explicit teaching of form” (Umino, 2005, p. 96). Such materials-related 

investigations allow us to gain clues for improvement of future materials, although this 

kind of investigation has been rare. 

Third, studies have reported learners’ strategies for controlling their own learning 

using SIB materials, and the processes by which these strategies are developed (Umino, 

1999, 2006). These strategies included intentionally looking away from accompanying 

textbooks while listening, recording programs for later practice of dictation, etc. (Umino, 

1999, p. 324). Thus, doubts are raised as to whether materials-centered self-instruction 
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really hinders learner autonomy. Furthermore, similar self-regulatory strategies, although 

not using SIB materials, such as structuring the learning environment and creating 

acquisition-rich experiences, are reported in a study focusing on individualized 

instruction in a university context (Brown, 2006, 2009). 

Taken together, the past studies provide us with some common overall advantages 

and drawbacks of self-instruction using broadcast materials as perceived by learners. The 

main advantage is its ample native-speaker input. On the other hand, the problem that 

repeatedly comes up with self-instruction using broadcast materials is the high drop-out 

rate. Furthermore, in the Japanese context it is reported that radio materials generally 

have higher drop-out rates than TV materials (Ohkushi, 1991, p. 50).  

The Preliminary Study on Learners’ Perceptions of Self-Instructional Radio 

Materials 

In order to investigate possible reasons for the high drop-out rates from SIR 

materials in the Japanese context, I examined perceptions of learning-related and 

materials-related characteristics of SIR materials by learners of English (Takahashi, 2008). 

By conducting an online questionnaire using Survey Monkey (www.surveymonkey.com) 

and a set of follow-up interviews, I observed the following four points.  
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First, the major advantage of the materials was that the fixed on-air schedule 

helped learners maintain a regular learning schedule. However, the same characteristic 

was perceived by other learners to be a major drawback, as these materials seemed 

inflexible. Another characteristic, namely the non-existence of visual information, was 

also perceived by learners as both an advantage and a drawback. Second, the ample 

native-speaker input in these materials, reported in previous studies as a major advantage, 

was not perceived as a notable advantage in this study. This called for a rethinking of the 

prevalence of a target language investigated and the exact meaning of "native-speaker 

input." Third, within the materials, the skit section was perceived to be the most useful 

and the most interesting, since the section provided learners with English conversations 

that have useful expressions in a specific context. Fourth, the findings above suggested 

that future studies should clarify the exact nature of L2 self-instruction 

that they investigate (what the target language is and what the medium is), for these 

characteristics are likely to influence the results of studies. The existence of visual 

information, for example, varies even within SIB materials, depending on whether they 

are TV or radio materials. Furthermore, the characteristic of the fixed schedule of 

materials on-air is irrelevant when investigating, for example, L2 self-instructional 

materials available only online. 
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I also reported in Takahashi (2008) that one of the biggest reasons for the high 

drop-out rates from SIR materials seemed to be that learners had to keep motivating 

themselves in order to persist in this type of learning. The issue of motivation coincides 

with the importance of motivation emphasized in a series of studies at the Open 

University in U.K., which offers diverse L2 courses in distance education (Hurd, 2006, 

2007). The issue may even be keener in self-instruction. In self-instruction, learners do 

not have encouragement or pressure from teachers or peers, which makes them free to 

drop out of these programs at will. This issue of motivation, or a lack thereof, seems 

especially relevant to the high drop-out rates that have been reported in a number of 

studies. With this in mind, I now turn to the literature on L2 motivation. 

Past Studies on L2 Motivation 

Research on motivation to learn a FL/L2 has been active for more than 40 years. 

Different models have been proposed to answer this complicated question: how and why 

does a learner decide to take on the journey of studying an L2, and how does he/she 

maintain the effort? Although researchers have not come to a complete agreement as to 

what it is that shapes motivation, they seem to agree at least that motivation involves “the 

direction and magnitude of human behaviour” (Dörnyei & Ushioda, 2011, p. 4, original 

emphasis). For L2 learning, this means that motivation entails both the action of initiating 
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the learning of an L2 and the effort needed to sustain the learning. Among various L2 

motivation models, for many years the dominant model was the one proposed by Gardner 

and his associates (Gardner, 1985, 2001; Gardner & MacIntyre, 1993; Gardner, Tremblay, 

& Masgoret, 1997; Masgoret & Gardner, 2003), which was first extensively tested in the 

bilingual Canadian context and later applied to other contexts by numerous researchers. 

At the heart of Gardner’s model was the construct of integrative motivation, which 

was defined as a motivation “to learn a second language because of positive feelings 

toward the community that speaks that language” (Gardner, 1985, pp. 82-83). This 

construct consisted of integrativeness, attitudes toward the learning situation, and 

motivational quantity. Integrativeness referred to “a genuine interest in learning the 

second language in order to come closer to the other language community” (Gardner, 

2001, p. 5), and was comprised of the learner’s interest in foreign languages, attitudes 

towards the L2 community, and integrative orientation (reasons for learning an L2). 

Furthermore, the model suggested that the construct of integrative motivation included 

the motivation quantity, which is the amount of effort (intensity), the extent to which a 

learner wants to achieve a high level of L2 competence, and the amount of his/her 

enjoyment while learning the language.  

Furthermore, Gardner proposed a more general L2 learning model which has 



              

 

20 

 

motivation as its cornerstone, now referred to as the socio-educational model (Gardner, 

1985). This model included environmental factors, various individual differences, 

language acquisition contexts, and learning outcomes. Although a complicated model 

when considered as a whole, Gardner’s model was popular mainly because of the rather 

simplistic distinction made in the model between integrative orientation and instrumental 

orientation, which referred to the more practical and utilitarian value and advantages of 

learning L2, such as getting a better job. To date, various empirical studies have been 

conducted using this model (e.g., Gardner, 1985; Gardner & MacIntyre, 1993; Gardner, 

Tremblay, & Masgoret, 1997).  

In addition to a number of primary studies, Masgoret and Gardner (2003) did a 

meta-analysis of 75 studies involving 10,489 individuals in total in Canada, in order to 

examine the applicability of the model. They examined the correlations between the five 

attitude/motivation variables on the one hand, and achievement as measured by 

self-ratings, tests, and grades on the other hand. The study found that (a) all of the 

correlations were positive, and (b) the correlations between achievement and motivation 

were higher (r=.29 to .39) than the correlations between achievement on the one hand and 

integrativeness (r=.21 to .26), attitudes toward the learning situation(r=.17 to .26), 

integrative orientation (r=.15 to .20) or instrumental orientation (r=.08 to .16) on the 
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other hand (Masgoret & Gardner, 2003, p. 141). Thus, they argued that it was motivation, 

which included motivational intensity or effort, desire to learn the language, and attitudes 

towards learning the language, that was highly related to L2 achievement. It should be 

noted that correlation does not mean causation: it might well be that high achievement 

motivates L2 learners, in which case, we cannot argue that motivation leads to 

achievement. Furthermore, the differences in the magnitude of correlations are rather 

small, which questions the real differences in the relationships among these variables. 

However, the study showed that motivation was moderately related to L2 achievement. 

Since Gardner and his associates proposed their model, it has met with some 

criticism (e.g., Au, 1988; Dörnyei, 1990, 2009a). Crookes and Schmidt (1991) contended 

that there should be more education-grounded research and that alternative ideas, such as 

the role of attention, should be incorporated into the area in order to better explain a 

complicated construct like L2 motivation. They also emphasized that the concept of 

motivation was as applicable to out-of-class learning as to classroom learning (Crookes & 

Schmidt, 1991, p. 494). Oxford and Shearin (1994) also called for an expansion of the 

model by distinguishing English as a second language (ESL) and EFL contexts and by 

incorporating theories such as Maslow’s hierarchy of needs and cognitive development. 
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Recent Trends in L2 Motivation Research 

In recent years, L2 motivation research has tried to contend with some challenges 

that the field has encountered. This has been done by (a) trying to capture the changing 

and dynamic nature of motivation, (b) not only conducting questionnaires but expanding 

the methodology, (c) empirically testing the models in foreign language contexts, and (d) 

proposing new models. 

First, one criticism of Gardner’s model was towards the relatively stable nature of 

motivation that the model suggested. Under Gardner’s model, motivation was regarded as 

a rather stable personal trait, which did not easily change over a period of time. In 

contrast, Dörnyei and Ushioda (2011) suggested that in a long, often arduous journey like 

L2 learning, motivation “does not remain constant during the course of months, years or 

even during a single lesson (Dörnyei & Ushioda, 2011, p. 6). For this reason, some 

researchers (e.g., Dörnyei, 2002; Julkunen, 2001) have proposed the notion of 

situation-specific or task-specific motivation, which captures the changing and dynamic 

nature of motivation. Furthermore, although there have been relatively few, some have 

started to advocate longitudinal studies in order to explain the changes in motivation that 

occur over a long period of time (e.g., Nikolov, 1999; Ushioda, 2001). 

Second, although the predominant research method for investigating L2 motivation 
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has been a self-report questionnaire, some have also employed qualitative methods (e.g., 

Norton, 2001; Ushioda, 2001; Williams & Burden, 1999). While a questionnaire is useful 

in uncovering general group patterns by focusing on “averages and aggregates that group 

together people who share certain characteristics” (Ushioda, 2009, p. 215), it may not 

necessarily uncover the unique characteristics of each individual (Dörnyei, 2009b, pp. 

186-187). Thus, it is crucial to also try to find in-depth knowledge of individual learners 

as unique cases. Qualitative methods are powerful in doing this, providing a rich account 

of each learner’s experiences embedded in a context. 

Third, as researchers applied the socio-educational model to EFL contexts, they 

realized the limitations of integrative orientation. The ambiguities of integrative 

orientation were brought up quite early in L2 motivation research (Clément & Kruidenier, 

1983). The situation is even more complicated today: as Ushioda and Dörnyei argue, 

unlike the Canadian context that Gardner and his associates investigated in the 20
th

 

century, the situations in many countries today are quite different in that the ownership of 

English “does not necessarily rest with a specific community of speakers” (Ushioda & 

Dörnyei, 2009, pp. 2-3). Put another way, with the globalization of the world today, 

English is now considered to be an international language, and for learners in the EFL 

contexts it means that there may be no specific target L2 community, which undermines 
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Gardner’s idea of integrativeness. In fact, Sawaki (1997) argued that for Japanese 

learners, who usually do not have frequent opportunities to communicate in English, 

“English is a language for international communication, and is not associated with any 

particular group” (Sawaki, 1997, p. 95).  

Because of this limitation, researchers have proposed alternative variables to 

explain L2 motivation among learners in EFL contexts. For example, Dörnyei has 

proposed the L2 motivational self system, which incorporates the idea of “self” into L2 

motivation (Dörnyei, 2005, 2009a). Another way of conceptualizing L2 motivation has to 

do with SDT, which was originally proposed by Deci and Ryan (1985, 2002) and has 

been influential in many fields such as education. Still another conceptualization 

especially influential in EFL contexts is Yashima’s (2002, 2009) construct of IP, which is 

“a general attitude toward the international community that influences English learning 

and communication” (Yashima, 2002, pp. 62-63). Fourth, L2 WTC has recently been 

influential, since the focus of L2 teaching and learning has shifted to communication. The 

development of these inter-related constructs shows that in order to understand L2 

motivation, these constructs need to be taken into account, and each of them is described 

in detail below. 
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L2 Motivational Self System 

Dörnyei’s conceptualization of L2 motivation as a self system has been one of the 

most important improvements in recent L2 motivation research. The model is based on 

the psychological theory of self-discrepancy (Higgins, 1987), which proposes that a 

human being is motivated because he/she wishes to close the gap between his/her ideal 

self and his/her actual self. The L2 motivational self system is made up of the following 

three constituents: (a) ideal L2 self (the L2-specific facet of one’s ideal self), (b) ought-to 

L2 self (the attributes that one believes one ought to posses to meet expectations and to 

avoid possible negative outcomes), and (c) L2 learning experience (situated, ‘executive’ 

motives related to the immediate learning environment and experience) (Dörnyei, 2009a, 

p. 29). If, for example, a learner wishes to become a proficient L2 speaker, this ideal L2 

self becomes a strong motivator to learn the L2 because of a discrepancy between the 

actual and ideal selves. A case involving ought-to L2 self would be if a learner becomes 

motivated to learn the L2 because of extrinsic types of instrumental motives, such as 

meeting his/her parents’ expectations. Regarding L2 learning experience, Dörnyei has 

expressed that “future research will hopefully elaborate on the self aspects of this 

bottom-up process” (Dörnyei, 2009a, p. 29). 

Although fairly recently, the L2 motivational self system has been tested 
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empirically in different EFL contexts. In some cases, the system only gained partial 

support because the construct of ought-to L2 self was not identified (e.g., Kormos & 

Csizér, 2008). However, ideal L2 self has repeatedly been found to correlate highly with 

the criterion measure of intended effort, which points to the importance of ideal L2 self 

(e.g., Al-Shehri, 2009; Csizér & Lukacs, 2010; Kormos & Csizér, 2008; Taguchi Magid, 

& Papi, 2009).  

Self Determination Theory 

SDT is one of the well-developed motivational theories in psychology. In SDT, it is 

postulated that all human beings have an innate tendency toward growth and integration. 

This nature interacts with social contexts that either “nurture or impede the organism’s 

active nature” (Deci & Ryan, 2002, p. 6). In explaining the social factors, SDT takes into 

account three fundamental psychological needs of human beings (autonomy, competence, 

and relatedness). Social environments can be categorized from supportive, in that they 

satisfy these three needs, to antagonistic, in that they conflict with these needs.  

First, autonomy refers to being the perceived origin or source of one’s own 

behavior. Second, competence is concerned with “feeling effective in one’s ongoing 

interactions with the social environment and experiencing opportunities to exercise and 

express one’s capacities” (Deci & Ryan, 2002, p. 7). Third, relatedness refers to feeling 
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connected to others. Deci and Ryan argue that when these three needs are met, human 

beings are intrinsically motivated (Deci & Ryan, 1985, 2002). 

With regard to motivation, there is a distinction between intrinsic and extrinsic 

motivation, in addition to amotivation, which is related to situations where consequences 

are “wholly beyond the person’s intentional control” (Deci & Ryan, 1985, p. 150). 

Intrinsic motivation is based on intrinsic interest in the activity itself and on “the innate, 

organismic needs for competence and self-determination” (Deci & Ryan, 1985, p. 32). In 

other words, people engage in an activity for the pure enjoyment of the activity. 

Furthermore, within intrinsic motivation, there are three types: intrinsic motivation to 

know, intrinsic motivation to accomplish, and intrinsic motivation to experience 

stimulation. Extrinsic motivation, on the other hand, is based on rewards extrinsic to the 

activity that the social world deems necessary to learn. Amotivation is related to feeling 

“helpless” because consequences arise due to environmental forces that are neither 

predictable nor controllable (Deci & Ryan, 1985, p. 129). 

What is unique in this theory is that, rather than being dichotomous in nature, 

different kinds of motivation lie along a continuum from the most autonomous or 

“self-determined,” to the least internalized or “self-determined” (see Table 1), thus 

casting light on qualities of motivation. Specifically, Deci and Ryan (1985) distinguished 
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four kinds of extrinsic motivation as well, from the least self-regulated (“external 

regulation”), intermediary (“introjected regulation”), and the most self-regulated among 

the four (“identified regulation” and “integrated regulation”). 

Table 1.  

Continuum of Types of Motivation in SDT 

Type of 

Motivation 

Amotivation Extrinsic Motivation Intrinsic 

Motivation 

Type of 

Regulation 

Non- 

regulation 

External 

Regulation 

Introjected 

Regulation 

Identified 

Regulation 

Integrated 

Regulation 

Intrinsic 

Regulation 

Behavior Not self-determined  <--------------------------------------------------------> Self-determined 

First, if L2 learners have external regulation, they study an L2 so that they can 

avoid punishment or seek rewards. A typical case would be individuals learning an L2 

only so that their parents will not scold them or only so that they can earn credits at 

school. Second, if learners have introjected regulation, their reasons of learning an L2 

may be more internalized in that they do so because, for example, they want to avoid 

guilt or shame. In this case, although the pressure comes from within, learners are still 

reacting to pressure and therefore are not self-determined. Third, if learners have 

identified regulation, they learn an L2 because, for instance, they want to become a 

teacher. At this stage they engage in learning because of its personal importance. 

Integrated regulation represents an even higher degree of self-determination than 

identified regulation. However, it should be noted that researchers have found that it is 

difficult to distinguish the construct of integrated regulation from identified regulation, 
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and that integrated regulation is often excluded in research (cf. Noels, Pelletier, Clément, 

& Vallerand, 2000). Deci and Ryan (2002) further argued that it is possible to change the 

nature of motivation by enhancing learners’ relatedness, perceived competence, and 

autonomy, because the phenomenon of internalization is “a natural process in which 

people work to actively transform external regulation into self-regulation” (Deci & Ryan, 

2002, p. 15). 

Deci and Ryan’s theory has been influential because it offers a way of reorganizing 

different orientations, such as instrumental, friendship, travel, and knowledge orientations 

(Clément & Kruidenier, 1983), into “a systematic framework” (Noels, Pelletier, Clément, 

& Vallerand, 2000, p. 63). Furthermore, it provides psychological mechanisms “that can 

explain and predict how orientations are related to learning outcomes” (Noels, Pelletier, 

Clément, & Vallerand, 2000, p. 63). As such, the theory has been tested, although 

relatively recently compared to Gardner’s model, in empirical research in L2 learning as 

well (e.g., Hiromori, 2003, 2005; Noels, Pelletier, Clément, & Vallerand, 2000; Noels, 

2001; Pae, 2008; Sakai & Koike, 2008; Tanaka & Hiromori, 2007; Yashima, 2009).  

SDT was first empirically tested in the Canadian context by Noels and her 

colleagues. First, they confirmed the validity and reliability of a scale of intrinsic and 

extrinsic L2 motivation by conducting a questionnaire study with 159 English L1 learners 
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of French (Noels, Pelletier, Clément, & Vallerand, 2000). They found that the subscales 

were clearly distinguished by a factor analysis. Furthermore, validity was confirmed in 

the following way: the researchers found the positive and highest correlation between 

intrinsic motivation and identified regulation (r=.58 to .63), a positive but lower 

correlation between intrinsic motivation and introjected regulation (r=.40 to .45), a 

non-significant correlation between intrinsic motivation and external regulation (r=.04 

to .15), and a negative correlation between intrinsic motivation and amotivation (r=-.15 

to -.30) (Noels, Pelletier, Clément, & Vallerand, 2000, p. 70). This means that similar 

kinds of motivation have higher correlations than distant ones, which confirms the 

validity of the model. 

Second, in a study in the Japanese context with 275 first-year high school students, 

the same relationships between intrinsic motivation and different types of extrinsic 

motivation as well as amotivation were found (Hiromori, 2003, pp. 180-181). The 

researcher also investigated the three psychological needs (for autonomy, relatedness, and 

competence) of these learners and found causal relationships between relatedness and 

competence on the one hand and motivation on the other hand (Hiromori, 2003, p. 182). 

However, it is interesting to note that he did not find a direct path from the need for 

autonomy to any of the motivation types. 
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Third, Pae (2008) examined the statistical similarity between the integrative and 

instrumental orientations and SDT subtypes of motivation, and proposed a model using 

SEM with regard to the relationships among orientation, motivation, self-confidence, and 

L2 achievement. By examining the data from 315 Korean university students learning 

English, the researcher found that instrumental orientation and external regulation were 

statistically similar. Furthermore, the SEM analyses showed that out of the five L2 

orientations tested in the analyses (integrative, instrumental, introjected, identified, and 

intrinsic) only intrinsic motivation showed an acceptable fit to the data (Pae, 2008, p. 20). 

This intrinsic motivation led to motivation (motivational intensity, desire to learn English 

and attitudes toward learning English) and self-confidence, which both led to 

achievement. Self-confidence also had a direct path to motivation (motivational intensity, 

desire to learn English and attitudes toward learning English). The applicability of 

extrinsic motivation in explaining the magnitude of motivation and achievement needs to 

be clarified in future studies in different countries.     

Fourth, although not in the field of L2 learning/teaching, studies have shown that 

the subtypes of motivation within the SDT framework are related to high school and 

junior college drop-outs (Vallerand & Bissonnette, 1992; Vallerand, Fortier, & Guay, 

1997). Vallerand and Bissonnette (1992) investigated whether different types of 
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motivation measured at the beginning of the semester would predict persistence/drop-out 

among 1,062 first-year junior college students taking a compulsory French course in 

Canada. They found that initial levels of intrinsic motivation and identified regulations 

were higher for students who persisted and finished the course than for those who 

dropped out of the course, whereas introjected and external regulations were not related 

to persistence (Vallerand & Bissonnette, 1992, p. 611). Vallerand, Fortier, and Guay 

(1997) examined the same issue of motivation and persistence with 4,537 high school 

students in Canada. By conducting a motivational questionnaire in October during the fall 

semester and tracking down who had persisted/dropped out of school a year later, the 

researchers found that the levels of intrinsic motivation and identified regulations were 

higher for those who persisted, and that there was no significant difference in external 

regulation between persistent and drop-out students. Contrary to the findings in Vallerand 

and Bissonnette (1992), introjected regulation was found to be higher for persistent 

students than for drop-out students (Vallerand, Fortier, & Guay, 1997, p. 1166). 

International Posture 

Yashima (2002, 2009) has developed the attitudinal construct of IP by conducting 

studies in the Japanese context. As described earlier, Japan is an EFL context, where there 

are no frequent opportunities for most learners to use English. Thus, there is no 
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equivalent of “the target language community” in Gardner’s sense. Furthermore, although 

the government has emphasized the importance of improving the communicative 

competence of Japanese learners of English, this comes “without a vision of where [the 

government] lead[s] learners to” (Yashima, 2009, p. 144). In this respect, it is unlikely 

that learners are motivated to learn English in order to identify themselves as “the target 

language community,” a situation described in Gardner’s studies. 

Yashima’s conceptualization of IP grew out of such a context. Thus, unlike 

integrativeness, IP “tries to capture a tendency to relate oneself to the international 

community rather than any specific L2 group” (Yashima, 2009, p. 145), and is made up 

of four aspects in the most recent version: (a) intergroup approach-avoidance tendency 

(the tendency to approach or avoid foreigners), (b) interest in international 

vocation/activities, (c) interest in international news, and (d) having things to 

communicate to the world (Yashima, 2009, pp. 162-163). Yashima argues that it is not 

easy to distinguish between integrativeness and instrumentality because English, an 

international language today, has some utilitarian value in most cases even when we 

discuss integrativeness as an attitude toward learning English. Thus, the researcher goes 

on to propose that IP “seizes both integrative and instrumental aspects of motivation” 

(Yashima, 2009, p. 146). The construct of IP has been tested and shown to affect learners’ 
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motivation (as measured by motivational intensity and desire to learn English), which 

leads to proficiency as well as self-confidence. Self-confidence, in turn, leads to L2 WTC 

(Yashima, 2009, p. 147). It is important to note that in Yashima’s study, “motivation” 

referred to the combination of motivational intensity and the desire to learn English, 

focusing on the quantity of motivation. 

When we consider the relationship between IP and ideal L2 self in EFL contexts, 

the importance of IP becomes clear. Typically, in EFL contexts L2 learners do not possess 

the ideal self that is related to L2. As Yashima (2009) points out, if a teenager envisions 

an ideal self of being a medical doctor, this ideal self does not necessarily involve an L2 

aspect. He/she may learn English as well as other academic subjects in order to pass the 

university entrance examinations, but this does not necessarily require L2 competence 

(Yashima, 2009, p. 148). However, if the same teenager has high IP and therefore 

envisions him/herself as having an international career and, for example, attending 

international medical conferences, this will lead to an ideal self that has an L2 component. 

Thus, IP may be able to create an ideal self that includes an L2 component, leading to 

high levels of ideal L2 self. Indeed, in Kormos and Csizér (2008) the researchers found 

that in the Hungarian EFL context, IP was the best predictor of the ideal L2 self for all 

three age groups that they investigated (secondary school students, university students, 
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and adults). 

L2 Willingness to Communicate, Perceived L2 Competence, and L2 Communication 

Anxiety 

     WTC is a concept that first emerged in L1 communication literature, and it is 

defined as the tendency of an individual to initiate communication when he/she has free 

choice (McCroskey & Richmond, 1987). WTC takes as its antecedents variables such as 

introversion and communication apprehension, and plays a crucial role “in determining 

an individual’s communication impact on others” (McCroskey & Richmond, 1987, p. 

154). Researchers have started to apply the concept to L2 learning literature because it 

“offers the opportunity to integrate psychological, linguistic, educational, and 

communicative approaches to L2 research that typically have been independent of each 

other” (MacIntyre, 2007, p. 564). Although situationally dependent, L2 WTC is one’s 

psychological tendency, which is “the most immediate determinant of L2 use” (Clément, 

Baker, & MacIntyre, 2003, p. 191). This L2 use in turn is likely to affect L2 learning. 

Furthermore, L2 communication is now regarded in many contexts not only as a 

necessary process for L2 learning but also as a goal of L2 learning/teaching. As such, “a 

proper objective for L2 education is to create WTC” (MacIntyre, Dörnyei, Clément, & 

Noels, 1998). They argued that learners do not simply transfer L1 WTC to L2 WTC 
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because unlike L1 WTC, which is basically considered to be a personality trait, L2 WTC 

is likely to interact not only with L2 competence but also with various contextual factors, 

such as “a number of intergroup issues, with social and political implications, that are 

usually irrelevant to L1 use” (MacIntyre, Dörnyei, Clément, & Noels, 1998, p. 546). 

     MacIntyre (1994) proposed that WTC is based on a combination of perceived 

communicative competence and communication anxiety (apprehension). Baker and 

MacIntyre (2000) investigated learners of French in both immersion and non-immersion 

schools and found that, whereas immersion students showed a strong correlation between 

communication anxiety and L2 WTC (r=-.44, p<.01), non-immersion students showed a 

strong correlation between perceived competence and L2 WTC (r=.72, p<.01) (Baker & 

MacIntyre, 2000, p. 324). The researchers explained this difference in the following way: 

in immersion settings with ample L2 communication opportunities, learners have high 

levels of linguistic competence. Still, they feel the pressure to speak well, which makes 

anxiety “a central factor for these students.” On the other hand, non-immersion students, 

with limited L2 exposure, usually have less linguistic competence than immersion 

students, which makes perceived L2 competence a key factor affecting L2 WTC (Baker 

& MacIntyre, 2000, p. 336). This pattern is supported by a study done in Japan (Yashima, 

2002). The relationship between L2 anxiety and perceived L2 competence on the one 
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hand and L2 WTC on the other hand resembled that in non-immersion schools: the 

correlation was higher between perceived L2 competence and L2 WTC (r=.56, p<.01) 

than between L2 anxiety and L2 WTC (r=-.39, p<.01) (Yashima, 2002, p. 65). 

     The relationship between perceived competence, anxiety, L2 WTC, and proficiency 

suggests that it may create “a vicious cycle” (Baker & MacIntyre, 2000, p. 316). If 

learners have high anxiety and low perceived competence, they will be likely to be 

unwilling to communicate in their L2, which results in fewer communications in the L2. 

This then deprives them of the opportunity to improve their proficiency, which leads to 

even higher anxiety and lower perceived competence. 

     In Japan, researchers have investigated the inter-relationships among IP, L2 WTC, 

L2 communication confidence (comprised of perceived competence and anxiety), 

proficiency, and frequency of L2 communication. First, Yashima (2002) investigated the 

interrelationships among L2 WTC, IP, L2 motivation (as measured by motivational 

intensity and desire to learn English), L2 communication confidence, and L2 proficiency 

as measured by the Test of English as a Foreign Language, Institutional Testing Program 

(Yashima, 2002, p. 59). By analyzing the data with a sample of Japanese university 

students using SEM, the researcher found that IP predicted L2 motivation, which in turn 

predicted English proficiency. Motivation also predicted L2 communication confidence, 
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which in turn predicted L2 WTC. Furthermore, IP directly predicted L2 WTC as well 

(Yashima, 2002, p. 61).  

It is important to note that unlike the hypothesized model proposed by Yashima, 

there was not a direct path from L2 motivation to L2 WTC (Yashima, 2002, pp. 61-62). 

The researcher argued that this suggests that in order for an L2 learner to be willing to 

communicate in the L2, being motivated is not enough and that he/she needs to have 

confidence in L2 communication (Yashima, 2002, p. 62). Indeed, there seem to have been 

complicating results in terms of the relationship between L2 motivation and L2 WTC. 

First, in comparing Canadian bilingual and monolingual contexts, MacIntyre, Baker, 

Clément, and Donovan (2003) found that the correlation between L2 motivation and L2 

WTC was much higher for immersion students than for non-immersion students 

(MacIntyre, Baker, Clément, & Donovan, 2003, p. 601). Second, MacIntyre and Charos 

(1996) hypothesized that L2 WTC leads to motivation; however, the data did not create a 

significant path from L2 WTC to motivation. These results seem to suggest that L2 

motivation is not a direct cause or a product of L2 WTC but is mediated by L2 

communication confidence (composed of perceived L2 competence and communication 

anxiety). The relationship between L2 motivation and L2 WTC needs further 

clarification. 
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Second, Yashima, Zenuk-Nishide, and Shimizu (2004) investigated the antecedents 

and results of L2 WTC by conducting a questionnaire with two samples of Japanese EFL 

high school students. The students either had an opportunity to communicate with their 

native English teachers on a daily basis or went on a study-abroad program. The samples 

were collected from these two groups so that frequency of L2 communication would be a 

relevant variable to them. The researchers again found that IP predicted L2 motivation, 

which led to L2 communication confidence, which in turn predicted L2 WTC. L2 

motivation did not have a direct path to L2 WTC, as in Yashima (2002). L2 WTC 

predicted frequency of L2 communication, and IP directly led to L2 WTC and frequency 

of L2 communication as well. 

These results have some important implications. First, when investigating L2 

motivation, related variables such as IP and L2 WTC should be examined together 

because the constructs are inter-related. Second, the relationship between L2 motivation 

and L2 WTC needs to be further explored. Third, with many Japanese adolescents 

currently having the opportunity to study abroad, L2 WTC could play an important role 

in L2 learning, since it leads to frequency of L2 communication, and “to improve 

communicative skills one needs to use language (Yashima, Zenuk-Nishide, & Shimizu, 

2004, p. 122). As such, L2 WTC should be investigated together with other related 
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variables such as L2 motivation and IP. 

Studies of L2 Motivation in the Japanese Context 

     Much has been investigated with regard to L2 motivation among Japanese learners 

of English. What researchers have found can be classified into three broad categories: (a) 

the issue of integrative and instrumental orientations, (b) the relevance of university 

entrance examinations and maintenance of motivation after these examinations, and (c) 

the applicability of SDT in the Japanese context. 

     First, researchers have found that what has been proposed in Gardner’s 

socio-educational model with regard to integrative and instrumental orientations often 

does not fit the context. In some studies (e.g., Apple, 2005; Kimura, Nakata, & Okumura, 

2001), researchers had questionnaire items that were originally intended to separately 

measure integrative and instrumental orientations. By conducting factor analyses, 

however, they found that what often emerged as one factor included items both on 

integrative and instrumental orientations, thus blurring the distinction. In another study 

(Sawaki, 1997), where the researcher first elicited as many orientations for learning 

English as possible by an open-ended question and later summarized them into 31 

orientation items, the researcher argued that it was difficult to categorize some items 

either as integrative or instrumental orientation. As Yashima (2009) points out, in Japan it 
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is not “realistic to talk about integrativeness as an attitude toward learning English 

without being influenced by its utilitarian value” (Yashima, 2009, p. 146). Thus, even 

when Japanese researchers work within the socio-educational framework, they often 

avoid using the term “integrative motivation” (Irie, 2003, p. 91), and do not rely solely on 

integrative and instrumental orientations but add items from other theories, such as SDT 

(e.g., Carreira, 2006; Mori & Gobel, 2006). 

     Second, researchers have pointed out that it is not easy for learners who have 

finished the university entrance examinations to maintain L2 motivation (e.g., Berwick & 

Ross, 1989). This is because once learners finish the university entrance examinations, 

which provided them with instrumental orientation, they are left with “a motivational 

vacuum” (Berwick & Ross, 1989, p. 207). This has led some researchers to propose 

various ways of motivating learners (e.g., Sakai & Koike, 2008; Tanaka & Hiromori, 

2007). 

     Third, recent studies have started to work within the framework of SDT (e.g., Ando, 

2000; Hayashi, 2005; Hiromori, 2003, 2005; Sakai & Koike, 2008). For example, 

Hiromori (2003) analyzed the data from a sample of 275 high school students and 

showed that the results supported construct validity and that good reliability coefficients 

were obtained. Furthermore, as in Noels, Pelletier, Clément, and Vallerand (2000), the 
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data showed the simplex pattern relationships, which means that (a) the kinds of 

motivation that are more self-determined were inversely related to those that are less 

self-determined and (b) correlations among adjacent scales were higher and more positive 

than those with the more distant scales (Hiromori, 2003, p. 180). 

     One important caution regarding studies in the Japanese context deserves mention 

at this stage. In Japanese, motivation is usually translated as doki-zuke, which does not 

necessarily include the aspect of effort. However, in the international research community, 

researchers basically agree that motivation includes the aspect of effort (e.g., Dörnyei & 

Ushioda, 2011; Ortega, 2009). This discrepancy can be exemplified by the difference 

between how Hiromori (2003) explained doki-zuke in a study written in Japanese and 

how Yashima (2002) and Yashima, Zenuk-Nishide, and Shimizu (2004) operationalized 

motivation in studies written in English, despite the fact that all three studies concerned 

learners in Japan. On the one hand, Hiromori (2003) summarized that past L2 motivation 

research tried to cast light on the reasons why learners learn foreign languages. On the 

other hand, Yashima (2002) and Yashima, Zenuk-Nishide, and Shimizu (2004) 

operationalized L2 motivation as motivational intensity and desire to learn English. 

Indeed, this seems to be one of the causes for the varying usages and confusion, 

regarding integrative orientation, instrumental orientation, integrative motivation, and 
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instrumental motivation. This is an issue persistent in the international community of L2 

motivation research as well, and any researcher should be clear about how he/she defines 

L2 motivation. 

Summary  

In sum, the literature shows that L2 self-instruction using SIB materials has been 

especially prevalent in Japan, for it offers an economical way of learning an L2 with 

ample native-speaker input. However, it is difficult for learners to persist in this type of 

learning because they have to keep motivating themselves. 

Furthermore, past research on L2 motivation has shifted from the application of the 

socio-educational model to the application of other models (e.g., SDT) and the proposal 

of new models (e.g., the L2 motivational self system), as well as the proposal of other 

related variables (e.g., IP and L2 WTC). Although the socio-educational model is still 

applied in various contexts, including Japan, researchers have started to apply these other 

models and constructs in order to better understand the complicated construct of L2 

motivation. Thus, in order to capture the motivational bases of learners in Japan, it is 

important to consider the following three points. First, in order to capture the 

motivational bases of L2 learners, it is important to not only investigate L2 motivation 

itself but also to examine other related variables: IP, ideal L2 self, L2 communication 
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confidence, and L2 WTC. Second, SDT seems to offer a promising alternative to 

Gardner’s model, considering studies done in the Japanese context. SDT also seems to 

play an important role in predicting persistence of learning. It should be noted, however, 

that SDT focuses on quality of motivation, but the quantity of motivation is still relevant, 

as shown in some recent studies (e.g., Yashima, 2002; Yashima, Zenuk-Nishide, & 

Shimizu, 2004). Third, it is important to not only rely on a self-report questionnaire but to 

triangulate the data for a thorough understanding. 

Working Definition of L2 Motivation 

At this point, I will clarify what I call “L2 motivation,” as the definition of L2 

motivation still is a matter of debate. I postulate, especially in the light of past research 

using SDT and the socio-educational model, that motivation should be defined both in 

terms of the quality and quantity of the construct. Thus, SDT should be invaluable in 

determining orientations or the quality of motivation, whereas the socio-educational 

model is useful in that it has the sub-construct of motivation intensity. I further argue that 

the construct of L2 motivation should not only entail orientations (reasons) for learning 

an L2 but also the amount of effort a learner makes in learning an L2. This is because 

orientations alone do not clarify how much effort learners put into their L2 learning, and 

effort does not clarify why they put in these efforts. Thus, as a working definition, I 
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postulate that motivation is made up of both orientations for learning an L2 and the effort 

expended. 

Purpose of the Study and Research Questions 

When L2 motivation theory is applied to the self-instructional context, various 

important questions arise. What variables shape learners’ motivational bases in 

self-instruction, and how inter-related are they? Do successful learners have different 

types of motivation from those who drop out of L2 self-instruction? What differentiates 

those who persist in their learning and others who do not? Do L2 learners using SIR 

materials become confident in L2 communication and willing to communicate in the L2 

after learning for an extended period of time, although learning with SIR materials does 

not allow interactions? How do self-instructed learners manifest their L2 WTC, when it is 

not possible to have interactions in the L2 using SIR materials? 

Surprisingly, L2 motivation research within self-instruction has been especially 

scarce, despite the vast literature on L2 motivation in general. Thus, this study aims to 

examine the relationships among the variables of persistence in L2 self-instruction, 

motivation, and four other related variables (IP, ideal L2 self, L2 communication 

confidence, and L2 WTC), and examine the differences between persistent and 

non-persistent learners. In addition, the study seeks to investigate the relationships 
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between extrinsic types of motivation and magnitude of motivation. This is because 

extrinsic types of motivation have not lead to magnitude of motivation (Pae, 2008) 

although it is conceivable that self-determined types of extrinsic motivation (e.g., 

identified regulation) lead to effort. This study helps to clarify these issues by examining 

all of these variables with the same participants. Furthermore, this study aims to examine 

the relevance of L2 WTC and L2 communication confidence for self-instructed learners. 

This is because, although L2 self-instruction using SIR materials is not interactive in that 

it does not allow interactions in the target language, many of the materials do focus on 

“English conversation.” Thus this study will help clarify the roles SIR materials play, if 

any, in L2 communication. For participants, the study will focus on learners using SIR 

materials, since (a) in the Japanese context it is reported that radio materials generally 

have higher drop-out rates than TV materials (Ohkushi, 1991, p. 50) and (b) the trends 

confirmed in my preliminary study (Takahashi, 2008) were concerned with SIR materials. 

With these points in mind, the following research questions are posed: 

1. What are the relationships between and among the following variables: IP, ideal 

L2 self, L2 communication confidence, L2 WTC, L2 motivation, and persistence in 

self-instruction as measured by the length of study in Japan? 

2. Do extrinsic types of motivation significantly contribute to the above SIR 
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model? 

3. When persistent learners, who have learned English using SIR materials for two 

years or more, and the non-persistent learners, who have dropped out in less than a 

year, are contrasted, what characteristics emerge as differentiating factors? 

4. How do Japanese learners in self-instruction manifest their L2 WTC? 

5. How can changes in L2 motivation, IP, L2 WTC, and ideal L2 self explain 

persistence/non-persistence in self-instruction in the Japanese context? 

Answering these questions should enable us to gain insights into learners’ motivation in 

self-instruction, which has been difficult to identify and largely neglected in the literature. 

Further, this investigation can be justified with both theoretical and practical implications. 

Theoretically speaking, the study should contribute to the scholarly knowledge of 

motivation, L2 self-instruction, and second language acquisition, as investigated in a 

typical EFL context. From a practical standpoint, the study can be justified considering its 

significance in improving L2 learning within self-instruction and the development of 

future self-instructional materials. 

Overall Study Design 

The target population for the study was Japanese high school students in Japan 

learning English. High school students are at the age when they start formulating their 
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possible IP, and past studies have successfully applied their models to learners of this age 

range (e.g., Ryan, 2009; Yashima, 2009). In addition, some learners start learning English 

using SIR materials when they are junior high school students. Thus, it was likely that 

participants would vary considerably in terms of how long they had learned English using 

SIR materials, ranging from just a month to more than three years. 

In order to explore the motivational bases of learners using SIR materials and 

their relationships to persistence of learning, this study employed a questionnaire and a 

set of interviews. Because a questionnaire is a self-report measure, it was especially 

important to triangulate the data in order to make valid interpretations. Brown (2001) lists 

seven types of triangulation: data triangulation, investigator triangulation, theory 

triangulation, methodological triangulation, interdisciplinary triangulation, time 

triangulation, and location triangulation (Brown, 2001, pp. 228-229). While it is not 

practical or realizable to use all of these types of triangulation, it is important to have at 

least several types of cross-validating triangulation. Thus, in this study, I employed three 

types of triangulation: methodological triangulation, theory triangulation, and time 

triangulation. 

First, in addition to the questionnaire, I conducted a set of semi-structured 

interviews twice within half-a-year interval. This enabled me to validate the questionnaire 
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data and provided in-depth knowledge of learners’ motivations to learn English in 

self-instruction. 

Second, the questionnaire consisted of items from different theories. The 

questionnaire covered SDT and communication theory in the form of IP, L2 WTC, and 

L2 communication confidence. By having various perspectives from multiple disciplines, 

I tried to describe learners’ motivational bases in a comprehensive way. 

Third, I conducted the interviews twice, each of them being half a year apart. This 

longitudinal aspect enabled me to investigate changes in L2 motivation and persistence in 

learning using SIR materials, as well as triangulate the qualitative data at different points 

in time. With regard to the questionnaire data, because it was extremely difficult to verify 

the results of participants’ learning with SIR materials, I did not administer the 

questionnaire twice. That is to say, some learners were likely to persist in learning 

throughout the research period, other learners may initiate their studies using SIR 

materials after the first questionnaire, and still others may drop out of learning after the 

first questionnaire, etc. In order to avoid this “messiness” in the quantitative data, I only 

conducted the interviews twice. 
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CHAPTER 3 

PILOT STUDY 

     The purpose of this chapter is to present the results of the pilot study, which was 

conducted primarily in order to check the reliability and validity of the questionnaire. 

Method 

Participants 

     A total of 273 participants served as the basis of the pilot study. They were 10
th
, 

11
th
, and 12

th
 graders at a public high school in Tokyo. In order to control for any 

confounding factors and gain a clear picture of the data, several steps were necessary. 

First, when asked if participants used English for communication with their family, four 

answered yes and were eliminated, for this was not considered to be typically Japanese. 

Second, one participant turned out not to be Japanese and was eliminated. Third, as 

indicated in an open-ended question which asked participants to suggest any ways of 

improving the questionnaire, many expressed that the items measuring L2 willingness to 

communicate (WTC), perceived L2 competence, and L2 communication anxiety (on a 

0-100 scale) were not easy to understand and that they preferred to have a Likert scale for 

these items, just as with other items. In fact, many decided to drop out at the first question 

which asked their perceived L2 competence. Thus, I decided to analyze the data 
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separately for perceived L2 competence, L2 communication anxiety, and L2 WTC, in 

order not to lose many participants. The first type of analysis consisted of analyzing items 

on IP, ideal L2 self, and subtypes of L2 motivation within SDT, all measured with 

Likert-scale items. Among the 268 remaining participants, some had too many questions 

unanswered. Thus, participants who did not answer more than five questions were 

eliminated from the study. Next, there did not seem to be any patterns in the other 

missing answers for the remaining 230 participants (.31% of all the remaining total 

answers), and thus they were replaced with means of the individual responses for each 

variable. The second type of analysis was concerned with items measuring perceived L2 

competence, L2 communication anxiety, and L2 WTC. For these analyses, only 

participants who provided answers to these questions remained, leaving 201 participants 

in the sample. The process is explained in Figure 1. 

 

 

 

 

 

Figure 1. Pilot study participant screening procedure. 
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Materials 

In order to explore the motivational bases of learners using SIR materials and their 

relationships to persistence of learning in self-instruction, a questionnaire was developed 

and validated in this pilot study. Several variables were adapted from previous studies. 

Some items were revised so that they fit the Japanese self-instructional context (see 

Appendix A for the complete pilot questionnaire). Brief descriptions of each variable 

follow. 

Intrinsic motivation, extrinsic motivation, and amotivation. Items measuring 

subtypes of motivation were based on SDT. They were based on Noels, Pelletier, Clément, 

& Vallerand (2000), as well as studies within the framework of SDT conducted in Japan 

(Hiromori, 2003, 2005; Sakai & Koike, 2008; Tanaka & Hiromori, 2007). Although Deci 

and Ryan (1985) discuss four types of extrinsic motivation, this study did not measure 

integrated regulation, due to the difficulty of distinguishing between integrated regulation 

and identified regulation (for discussion, see Noels, Pelletier, Clément, & Vallerand, 

2000). Each subcomponent asked participants to rate the extent to which the proposed 

reason for learning English applies to them. The questions were asked in the form of 

6-point Likert scales, in order to avoid having all the answers clustered in the middle 

option. The numbers of items varied from five to seven at the pilot stage, and they were 
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reduced in the final version. 

Motivation-effort. Rather than asking the intended effort in the questionnaire (e.g., 

Ryan, 2009), this study measured effort in terms of how many minutes per week learners 

put into learning English with SIR materials. This showed the intensity of effort they put 

into L2 self-instruction.  

IP- intergroup approach-avoidance tendency. Based on Yashima (2009), six 

items measuring the tendency to approach/avoid non-Japanese in Japan. Participants 

rated their behavioral tendency, recorded on 6-point scales. 

IP- interest in international vocation/activities. Based on Yashima (2009), six 

items serving to measure participants’ interest in an international career or living overseas, 

recorded on 6-point scales. 

IP-interest in international news. Based on Yashima (2009), four items focusing 

on measuring participants’ interest in international affairs, recorded on 6-point scales. 

IP- having things to communicate to the world. This was the fourth component 

added to IP in the most updated version (Yashima, 2009). This component was added 

because the researcher has found that “unless one has something to say about a topic or 

opinions to express about an agenda, one does not have an urge to communicate” 

(Yashima, 2009, p. 155). Four items served to measure this component, recorded on 
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6-point scales.  

Ideal L2 self. Six items serving to measure participants’ visions of themselves as 

users of English. This was adapted from Ryan (2009) and Taguchi, Magid, and Papi 

(2009), which also focused on Japanese learners of English. They were recorded on 

6-point scales. 

Perceived L2 communication competence. Based on MacIntyre and Charos 

(1996), these items asked participants to indicate the percentage of time they would feel 

competent in using English, ranging from 0% to 100%. Items regarded various 

communication contexts (public speaking, discussion in small groups, and talking in 

dyads) and interlocutors (strangers, acquaintances, and friends), and they were adapted 

from Ryan (2009). 

Communication anxiety in English. These items asked participants to indicate the 

percentage of time they would feel nervous in using English, ranging from 0% to 100%. 

The contexts and interlocutors were the same as in perceived L2 communication 

competence. 

L2 WTC. Seven items were adapted from Ryan (2009). These items served to 

measure participants’ willingness to communicate in English. Participants were to 

indicate the percentage of time they would choose to communicate in English under 



              

 

55 

 

various contexts. Participants used a figure between 0 and 100. The contexts and 

interlocutors were the same as in perceived L2 communication competence. 

Persistence. Persistence was measured in terms of the length of learning English 

using SIR materials, as measured in months. For the reasons stated above, some learners 

were likely to have learned in self-instruction for more than three years, whereas others 

may have dropped out after a few months, thus assuring variability. 

In addition to the above items, other questions were asked with regard to 

experiences learning English with self-instructional radio materials, as well as 

background questions. All of the items were translated into Japanese and were checked 

by a Japanese master’s degree student in the Department of Second Language Studies. 

After we agreed on the translation, I back-translated all the items into English, in order to 

check the adequacy of the translation.  

Procedures 

     The questionnaire was given to an English teacher at the school, who distributed it 

to students in May 2010. Because it was a relatively long questionnaire, taking about 

40-50 minutes, students were told to take their time and to take it home and fill it out at 

home. They were informed of their anonymity as well as the voluntary nature of the study. 

No written consent was collected from participants because the questionnaire was 
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anonymous. However, a written consent was collected from English teachers who 

distributed the questionnaire and were responsible for class activities (see Appendix B for 

the consent.) The completed questionnaires were collected in June, 2010 and were 

subsequently analyzed. 

Results 

Descriptive Statistics 1: International Posture, Ideal L2 Self, and Subtypes of 

Motivation 

     Table 2 presents the descriptive statistics and reliability coefficients of the scales of 

IP, ideal L2 self, and subtypes of motivation. The Cronbach alpha coefficient for each 

subscale was within an acceptable range (α>.70) except for external regulation. SPSS 

suggested that if I delete Question 47 (“If it was not necessary, I would not study 

English”), the coefficient would be considerably higher (α= .77). This result will be 

discussed in more detail in a later section.  

Next, I checked the kurtosis and skewness values of the scales. When they were 

divided by their standard errors (z-scores), most of the variables were within the range of 

+/-2, indicating that normality was acceptable, except for identified regulation and 

amotivation. I then checked the histograms for these two variables, and found that 

amotivation appeared especially positively skewed. However, because it is 
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understandable that (a) identified regulation was negatively skewed and (b) amotivation 

was positively skewed, I decided not to transform the data for this pilot study. 

Table 2. 

Pilot Study Questionnaire Descriptive Statistics 1 (N=230) 

Note: AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; 

IIN: Interest in International News; HTC: Having Things to Communicate to the World; SELF: Ideal L2 

Self; IM: Intrinsic Motivation; IDR: Identified Regulation; ITJ: Introjected Regulation; EXT: External 

Regulation: AMT: Amotivation. 

Inter-Correlations: International Posture, Ideal L2 Self, and Subtypes of Motivation 

     In order to confirm validity of the measures, I employed two types of analyses. 

First, I checked the inter-correlations among variables to examine whether the expected 

relationships would emerge. Table 3 presents the inter-correlations. 

Generally speaking, the expected relationships emerged from the data. For 

subtypes of motivation within SDT, I checked the existence of a self-determination 

continuum. As shown in Table 3, adjacent subscales had higher positive correlations than 

Scale k Min. Max. M SD SKW SES KUR SEK Alpha 

AAT 6 1.00 6.00 3.79 1.00 -.16 .16 .04 .32 .85 

IVA 6 1.00 6.00 3.50 1.03 -.01 .16 -.26 .32 .81 

IIN 4 1.00 6.00 3.69 1.06 -.19 .16 -.40 .32 .79 

HTC 4 1.00 6.00 3.30 1.02 .17 .16 .10 .32 .79 

SELF 6 1.00 6.00 3.52 1.11 .08 .16 -.38 .32 .87 

IM 7 1.00 6.00 3.42 1.06 -.19 .16 -.26 .32 .92 

IDR 6 1.00 6.00 4.14 1.11 -.70 .16 .37 .32 .90 

ITJ 6 1.00 5.67 3.31 .82 -.16 .16 .43 .32 .74 

EXT 7 1.14 5.71 3.30 .78 .10 .16 .10 .32 .69 

AMT 5 1.00 6.00 2.38 .98 1.09 .16 1.90 .32 .86 
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those farther apart. For instance, the subscale of intrinsic motivation correlated positively 

and the highest with identified regulation, correlated positively but less highly with 

introjected regulation, and correlated positively and less highly with external regulation, 

and correlated negatively with amotivation. 

Table 3. 

Inter-Correlations Among Pilot Study Likert-Scale Variables (N=230) 

 AAT IVA IIN HTC ILS IM IDR ITJ EXT AMT 

AAT 1.00 .59
**

 .54
**

 .56
**

 .59
**

 .50
**

 .49
**

 .27
**

 -.06 -.42
**

 

IVA  1.00 .56
**

 .55
**

 .67
**

 .50
**

 .55
**

 .33
**

 .01 -.44
**

 

IIN   1.00 .66
**

 .51
**

 .34
**

 .34
**

 .24
**

 .01 -.36
**

 

HTC    1.00 .48
**

 .41
**

 .33
**

 .23
**

 -.01 -.27
**

 

ILS     1.00 .58
**

 .77
**

 .56
**

 .23
**

 -.46
**

 

IM      1.00 .68
**

 .59
**

 .14
*
 -.50

**
 

IDR       1.00 .63
**

 .26
**

 -.59
**

 

ITJ        1.00 .52
**

 -.27
**

 

EXT         1.00 .18
**

 

AMT          1.00 

*p<.05, **p<.01 

Note: AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; 

IIN: Interest in International News; HTC: Having Things to Communicate to the World; SELF: Ideal L2 

Self; IM: Intrinsic Motivation; IDR: Identified Regulation; ITJ: Introjected Regulation; EXT: External 

Regulation: AMT: Amotivation. 

     Two patterns are noteworthy. First, external regulation correlated positively with 

amotivation, pointing to a possibility that this form of regulation may not work positively 

for one’s motivation in this population. Second, the magnitude of the negative correlation 

was higher between amotivation and identified regulation than between amotivation and 

intrinsic motivation. This may be related to past research findings that purely intrinsic 
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motivation may not be sufficient and that learners may need identified regulation for 

effective L2 learning (e.g., Noels, Pelletier, Clément, & Vallerand, 2000). Apart from 

these two trends, the data mainly supported the validity of the measure for subtypes of 

motivation within SDT. 

     As for the other relationships, the most highly correlated pairs are ideal L2 self and 

identified regulation (r=.77, p<.01) and intrinsic motivation and identified regulation 

(r=.68, p<.01). First, a particularly high correlation between ideal L2 self and identified 

regulation may be due to a conceptual similarity between them. Identified regulation is 

the most self-determined type of extrinsic motivation, which happens when a learner is 

engaged in an activity because of personal relevance and when it is important to do so for 

achieving a valued goal. This resembles ideal L2 self in that it includes “internalized 

instrumental motives” (Dörnyei, 2009a, p. 29). The implications of these results are 

discussed later. 

Second, the high correlation between intrinsic motivation and identified regulation 

is understandable, given that identified regulation is the most self-determined type of 

extrinsic motivation. However, the shared variance between intrinsic motivation and 

identified regulation was less than 50%, suggesting similarity but also distinctiveness for 

these two variables. 
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Factor Analyses 

     The second type of validity analyses was factor analysis. The main purposes of the 

factor analysis were (a) to check whether the intended factors would emerge from the 

data and (b) to reduce the number of items per variable and revise the questionnaire. 

Because the measures were based on existing theory and I was interested in analyzing 

only the covariance that was accounted for in my analysis, I performed factor analysis, 

not principal component analysis. Furthermore, for all the factor analyses I used promax 

rotation, which is a type of oblique rotation. In promax rotation “an orthogonally rotated 

solution (usually varimax) is rotated again to allow correlations among factors” 

(Tabachnick & Fidell, 2007, p. 640). Because it is reasonable to suspect that all of the 

variables measured are correlated, I used promax rotation, instead of the common 

varimax rotation (which is a type of orthogonal rotation). 

     As a preliminary analysis, I checked the assumptions with regard to (a) univariate 

and multivariate outliers, (b) linearity, and (c) the factorability of the data. First, four 

participants who had extreme values (z>3.29) on amotivation were eliminated. Second, 

multivariate outliers were checked by employing SPSS regression and obtaining the 

Mahalanobis distance for each case, which was assessed with the criterion of χ² with 

degrees of freedom equal to the number of variables (ten). The first run identified three 



              

 

61 

 

cases with a Mahalanobis distance greater than χ² (10) = 29.59. After deleting these cases, 

the procedure was repeated three times until no more outliers were detected. A total of 

nine cases (4% of all cases) were deleted, either as univariate or multivariate outliers, for 

the subsequent analyses. I also checked bivariate plots for all of the pairs among variables 

for linearity, and found no overt nonlinearity. 

     Then, I performed factor analysis with 57 Likert-scale items, which measured IP, 

ideal L2 self, and subtypes of motivation. The data showed good factorability, with the 

Kaiser-Meyer- Olkin (KMO) measure of sample adequacy being .90. As can be seen in 

Figure 2, an inspection of the scree plot supported a five-factor solution, because the 

sharp drop in the plot line breaks after the fifth factor. However, when I checked the 

factor loadings, many variables had loadings higher than .30 on more than one variable 

and the results were very difficult to interpret. The total variance accounted with the five 

factors was 51.19%. 
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Figure 2. Scree plot of factor analysis with 57 pilot study items. 

 

In contrast, eleven factors had eigenvalues higher than 1.00. These eleven factors 

accounted for 61.22% of the variance. An inspection of factor loadings in the 

eleven-factor solution indicated that the eleventh factor did not have any loadings higher 

than .30 (the highest being .20). Furthermore, the total variance explained by the eleventh 

factor was only 1.06%. Thus, it seemed reasonable to retain the first ten factors to explain 

the structure of the data set. The total variance explained by the ten-factor solution was 

59.93%. The difficulty in deciding the number of factors may have been caused in part by 

the low ratio of sample size to items (4.04:1) (Osborne & Costello, 2004). 
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Table 4 shows the results of a factor analysis with ten factors after promax rotation. 

The loadings for each of the variables on the ten factors are shown. The bold-faced type 

indicates loadings of .30 or higher. Furthest to the right, a column of communalities is 

presented in italics. These communalities indicate the proportion of variance that the ten 

factors account for in each variable. 

Table 4.  

Factor Loadings After Promax Rotation (57 Pilot-Study Likert-Scale Items) 

INSTRU- 

MENT FACTOR 

 

Item 1 2 3 4 5 6 7 8 9 10 h² 

Q10AAT -.03 -.01 .97 -.06 .01 -.00 -.03 -.08 -.12 .19 .73 

Q19AAT -.05 -.18 .58 -.07 -.17 .30 .05 .08 .19 .06 .54 

Q25AAT .01 -.15 .93 -.12 -.01 .02 .13 -.17 .11 .03 .76 

Q30AAT -.02 -.09 .50 .11 .03 .08 .07 .12 -.01 -.02 .42 

Q34AAT .02 .01 .53 .27 .07 .03 -.03 .07 -.04 .10 .59 

Q57AAT -.14 -.13 .43 .18 -.08 .29 .10 -.04 .01 -.20 .42 

Q2IIN -.10 .08 -.09 .67 .14 .05 -.17 .19 .01 .01 .48 

Q11IIN -.06 .06 .19 .51 .19 .02 -.13 .12 -.10 -.01 .46 

Q35IIN -.04 .06 .12 .54 .00 .06 .20 .04 .05 .03 .65 

Q55IIN -.08 -.13 -.05 .90 -.09 .14 .11 -.03 -.11 .17 .71 

Q4IVA -.11 .09 .07 .03 -.05 .16 .35 -.14 .33 -.21 .42 

Q14IVA -.03 .11 .02 -.05 .07 -.01 .79 .12 -.00 .05 .78 

Q37IVA .07 .00 .03 .09 .19 -.07 .49 .20 .00 -.13 .57 

Q39IVA .01 .13 .03 .10 .29 .06 .48 .07 .01 -.02 .68 

Q43IVA .05 .04 -.10 .34 -.31 .03 .23 .01 -.06 .15 .23 

Q54IVA .01 .08 .18 -.05 -.15 -.04 .72 -.06 -.01 .06 .63 

Q16HTC .29 .05 .24 .26 -.11 -.30 .17 -.19 .20 -.07 .51 

Q24HTC .23 .16 .33 .36 -.15 -.31 .06 -.10 .18 .01 .65 

Q45HTC .15 .04 .01 .76 -.01 .09 -.11 -.25 .07 -.09 .60 

Q56HTC -.05 -.12 -.08 .88 -.03 .04 .02 -.18 .10 -.01 .62 
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Table 4. (Continued) 

Factor Loadings After Promax Rotation (57 Pilot-Study Likert-Scale Items) 

INSTRU- 

MENT FACTOR 

 

Item 1 2 3 4 5 6 7 8 9 10 h² 

Q1SELF .02 .72 -.10 -.04 .00 .03 .10 .08 .02 -.08 .54 

Q26SELF -.14 .54 .00 -.10 .14 -.05 .20 .20 .25 .03 .71 

Q27SELF .06 .35 .07 -.04 .11 -.09 .07 .18 .29 .10 .62 

Q31SELF -.01 .21 .13 .16 .01 -.17 -.07 .29 .55 -.14 .70 

Q41SELF -.02 .13 .39 .01 .04 .01 -.04 .15 .49 .01 .76 

Q44SELF .03 .99 -.19 .06 -.11 .07 .04 -.11 .00 -.06 .81 

Q3AMT .05 -.14 -.08 -.08 -.05 -.68 .06 -.00 -.05 .10 .60 

Q9AMT -.07 -.14 -.03 -.02 .13 -.71 -.00 -.08 .11 -.03 .66 

Q13AMT -.02 -.15 -.03 -.03 .24 -.63 .02 -.18 -.04 .02 .60 

Q28AMT -.34 .02 .08 -.04 -.05 -.45 .17 -.10 -.12 .61 .52 

Q46AMT -.16 .03 .03 -.11 .07 -.65 -.06 -.10 .03 .24 .58 

Q6ITJ .53 -.14 -.19 -.00 .18 -.03 .04 -.13 .29 .09 .51 

Q8ITJ -.21 .20 .03 .13 .48 .37 -.13 -.27 .07 -.02 .49 

Q12ITJ .04 .12 .29 .10 .12 .01 -.22 -.01 -.18 .44 .33 

Q32ITJ .04 -.20 -.11 .08 .67 -.16 -.11 .02 .30 .08 .57 

Q36ITJ .21 -.23 -.07 .11 .32 .05 .03 .08 .23 .47 .71 

Q50ITJ .15 .03 .01 -.03 .29 .16 -.06 -.02 .40 -.04 .46 

Q17IDR .23 -.03 -.07 .05 .31 .14 .18 -.12 .02 .18 .52 

Q38IDR .40 .28 .03 -.02 .01 .25 .05 .01 -.07 .15 .65 

Q40IDR .06 .24 .05 -.00 .03 .41 .08 .10 .12 .23 .72 

Q42IDR .19 .60 -.12 .00 -.10 .34 -.07 .01 -.00 .11 .71 

Q52IDR -.08 .58 .14 -.10 -.00 .21 .04 -.06 .12 .07 .63 

Q53IDR .04 .89 .02 -.02 .04 .01 .03 -.12 -.08 -.01 .80 

Q5IM .77 -.04 -.08 -.01 -.09 .16 .06 .05 .10 -.18 .64 

Q18IM .82 -.00 -.08 .13 -.04 -.05 .06 .07 -.03 .02 .71 

Q20IM .92 .12 .00 -.03 .03 -.01 -.13 -.00 -.04 -.11 .77 

Q21IM .90 .11 .03 -.04 .00 .04 -.01 .00 -.12 -.06 .83 

Q22IM .48 .13 .37 -.12 -.08 -.06 -.07 .10 .11 .07 .63 

Q48IM .53 -.12 .18 -.10 .01 -.03 -.04 -.04 .44 -.01 .64 

Q51IM .66 .01 .08 -.08 .03 .15 -.05 -.09 .11 -.04 .61 
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Table 4. (Continued) 

Factor Loadings After Promax Rotation (57 Pilot-Study Likert-Scale Items) 

INSTRU- 

MENT FACTOR 

 

Item 1 2 3 4 5 6 7 8 9 10 h² 

Q15EXT .14 -.01 .01 -.04 .44 -.20 .28 -.12 -.04 .16 .42 

Q23EXT .07 .16 .06 -.07 .78 .03 .15 -.22 -.14 -.14 .72 

Q29EXT .17 -.11 -.00 .05 .54 -.25 -.07 .07 -.15 .14 .42 

Q33EXT -.21 .08 -.03 -.04 .90 -.01 .02 -.18 .08 -.05 .76 

Q47EXT -.30 .34 -.12 .08 -.13 -.32 -.18 -.25 -.05 .21 .42 

Q49EXT .16 .09 .09 -.10 .48 -.07 -.13 -.50 .10 .05 .56 

Q7EXT -.01 .04 .03 .13 .26 -.19 -.03 -.62 -.09 .02 .39 

Proportion 

of variance 
.31 .09 .05 .04 .03 .02 .02 .02 .02 .01 .60 

Note: AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; 

IIN: Interest in International News; HTC: Having Things to Communicate to the World; SELF: Ideal L2 

Self; AMT: Amotivation; ITJ: Introjected Regulation; IDR: Identified Regulation; IM: Intrinsic Motivation; 

EXT: External Regulation. 

Factor 1 receives heavy loadings from seven items on intrinsic motivation. Factor 2 

receives heavy loadings from items on both identified regulation and ideal L2 self. Factor 

3 receives heavy loadings from five items on intergroup approach-avoidance tendency. 

With regard to Factor 4, although receiving loadings over .30 from having things to 

communicate to the world and interest in international vocation/activities, all of the items 

measuring interest in international news load most heavily on Factor 4. Four of the 

variables measuring external regulation load most heavily on Factor 5. Factor 6 receives 

heavy loadings from amotivation. Four of the variables measuring interest in vocational 

activities load most heavily on Factor 7. Factor 8 receives heavy loading from two items 
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measuring external regulation. Factor 9 receives heavy loadings from two of the items 

measuring ideal L2 self. Finally, Factor 10 receives heavy loadings from two of the items 

measuring introjected regulation. 

The results of the factor analysis suggest the following: (a) items work clearly for 

the following variables: amotivation, intrinsic motivation, intergroup approach-avoidance 

tendency, and interest in international vocation/activities; however, (b) there seem to be 

some factors that receive heavy loadings from more than one variable, suggesting 

similarities between these variables.  

First, identified regulation and ideal L2 self seem to be tapping into similar 

concepts. This is also suggested in the high correlation between them (r=.77, Table 3). 

Furthermore, a close examination of the items measuring ideal L2 self suggests the 

following. Two items which loaded most heavily on Factor 9 were specific and were 

related the possibility of living abroad (Question 31) or having international friends 

(Question 41). In contrast, the other items measuring ideal L2 self were less specific and 

only suggested an image of oneself using English (possibly an image of oneself using 

English even in Japan). The results of this factor analysis will be discussed in more 

details later. 

Second, “interest in international news” and “having things to communicate to the 



              

 

67 

 

world” both loaded heavily on Factor 4. This may suggest that those who are particularly 

interested in international news feel that they have something to communicate in L2. 

Third, items measuring external regulation loaded on two distinct factors, one 

related to one’s career and future employment (Questions 15, 23, 29, and 33) on Factor 5 

and the other related to more immediate concerns, such as exams and grades (Questions 7 

and 49), on Factor 8. This partly explains the low reliability coefficient (α=.69, Table 2). 

The distinction between career-related and grade-related regulation resembles the one 

made by Dörnyei (2009a). He argued that instrumentality (which resembles extrinsic 

regulation, see Pae, 2008) should be divided into (a) long-term career-related 

instrumentality with a promotion focus and (b) short-term grade-related instrumentality 

with a prevention focus (Dörnyei, 2009a, p. 28). Considering that extrinsic regulation 

should be made up of reasons for learning English which are not internalized, in the 

revised questionnaire I decided to choose the items which loaded on Factor 8, short-term 

prevention-focused grade-related external regulation. 

     The second factor analysis was with subtypes of motivation within SDT in order to 

more closely examine the structure of variables within SDT. For this factor analysis, the 

KMO measure of sample adequacy was .90, showing good factorability of the data. 

     Six factors had eigenvalues over 1.00. An examination of the scree plot suggested a 
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three-factor solution, as shown in Figure 3. However, when I checked the factor loadings, 

the interpretation was very difficult, with many cross-loadings of items measuring 

amotivation, introjected regulation, and identified regulation. Furthermore, the total 

variance explained by the three factors was 50.51%, whereas the six-factor solution 

accounted for 58.28% of the total variance. Thus, I further analyzed the results of the 

six-factor solution. 

 

Figure 3. Scree plot of factor analysis with pilot study items within SDT. 

     Table 5 shows the results of a factor analysis using promax rotation for subtypes of 

motivation within SDT. Factor 1 receives heavy loadings from all the items measuring 

intrinsic motivation. Factor 2 receives heavy loadings from identified regulation. Factor 3 

receives heavy loadings from four items measuring external regulation. Factor 4 receives 
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heavy loadings from all five items measuring amotivation. Factor 5 receives heavy 

loadings from three items measuring introjected regulation. Finally, factor 6 receives 

heavy loadings from two of the items measuring external regulation. 

     Thus, generally speaking, the validity of the items measuring SDT is confirmed. In 

terms of external regulation, a distinction again emerged between exam-related and 

career-related items. This is the same pattern as in the previous factor analysis with 57 

items. 

Table 5.  

Factor Loadings After Promax Rotation (Pilot Study SDT Items) 

INSTRUMENT FACTOR  

Item 1 2 3 4 5 6 h² 

Q3AMT .10 -.26 .06 .65 -.06 -.10 .62 

Q9AMT .01 -.38 .15 .53 .03 .01 .64 

Q13AMT .08 -.29 .22 .56 -.10 .09 .64 

Q28AMT -.28 .23 -.00 .65 .23 -.06 .42 

Q46AMT -.08 .04 .03 .76 .06 .05 .61 

Q7EXT .01 -.15 .02 -.02 -.01 .65 .44 

Q15EXT .14 .01 .51 .13 .14 -.07 .40 

Q23EXT .07 .19 .82 -.09 -.20 .01 .75 

Q29EXT .14 -.14 .46 .18 .09 .02 .32 

Q33EXT -.25 .14 .90 .01 .01 -.00 .81 

Q47EXT -.23 .25 -.26 .43 -.08 .38 .47 

Q49EXT .11 .09 .17 .07 .18 .54 .55 

Q6ITJ .39 -.23 .03 -.07 .50 .23 .54 

Q8ITJ -.24 .24 .30 -.38 .08 .31 .49 
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Table 5. (Continued)  

Factor Loadings After Promax Rotation (Pilot Study SDT Items) 

INSTRUMENT FACTOR  

Item 1 2 3 4 5 6 h² 

Q12ITJ .04 .30 .05 .15 .21 .03 .19 

Q32ITJ .00 -.18 .56 .11 .32 .03 .52 

Q36ITJ .08 .04 .20 .12 .70 -.03 .70 

Q50ITJ .07 .13 .30 -.11 .32 -.13 .44 

Q17IDR .24 .18 .24 -.04 .24 .05 .49 

Q38IDR .38 .54 -.05 .00 .07 .00 .66 

Q40IDR .02 .63 -.01 -.07 .29 -.17 .74 

Q42IDR .16 .78 -.05 -.06 -.09 .02 .71 

Q52IDR .01 .83 .01 .06 -.00 -.05 .63 

Q53IDR .10 .79 .18 .05 -.18 .00 .65 

Q5IM .66 -.14 -.05 -.30 .10 -.02 .64 

Q18IM .78 .01 .06 -.01 .02 -.07 .68 

Q20IM .89 .07 .04 -.01 -.11 .08 .78 

Q21IM .87 .13 .03 -.03 -.10 .04 .84 

Q22IM .56 .25 -.05 .11 .12 -.11 .54 

Q48IM .49 .04 -.05 .05 .39 -.04 .55 

Q51IM .60 .15 -.11 -.06 .16 .12 .60 

Proportion of 

variance 
.33 .12 .06 .03 .02 .02 .58 

Note: AMT: Amotivation; EXT: External Regulation; ITJ: Introjected Regulation; IDR: Identified 

Regulation; IM: Intrinsic Motivation. 

The third factor analysis was with items measuring IP, in order to closely examine 

the structure of variables within IP. For this factor analysis, the KMO measure of sample 

adequacy was .90, showing good factorability of the data. 

Five factors had eigenvalues over 1.00. An examination of the scree plot suggested 
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a one-factor solution. Although the unidimensionality suggested by the scree plot is 

understandable (for IP is one concept), in order to closely examine the structure within 

the concept of IP, I decided to examine the five-factor solution. The five factors 

accounted for 57.51% of the total variance. 

     Table 6 shows the results of a factor analysis on IP after promax rotation. Factor 1 

receives heavy loadings from four items measuring interest in vocational activity. Factor 

2 receives heavy loadings from five items measuring intergroup approach-avoidance 

tendency. Factor 3 receives heavy loadings from two items measuring having things to 

communicate to the world, although the pattern is not clear. Factor 4 receives heavy 

loadings from three items on interest in international news. Factor 5 receives heavy 

loadings from two of the items on having things to communicate to the world. 

Again, these results generally support the validity of the scales. Regarding 

having things to communicate to the world, the specificity of items seems to have created 

a difference between the two factors (Factors 3 and 5). Two items which loaded the 

heaviest on Factor 3 were worded with “international issues,” whereas the other two 

items which loaded the heaviest on Factor 5 were somewhat softer, using words like 

“thoughts to share.” Considering that both of these aspects were relevant, I decided to 

select items from both of these factors in the revised questionnaire. 
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Table 6.  

Factor Loadings After Promax Rotation (Pilot Study IP Items) 

INSTRUMENT FACTOR 

Item 1 2 3 4 5 h² 

Q10AAT -.04 .63 -.19 .16 .20 .63 

Q19AAT .09 .73 .02 -.03 -.10 .51 

Q25AAT -.03 .71 -.13 -.08 .36 .77 

Q30AAT .10 .49 .01 .23 -.09 .42 

Q34AAT -.04 .37 -.04 .43 .18 .61 

Q57AAT -.04 .64 .33 -.02 -.18 .46 

Q2IIN -.01 -.04 .29 .67 -.21 .50 

Q11IIN -.05 .06 .11 .63 -.03 .45 

Q35IIN .23 .10 .29 .33 .11 .64 

Q55IIN .01 .09 .72 .27 -.10 .76 

Q4IVA .42 .22 .20 -.21 .03 .35 

Q14IVA .92 -.02 -.05 .02 -.01 .80 

Q37IVA .57 -.11 -.09 .34 .08 .58 

Q39IVA .65 -.06 -.10 .35 .00 .67 

Q43IVA .11 -.02 .35 -.13 .18 .18 

Q54IVA .77 .17 .11 -.24 .01 .67 

Q16HTC .07 -.03 .18 -.18 .78 .58 

Q24HTC -.00 .01 .15 -.00 .83 .78 

Q45HTC -.08 -.06 .47 .26 .31 .54 

Q56HTC -.07 -.11 .68 .16 .23 .62 

Proportion of variance .39 .08 .05 .04 .03 .58 

Note: AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; 

IIN: Interest in International News; HTC: Having Things to Communicate to the World. 
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Descriptive Statistics 2: Perceived L2 Competence, L2 Communication Anxiety, and L2 

Willingness to communicate 

     The remaining three variables (perceived L2 competence, L2 communication 

anxiety, and L2 WTC) were analyzed with data from 201 participants who provided 

answers to these items. Table 7 provides the descriptive statistics. 

Table 7.  

Pilot Study Questionnaire Descriptive Statistics 2 (N=201) 

 

Note: PC: Perceived L2 Competence; CA: L2 communication anxiety; L2 WTC: L2 Willingness to 

Communicate. 

     The Cronbach reliability coefficients showed good internal consistency for the 

measures. In terms of normality, L2 WTC seemed particularly positively skewed. 

Considering typical situations among Japanese high school students without frequent 

communication opportunities, this non-normality was considered typical. 

Inter-Correlations: Perceived L2 Competence, L2 Communication Anxiety, and L2 

Willingness to Communicate 

     Table 8 presents the inter-correlations between these variables. The expected 

relationships were found among perceived L2 competence, L2 communication anxiety, 

Scale k Min. Max. M SD SKW SES KUR SEK Alpha 

PC 7 0.00 100.00 38.97 26.89 .30 .17 -.95 .34 .94 

CA 7 0.00 100.00 53.01 29.19 .07 .17 -.96 .34 .94 

WTC 7 0.00 100.00 30.38 26.06 .70 .17 -.45 .34 .93 
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and L2 WTC. First, relatively high correlations were obtained between variables. Second, 

in accordance with past research in EFL contexts (e.g., Yashima, 2002), a higher 

magnitude of correlation was found between perceived L2 competence and L2 WTC 

(r=.68) than between L2 communication anxiety and L2 WTC (r=-.53). Compared to 

ESL contexts, where communication anxiety is more closely related to L2 WTC, in EFL 

contexts whether or not one perceives oneself to be competent in an L2 appears to be 

more closely related to being willing to communicate in L2 WTC.  

Table 8.  

Inter-Correlations Among PC, CA, and L2 WTC for Pilot Study (N=201) 

 

 

 

**p<.01 

Note: PC: Perceived L2 Competence; CA: L2 communication anxiety; L2 WTC: L2 Willingness to 

Communicate. 

Revision of the Questionnaire 

     Based on the above analyses, I revised the questionnaire in the following ways. 

First, in order to reduce the number of items, Likert-scale items on IP, ideal L2 self, and 

subtypes of L2 motivation were eliminated if they were classified into one of the 

following: (a) items lowering the reliability of the scale (e.g., Q47 on external regulation, 

see discussion above), (b) items not loading on the intended factors in factor analyses, (c) 

 PC CA WTC 

PC 1.00 -.62
**

 .68
**

 

CA  1.00 -.53
**

 

WTC   1.00 
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items heavily loading on more than one factor in factor analyses.  

Second, items measuring perceived L2 competence, L2 communication anxiety, 

and L2 WTC were put into a Likert scale. Furthermore, to reduce the number of items per 

variable, items which lowered the reliability were eliminated. Further thought was given 

to how typical a particular situation would be for Japanese high school students.  

Third, with regard to ideal L2 self, I decided not to include items measuring it due 

to its extreme similarity with identified regulation. The similarity was demonstrated by 

the high correlation and high factor loadings on the same factor, in addition to the 

conceptual similarity. As a result, the main part of the questionnaire was made up of 47 

items on twelve variables (see Appendix C for the revised questionnaire items). 

Furthermore, Likert-scale questions were changed from six points to five points because 

the analysis done elsewhere showed that many items were not discriminating with six 

points (Takahashi & Im, 2013). 

To examine the improvements of the questionnaire after revision, factor analyses 

were performed again for the remaining items measuring subtypes of motivation within 

SDT (20 items) and IP (12 items). For factor analysis with SDT items, the KMO measure 

of sample adequacy was .87, and for IP items, it was .87, both showing good factorability. 

With regard to the factor analysis with SDT items, a five-factor solution explained 
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59.49% of the total variance. Furthermore, as can be seen in Table 9, items loaded on 

intended factors in general: factor one can be named intrinsic motivation, factor two 

identified regulation, factor three amotivation, factor four introjected regulation, and 

factor five external regulation.  

Table 9.  

Factor Loadings After Promax Rotation (Remaining SDT Items) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Note: AMT: Amotivation; EXT: External Regulation; ITJ: Introjected Regulation; IDR: Identified 

Regulation; IM: Intrinsic Motivation. 

 
Factor  

1 2 3 4 5 h² 

Q3AMT  .14 -.18  .73 -.08 -.10 .60 

Q13AMT  .11 -.20  .63 -.00  .15 .61 

Q28AMT -.26  .22  .65  .19 -.13 .42 

Q46AMT -.07  .10  .83  .04  .02 .65 

Q7EXT -.05 -.02 -.00 -.06  .61 .37 

Q49EXT -.03  .13 -.10  .28  .71 .66 

Q12ITJ -.02  .26  .06  .27  .03 .19 

Q32ITJ  .07 -.15  .13  .62  .16 .43 

Q36ITJ  .03 -.06  .01  .91 -.06 .78 

Q50ITJ  .10  .24 -.05  .36 -.01 .37 

Q40IDR -.01  .58 -.13  .26 -.18 .71 

Q42IDR  .13  .74 -.07 -.08 -.01 .67 

Q52IDR -.03  .93  .09 -.09  .02 .68 

Q53IDR  .07  .87  .07 -.12  .12 .65 

Q5IM  .63 -.02 -.21  .00 -.07 .57 

Q18IM  .78 -.05  .00  .14 -.12 .69 

Q20IM  .89  .09  .07 -.02  .05 .80 

Q21IM  .86  .11 -.00  .01  .03 .85 

Proportion 

of variance 

 .34  .11  .07  .04  .03 .59 
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For the remaining 12 IP items, a four-factor solution explained 61.72% of the 

total variance. As Table 10 shows, overall items loaded on intended factors: factor 1 is 

interest in international vocation/activities, factor 2 approach-avoidance tendency, factor 

3 having things to communicate, and factor 4 interest in international news. 

Table 10.  

Factor Loadings After Promax Rotation (Remaining IP Items) 

 
Factor  

1 2 3 4 h² 

Q10AAT -.10  .94 -.14  .10 .71 

Q25AAT -.02  .88  .05 -.16 .71 

Q30AAT  .18  .44 -.10  .16 .37 

Q2IIN -.06 -.06  .05  .88 .75 

Q11IIN  .09  .15  .07  .45 .40 

Q35IIN  .28  .14  .35  .18 .63 

Q14IVA  .87  .03 -.11 -.04 .66 

Q37IVA  .88 -.09  .01 -.04 .65 

Q39IVA  .80 -.01 -.01  .04 .66 

Q24HTC  .14  .40  .42 -.11 .59 

Q45HTC -.04 -.03  .88 -.02 .68 

Q56HTC -.09 -.11  .81  .09 .59 

Proportion 

of variance 

 .43  .10  .06  .04 .62 

Note: AAT: Intergroup Approach-Avoidance Tendency; IIN: Interest in International News; IVA: Interest in 

International Vocation/Activities; HTC: Having Things to Communicate to the World. 

For questions on participants’ experiences with SIR materials, four questions in 

5-point Likert scale were added with regard to how high they rated their quality of 

learning experience with SIR materials. Specifically, the questions asked the participants 

to rate the extent to which they considered (a) SIR materials to be useful for learning 
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English, (b) the radio to be useful as a medium for learning English, (c) materials to be 

interesting, and (d) teacher figures of the materials to be of high quality. I asked these 

questions because their quality of learning experiences with SIR materials was quite 

likely related to persistence: in other words, those who considered that their learning 

experience was positive were more likely to persist in this type of learning than those 

who did not. Furthermore, two 5-point Likert-scale questions on the intensity of effort to 

learn English with SIR materials were added in order to make the variable of L2 

motivation (effort) as reliable as possible. Specifically, one question asked the 

participants to rate the extent to which they put in efforts into learning English with SIR 

materials (5= a lot of effort, 1= little effort), and the other asked them to rate how often 

they skipped listening to these materials (5= never skipped listening, 1= often skipped 

listening). This revised version was checked by a rater who was unfamiliar with the 

relevant theories. Specifically, the rater matched each of the questionnaire items with 

variables that he considered it measured. As a result, we reworded some items when the 

rater had difficulty matching any item with a variable, before the questionnaire was 

finalized. 
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CHAPTER 4 

QUANTITATIVE STUDY 

 The purpose of this chapter is to present the results of the questionnaire study, 

which addressed the first three research questions. 

Method 

Participants 

 In order to recruit participants, a total of 374 English learners were screened 

from two high schools in two different geographical areas in Japan. One high school is 

located in Tokyo (School A, which is the same school as in the pilot study, but with 

different students from the pilot study), and the other in Fukushima Prefecture (School B), 

which is in a rural area of Eastern Japan.  

 To further describe the schools, School A, a public co-educational high school in 

Tokyo, is very academically oriented. Every year it sends more than fifty students to top 

universities in Japan such as the University of Tokyo. The school also accepts students 

with experiences having lived abroad (mainly because of their parents’ jobs) as returnees. 

For this reason some participants with experiences having lived abroad, albeit not 

necessarily in English-speaking countries, may have higher L2 communication 

confidence and L2 WTC. In this study, 30 students stated that they had lived abroad 
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before. In addition, because it is in Tokyo, its students may have more contact with 

non-Japanese people than students in rural areas. School B is unique in the sense that it is 

a technical high school where students learn for five years in total. After graduating, most 

of them do not go to college but start working. Fukushima is a relatively rural area, 

possibly limiting contacts with non-Japanese. 

 Since no information was available on how many students may have learned 

English with SIR materials, I screened as many students as possible at School A and 

School B. Among the 374 students screened, 183 had had the experiences having learned 

with SIR materials. Since at School B there were only three students with the experience 

having learned with SIR materials those three students were eliminated from the data in 

order to better characterize the participants (academically-oriented Japanese high school 

students in Tokyo). Thus all the 180 students remained came from School A. All were in 

their second year of high school, and the mean of the participants’ ages was 16.16 with a 

standard deviation of .40. The general trend was that more female students had 

experiences with SIR materials than male students (see Table 11 for details regarding 

participants). It should also be noted that I contacted three more high schools in various 

geographical areas in Japan, which are not particularly academically oriented. However, 

there were too few students who had experiences with SIR materials at those schools, and 
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for that reason the teachers declined to participate in the study. 

Table 11. 

Composition of the Questionnaire Participants (N=180) 

 N % 

Female 88 48.89 

Male 66 36.67 

No answer 26 14.44 

Total 180 (337) 100.00 

Note: Number in parenthesis represents the number of students initially screened. 

Materials 

 As explained in Chapter 3, the revised questionnaire consisted of the following 

three parts: (a) 47 items measuring the subtypes of L2 motivation (intrinsic motivation, 

identified regulation, introjected regulation, external regulation, and amotivation), IP, L2 

communication confidence, and L2 WTC; (b) 13 items asking about learners' experiences 

using SIR materials (length of study, total minutes of study per week, frequency of study, 

names of study materials, whether they willingly learned with SIR materials without 

being coerced by teachers/parents, (possible future) reasons for dropping-out, as well as 

four 5-point Likert-scale items on the quality of learning experience using SIR materials); 

and (c) basic background questions (see Appendix C for the whole questionnaire). 
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Procedures 

The questionnaire was administered during a regular class time in May 2012. 

Participants were informed of their anonymity, the volunteer nature of the questionnaire, 

its non-relationship to their grades, and the freedom to drop out of the questionnaire at 

any time they wished. As in the pilot study, no written consent was collected from the 

participants. However, a written consent was signed by the English teachers who 

distributed the questionnaire (see Appendix D for the consent). 

Data Analyses 

In order to answer the first three research questions, three different statistical 

approaches were performed: (a) descriptive statistics to summarize the data, (b) SEM in 

order to answer research questions 1 and 2, and (c) profile analysis in order to answer 

research question 3. 

 As a preliminary analysis, I checked the answers to the question asking 

participants whether they used English for communicating with their families. Four 

participants answered yes to this question and thus were deleted from further quantitative 

analyses, because this was not typically Japanese. Then I checked the patterns in missing 

data among the 47 Likert-scale questions (.47% of all possible answers). Since there did 

not seem to be any noticeable patterns in the missing data and no participant had more 
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than four answers out of the 47 items missing, I replaced those missing answers with the 

means of the individual responses for each variable. 

 For all the variables except for the ones stated below, I took the means of the 

answers to the questions on each variable so that these means would represent observed 

variables in the SEM analysis: persistence, efforts reported, non-skipping of lessons, and 

total minutes of study per week. This was done in order to reduce the number of variables 

in the SEM analysis and reduce the size of models, particularly in light of the relatively 

small number of participants in the analysis. 

In order to answer research questions 1 and 2, I tested two hypothesized models on 

the relationships among L2 motivation, IP, L2 communication confidence, L2 WTC, 

quality of learning experience with SIR materials, and persistence, using AMOS 18. 

Figure 4 presents the basic models to be tested. Circles represent latent variables, and 

rectangles represent measured variables. The absence of a line connecting variables 

implies no hypothesized direct effect. The difference between the two models is whether 

both intrinsic motivation and identified regulation contribute to the model, or whether 

only intrinsic motivation significantly contributes to the model. 

In light of previous research, I hypothesized the following models. First, from 

Yashima (2002) and Yashima, Zenuk-Nishide, and Shimizu (2004), I predicted the 
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following three paths: (a) IP would predict motivation (effort), which is similar to what 

Yashima (2002) called “L2 learning motivation”; (b) both L2 communication confidence 

and IP would predict L2 WTC. Regarding the data-driven path from motivation (effort) to 

L2 communication confidence in Yashima (2002), in this study I did not hypothesize a 

direct path between these two variables. This is because merely putting much effort into 

English learning with SIR materials was not likely to directly lead to L2 communication 

confidence, considering that unlike L2 classroom learning there is no interaction in 

self-instruction. Second, from Pae (2008), I predicted that motivation (quality) would 

lead to motivation (effort). It remains to be tested which of the subtypes of motivation 

contribute significantly to the model, whether only intrinsic motivation is important or 

both intrinsic motivation and identified regulation are important. Third, I hypothesized 

that IP would lead to motivation (quality). This is because in Yashima (2009), identified 

regulation and intrinsic motivation showed high correlations with IP, and past research 

has also demonstrated that IP led to ideal L2 self (e.g., Kormos & Csizér, 2008), which is 

conceptually similar to identified regulation. Fourth, from Vallerand and Bissonnette 

(1992), I hypothesized that motivation (quality) would lead to persistence. 
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Model 1: Intrinsic Motivation and Identified Regulation 

 

  

  

 

 

 

Model 2: Intrinsic Motivation Only 

 

 

 

 

 

 

 

 

 

 

 

 

Note: WTC: Willingness to Communicate in L2; CC: L2 Communication Confidence; PC: Perceived 

Communication Competence in L2; CA: Communication Anxiety in L2; MQ: Motivation (Quality); IM: 

Intrinsic Motivation; IDR: Identified Regulation; ME: Motivation (Effort); ER: Effort Reported; NSL: 

Non-Skipping of Lessons; MIN: Total Minute of Study Per Week; QLE: Quality of Learning Experience 

with SIR Materials; IP: International Posture; IIN: Interest in International News; AAT: Intergroup 

Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; HTC: Having Things to 

Communicate to the World. 

Figure 4. Basic L2 SIR learning models to be tested. 

IM 
IDR 

IP 

MQ 

IIN AAT IVA HTC 

ME 

CC 
Persistence 

QLE 

WTC 

PC CA 

ER 

NSL 

MIN 

IP 

IM 

IIN AAT IVA HTC 

ME 

CC 
Persistence 

QLE 

WTC 

PC CA 

ER 

NSL 

MIN 



              

 

86 

 

Regarding the quality of learning experience with SIR materials, I hypothesized 

that this variable would lead to both motivation (effort) and persistence. In other words, I 

predicted that those who had a positive perception of their experiences with SIR materials 

were likely to put much effort into learning with SIR materials and were also likely to 

persist in this type of learning. 

What was not clear from the past research were the relationships between 

persistence on the one hand and IP, effort, L2 communication confidence, and L2 WTC 

on the other hand. However, learners who intensively study English with much effort are 

likely to be those who are serious about learning English and are likely to persist in 

learning. Thus, I hypothesized that motivation (effort) would lead to persistence. In 

contrast, simply being willing to communicate in English was not likely to have a direct 

relationship with persistence, predicting no direct path between persistence and L2 WTC. 

Lastly, persistence, or having studied with SIR materials for a long time, was likely to 

provide learners with lots of practice in L2 learning. Thus, although I did not hypothesize 

a direct path from motivation (effort) to L2 communication confidence, I hypothesized a 

path from persistence to L2 communication confidence. To put it another way, merely 

putting a lot of effort into L2 learning with SIR materials was not enough for providing 

learners with L2 communication confidence, but having participated in this type of 
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learning for a long time was likely to do so. 

 I paid particular attention when operationalizing the variable of persistence. At 

School A, many students came from junior high schools that are attached to the high 

school. An English teacher at the high school told me that some teachers at those junior 

high schools assigned students to listen to SIR materials. Thus many participants stated 

that they only listened to these materials because it was required. In such a case, I 

subtracted the total number of months when they were in junior high school so that the 

remaining months would represent their true persistence. 

Results 

Descriptive Statistics 

Table 12 presents the Cronbach alpha for the 47 Likert-scale items on L2 

motivation, IP, L2 communication confidence, and L2 WTC. The Cronbach alpha 

coefficient for each subscale was within an acceptable range (α>.70), except for 

introjected regulation. SPSS suggested that if I deleted Question 11 (“If it was not 

necessary, I would not study English”), the coefficient would be much higher (α= .63). 

Thus I deleted the data on Question 11 from further analyses.  
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Table 12. 

Internal Consistency of L2 Motivation, IP, L2 Communication Confidence, and L2 WTC 

(N=176) 

Scale k Alpha 

IIN 3 .76 

AAT 3 .74 

IVA 3 .83 

HTC 3 .82 

IM 4 .84 

IDR 4 .90 

ITJ 4 .51 

EXT 4 .73 

AMT 4 .82 

CA 5 .89 

PC 5 .91 

WTC 5 .90 

Note: IIN: Interest in International News; AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in 

International Vocation/Activities; HTC: Having Things to Communicate to the World; IM: Intrinsic 

Motivation; IDR: Identified Regulation; ITJ: Introjected Regulation; EXT: External Regulation: AMT: 

Amotivation; CA: Communication Anxiety in L2; PC: Perceived Communication Competence in L2; 

WTC: Willingness to Communicate in L2. 

Next, Table 13 shows the descriptive statistics for these twelve scales. In order to 
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examine the distributions, I checked the skewness and kurtosis values of these scales. 

When they were divided by their standard errors (SES and SEK, respectively), most of 

the variables were within the range of +/-2 standard errors, indicating that normality was 

acceptable, except for identified regulation and amotivation. The mean for identified 

regulation was particularly high, thus the distribution was negatively skewed. And the 

mean for amotivation was low, thus the distribution was positively skewed. This is 

natural in a sense, because these days in Japan some of the major companies have started 

to use English as their official language and many high school students think that they 

will need English in some way when they start working. I will discuss how I dealt with 

this non-normality in the SEM and profile analysis sections. 
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Table 13. 

Descriptive Statistics for L2 Motivation, IP, L2 Communication Confidence, and L2 WTC 

Variables (N=176) 

Scale Range Min. Max. M SD SKW SES KUR SEK 

IIN 4.00 1.00 5.00 3.13 .97 -.20 .18 -.50 .36 

AAT 4.00 1.00 5.00 3.52 .92 -.37 .18 -.25 .36 

IVA 4.00 1.00 5.00 2.78 1.05 .27 .18 -.60 .36 

HTC 4.00 1.00 5.00 3.12 .95 -.19 .18 -.34 .36 

IM 4.00 1.00 5.00 3.25 .91 -.30 .18 -.24 .36 

IDR 4.00 1.00 5.00 4.05 .82 -.84 .18 .78 .36 

ITJ 4.00 1.00 5.00 2.64 .77 .36 .18 .36 .36 

EXT 4.00 1.00 5.00 2.94 .81 -.06 .18 -.21 .36 

AMT 3.75 1.00 4.75 1.92 .75 1.13 .18 1.45 .36 

CA 4.00 1.00 5.00 2.97 .90 .19 .18 -.17 .36 

PC 4.00 1.00 5.00 2.97 .92 .10 .18 -.53 .36 

WTC 4.00 1.00 5.00 2.91 .88 .04 .18 -.07 .36 

Note: IIN: Interest in International News; AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in 

International Vocation/Activities; HTC: Having Things to Communicate to the World; IM: Intrinsic 

Motivation; IDR: Identified Regulation; ITJ: Introjected Regulation; EXT: External Regulation: AMT: 

Amotivation; CA: L2 Communication Apprehension; PC: Perceived L2 Confidence; WTC: Willingness to 

Communicate in L2. 

Next, Table 14 presents the descriptive statistics for the scales for experiences 



              

 

91 

 

with SIR materials. When I checked the normality of each scale, persistence was not 

normally distributed because, as explained earlier, some participants only learned English 

with SIR materials because they were required to by their junior high school teachers, in 

which case the total months of learning during their junior high school years was 

subtracted. Furthermore, the total minutes of study per week, non-skipping of lessons, 

and quality of learning experience with SIR materials were also moderately skewed. I 

will discuss the ways in which I dealt with these variables in terms of their non-normality 

in more detail in the SEM section. 

Table 14. 

Descriptive Statistics for Learning with SIR Materials Scales (N=176) 

Scale N Range Min. Max. M SD SKW SES KUR SEK 

PER 171 117.00 0.00 117.00 15.40 19.44 1.80 .19 4.72 .37 

MIN 173 305.00 10.00 315.00 74.77 40.01 2.36 .19 10.04 .37 

ER 175 4.00 1.00 5.00 2.40 1.00 0.11 .18 -.76 .37 

NSL 175 4.00 1.00 5.00 2.29 1.16 .55 .18 -.79 .37 

QLE 176 4.00 1.00 5.00 3.47 .78 -.51 .18 .20 .36 

Note: PER: Persistence; MIN: Total Minutes of Study Per Week; ER: Efforts Reported; NSL: Non-Skipping 

of Lessons; QLE: Quality of Learning Experience with SIR Materials. 
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Structural Equation Modeling 

 In order to answer research questions one and two, I performed a SEM. After 

replacing the missing answers for the 47 Likert-scale questions with the individual means 

for those scales, nine participants had missing answers on the remaining variables and 

there were complete data for 167 participants. This analysis used only complete cases 

(n=167). 

 Table 15 presents the descriptive statistics for all the scales used in the SEM 

model. As seen in the table, the following scales were not normally distributed: 

intergroup approach-avoidance tendency (AAT), identified regulation (IDR), persistence 

(PER), total minutes of study per week (MIN), quality of learning experience with SIR 

materials (QLE), and non-skipping of lessons (NSL). First, I tried (a) taking the square 

root of intergroup approach-avoidance tendency and identified regulation and also (b) 

logarithmically transforming them, but the distributions were still skewed. Thus for these 

two scales I decided not to transform the data. It may be natural in a sense that 

academically-oriented Japanese high school students score high on identified regulation. 

For persistence, total minutes of study per week, quality of learning experience with SIR 

materials, and non-skipping of lessons, I took the square root of the data. I then checked 

the skewness and the kurtosis as well as the histograms for these transformed data, but 
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the distribution did not improve for non-skipping of lessons. Thus I decided to use the 

untransformed data for this scale. Lastly, quality of learning experience with SIR 

materials, which had four items, had a Cronbach alpha of .83. 

Table 15. 

Descriptive Statistics for Variables Used in SEM Analysis (N=167) 

Scale Range Min. Max. M SD SKW SES KUR SEK 

IIN 4.00 1.00 5.00 3.11 .97 -.17 .19 -.46 .37 

AAT 4.00 1.00 5.00 3.51 .93 -.39 .19 -.27 .37 

IVA 4.00 1.00 5.00 2.77 1.05 .25 .19 -.59 .37 

HTC 4.00 1.00 5.00 3.09 .94 -.22 .19 -.31 .37 

IM 4.00 1.00 5.00 3.23 .91 -.26 .19 -.24 .37 

IDR 4.00 1.00 5.00 4.03 .82 -.82 .18 .74 .37 

CA 4.00 1.00 5.00 2.98 .91 .19 .19 -.22 .37 

PC 4.00 1.00 5.00 2.98 .93 .09 .19 -.52 .37 

WTC 4.00 1.00 5.00 2.91 .89 .04 .19 -.09 .37 

PER 117.00 .00 117.00 15.35 19.55 1.81 .19 4.74 .37 

MIN 305.00 10.00 315.00 75.48 40.42 2.32 .19 9.81 .37 
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Table 15. (Continued) 

Descriptive Statistics for Variables Used in SEM Analysis (N=167) 

Scale Range Min. Max. M SD SKW SES KUR SEK 

ER 4.00 1.00 5.00 2.40 1.00 .11 .19 -.74 .37 

NSL 4.00 1.00 5.00 2.31 1.17 .54 .19 -.81 .37 

QLE 4.00 1.00 5.00 3.48 .78 -.49 .19 .21 .37 

Note: IIN: Interest in International News; AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in 

International Vocation/Activities; HTC: Having Things to Communicate to the World; IM: Intrinsic 

Motivation; IDR: Identified Regulation; ITJ: Introjected Regulation; EXT: External Regulation: AMT: 

Amotivation; CA: L2 Communication Apprehension; PC: Perceived L2 Confidence; WTC: Willingness to 

Communicate in L2; PER: Persistence; MIN: Total Minutes of Study Per Week; ER: Efforts Reported; 

NSL: Non-Skipping of Lessons; QLE: Quality of Learning Experience with SIR Materials. 

I checked the assumptions for the analysis through SPSS. First, there were two 

univariate outliers for the scale of identified regulation, and they were deleted. Also, there 

was one univariate outlier for the transformed scale of total minutes of study per week, 

and this case was deleted. Second, the multivariate outliers were checked by employing 

an SPSS regression and obtaining the Mahalanobis distance for each case, which was 

assessed with the criterion of χ² with degrees of freedom equal to the number of variables 

(14). The first run identified two outliers with a Mahalanobis distance greater than χ² (14) 

= 36.12. The second run identified no outliers. In sum, five cases, either as univariate or 

multivariate outliers, were deleted from the data set. The 162 cases remaining formed the 

new data set for SEM. 
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Third, regarding linearity, because it was not realistic to check all the bivariate 

plots, I chose random combinations of the scales and checked their plots, and found no 

overt non-linearity. Fourth, no correlation between any two variables was higher than .90, 

admitting no multicollinearity. 

I employed maximum likelihood estimation estimate for the model. First I 

examined the χ² values of the two models. For both of the models, the results showed 

large χ² values, 167.31 with df=70, p<.01, for Model 1 (with intrinsic motivation and 

identified regulation, see Figure 4), and 150.51 with df=59, p<.01, for Model 2 (with only 

intrinsic motivation, see Figure 4). Although the two models were both statistically 

significant and showed poor fit to the data, given the known sensitivity of this statistic to 

sample size (Byrne, 2010, p. 76), I further examined other goodness-of-fit indices. 

 Table 16 shows the goodness-of-fit indices of the two models. Model 1, which 

contains both intrinsic motivation and identified regulation as components of L2 

motivation (quality), showed a slightly better fit to the data, as evidenced by higher CFI 

and lower RMSEA (Tabachnick & Fidell, 2007, pp. 715-717). Thus I closely analyzed the 

data with Model 1. Furthermore, because the model fit was still poor with Model 1, I 

analyzed how the model could be improved. 
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Table 16. 

Goodness-of-Fit Indices of the Initial Two SEM Models 

 GFI NFI CFI RMSEA 

Model 1 .89 .84 .90 .09 

Model 2 .89 .84 .89 .10 

 Figure 5 presents the initial model with its standardized estimates. The 

hypothesized paths are significant except for the ones from IP to Motivation (effort), from 

Motivation (quality) to Motivation (effort), and from Motivation (quality) to persistence. 

In order to improve the model I then examined the modification indices. It was suggested 

that if I drew a path from IP to L2 communication confidence the overall χ² value would 

drop by at least 44.66 with df=1, which is significant at p<.01. This means that those who 

have high IP scores are likely to have confidence in L2 communication. This requires 

further research, but considering that using SIR materials is only one way of learning an 

L2, and many of those who are high in IP may have other ways of learning an L2 which 

are not represented in this model, it makes sense that they are likely to be confident in L2 

communication confidence. Thus this data-driven path from IP to L2 communication 

confidence was added to the model. 
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*p<.05 

Note: WTC: Willingness to Communicate in L2; CC: L2 Communication Confidence PC: Perceived 

Communication Competence in L2; CA: Communication Anxiety in L2; MQ: Motivation (Quality); IM: 

Intrinsic Motivation; IDR: Identified Regulation; ME: Motivation (Effort); ER: Effort Reported; NSL: 

Non-Skipping of Lessons; MIN: Total Minute of Study Per Week; QLE: Quality of Learning Experience 

with SIR Materials; IP: International Posture; IIN: Interest in International News; AAT: Intergroup 

Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; HTC: Having Things to 

Communicate to the World.  

Figure 5. Initial SEM model (Model 1) with standardized estimates. 

The final model with the data-driven path from IP to L2 communication 

confidence added still showed a large χ² value of 107.53 with df=69, p=.002. However, 

given the known sensitivity to the sample size, I also examined other goodness-of-fit 

indices. The final model may show an acceptable fit to the data, with GFI = .92, NFI 

= .90, CFI =.96, and RMSEA = .06 (Tabachnick & Fidell, 2007, pp. 715-717). The final 

model with standardized coefficients is in Figure 6 (also see Appendix E for the model 
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with all unstandardized coefficients). 

 

 

  

 

 

 

 

*p<.05 

Note: WTC: Willingness to Communicate in L2; CC: L2 Communication Confidence PC: Perceived 

Communication Competence in L2; CA: Communication Anxiety in L2; MQ: Motivation (Quality); IM: 

Intrinsic Motivation; IDR: Identified Regulation; ME: Motivation (Effort); ER: Effort Reported; NSL: 

Non-Skipping of Lessons; MIN: Total Minute of Study Per Week; QLE: Quality of Learning Experience 

with SIR Materials; IP: International Posture; IIN: Interest in International News; AAT: Intergroup 

Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; HTC: Having Things to 

Communicate to the World.  

Figure 6. Final L2 SIR learning model. 
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motivation-effort (unstandardized coefficient=.41, p=.30). IP significantly predicted L2 

motivation-quality (unstandardized coefficient= .86, p=.00) and L2 communication 

confidence (unstandardized coefficient= .96, p=.00), but did not significantly predict L2 

motivation-effort (unstandardized coefficient= -.23, p=.55) or L2 WTC (unstandardized 

coefficient= .15, p=.13). Although IP did not significantly predict L2 WTC, L2 

communication confidence did (unstandardized coefficient= .89, p=.00). Persistence did 

not significantly predict L2 communication confidence (unstandardized coefficient= .03, 

p=.25). 

 These results suggest that the IP and L2 WTC models were partially replicated in 

this study. The paths from IP to L2 motivation (quality) and from L2 communication 

confidence to L2 WTC were both significant. On the other hand, the paths from IP to L2 

motivation (effort) or from L2 motivation (quality) to L2 motivation (effort) were not 

significant. Regarding the relationships among IP, L2 communication confidence, and L2 

WTC, IP did not directly predict L2 WTC, but rather, IP predicted L2 communication 

confidence, which in turn predicted L2 WTC. This may be natural in a sense that even 

when someone has high IP he/she needs to be confident in L2 communication in order to 

be willing to communicate in the L2. Regarding persistence, it was predicted by both L2 

motivation (effort) and quality of learning experiences with SIR materials, as expected, 
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but not by L2 motivation (quality). Finally, contrary to my expectations, persistence did 

not predict L2 communication confidence. These results will be discussed in more detail 

in the discussion section. 

Profile Analysis 

 In order to answer research question three, I performed a profile analysis. Profile 

analysis is a useful way to “compare profiles of two or more groups measured on several 

different scales, all at one time” (Tabachnick & Fidell, 2007, p. 311). It consists of three 

different tests, namely levels test, a test of parallelism, and a test of flatness. In univariate 

terms, the levels test examines the between-subjects main effect, the test of parallelism is 

the test of interaction, and the test of flatness examines the within-subjects main effect 

(Tabachnick & Fidell, 2007, p. 313). 

 First I divided the participants into persistent and non-persistent groups 

according to the total months of learning with SIR materials: the persistent group was 

made up of those who had learned with SIR materials for two or more years (n=53), and 

the non-persistent group was made up of those who had learned for less than a year 

(n=87). 

 Table 17 presents the descriptive statistics of the data subjected to profile 

analysis. As Table 17 shows, introjected regulation, identified regulation, and amotivation 
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were not normally distributed, and thus I tried transforming the data. However, the 

distributions were still skewed and thus I decided to perform a profile analysis with the 

original data. 

Table 17. 

Descriptive Statistics for Variables Used in Profile Analysis (N=140) 

Scale Range Min. Max. M SD SKW SES KUR SEK 

Persistent learners (n=53) 

IIN 3.67 1.00 4.67 3.23 .94 -.51 .33 -.05 .64 

AAT 3.33 1.67 5.00 3.77 .77 -.23 .33 -.35 .64 

IVA 3.67 1.33 5.00 3.02 1.09 .20 .33 -1.04 .64 

HTC 4.00 1.00 5.00 3.27 .87 -.08 .33 -.23 .64 

IM 3.00 2.00 5.00 3.57 .74 .11 .33 -.43 .64 

IDR 1.75 3.25 5.00 4.27 .60 -.26 .33 -1.15 .64 

ITJ 4.00 1.00 5.00 2.66 .67 .99 .33 2.64 .64 

EXT 3.25 1.25 4.50 2.75 .77 .10 .33 -.88 .64 

AMT 2.50 1.00 3.50 1.70 .63 .98 .33 .78 .64 
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Table 17. (Continued) 

Descriptive Statistics for Variables Used in Profile Analysis (N=140) 

Scale Range Min. Max. M SD SKW SES KUR SEK 

Persistent learners (n=53) 

CA 3.40 1.00 4.40 2.83 .82 -.17 .33 -.11 .64 

PC 3.60 1.40 5.00 3.14 .81 .20 .33 -.14 .64 

WTC 3.60 1.40 5.00 3.09 .82 .37 .33 .20 .64 

Non-persistent learners (n=87) 

IIN 4.00 1.00 5.00 2.98 .99 .13 .26 -.44 .51 

AAT 4.00 1.00 5.00 3.29 .97 -.07 .26 -.57 .51 

IVA 3.67 1.00 4.67 2.61 .99 .19 .26 -.56 .51 

HTC 4.00 1.00 5.00 2.93 .98 -.07 .26 -.42 .51 

IM 4.00 1.00 5.00 3.10 .91 -.26 .26 -.38 .51 

IDR 4.00 1.00 5.00 3.90 .85 -.60 .26 .32 .51 

ITJ 4.00 1.00 5.00 2.67 .85 .22 .26 -.21 .51 

EXT 4.00 1.00 5.00 3.07 .75 -.15 .26 .52 .51 

AMT 3.75 1.00 4.75 2.05 .81 1.10 .26 1.29 .51 
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Table 17. (Continued) 

Descriptive Statistics for Variables Used in Profile Analysis (N=140) 

Scale Range Min. Max. M SD SKW SES KUR SEK 

Non-persistent learners (n=87) 

CA 3.60 1.40 5.00 3.12 .92 .40 .26 -.34 .51 

PC 4.00 1.00 5.00 2.80 .92 .03 .26 -.59 .51 

WTC 3.80 1.00 4.80 2.69 .88 -.11 .26 -.30 .51 

Note: IIN: Interest in International News; AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in 

International Vocation/Activities; HTC: Having Things to Communicate to the World; IM: Intrinsic 

Motivation; IDR: Identified Regulation; ITJ: Introjected Regulation; EXT: External Regulation: AMT: 

Amotivation; CA: Communication Anxiety in L2; PC: Perceived Communication Competence in L2; 

WTC: Willingness to Communicate in L2. 

I then checked the assumptions for the analysis through SPSS. First, I checked 

both univariate and multivariate outliers in each group. One participant in the persistent 

group had an extreme score of introjected regulation (z>3.29), and another participant in 

the non-persistent group had an extreme score of amotivation (z>3.29). Both of them 

were deleted. I checked multivariate outliers by employing SPSS regression and 

obtaining the Mahalanobis distance for each case, which I assessed with the criterion of 

χ² with degrees of freedom equal to the number of variables (twelve). One participant in 

the non-persistent group was identified with a Mahalanobis distance greater than χ² (12) = 

32.91 as an multivariate outlier, and thus was deleted. In total, three participants were 
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deleted as either univariate or multivariate outliers. This left 137 cases in total. Second, 

because the sample sizes in both groups were not equal, I used Box’s M test in SPSS 

GLM in order to check the homogeneity of variance-covariance matrices. The hypothesis 

of homogeneity was supported at p=.14 with the twelve variables. Third, I found no overt 

non-linearity by checking the bivariate plots of all dependent variables. Fourth, regarding 

multicollinearity, no correlation between any two variables was higher than .90, thus I 

assumed that no multicollinearity existed. 

 In sum, a total of 137 cases met all of the assumptions and formed the new data 

set. I performed profile analysis on twelve variables: interest in international news, 

intergroup approach-avoidance tendency, interest in international vocation/activities, 

having things to communicate to the world, intrinsic motivation, identified regulation, 

introjected regulation, external regulation, amotivation, L2 communication apprehension, 

perceived communication competence in L2, and L2 WTC. The grouping independent 

variable was persistence, divided into persistent and non-persistent groups. 

 SPSS GLM was used for the major analysis. First, the profiles, presented in 

Figure 7, deviated significantly from parallelism, F (11, 125)=1.91, p=.04, partial eta 

squared =.14, power=.87. The profiles also deviated significantly from levels, F (1, 

135)=4.94, p=.03, and partial eta squared=.04, power=.60. Furthermore, when averaged 



              

 

105 

 

over groups, the scales were found to deviate significantly from flatness, F (11, 

125)=68.06, p=.00, partial eta squared=.86, power=1.00. 

These results suggest that the two groups had statistically significant differences 

of the means on the variables when they were averaged over variables, and that the 

participants scored differently for different variables when averaged over groups. There 

was also an interaction effect—the two groups had different profiles. Looking at Figure 7, 

the persistent group scored higher for all variables measuring IP (IIN, AAT, IVA, and 

HTC), intrinsic motivation (IM), identified regulation (IDR), perceived L2 competence 

(PC), and L2 WTC (WTC). Furthermore, the persistent group scored particularly lower 

for amotivation (AMT). 

 

Figure 7. Profiles of persistent and non-persistent groups. 

 As a follow-up test, one-way ANOVAs were performed for each subscale. Since 
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the twelve variables were tested separately the alpha level was set at .004 (.05/12). Table 

18 presents the results. The persistent and non-persistent groups did not significantly 

differ on any of the variables, and only intrinsic motivation (IM) was close to being 

statistically different. The persistent group scored somewhat higher on intrinsic 

motivation, although the effect sizes were small. 

Table 18. 

Univariate Follow-Up Statistics for Profile Analysis 

Scales  SS df MS F p η2 

IIN Between 1.52 1 1.52 1.68 .20 .01 

 Within 121.91 135 .90    

 Total  123.43 136     

AAT Between 5.91 1 5.91 7.40 .01 .05 

 Within 107.81 135 .80    

 Total 113.71 136     

IVA Between 4.23 1   4.23 4.02 .05 .03 

 Within 142.34 135 1.05    

 Total 146.57 136     

HTC Between 3.39 1 3.39 3.94 .05 .03 

 Within 116.20 135 .86    

 Total 119.59 136     

IM Between 6.17 1 6.17 8.49 .004 .06 

 Within 98.15 135 .73    

 Total 104.32 136     

IDR Between 3.86 1 3.86 6.83 .01 .05 

 Within 76.29 135 .57    

 Total 80.15 136     

ITJ Between .17 1 .17 .30 .58 .00 

 Within 76.54 135 .57    

 Total 76.71 136     
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Table 18. (Continued) 

Univariate Follow-Up Statistics for Profile Analysis 

Scales  SS df MS F p η2 

EXT Between 3.33c 1 3.33 5.70 .02 .04 

 Within 78.98 135 .59    

 Total 82.32 136     

AMT Between 3.26 1 3.26 6.40 .01 .05 

 Within 68.78 135 .51    

 Total 72.04 136     

CA Between 2.12 1 2.12 2.76 .10 .02 

 Within 103.73 135 .77    

 Total 105.86 136     

PC Between 3.00 1 3.00 3.95 .05 .03 

 Within 102.43 135 .76    

 Total 105.43 136     

WTC Between 3.76 1 3.76 5.38 .02 .04 

 Within 94.44 135 .70    

 Total 98.20 136     

Note: IIN: Interest in International News; AAT: Intergroup Approach-Avoidance Tendency; IVA: Interest in 

International Vocation/Activities; HTC: Having Things to Communicate to the World; IM: Intrinsic 

Motivation; IDR: Identified Regulation; ITJ: Introjected Regulation; EXT: External Regulation: AMT: 

Amotivation; CA: L2 Communication Apprehension; PC: Perceived L2 Confidence; WTC: Willingness to 

Communicate in L2. 
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CHAPTER 5 

QUALITATIVE STUDY 

The purpose of this chapter is to present the results of the interviews, which 

addressed research questions 4 and 5. The data consisted of two sets of interviews, which 

were conducted six months apart, in order to examine in depth common motivational 

factors that affected persistence in learning with SIR materials as well as changes in 

motivation and experiences with SIR materials after half a year. 

Method 

Interviewees 

 Interviewees in this study consisted of five participants who participated in the 

interviews twice and eight participants who did so once. Those who were interviewed 

twice were the L2 learners who, at the time of the first interview session, had continued 

to study with SIR materials. Others who had already dropped out of studying with SIR 

materials at the time of the first session were interviewed only once. All attended School 

A. 

 Interviewees were those who responded in the questionnaire that they were 

willing to be individually interviewed. A total of 17 showed interest in being interviewed. 

Among them 14 replied to my initial invitation e-mail, and I was able to interview twelve 
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of them and to phone-interview one of them (one did not show up at the interview). Then, 

after a half-year interval, five out of the initial 13 interviewees, who had continued with 

their studies using SIR materials at the time of the first interview session, were 

interviewed again in order to examine changes in L2 motivation and related variables 

(see Table 19 for the numbers of interviewees). 

Table 19. 

Composition of Interviewees 

 Male Female Total 

1
st
 Interview 3 10 13 

2
nd

 Interview 1 4 5 

Interviews 

 Each interview was semi-structured in the sense that I followed the basic pattern 

of asking questions regarding the learners’ experiences with SIR materials and their L2 

motivation and other surrounding variables in the same order, but asking extra questions 

when I deemed necessary. Questions concerned the following four issues: (a) 

participants’ basic experiences studying with SIR materials; (b) the similarities and 

differences between English studies at school and in self-instruction; (c) the relevance of 

independent variables (subtypes of motivation within SDT, IP, L2 communication 

confidence, and L2 WTC) in explaining persistence, and (d) L2 WTC and L2 
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self-instruction (see Appendices F and G for interview protocols). 

Procedures 

 The first interview took place in June 2012 immediately after administering the 

questionnaire. Each interview lasted approximately 15 minutes at the interviewees’ high 

school. Each interviewee was informed of the anonymous nature of the participation, its 

non-relationship to their grades, and the freedom to drop out of the session at any time 

they wished. Each interviewee signed a written consent. In addition, because these 

interviewees were minors, each participant’s guardian signed a written consent (see 

Appendices H and I for the consent forms). After the sessions I thanked the interviewees 

and gave them a 1000-yen (approximately $13) book gift card. 

Then, I contacted the thirteen interviewees again in November 2012. I asked 

those five who had continued to listen to SIR materials at the first session whether they 

would be willing to be interviewed again. I also asked the other eight who had already 

dropped out of studies with SIR materials whether, by any chance, they had resumed their 

studies. All the five interviewees, who had continued with their studies with SIR 

materials, agreed to be interviewed again. The other eight had not resumed their studies 

and were not interviewed again. The second interview took place in December 2012 at 

the interviewees’ high school, and lasted approximately 15 minutes. Interviewees were 
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informed of their anonymity and the non-relationship between what they told the 

researcher and their grades, and were given a 1000-yen book gift cards. The interviewees 

as well as their guardians signed the same written consent as in the first interview. Each 

interview was administered in interviewees’ first language, Japanese, audio-recorded, and 

transcribed. 

Data Analysis 

 In order to identify possible relationships between L2 motivation and persistence 

in learning with SIR materials, I closely reviewed the interviewees’ accounts of 

experiences learning with SIR materials, their English studies at school, their future 

career goals, their willingness to communicate in English, and changes in L2 motivation 

and their influences on L2 self-instruction. I repeatedly listened to each interview and 

tried to find patterns in persistence in self-instruction and independent variables. 

Specifically, I analyzed the interview data in terms of the following four issues. 

First, I tried to elaborate on learners’ experiences of learning with SIR materials. Why did 

they start learning English using SIR materials? Did they listen to these materials alone, 

or with someone else? Did they record the materials? Why did they stop listening? 

Second, I examined how the interviewees perceived English classes at school. Did they 

like English classes at school? What were the differences between English classes at 
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school and self-instruction? Third, I focused on how the variables in this study were 

manifested in the interviewees’ individual experiences. Were they motivated to learn 

English? For what reasons? What kind of careers did they hope to have in the future? Did 

that involve L2 communication? Did they have any experiences in which they gained/lost 

L2 communication confidence? Fourth, I paid specific attention to how participants 

engaged in L2 communication outside of self-instruction. L2 self-instruction using SIR 

materials is not interactive in that these materials do not provide learners opportunities to 

engage in authentic L2 communication. Did interviewees seek opportunities to engage in 

L2 communication outside of self-instruction? What kind of influence did these 

experiences have on self-instruction? Fifth, I examined how the interviewees’ 

motivational bases changed in the interval of half a year. Did they persist in L2 learning 

using SIR materials? How did their motivational bases change over half year period? 

In the following section I will discuss each of these issues in depth in order to 

gain a holistic understanding of both persistent and non-persistent learners. This should 

also serve as a way of validating the quantitative data. 

Results 

 The following summarizes the results of the interviews. Overall, the interviews 

confirmed, on the one hand, the patterns demonstrated in the quantitative study, while 



              

 

113 

 

also showing some outlier patterns. It should be noted that, as explained in the methods 

section, these interviewees come from a rather academically-oriented high school and 

none of the interviewees had a very high score of amotivation. The overall trend is that 

although the responses to the question of whether they liked learning English varied, all 

of them studied English because they thought at least vaguely that they will probably 

need English for their future in some way, therefore scoring high on identified regulation 

(the mean of the scores for identified regulation among the 13 interviewees in the 

questionnaire was 4.63 on 5-point Likert-scale). 

Basic Experiences of Studying with Self-Instructional Radio Materials 

 Table 20 summarizes interviewees’ basic experiences of studying English with 

SIR materials. The interviewees started learning with SIR materials for a variety of 

reasons. Some only listened because the materials were assigned at junior high school 

(Interviewees 3, 4, & 10). An interesting case is that Interviewees 1 and 6 started learning 

with an SIR material because it was assigned at school, but got interested in these 

materials and started listening to a different show on their own. Others started because it 

was recommended by a family member or a teacher, or became interested themselves. 

Some of them started because a family member not only recommended it but had also 

learned a foreign language with SIR materials him/herself. 
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 Many of the interviewees listened to the materials alone, but some learned with 

family members. Some listened to a broadcast together with a family member. In some 

cases, their family members listened to a different show in languages including those 

other than English, in cases like Interviewee 13, whose father listened to an SIR show in 

Chinese, and Interviewee 5, whose mother and sister listened to a different English show 

from hers. 

 As was demonstrated in my preliminary study (Takahashi, 2008), many did not 

record materials but listened at the time of airing. Interviewee 4, for example, set a timer 

in order not to miss a lesson. Two patterns are noteworthy. First, those who dropped out 

of studying with SIR materials in a short period recorded materials and often skipped 

listening. This case includes Interviewee 6, who sometimes skipped listening and 

dropped out “in a few months.” Second, some stated that they listened to materials at the 

time of airing while concurrently recording them, not as a back-up for when they forgot 

to listen, but to practice more later. Although for many broadcasts Internet streaming was 

offered, most of them did not take advantage of it and simply listened to the radio every 

day. 

 Many of the interviewees stated that they improved their listening skills by 

studying with SIR materials. Some also contrasted English textbooks at school and SIR 
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materials, and described that SIR materials included more colloquial expressions that 

they thought were used in daily conversation. On the other hand, some did not think that 

these materials were good for improving speaking ability and also one complained that he 

could not ask questions when something in the material was not clear. 

Table 20.  

Basic Accounts of Experiences Studying with SIR Materials Among Interviewees 

Interviewee Gender Why 

started? 

Learned 

alone? 

Influence 

of Family 

Recorded 

Materials? 

Learned 

what? 

1 F 3 & 4 Y Y N 2 

2 M 3 Y N N 4 

3 F 2 Y Y Y 1&3 

4 F 4&5 N 

(elementary 

school) & 

Y (high 

school) 

Y N 2 

5 F 1 Y Y N 2&3 

6 M 3&4 Y N Y 4 
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Table 20. (Continued) 

Basic Accounts of Experiences Studying with SIR Materials Among Interviewees 

Interviewee Gender Why 

started? 

Learned 

alone? 

Influence 

of Family 

Recorded 

Materials? 

Learned 

what? 

7 F 4 Y N N 3 

8 F 5 N Y N 3 

9 F 1 Y Y Y 1 

10 F 3 Y N Y ? 

11 M 4 Y N Y 3 

12 F 2 Y N N 1&3 

13 F 5 Y Y N 1 

Note: Gender F: Female; M: Male; Why started? 1: recommended by family member; 2: recommended by a 

teacher; 3: assigned at school; 4: got interested themselves; 5: family member(s) studied w/SIR materials; 

Learned what? 1: Listening; 2: Pronunciation; 3: Colloquial expressions, “real” English; 4: Others. 

An interesting case is Interviewee 11, a very intensive learner, who had only 

started to study English with SIR materials three months before I first interviewed him. 

He started listening because he got inspired by his experience staying with a Chinese 

family in China the previous year in a program organized by the high school. He told me 

that all the Chinese students he got to know were very fluent in English and were going 

to study at an American university.  
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 Interviewee 11 started listening to three types of materials in April of 2012, after 

coming back from China. He listened every day and rarely skipped listening. Although he 

recorded materials, he also listened at the time of airing and the recording was only to 

practice repeating and shadowing dialogues later. He explained why he listened to SIR 

materials at the time of airing in the following way. 

 I study English by deciding to listen to SIR materials at a certain time of the day.  

And by listening to radio at a fixed time of the day I can manage my schedule 

well. Like, “Okay, I’m going to listen to the radio at this time, so I’ll finish this 

(other study) by that time.” (Interviewee 11) 

Furthermore, he made a vocabulary book of his own from the new 

words/phrases he found in these materials, represented by Figure 8. He filed cards like 

the one in Figure 8 in alphabetical order and occasionally looked them up when he had 

free time. 

Front      Back 

  Stem word      

 New phrase     Dialogue using the phrase 

 Translation in Japanese         Material name & Date 

Figure 8.Interviewee 11’s vocabulary card. 
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 He stated that in contrast to English classes at school, SIR materials offered him 

English expressions that he thought were used in daily conversations and in business. In 

his English classes he thought textbooks focused more on “grammar-translation,” and 

were not strong for “L2 interpersonal communication.” 

Relationship Between L2 Motivation and Persistence in Learning with 

Self-Instructional Radio Materials 

 Although many of the interviewees stated that they liked English studies in 

general, their L2 motivation patterns were distinct. Those who persisted in L2 

self-instruction emphasized both identified regulation and intrinsic motivation. Those 

who persisted also had a clearer image of their future selves using English than those who 

did not. It should also be noted that many of the interviewees had lived abroad when they 

were small, but these experiences did not seem to necessarily reflect their interest in L2 

learning and interest in the world. Table 21 summarizes the results. 
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Table 21. 

Types of L2 Motivation, IP, and Experiences Abroad Described in Interviews 

Interviewee Persistence 

(after 

subtracting 

the period 

when it was 

assigned, at 

the time of 

1
st
 

interview) 

Like English 

studies? 

L2 

Motivation 

Emphasized 

Experience 

Living 

Abroad 

Future 

Career/ 

Interest in 

Foreign 

Countries 

1 12m Y IM N International 

attorney/ 

Architect 

2 0m Y IDR 

(Very low 

IM) 

Y (U.S., 

until 3m 

old) 

Academics 

3 15m Y IM, IDR Y (U.S., 5
th
 

to 9
th
 grade) 

Not decided 

4 24 m(5
th

 & 

6
th
 grade) 

3m (high 

school) 

Y IM, IDR Y (U.S., 

until 2.5 yrs 

old) 

Medical 

doctor 

5 12m Y IDR Y (China, 

1yr) 

Not decided 

6 “A few 

months” 

Y IDR Y (U.S., 

until 3yr 1m 

old) 

Medical 

doctor 
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Table 21. (Continued) 

Types of L2 Motivation, IP, and Experiences Abroad Described in Interviews 

Interviewee Persistence 

(after 

subtracting 

the period 

when it was 

assigned, at 

the time of 

1
st
 

interview) 

Like English 

studies? 

L2 

Motivation 

Emphasized 

Experience 

Living 

Abroad 

Future 

Career/ 

Interest in 

Foreign 

Countries 

7 “End of 12
th
 

grade to 

middle of 

13
th
 grade” 

Y IDR 

(Low IM) 

N Managerial 

dietician 

8 1m Not 

particularly 

IDR, ITJ 

(Very low 

IM) 

Y (Canada: 

13m; 

Holland:10

m) 

Not decided 

9 36m Y IDR N Not decided 

10 0m Y IM, IDR N Not decided 

11 3m Y IM, IDR N Not decided 

12 51m Y IDR N United 

Nations 

13 3m Not 

particularly 

IDR 

(Low IM) 

Y (Hong 

Kong, 

3yr5m) 

Not decided 

Note: L2 motivation emphasized IM: intrinsic motivation; IDR: identified regulation. 

First, Interviewees 7 and 8, who did not persist for a long time, stated that they 
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did not like English for intrinsic reasons and emphasized the instrumental aspects of 

English as follows: 

 It’s not that I like English itself… Rather if I understood English I would be able  

to normally watch films without switching to Japanese translations and… also 

read books (in English). I would enjoy becoming able to do many things by 

becoming competent in English. (Interviewee 7) 

I wouldn’t like it if I couldn’t use English when there were opportunities to do so. 

(Interviewee 8) 

In terms of career Interviewee 8 stated that she was not particularly interested in working 

overseas, in spite of her experiences in Canada and Holland when she was small. 

Second, Interviewee 2, who only listened to SIR materials because they were 

assigned at school, scored high (5.00 on 5-point Likert scale) on identified regulation but 

scored low (1.00 on 5-point Likert-scale) on intrinsic motivation. 

Third, Interviewee 10, who also only listened to SIR materials because they were 

assigned, stated that she did not know what she wanted to do for career and that foreign 

countries were “a world I cannot imagine.” She described a career using English as 

“cool” and “interesting,” but at the time of the interview her ideal L2 self seemed to lack 

elaboration and vividness. 
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In contrast, Interviewee 11, who was described earlier, scored the highest both 

on intrinsic motivation and identified regulation (5.00 on 5-point Likert scale). Although 

he had not decided on one possible future career and had “many things” he wanted to do, 

he stated that he will need English for whatever he does in the future. Furthermore, he 

explained his intrinsic motivation in the following way: 

 Of course there are utilitarian aspects of English, like being able to communicate  

with many people by becoming competent in English. But… but I don’t think  

that’s all. Well, I’m also interested in linguistics, although I haven’t read many 

books. Well, like, you know, there’s the theory that humans realize objects by 

giving names to them… (……) Also, I just like it because I do. Well, it’s not that 

I like studying grammar all the time… Um, it’s difficult to answer the “reason” 

why I like studying English. (Interviewee 11) 

Interviewee 4 also scored 5.00 on both intrinsic motivation and identified 

regulation. She listened to SIR materials with her sister for two years when she was in 

elementary school, and resumed her studies alone in high school. After commenting that 

she did not have many opportunities to engage in L2 communication outside class, she 

explained how her intrinsic motivation was satisfied by studying with SIR materials: 

(By using SIR materials) I can hear native speakers’ voices, um… their  
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pronunciation, and sometimes knowledge,… I can gain cultural knowledge.  

(Interviewee 4) 

 Interviewee 12, who was the most persistent among the interviewees, had a clear 

image of her future self working for the United Nations. She scored the highest (5.00 on 

5-point Likert-scale) on the variables of identified regulation, interest in international 

vocation/activities, having things to communicate to the world, and L2 WTC. She 

participated in the same program in China as for Interviewee 11, and was also interested 

in learning Chinese. In terms of L2 self-instruction she did not record materials, and 

when she was not home at the time of airing she listened using smartphone. She stated 

that it was not very difficult for her to keep listening for such a long period of time. This 

trend was confirmed by another persistent learner, Interviewee 3, who stated that it was 

not difficult to persist. 

 With regard to the relationship between L2 motivation (effort) and persistence, a 

comment from Interviewee 6 confirms the positive relationship between them: 

 Well, as I said earlier, I couldn’t learn many expressions and I didn’t gain much  

(from SIR materials). I guess I would learn a lot if I bought textbooks and put 

much effort (laugh)… But, if you just study (with SIR materials) with a light 

heart,… and in a lighthearted manner like if you would watch TV, then you 
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wouldn’t gain much. (Interviewee 6) 

Interviewee 6, who only persisted “for a couple of months,” started listening to an SIR 

material because it was required at school, while also starting to listen to a different show 

on his own. This material was mixed-media, in that the TV and radio materials included 

the same story and conversations. He first came across this material on TV, got interested, 

and started listening to the radio material as well. 

 However, in terms of the radio show he soon dropped out. He did not buy the 

textbook that accompanied the material and often skipped listening. He did not like the 

fact that he could not ask questions when he had something he did not understand. He 

further complained that he could not memorize new vocabulary words that appeared in 

the material because he “only came across them once.” This is in sharp contrast to what 

Interviewee 11 did with new vocabulary, as explained earlier. Thus the intensity of study 

was very low for him, and he soon stopped listening to the radio material, although he 

occasionally watched the TV material. 

Manifestation of L2 Willingness to Communicate 

Although all of the interviewees lived in Tokyo, the capital of Japan, their 

opportunities to manifest their L2 WTC varied to a great extent, as presented in Table 22. 

While some responded that they had no opportunities to communicate in English, others 
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answered that they had opportunities to engage in authentic L2 communication. Some 

even seemed to create such opportunities on their own in order to supplement the 

deficiencies of L2 self-instruction. 

Table 22.  

Interviewees’ Descriptions of Opportunity to Use English, L2 Communication Confidence, 

and L2 WTC 

Interviewee L2 Communication Confidence / L2 WTC/ 

Opportunity to communicate in English 

1 Can practice a lot at juku 

2 Occasionally speak w/ family members in English; Read academic 

papers in English 

3 Read books, watch TV news in English; but not many opportunities 

to speak English 

4 Not many opportunities to communicate in English 

5 No opportunity to speak English; only watch DVDs in English 

6 Not many opportunities to speak English 

7 Not many opportunities to speak English; like foreign films 

8 Communicate w/ brother in English for practice 

9 No opportunity to speak English 
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Table 22. (Continued) 

Interviewees’ Descriptions of Opportunity to Use English, L2 Communication Confidence, 

and L2 WTC 

Interviewee L2 Communication Confidence / L2 WTC/ 

Opportunity to communicate in English 

10 No opportunity to speak English 

11 Opportunity to communicate in English at juku, which focuses not 

on grammar but on extensive reading & academic writing 

12 Opportunity to communicate in English at juku, which focuses not 

on grammar but on extensive reading & academic writing 

13 No opportunity to communicate in English 

Some notable cases include those of Interviewees 2, 8, 11, and 12. In the cases of 

Interviewees 2 and 8, on occasion they intentionally spoke in English with family 

members so that they could practice speaking English. Interviewee 8, who was planning 

on studying in India at the time of the first interview session, told me that her brother was 

studying in the U.S. and that when he was back home she practiced English with him. 

Also Interviewees 11 and 12, who were serious about learning with SIR materials, 

attended the same juku, or a cram school, which focused not on grammar-translation but 

on extensive reading and academic writing. Their classes were all in English. This juku 
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seemed atypical in Japan in the sense that they did not target students who were preparing 

themselves for university entrance examinations. Rather, it seemed to help students create 

opportunities to communicate in English and in a way prepare for higher education in an 

English-speaking country. 

In contrast, some interviewees stated that they did not have opportunities to 

communicate in English. They stated that they only spoke in English in classes and that 

outside of class there were no opportunities to speak English. These still read books and 

watched foreign films in English, for example, but lacked opportunities to communicate 

in English. 

For example, Interviewee 6, who only persisted for a couple of months, 

complained that he easily forgot new English phrases in SIR materials because he did not 

have opportunities to use those phrases in authentic L2 communication. 

I don’t have many opportunities to speak to foreigners, and if I don’t use 

expressions I learn (from SIR materials), I just forget them. (Interviewee 6) 

 In sum, opportunities to communicate in L2, even in Tokyo, were limited and 

were not easily offered. Nonetheless, some interviewees did find their own ways of 

communicating in English, while others did not do much about it and simply stated that 

they did not have such opportunities in Japan. This difference in their attitude seems to 



              

 

128 

 

create a crucial difference in terms of their English studies in general, which will be 

discussed more in the discussion section. 

Changes in Persistence in Learning with Self-Instructional Radio Materials and L2 

Motivation 

Now I turn to the results of the second set of interviews. As explained earlier, in 

the second round held in December 2012, I interviewed the five interviewees who had 

continued their studies using SIR materials at the time of first set of interviews, in June 

2012. The other eight students had already discontinued with their studies using SIR 

materials at the time of first set of interviews, and none had resumed their studies since 

then. Therefore those eight were not interviewed again. 

 When I interviewed them in December 2012, the five interviewees were 

following fairly different paths: three were still studying using SIR materials while the 

remaining two had stopped using SIR materials. Table 23 summarizes the five 

interviewees’ persistence after half a year. 
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Table 23. 

Interviewees’ Persistence in Learning with SIR Materials After Half a Year 

Inter- 

viewee 

Persisted after 

half a year? 

If not, when quit?/ Reasons for quitting/  

Other changes 

Total 

persistence 

3 Y Still listens to the same material, same 

frequency, same total minutes of studies per 

week 

1yr9m 

4 N Quit 08/2012, Got busy with school activities; 

Couldn’t study at a fixed time                           

Skipped listening, stopped gradually, When 

skipped listening it became difficult to follow 

the stories 

2yr 

(elementary 

school) & 

5m (high 

school) 

11 N Quit 10/2012, Got busy with school activities; 

Started studying hard for entrance 

examinations 

Skipped listening, stopped gradually; after 

prioritizing studies of various subjects, studies 

with SIR materials ranked low 

7m 
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Table 23. (Continued) 

Interviewees’ Persistence in Learning with SIR Materials After Half a Year 

Inter- 

viewee 

Persisted after 

half a year? 

If not, when quit?/ Reasons for quitting/  

Other changes 

Total 

persistence 

12 Y Still listens to the same material, same 

frequency, same total minutes of studies per 

week 

4yr & 9m 

13 N/Y Quit 07/2012, Resumed 10/2012 

Got busy with school activities; Resumed 

studies when the school club ended 

Skipped listening, stopped gradually; Still 

sometimes skips 

7m 

Of the five interviewees, two discontinued their studies using SIR materials; one 

dropped out but later resumed her studies. When they were asked why they dropped out, 

all three explained that they got busy with various school activities; some also stated the 

inconvenience of fixed schedules of SIR materials on the air. One (Interviewee 11) 

explained that he had become busy preparing for the university entrance examinations. In 

contrast, two interviewees continued with their studies using SIR materials without any 

major changes. They listened to the same materials in the same manner as at the time of 
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the first interviews, and neither of them found it difficult to continue listening. On asking 

them the possible reasons for dropping out in the future, they both stated that they could 

not think of a reason. This confirms what the interviewees stated at the first interview 

sessions. 

 One thing to note is that all five interviewees had begun to think about university 

entrance examinations. The second interview session was held in December during their 

second year of high school, which means that they were going to take university entrance 

examinations in approximately a year. In the same month shortly before the interview 

session (December 2012), they had to decide whether they were going to pursue the 

science course or the humanities course; these decisions were likely to have a major 

impact both on their studies for the entrance examinations and on their future careers. 

Therefore, it was natural that they had started thinking seriously about university entrance 

examinations. 

 When asked what the differences were between studies using SIR materials and 

studies for the entrance examinations, most of the interviewees explained that although 

SIR materials were good for listening practice, they had to focus more on “grammar” and 

“translation” as preparations for the entrance examinations. Thus, they did not think that 

SIR materials were very useful toward their preparations. Instead, they began studying 
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using various workbooks that targeted the entrance examinations, and in some cases 

dropped out of their studies using SIR materials. 

 However, studies using SIR materials seem to have different relationships with 

their studies for university entrance examinations. For some interviewees, studies with 

SIR materials were not a waste of time and, in fact, had a positive influence on their 

preparations for entrance examinations. Interviewee 12, who continued to study English 

with SIR materials even at the time of the second interview session, explained that 

through the use of SIR materials, “I keep the interest in English, which is also good for 

entrance examinations.” She also stated that she would continue to listen to them as long 

as she could, even if she got busy preparing for the entrance examinations. On the other 

hand, Interviewee 11, who had dropped out of his studies with SIR materials in October 

2012, explained that he had to prioritize his studies, and thus he had to “postpone” 

studying using SIR materials because he had to study English and other subjects for 

entrance examinations. He explained that studies using SIR materials were for “L2 

interpersonal communication,” which was different from studies for entrance 

examinations. He stated, “If there were no entrance examinations, I’d still continue with 

my studies using SIR materials,” He also added that he had to think about “efficiency” 

for the entrance examinations. 
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 I further investigated how the interviewees’ motivation to learn English had 

changed after half a year and how that could possibly explain persistence in learning with 

SIR materials. Table 24 summarizes their changes in motivation to learn English and 

other significant experiences in the six months. 

Table 24. 

Changes in Interviewees’ Motivation to Learn English and Its Related Experiences 

Inter- 

viewee 

Changes in L2 Motivation/  

Types of L2 Motivation Emphasized 

Other Significant 

Experiences 

3 No particular changes in L2 motivation 

IM (“I can learn something new”) 

IDR (started thinking a bit about entrance 

examinations) 

No opportunities to 

communicate in English 

4 Higher L2 Motivation; 

IDR (started thinking about entrance 

examinations) 

Friend’s mother is a 

foreigner and occasionally 

communicates with her in 

English 
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Table 24. (Continued) 

Changes in Interviewees’ Motivation to Learn English and Its Related Experiences 

Inter- 

viewee 

Changes in L2 Motivation/  

Types of L2 Motivation Emphasized 

Other Significant 

Experiences 

11 IDR (strong emphasis on entrance examinations; 

“necessity of English”) 

No emphasis on IM, which is different from the 

first interview session 

Traveled alone in China for 

a week and communicated 

with Chinese in English and 

Chinese 

12 IM (“keep the interest in English”) 

IDR (“I should learn more grammar”) 

Some opportunities to 

communicate in English;     

Encountered a narrator of 

the show she listens to and 

conversed in English for 10 

minutes 

13 No particular changes in L2 motivation 

IM (enjoy listening to the show) 

IDR (started thinking about entrance 

examinations) 

No opportunities to 

communicate in English 
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All five interviewees seemed to understand the personal importance of learning 

English, particularly in the preparation for university entrance examinations, but their 

emphasis on intrinsic motivation varied to a great degree. The two interviewees who 

persisted through the six-month period (Interviewees 3 and 12) emphasized intrinsic 

motivation, which is clear in the following statements: 

Of course I do think I “should” listen, but (I continue) mainly because I can learn 

something new, which motivates me. (Interviewee 3) 

It’s not like “I have to listen,” but I continue because I want to. … 

It [listening to SIR materials] is a good listening practice, and also it’s just so 

interesting, like, I’d listen to the material even if it was a show in Japanese. 

(Interviewee 12) 

The positive and strong relationship between intrinsic motivation and persistence is 

confirmed in both of the interview sessions, which triangulates the data. 

In contrast, Interviewee 11, who had dropped out in less than a year, did not 

mention intrinsic motivation, a sharp contrast to his first interview, during which it was 

strongly emphasized. The case of Interviewee 11 was surprising because of the intense 

attitude and seriousness about his studies with SIR materials that he exhibited during the 

first interview. At least at the time of the second interview, his primary concern was to get 
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through the university entrance examinations; he did not mention anything about 

enjoying learning English. His motivational pattern illustrates the “dual orientations” of 

(a) the short-term goal of passing the university entrance examinations and (b) the 

long-term goal of learning practical English to communicate with people from various 

countries (Yashima, Zenuk-Nishide, & Shimizu, 2004). During the second interview, his 

short-term goal of passing the university entrance examinations seemed to outweigh his 

L2 motivation, which led him to discontinue his studies using SIR materials. 

In terms of opportunities for L2 communication, some had opportunities while 

others had none. The trend was the same as in the first interview session. An interesting 

case is Interviewee 12, who encountered one of the narrators of the show at a sports 

rehabilitation gym in Tokyo and conversed in English for about ten minutes. She stated 

that she sometimes had to strain to remember some vocabulary but that the narrator was 

good at guessing, and the conversation went well. She explained that it became a great 

motivator for her to continue her studies using SIR materials. Another interesting and 

contrasting case is Interviewee 13, who discontinued her studies but later resumed them. 

She rarely had opportunities for L2 communication outside the classroom. This lack of 

authentic L2 communication did not make her permanently drop out, however, and she 

continued listening whenever she could. She still sometimes skipped listening and was 
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not sure how long she could persist, but she stated that she simply enjoyed listening to the 

show. Thus, intrinsic enjoyment was an important factor for persisting. 

 In sum, persistence in learning using SIR materials had much to do with various 

types of L2 motivation, and also was influenced by interviewees’ schedules and learning 

preferences. The types of L2 motivation fluctuated during the six months; within the SDT 

framework both intrinsic motivation and identified regulation were important types of L2 

motivation for persistence. Another major factor was the university entrance 

examinations, which interfered with their studies using SIR materials in different ways, 

thus the interviewees had issues coping. The most persistent interviewee was Interviewee 

12, who studied using SIR materials four years and nine months by the time of the second 

interview. She continued with her studies using SIR materials mainly because she 

enjoyed listening to the show, and she envisioned herself working for the United Nations 

in the future. Learning with SIR materials had a positive impact on her studies as 

preparation for the entrance examinations in that she could keep her interest in English by 

listening to the material. She also had some opportunities to communicate in English; all 

of these experiences and goals seemed to create a positive cycle for her. 
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CHAPTER 6 

DISCUSSION 

 The quantitative and the qualitative data revealed some interesting patterns in 

terms of the relationships between and among persistence in studying with SIR materials, 

L2 motivation, IP, L2 communication confidence, and L2 WTC. The qualitative data in 

particular, demonstrated some patterns that were not captured by the quantitative data and 

added richness to the data. It should be noted that what I discuss here should be 

considered a case of motivated learners in the general sense. This is because the high 

schools which I contacted in addition to high schools A and B had few students who had 

studied with SIR materials. Thus it may well be that L2 learners have to be relatively 

motivated to learn English to start out with in order to study with SIR materials, although 

this is merely a speculation. 

Research Question 1 

 The SEM analysis indicated that persistence of learning with SIR materials was 

significantly predicted by (a) L2 learners’ quality of learning experiences with SIR 

materials and more importantly, (b) L2 motivation (effort) (how much effort they made in 

their learning with SIR materials and how serious they were about it). The qualitative 

data also showed that those who were not very serious about their studies with SIR 
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materials were likely to drop out of learning after a while. 

 Contrary to my expectations, L2 motivation (quality) did not turn out to be a 

significant factor for predicting persistence. More importantly, participants’ learning 

experiences with SIR materials (whether they perceived the materials and the 

teacher-figures to be of high quality, whether they thought radio was suitable for L2 

learning, and whether they found the materials interesting) were an important factor in 

predicting persistence. This means that, even if one is motivated to learn English, he/she 

may dislike this type of learning and may not persist. This was also confirmed by 

comments from Interviewee 8, who described disadvantages of SIR materials and did not 

persist long. This interviewee still scored high on identified regulation and perceived 

English to be of personal importance. Thus those who dislike studying in self-instruction 

may still be motivated to learn English and have other ways of learning English. 

 Indeed, participants’ preferences for types of learning varied to a great extent. 

While Interviewee 11 stated that he wanted to study English alone in a place where he 

could concentrate and that he liked learning with SIR materials in his room, Interviewee 

10 described how she liked listening to SIR materials in the living room. Furthermore, 

while Interviewee 1 liked studying with radio materials because she could concentrate on 

listening, Interviewee 6 preferred TV materials because they offered visual aid. Thus it 
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may be that depending on whether they thought of the characteristics of SIR materials as 

advantages or disadvantages they perceived SIR materials differently, which was closely 

related to persistence. 

 The SEM analysis demonstrated that persistence did not predict L2 

communication confidence. This may mean that even if learners study English for a long 

time with SIR materials, learning with these materials does not offer opportunities for 

interaction and does not make L2 learners confident in L2 communication. Persistent 

learners may or may not have other ways of practicing L2 communication, and when they 

do not have opportunities to engage in L2 communication they may not be confident in 

L2 communication, even after persisting in this type of learning for a long time. 

 The IP and L2 WTC models were partially replicated in this study. The paths 

from IP to L2 motivation (quality) and from L2 communication confidence to L2 WTC 

were both significant. This means that, as in past studies, those interested in international 

affairs and international careers are likely to be motivated to learn English, and that those 

who are confident in L2 communication are likely to be willing to communicate in the L2. 

In contrast, the paths from IP to L2 motivation (effort) or from L2 motivation (quality) to 

L2 motivation (effort) did not turn out to be significant. This may be mainly because this 

variable of L2 motivation (effort) only focused on effort made in L2 self-instruction, 
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while IP and L2 motivation (quality) focused on participants’ general attitudes and 

general English learning. Those who had high scores on IP and L2 motivation (quality) 

may dislike this particular type of learning, in which case making little effort in it. 

 The data-driven path from IP to L2 communication confidence needs further 

research. One possibility is that some of the participants had lived abroad, mainly 

because of their parents’ jobs, and thus may be interested in international affairs and 

international careers (thus scoring high on IP). They may also be confident in L2 

communication because their L2 competence is relatively high, even when they are not 

motivated to learn English. Further studies on returnees are necessary. 

Research Question 2 

 Not only intrinsic motivation but also an internalized type of extrinsic 

motivation (identified regulation) was a significant variable in the final SEM model. This 

means that those who had high IP would have high intrinsic motivation as well as high 

identified regulation. This is understandable, given that those who are interested in 

international affairs and have much to communicate to the world are likely to be 

motivated to learn English for personal importance. 

 The qualitative data confirmed that intrinsic motivation was an important factor 

in L2 self-instruction. It was necessary but not enough for learners to understand the 
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importance of learning English for their future (high identified regulation): they also 

needed to like English and enjoy studying in self-instruction. This was particularly acute 

in the comments by Interviewees 3 and 12, as described above. 

Research question 3 

 The profile analysis showed that the two groups scored significantly differently, 

but that the differences were small. Only intrinsic motivation was close to being 

significantly different, although the effect size was small. Furthermore, the qualitative 

data showed that those who persisted in L2 self-instruction had clearer images of 

themselves using English in the future. 

 First, intrinsic motivation was particularly important for persisting, and those 

who persisted for a long time seemed to enjoy learning English with SIR materials. This 

was demonstrated by the fact that the persistent interviewees stated that it was not 

difficult to persist in this type of learning. They did not need to try hard to keep listening 

and seemed to enjoy it. Furthermore, learning with SIR materials seemed to be a part of 

their daily life, because many of the persistent interviewees listened at the time of airing, 

fixing their studies with SIR materials at a certain time of the day. 

 Second, those who persisted seemed to think that English was particularly 

important for their careers. The qualitative data showed that the future L2 selves were 



              

 

143 

 

more vivid, detailed, and elaborate for those who persisted (e.g., Interviewee 12) than for 

those who did not. This is in accordance with the L2 motivational self system, which 

postulates that the more elaborate and vivid the ideal L2 self is, the more motivational 

power it has (Dörnyei, 2009a, p. 19). 

 These qualitative results are in accordance with the results of the SEM in that 

both intrinsic motivation and identified regulation were components of L2 motivation. 

Those who persisted for a long time considered English to be of personal importance, 

particularly for their future career, and they also enjoyed learning English. Perhaps this is 

because, as self-instruction is a type of learning in which learners are detached from 

teachers and peers, learners need to be able to enjoy learning in order to persist. 

 It should be noted that the magnitude of differences were not big in the profile 

analysis. This may be due to the fact that the participants came from a high school which 

is very academically oriented, and the majority of participants were in general motivated 

to learn English. Thus in future research it will be important to find more learners who 

actually are not motivated to learn English and do not persist in L2 self-instruction. On 

the other hand, it may be quite difficult to find such types of learners because those who 

start using SIR materials may generally be motivated to learn English, to start out with. 
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Research Question 4 

 Opportunities for L2 communication were not something which the interviewees 

could easily gain, and some interviewees did not communicate in the L2 outside the 

classroom. Even though they lived in Tokyo, which probably is the place where students 

could have the most contact with non-Japanese throughout Japan, it was not easy for the 

interviewees to gain much experience in authentic L2 communication. This may be a 

typical EFL context. 

Some of the non-persistent learners seemed to take it for granted that there are 

not many opportunities to communicate in the L2 outside classroom in Japan. This 

paucity of L2 communication partly made them think that the world in English was 

something distant from them and they could not imagine themselves using English (e.g., 

Interviewee 10). In such a case they did not take full advantage of what SIR materials 

offered. They did not like the fact that SIR materials were not interactive and that they 

did not help the learners improve their speaking ability.  

 On the other hand some learners found their own ways of manifesting their L2 

WTC. These include communicating in English with family members and attending 

all-English classes at a cram school. This effort to create opportunities for authentic L2 

communication seems to have a positive impact on L2 self-instruction for some learners. 



              

 

145 

 

That is, by learning expressions used in daily conversation and improving their listening 

ability and pronunciation in self-instruction, they made themselves ready for L2 

communication, in some cases creating those opportunities for themselves, which were 

not offered by SIR materials. Thus while they acknowledged that the disadvantage of SIR 

materials is that these do not allow interaction, this disadvantage did not make them drop 

out of listening to SIR materials. Persistent learners did what they could with these 

materials, and they sought further opportunities for L2 communication outside L2 

self-instruction. 

Research Question 5 

The qualitative data demonstrated that the interviewees’ various types of L2 

motivation within the framework of SDT changed during the six months and had 

different influences on their persistence in learning with SIR materials. The two 

important types of L2 motivation were intrinsic motivation and identified regulation. All 

five interviewees came from an academically-oriented high school and their identified 

regulation remained high. However, their levels of intrinsic motivation varied among the 

two interview sessions, and only those who remained high on intrinsic motivation 

persisted in their studies using SIR materials. 

 Another major factor related to persistence was the upcoming university 
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entrance examinations. For some interviewees, university entrance examinations had a 

negative influence on their studies with SIR materials, the preparations of which made 

some drop out of their studies using SIR materials. All of the interviewees were of the 

opinion that studies relating to entrance examination preparations were distinct from 

studies using SIR materials. It is interesting to note that Interviewee 11, who discontinued 

to study using SIR materials, said it was only a “temporal postponement,” and that he 

was going to resume his studies using SIR materials once he finished the entrance 

examinations. He explained at the second interview that he felt the necessity and personal 

importance of English as strongly as he had before, but that he had to “postpone” his 

studies using SIR materials after prioritizing things. 

 Opportunities to communicate in English varied to a great extent, and their 

influence on persistence also varied. For some of the interviewees, these opportunities 

had a positive influence on persistence in learning with SIR materials. It is interesting to 

note that, although some interviewees lacked opportunities to communicate in English, it 

did not make them discontinue their studies using SIR materials. They continued because 

they enjoyed listening to the SIR materials. In this sense, intrinsic motivation may be the 

key for persistence. 
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Summary 

 In sum, this study investigated the relationships between and among persistence 

in learning with SIR materials, motivation to study English, and other related variables 

using a sample of academically oriented Japanese high school students. The SEM 

analysis demonstrated that persistence in learning with SIR materials was predicted by L2 

motivation (effort) and the quality of learning experiences with SIR materials. L2 

motivation (quality) was predicted by IP, but it did not lead to persistence. This may be 

due to the fact that, as items on L2 motivation (quality) and IP focused on English 

learning in general, items on L2 motivation (effort) focused exclusively on studies using 

SIR materials. Furthermore, persisting in learning with SIR materials for a long period 

did not make them confident in L2 communication. This may imply that they still need 

practice for interaction, which is not offered by SIR materials. When they were confident 

in L2 communication they were likely to be willing to communicate in English. 

 In part because participants were in general motivated to learn English, the 

contrasts between persistent and non-persistent learners were not clear in the profile 

analysis. Even so, intrinsic motivation, which was the biggest difference between the two 

groups, seemed to be an important factor for persistence. It is also in accordance with the 

qualitative data. 
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 This study showed a typical case of EFL context, where learners even in Tokyo 

did not have ample opportunities to engage in authentic L2 communication. Even under 

these circumstances, however, some found their own ways of communicating in English, 

which generally resulted in a positive influence on their studies with SIR materials. 

Participants’ motivation to learn English changed to different degrees during the 

six-month period, and those who became less intrinsically motivated discontinued 

studying using SIR materials. University entrance examinations also were an interfering 

factor. Some interviewees emphasized their preoccupation with the examinations, and 

their studies using SIR materials ranked low compared with their studies of various 

subjects.  
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CHAPTER 7 

CONCLUSIONS 

Limitations of the Study 

One of the limitations of the study is that the data of the questionnaire for some 

variables were not normally distributed, thus likely to have distorted the overall picture 

for the SEM and profile analysis. Future studies should therefore analyze more 

participants who score lower on identified regulation and higher on amotivation (those 

who are not particularly motivated to learn English). 

 That being said, it should also be noted that L2 learners may need to be 

motivated to a certain extent to begin self-instruction. It was difficult to find a 

participating school for data collection because many of the schools contacted refused to 

participate because of an insufficient number of students who learned English using SIR 

materials. 

Another limitation of this study is that the quantitative data does not take into 

account learners’ motivation to learn English in a school setting. Thus, there might have 

been a case where a learner was not as motivated to study English through 

self-instruction but still enjoyed English class at school and thus was motivated, and vice 

versa. Indeed, participants’ preferences for types of English learning seem to have played 
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a role in persistence in learning using SIR materials, as evidenced by the significant path 

from quality of learning experiences with SIR materials to persistence. Even when they 

are motivated to learn English in other settings, some students may dislike 

self-instruction because it offers no immediate interaction with peers and teachers. 

Furthermore, as with many other motivational studies, this study employed a 

survey method that relied on a self-report questionnaire and interviews that were 

self-selected. However, the data were carefully cross-validated by administering the 

questionnaire and two sets of interviews from an interdisciplinary perspective. 

Theoretical Implications of the Findings 

Limitations aside, this study empirically demonstrated the motivational bases of 

L2 learners in self-instruction, which have long been neglected in the literature. Learners 

in self-instruction were difficult to identify and rarely investigated. However, this dearth 

of research on L2 learners in self-instruction contradicted the importance of out-of-class 

learning as emphasized in the literature (e.g., Crookes & Schmidt, 1991; Hyland, 2004). 

This study sought to help fill a gap and empirically investigate one of the most important 

issues in L2 self-instruction, namely the issue of persistence in learning in self-instruction 

and L2 motivation. 

The qualitative data in this study demonstrated that both intrinsic motivation and 
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identified regulation were important factors for persistence, which is in accordance with 

Vallerand and Bissonnette (1992). Furthermore, having clear ideal L2 self and being 

willing to communicate in the L2 both had positive effects on persistence. Those who 

persisted tended to see the personal importance of learning English using SIR materials 

(high identified regulation), be interested in international affairs (high IP), have a clear 

L2-related vision for the future such as working for the United Nations or as an 

international medical doctor (high ideal L2 self), and more than anything, tended to enjoy 

learning English (high intrinsic motivation). Those who considered SIR materials as 

interesting became even more intrinsically motivated. Therefore, the relationship between 

L2 self-instruction and L2 motivation is indeed “complex” (Dickinson, 1987, p. 29). The 

study also documented a typical case of “dual orientations.” The participants had both a 

short-term goal of passing the university entrance examinations and a long-term goal of 

learning practical English for communication (Yashima, Zenuk-Nishide, & Shimizu, 

2004). 

There was a discrepancy in the results of the quantitative and qualitative study in 

that the qualitative study demonstrated the importance of intrinsic motivation and 

identified regulation for persistence, whereas in the quantitative study the path from 

motivation-quality (made up of intrinsic motivation and identified regulation) to 
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persistence was not significant. This may have occurred because, as explained, the 

questionnaire items for motivation-quality focused on English learning in general, 

whereas items for motivation-effort focused exclusively on L2 self-instruction. Thus the 

final model in the SEM (see Figure 6) should be tested again in future studies in order to 

examine how much role the quality of motivation plays for persistence. 

L2 learners who persisted in learning seemed to understand what SIR materials 

could and could not offer, thereby making most advantage of them. Learning with SIR 

materials, in many cases, had become a part of their lives, which they listened to at a 

fixed time of day every day, for years in some cases. It was not difficult for persistent 

learners to continue studying using SIR materials, which in turn had a positive effect on 

other aspects of their lives, such as studying other subjects and toward university entrance 

examination preparations. This is in accordance with my preliminary study (Takahashi, 

2008). 

Simply persisting in learning using SIR materials did not make them confident in 

L2 communication. Practice in authentic L2 communication was needed to be confident 

in L2 communication, which SIR materials did not offer. Therefore, learners may have to 

find their own ways of practicing L2 communication. Opportunities for L2 

communication were not very frequent among the study’s participants, which may be a 
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typical EFL case. However, they found innovative ways for L2 communication, such as 

communicating in English with their siblings and going to a communication-oriented 

cram school. When they were confident in L2 communication, they were likely to be 

willing to communicate in the L2. 

Pedagogical Implications of the Findings 

On a more practical side, two major implications can be drawn from this study. 

First, materials designers and teacher figures of SIR materials should be reminded that 

the intrinsic aspect of these materials is crucial for learners’ persistence in learning. They 

should aim at producing materials that make learners say that they would listen “even if it 

was a show in Japanese” (Interviewee 12). Some of the interviewees also mentioned that 

the stories in the material provided were so interesting that they wanted to tune in the 

radio every day. Furthermore, considering the importance of ideal L2 self and identified 

regulation, SIR materials can have sections showing various role models of L2 users and 

demonstrating the importance of L2 learning. This is likely to stimulate learners’ ideal L2 

self and identified regulation. 

 Second, L2 learners should try to find a way of listening that suits their daily 

lives. Each may have a personal preference for where, when, and how to listen to SIR 

materials. When they find a style that suits their daily life, they are likely to continue 
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listening. Also, finding their own ways of engaging in L2 communication outside their 

studies with SIR materials may be another way of persisting in learning, supplementing 

the deficiency of L2 self-instruction.  

Directions for Future Research 

This study demonstrated the motivational bases among L2 learners in 

self-instruction. The present study investigated only the Japanese high school students 

who are rather academically oriented, thus limiting the generalizability of the results. It 

should be left to future study to clarify the generalizability of the results of this study. 

There are still many aspects of L2 self-instruction which are under-researched. 

Future studies should try to tap into the actual L2 learning in self-instruction. Ultimately, 

it will be important to examine how much a learner actually learns and achieves in L2 

self-instruction, possibly by conducting a longitudinal study. A teacher at high school A 

anecdotally told me, “I don’t know what kind of students persist in self-instruction, but 

those who do are quite good at English.” This account should be put into empirical 

research at some point. It should be noted, however, that it is very difficult to control for 

potential confounding variables such as additional exposure to the target language that is 

not measured in a study.  

     Related to the issue of actual learning, it will be fruitful to examine the effect of the 
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lack of interaction in self-instruction. Contrary to the general agreement in the L2 

literature that interaction is essential for L2 learning (e.g., Long, 1996), L2 

self-instruction, especially using radio materials, does not allow such interaction. Thus, 

future studies should examine what kind of role self-instruction plays in L2 learning. 

For future research, the following are some possible research questions that are not 

covered in this study but merit investigation. 

1. What are the motivational bases among L2 learners using self-instructional 

materials in contexts outside of Japan? 

2. How much do L2 learners achieve in self-instruction? 

3. What is the role of L2 self-instruction in L2 learning, provided that 

self-instruction does not allow interaction? 

L2 self-instruction, although under-researched, is a crucial area in L2 learning, 

considering the necessity for L2 practice and the long-term nature of the learning. Much 

more research in future is needed in order to understand the mechanism of learning in 

self-instruction. 
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Appendix A-1: Pilot Study Questionnaire (Japanese Version) 

英語学習に関するアンケート 

このアンケートは、英語学習に関する研究のためにお願いしており、調査で得られたデータは筆

者の博士論文の一部として使わせていただきます。アンケートへの参加はボランティアベースで、

途中でやめても構いません。またアンケートは無記名で、個人が特定されることはありません。

（それぞれのアンケートには番号をふり、個人が特定されないようにします。）もし参加していた

だける場合は、まわりの人と話し合わないで、すべて一人で答えていただけますよう、よろしく

お願いいたします。 

パート１：英語学習に関するあなたの気持ちを聞かせて下さい。 

①各項目の文を読み、正直にあなたに当てはまる度合いの○印をぬりつぶしてく

ださい。 

例： 

 全
く
そ
の
と
お
り 

そ
の
通
り 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
る 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
ら
な
い 

そ
う
で
は
な
い 

全
く
そ
う
で
は
な
い 

アイスクリームはバニラが一番おいしい。 

○ ○ ○ ○ ● ○ 

ここからが本番です。 

（注：文中にある「外国人」「留学生」は、英語圏の人だけでなく世界のすべての地域、母語の人を含みます。） 

 全
く
そ
の
と
お
り 

そ
の
通
り 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
る 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
ら
な
い 

そ
う
で
は
な
い 

全
く
そ
う
で
は
な
い 

1.将来やりたいことのためには英語を話す力が必要だ。 ○ ○ ○ ○ ○ ○ 

2.外国に関するニュースをよく読んだり見たりする。 ○ ○ ○ ○ ○ ○ 

3.なぜ英語を勉強するのかわからない。 ○ ○ ○ ○ ○ ○ 

4.できれば地元から出たくない。 ○ ○ ○ ○ ○ ○ 
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 全
く
そ
の
と
お
り 

そ
の
通
り 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
る 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
ら
な
い 

そ
う
で
は
な
い 

全
く
そ
う
で
は
な
い 

5.英語は面白いので勉強している。 ○ ○ ○ ○ ○ ○ 

6.英語をスラスラ書けると、何となく格好良いから英語

を勉強している。 
○ ○ ○ ○ ○ ○ 

7.テスト（期末試験・入試など）で英語があるから勉強

している。 
○ ○ ○ ○ ○ ○ 

8.英語を勉強しないと、将来困りそうだから勉強してい

る。 
○ ○ ○ ○ ○ ○ 

9.正直言って、英語の勉強は時間の無駄だと思う。 ○ ○ ○ ○ ○ ○ 

10.日本で勉強している留学生と友達になりたい。 ○ ○ ○ ○ ○ ○ 

11.家族や友達と海外の状況や出来事に関する話をよく

する。 
○ ○ ○ ○ ○ ○ 

12.英語がわからないと、恥ずかしい気分になることが

ある。 
○ ○ ○ ○ ○ ○ 

13.英語を学んで何になるのか理解できない。 ○ ○ ○ ○ ○ ○ 

14.将来、外国で働きたい。 ○ ○ ○ ○ ○ ○ 

15.英検や TOEICなど英語の資格試験に必要だから英語

を勉強している。 
○ ○ ○ ○ ○ ○ 

16.世界各地の人に伝えたい思いがある。 ○ ○ ○ ○ ○ ○ 

17.少なくともひとつは外国語を話せるようになりたい

から英語を勉強している。 
○ ○ ○ ○ ○ ○ 

18.英語を勉強して新しい発見があるとうれしいから英

語を勉強している。 
○ ○ ○ ○ ○ ○ 

19.できれば外国人とは話したくない。 ○ ○ ○ ○ ○ ○ 

20.達成感や満足感を得るのが楽しいので英語を勉強し

ている。 
○ ○ ○ ○ ○ ○ 

21.英語の知識が増えるのが楽しいから英語を勉強して

いる。 
○ ○ ○ ○ ○ ○ 
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 全
く
そ
の
と
お
り 

そ
の
通
り 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
る 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
ら
な
い 

そ
う
で
は
な
い 

全
く
そ
う
で
は
な
い 

22.英語が話されているのを聞くのが心地よいから英語

を勉強している。 
○ ○ ○ ○ ○ ○ 

23.将来よい仕事に就きたいから英語を勉強している。 ○ ○ ○ ○ ○ ○ 

24.世界の人と話し合いたい問題がある。 ○ ○ ○ ○ ○ ○ 

25.外国人が近所に住んでいれば話してみたい。 ○ ○ ○ ○ ○ ○ 

26.将来のキャリアについて考えるときはいつも、英語

が使える自分を想像する。 
○ ○ ○ ○ ○ ○ 

27.英語が話せるようになっている自分をよく想像す

る。 
○ ○ ○ ○ ○ ○ 

28.英語を勉強してもあまり成果が上がらないような気

がする。 
○ ○ ○ ○ ○ ○ 

29.両親や先生を喜ばせたいから英語を勉強している。 ○ ○ ○ ○ ○ ○ 

30.留学生とアパートや部屋をシェアしても構わない。 ○ ○ ○ ○ ○ ○ 

31.海外に住んで英語でディスカッションしているよう

な自分を想像することができる。 
○ ○ ○ ○ ○ ○ 

32.友達に自分が有能な人間だと思わせたいから英語を

勉強している。 
○ ○ ○ ○ ○ ○ 

33. 将来の仕事で給料などよい待遇を得たいから英語

を勉強している。 
○ ○ ○ ○ ○ ○ 

34.地域に住んでいる外国人を手助けするボランティア

活動に参加したい。 
○ ○ ○ ○ ○ ○ 

35.国際関係に強い関心がある。 ○ ○ ○ ○ ○ ○ 

36.英会話ができると何となく格好良いから英語を勉強

している。 
○ ○ ○ ○ ○ ○ 

37.将来、国連など国際機関で働きたい。 ○ ○ ○ ○ ○ ○ 

38.英語が自分の成長に役立つと思うから英語を勉強し

ている。 
○ ○ ○ ○ ○ ○ 

39.国際的なキャリアに興味がある。 ○ ○ ○ ○ ○ ○ 
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 全
く
そ
の
と
お
り 

そ
の
通
り 

ど
ち
ら
か
と
い
う
と 

あ
て
は
ま
る 

ど
ち
ら
か
と
い
う
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あ
て
は
ま
ら
な
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そ
う
で
は
な
い 

全
く
そ
う
で
は
な
い 

40.英語を使える人になりたいから英語を勉強してい

る。 
○ ○ ○ ○ ○ ○ 

41.海外の友達と英語で話している自分を想像すること

ができる。 
○ ○ ○ ○ ○ ○ 

42.英語の会話力や書く力を身につけることは自分に必

要だと思うから英語を勉強している。 
○ ○ ○ ○ ○ ○ 

43.海外で起きていることは自分の日常にはあまり関係

がないと思う。 
○ ○ ○ ○ ○ ○ 

44.自分の将来を考えると、英語が使えることが重要だ。 ○ ○ ○ ○ ○ ○ 

45.環境問題や南北問題など、国際問題に関して考えが

ある。 
○ ○ ○ ○ ○ ○ 

46.英語の勉強から何を得ているのかわからない。 ○ ○ ○ ○ ○ ○ 

47.もし英語を学ぶ必要性がなければ、英語を勉強しな

いだろう。 
○ ○ ○ ○ ○ ○ 

48.英語を話していると気持ちがよいから英語を勉強し

ている。 
○ ○ ○ ○ ○ ○ 

49よい成績をとりたいから英語を勉強している。 ○ ○ ○ ○ ○ ○ 

50.英語が話せるのは普通だと思うから英語を勉強して

いる。 
○ ○ ○ ○ ○ ○ 

51.英語の学習で進歩があるとうれしいから英語を勉強

している。 
○ ○ ○ ○ ○ ○ 

52.将来使えるような英語のスキルを身につけたいから

英語を勉強している。 
○ ○ ○ ○ ○ ○ 

53.自分の将来のためには英語が大切だから英語を勉強

している。 
○ ○ ○ ○ ○ ○ 

54.頻繁に海外に行くような仕事はしたくない。 ○ ○ ○ ○ ○ ○ 

55.海外のニュースにはあまり興味がない。 ○ ○ ○ ○ ○ ○ 

56.国際問題に関してはっきりした意見はない。 ○ ○ ○ ○ ○ ○ 
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57.隣に外国人が引っ越してきたら少し居心地が悪い。 ○ ○ ○ ○ ○ ○ 

 

②次の状況を想像して下さい。自分の今の英語力を、「それぞれの状況が 100回

あるとしてそのうち何回くらい英語で話せると感じるか」であらわしてください。 

（例：100回のうち 30回くらいは英語で話せると思う⇒30が答えになります。） 

1.大勢の前で英語でプレゼンテーションをする機会があるとき。            

2.列に並んでいて偶然、外国人の知り合いと英語で話す機会があるとき。        

3.知らない外国人何人かと英語で話す機会があるとき。                

4.電車で知らない外国人と英語で話す機会があるとき。                

5.列に並んでいて偶然、外国人の友達と英語で話す機会があるとき。          

6.知り合いの外国人何人かと英語で話す機会があるとき。               

7.外国人の友達何人かと英語でディスカッションする機会があるとき。         

 

③次の状況を想像して下さい。それぞれの状況が 100回あるとして、そのうち何

回くらい英語を使うことが苦になると思いますか？(0から 100の数字で答えて下さ

い。) 

1.大勢の前で英語でプレゼンテーションをする機会があるとき。            

2.列に並んでいて偶然、外国人の知り合いと英語で話す機会があるとき。        

3.知らない外国人何人かと英語で話す機会があるとき。                

4.電車で知らない外国人と英語で話す機会があるとき。                

5.列に並んでいて偶然、外国人の友達と英語で話す機会があるとき。          

6.知り合いの外国人何人かと英語で話す機会があるとき。               

7.外国人の友達何人かと英語でディスカッションする機会があるとき。         
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④次の状況を想像して下さい。それぞれの状況が 100回あるとして、そのうち何

回くらい自分から進んで英語でコミュニケーションしますか？(0から 100の数

字で答えて下さい。) 

1.大勢の前で英語でプレゼンテーションをする機会があるとき。            

2.列に並んでいて偶然、外国人の知り合いと英語で話す機会があるとき。        

3.知らない外国人何人かと英語で話す機会があるとき。                

4.電車で知らない外国人と英語で話す機会があるとき。                

5.列に並んでいて偶然、外国人の友達と英語で話す機会があるとき。          

6.知り合いの外国人何人かと英語で話す機会があるとき。               

7.外国人の友達何人かと英語でディスカッションする機会があるとき。         

 

パート２：ラジオ英語講座を使った英語学習の経験について教えてください。 

１．ラジオ英語講座で英語を勉強したことがありますか？ 

はい   いいえ 

１で「はい」と答えた方は、以下の質問にも答えてください。 

ない場合は、パート３に進んでください。 

２．ラジオ英語講座で英語を勉強し始めたのはいつですか？ 

        年   月 

３．合計でどれくらいの期間ラジオ英語講座で英語を勉強しています（いました）

か？ 

        年と   か月 

４．どれくらいの頻度でラジオ英語講座をきいています（いました）か？ 

（○で囲んで下さい） 

     毎日  2日に 1回   1週間に 3回以下 

５．覚えていれば、番組名は何ですか？ 

                                      

                                      

６．ラジオ英語講座で 1週間あたり何分くらい英語を勉強している（いた）か 

教えてください。（例：1週間あたり合計で 80分） 

     1週間あたり合計   分 
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パート３：あなた自身についての質問です。 

１．海外旅行をしたことはありますか？    

はい   いいえ 

２．１で「はい」と答えた方に、何回旅行したかあてはまるものを○で囲んでく

ださい。 

1回 2回 3回 4回 5回 6回 7回 8回 9回 10回 10回以上 

３．海外に住んだことはありますか？    

はい   いいえ 

４．３で「はい」と答えた方は、以下の質問にも答えてください。 

     国：           

     合計期間：   年と   か月 

     海外に住み始めた時は何歳でしたか？：  歳 

５．家族とのコミュニケーションに英語を使いますか？    はい  いいえ 

６．英会話学校や塾で英語を勉強したことはありますか？   はい  いいえ 

７．今現在、英会話学校や塾で英語を勉強していますか？   はい  いいえ 

 

 

お礼とご協力のお願い 

アンケートにご協力いただきありがとうございました。 

最後に、このアンケートについて、意味が分かりにくかった箇所や改善すべき点 

など、何かお気づきの点がありましたら以下に自由にご記入をお願いいたします。 

 

 

 

 

 

どうもありがとうございました。 
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Appendix A-2: Pilot Study Questionnaire (English Version) 

Questionnaire on English Learning 

This questionnaire is for research on English learning and the data from this questionnaire will be used as 

a part of the writer’s dissertation. Participation is voluntary and you are free to withdraw from the 

questionnaire anytime you wish. Questionnaire is anonymous and individuals will not be identified. 

(Numbers will be used to conceal the identities of participants.) If you could participate, please do not 

discuss your answers with your peers and answer them by yourself. 

Part 1：Please tell us about how you feel towards your English studies. 

①Please read the following sentences and choose the answer that best suits you. 

Example: 

 C
o

m
p
letely

 ag
ree 

A
g

ree 

If I h
ad

 to
 ch

o
o

se, 

th
en

 I ag
ree 

If I h
ad

 to
 ch

o
o

se, 

th
en

 I d
isag

ree 

D
isag

ree 

C
o

m
p
letely

 

d
isag

ree 

Vanilla is my favorite flavor of ice cream. 

○
 

○
 

○
 

○
 

●
 

○
 

Here are the real sentences. 

(Note: “Foreigners” and “international students” in the sentences include not only people whose mother 

tongue is English but also people from all over the world.) 
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1. The things I want to do in the future will require 

me to speak English. 
○ ○ ○ ○ ○ ○ 

2. I often read and watch news about foreign 

countries. 
○ ○ ○ ○ ○ ○ 

3. I can’t understand why I study English. 
○ ○ ○ ○ ○ ○ 

4. I would rather stay in my hometown. 
○ ○ ○ ○ ○ ○ 
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5. I study English because it is interesting. 
○ ○ ○ ○ ○ ○ 

6. I study English because being able to write 

smoothly in English is somehow “cool.” 
○ ○ ○ ○ ○ ○ 

7. I study English because of examinations (final 

exams, entrance exams, etc.). 
○ ○ ○ ○ ○ ○ 

8. I study English because I may get into trouble in 

the future  

if I didn’t. 

○ ○ ○ ○ ○ ○ 

9. Honestly, I think I am wasting my time in 

studying English. 
○ ○ ○ ○ ○ ○ 

10. I want to make friends with international 

students studying in Japan. 
○ ○ ○ ○ ○ ○ 

11. I often talk about situations and events in 

foreign countries with my family and / or 

friends. 

○ ○ ○ ○ ○ ○ 

12. I sometimes feel ashamed when I do not 

understand English. 
○ ○ ○ ○ ○ ○ 

13. I can’t understand what I am doing studying 

English. 
○ ○ ○ ○ ○ ○ 

14. I want to work in a foreign country in the future. 
○ ○ ○ ○ ○ ○ 

15. I study English in order to pass English 

certificate exams such as the Eiken and TOEIC. 
○ ○ ○ ○ ○ ○ 

16. I have thoughts that I want to share with people 

from other parts of the world. 
○ ○ ○ ○ ○ ○ 

17. I study English because I want to be able to 

speak at least one foreign language. 
○ ○ ○ ○ ○ ○ 

18. I study English because I enjoy finding out new 

things when studying English. 
○ ○ ○ ○ ○ ○ 
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19. I try to avoid talking with foreigners if I can. 
○ ○ ○ ○ ○ ○ 

20. I study English because I enjoy gaining a sense 

of accomplishment and satisfaction. 
○ ○ ○ ○ ○ ○ 

21. I study English because I enjoy having more 

knowledge about English. 
○ ○ ○ ○ ○ ○ 

22. I study English for the “high” I feel when 

hearing English spoken. 
○ ○ ○ ○ ○ ○ 

23. I study English because I want to have a good 

career in the future. 
○ ○ ○ ○ ○ ○ 

24. I have issues to address with people in the 

world. 
○ ○ ○ ○ ○ ○ 

25. I would talk to a foreigner if there was one in 

my neighborhood. 
○ ○ ○ ○ ○ ○ 

26. Whenever I think of my future career, I imagine 

myself being able to use English. 
○ ○ ○ ○ ○ ○ 

27. I often imagine myself being able to speak 

English. 
○ ○ ○ ○ ○ ○ 

28. I feel that even if I study English, I will not 

accomplish much. 
○ ○ ○ ○ ○ ○ 

29. I study English so that I can please my parents 

and teachers. 
○ ○ ○ ○ ○ ○ 

30. I wouldn’t mind sharing an apartment or room 

with an international student. 
○ ○ ○ ○ ○ ○ 

31. I can imagine myself living abroad and having a 

discussion in English. 
○ ○ ○ ○ ○ ○ 

32. I study English to show my friends that I am a 

competent person. 
○ ○ ○ ○ ○ ○ 

33. I study English because I want to secure 

well-paid employment in future career. 
○ ○ ○ ○ ○ ○ 



              

 

166 

 

 C
o
m

p
letely

 ag
ree 

A
g
ree 

If I h
ad

 to
 ch

o
o
se, 

th
en

 I ag
ree 

If I h
ad

 to
 ch

o
o
se, 

th
en

 I d
isag

ree 

D
isag

ree 

C
o
m

p
letely

 

d
isag

ree 

34. I would like to participate in a volunteer activity 

to help foreigners living in the surrounding 

community. 

○ ○ ○ ○ ○ ○ 

35. I have a strong interest in international affairs. 
○ ○ ○ ○ ○ ○ 

36. I study English because being able to 

communicate in English is somehow “cool.” 
○ ○ ○ ○ ○ ○ 

37. I want to work in an international organization 

such as the United Nations in the future. 
○ ○ ○ ○ ○ ○ 

38. I study English because I think it is good for my 

personal development. 
○ ○ ○ ○ ○ ○ 

39. I’m interested in an international career. 
○ ○ ○ ○ ○ ○ 

40. I study English because I want to be someone 

who can use English. 
○ ○ ○ ○ ○ ○ 

41. I can imagine myself speaking English with 

international friends. 
○ ○ ○ ○ ○ ○ 

42. I study English because I think acquiring 

English conversation and writing skills is 

necessary for me. 

○ ○ ○ ○ ○ ○ 

43. I don’t think what’s happening overseas has 

much to do with my daily life. 
○ ○ ○ ○ ○ ○ 

44. When I think about my future, it is important 

that I can use English. 
○ ○ ○ ○ ○ ○ 

45. I have ideas about international issues, such as 

environmental issues and north-south issues. 
○ ○ ○ ○ ○ ○ 

46. I do not understand what I am gaining from 

studying English. 
○ ○ ○ ○ ○ ○ 

47. If it was not necessary, I would not study 

English. 
○ ○ ○ ○ ○ ○ 
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48. I study English for the “high” feeling that I 

experience while speaking in English. 
○ ○ ○ ○ ○ ○ 

49. I study English because I want to get a good 

grade. 
○ ○ ○ ○ ○ ○ 

50. I study English because I think it is normal to be 

able to speak English. 
○ ○ ○ ○ ○ ○ 

51. I study English because I enjoy making progress 

with my English studies. 
○ ○ ○ ○ ○ ○ 

52. I study English because I would like to have 

English skills that I can use in the future. 
○ ○ ○ ○ ○ ○ 

53. I study English because English is important for 

my future. 
○ ○ ○ ○ ○ ○ 

54. I’d rather avoid the kind of work that sends me 

overseas frequently. 
○ ○ ○ ○ ○ ○ 

55. I’m not much interested in overseas news. 
○ ○ ○ ○ ○ ○ 

56. I have no clear opinions about international 

issues. 
○ ○ ○ ○ ○ ○ 

57. I would feel somewhat uncomfortable if a 

foreigner moved in next door. 
○ ○ ○ ○ ○ ○ 

②Please imagine the following situations. Describe your English competence by 

indicating how many times out of 100 in each situation you would feel competent in 

speaking in English.  

(Example: if you think you can speak in English 30 times out of 100, then the answer is 30.) 

1. When you have a chance to make a presentation in English in front of a large group?                

2. When you have a chance to talk with a foreign acquaintance in English while standing in line?        

3. When you have a chance to talk in a small group of foreign strangers in English?                   
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4. When you have a chance to talk to a foreigner in English on a train?                             

5. When you have a chance to talk with your foreign friend in English while standing in line?           

6. When you have a chance to talk in a small group of foreign acquaintances in English?               

7. When you have a chance to have a discussion in English in a small group of foreign friends?          

 

③Please imagine the following situations. If you encountered each situation 100 

times, how many times in each situation would you feel nervous in using English? 

(Please answer in numbers 0-100.) 

1. When you have a chance to make a presentation in English in front of a large group?                    

2. When you have a chance to talk with a foreign acquaintance in English while standing in line?        

3. When you have a chance to talk in a small group of foreign strangers in English?                   

4. When you have a chance to talk to a foreigner in English on a train?                             

5. When you have a chance to talk with your foreign friend in English while standing in line?           

6. When you have a chance to talk in a small group of foreign acquaintances in English?               

7. When you have a chance to have a discussion in English in a small group of foreign friends?          

 

 

 

④Please imagine the following situations. If you encountered each situation 100 

times, how many times in each situation would you choose to communicate in 

English? (Please answer in numbers 0-100.) 

1. When you have a chance to make a presentation in English in front of a large group?                

2. When you have a chance to talk with a foreign acquaintance in English while standing in line?        

3. When you have a chance to talk in a small group of foreign strangers in English?                   
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4. When you have a chance to talk to a foreigner in English on a train?                             

5. When you have a chance to talk with your foreign friend in English while standing in line?           

6. When you have a chance to talk in a small group of foreign acquaintances in English?               

7. When you have a chance to have a discussion in English in a small group of foreign friends?          

 

Part 2: Please tell us about your experience learning English using self-instructional radio 

(SIR) materials. 

1. Have you studied English with SIR English-education materials? 

     Yes     No 

If you answered ‘yes’ in Question 1, please answer the following as well. 

If you answered ‘no’ in Question 1, please proceed to Part 3. 

2. When did you start learning English using SIR English-education materials? 

           year       month 

3. How long in total have you learned English using SIR English-education materials? 

          year(s) and      month(s) 

4. How often do (did) you listen to SIR English-education materials? (Please circle one.) 

     Every day     Every other day     3 or less days per week 

5. If you remember, what are the names of the materials? 

                                                                      

 

6. Please indicate how many minutes per week you have studied English with SIR 

English-education materials. (e.g., 80 minutes total per week) 

              minutes total per week 

Part 3: These are questions about your background. 
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1. Have you traveled overseas before?   Yes   No 

2. If you answered yes in Q.1, please indicate how many times you have traveled. 

1  2  3  4  5  6  7  8  9  10  more than 10 times 

3. Have you lived overseas before?     Yes   No 

4. If you answered yes, please provide the following information as well.  

   Country (countries):            

   Total length:      year(s) and    month(s) 

   How old were you when you started to live overseas?:       years old 

5. Do you use English for communication with your family?            Yes   No 

6. Have you learned English at a conversation school or juku before?     Yes   No 

7. Are you currently learning English at a conversation school or juku?    Yes   No 

 

Thank you very much for filling out the questionnaire. 

Lastly, please feel free to provide any insights as to any parts that did not make sense to 

you or any improvements that could be made in the questionnaire. 

 

 

 

 

Thank you very much. 
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Appendix A-3: Subtypes of Motivation, 

International Posture, and Ideal L2 Self in the Pilot Study Questionnaire 

Amotivation (3, 9, 13, 28, 46) 

1. I can’t understand why I study English. 

2. Honestly, I think I am wasting my time in studying English. 

3. I can’t understand what I am doing studying English. 

4. I feel that even if I study English, I will not accomplish much. 

5. I do not understand what I am gaining from studying English. 

External Regulation (7, 15, 23, 29, 33, 47, 49) 

1. I study English because of examinations (final exams, entrance exams, etc.). 

3. I study English in order to pass English certificate exams such as the Eiken and 

TOEIC. 

3. I study English because I want to have a good career in the future. 

4. I study English so that I can please my parents and teachers. 

5. I study English because I want to secure well-paid employment in future career. 

6. If it was not necessary, I would not study English. 

7. I study English because I want to get a good grade. 
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Introjected Regulation (6, 8, 12, 32, 36, 50) 

1. I study English because being able to write smoothly in English is somehow “cool.” 

2. I study English because I may get into trouble in the future if I didn’t. 

3. I sometimes feel ashamed when I do not understand English. 

4. I study English to show my friends that I am a competent person. 

5. I study English because being able to communicate in English is somehow “cool.” 

6. I study English because I think it is normal to be able to speak English. 

Identified Regulation (17, 38, 40, 42, 52, 53) 

1. I study English because I want to be able to speak at least one foreign language. 

2. I study English because I think it is good for my personal development. 

3. I study English because I want to be someone who can use English. 

4. I study English because I think acquiring English conversation and writing skills is 

necessary for me. 

5. I study English because I would like to have English skills that I can use in the future. 

6. I study English because English is important for my future. 

Intrinsic Motivation (5, 18, 20, 21, 22, 48, 51) 

1. I study English because it is interesting. 

2. I study English because I enjoy finding out new things when studying English. 
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3. I study English because I enjoy gaining a sense of accomplishment and satisfaction. 

4. I study English because I enjoy having more knowledge about English. 

5. I study English for the “high” I feel when hearing English spoken. 

6. I study English for the “high” feeling that I experience while speaking in English.  

7. I study English because I enjoy making progress with my English studies. 

International Posture: Intergroup Approach-Avoidance Tendency (10, 19, 25, 30, 34, 

57) 

1. I want to make friends with international students studying in Japan. 

2. I try to avoid talking with foreigners if I can. 

3. I would talk to a foreigner if there was one in my neighborhood. 

4. I wouldn’t mind sharing an apartment or room with an international student. 

5. I would like to participate in a volunteer activity to help foreigners living in the 

surrounding community. 

6. I would feel somewhat uncomfortable if a foreigner moved in next door. 

International Posture: Interest in International Vocation or Activities (4, 14, 37, 39, 

43, 54) 

1. I would rather stay in my hometown. 

2. I want to work in a foreign country in the future. 
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3. I want to work in an international organization such as the United Nations in the future. 

4. I’m interested in an international career. 

5. I don’t think what’s happening overseas has much to do with my daily life. 

6. I’d rather avoid the kind of work that sends me overseas frequently. 

International Posture: Interest in International News (2, 11, 35, 55) 

1. I often read and watch news about foreign countries. 

2. I often talk about situations and events in foreign countries with my family and / or 

friends. 

3. I have a strong interest in international affairs. 

4. I’m not much interested in overseas news. 

International Posture: Having Things to Communicate to the World (16, 24, 45, 56) 

1. I have thoughts that I want to share with people from other parts of the world. 

2. I have issues to address with people in the world. 

3. I have ideas about international issues, such as environmental issues and north-south 

issues. 

4. I have no clear opinions about international issues. 

Ideal L2 Self (1, 26, 27, 31, 41, 44) 

1. The things I want to do in the future will require me to speak English. 
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2. Whenever I think of my future career, I imagine myself being able to use English. 

3. I often imagine myself being able to speak English. 

4. I can imagine myself living abroad and having a discussion in English. 

5. I can imagine myself speaking English with international friends. 

6. When I think about my future, it is important that I can use English. 
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Appendix B: Pilot Study Questionnaire Consent to Teachers 

Consent to Participate in Questionnaire アンケート参加同意書 

This research project is being conducted as a component of a study for dissertation. The 

purpose of the project is to examine motivation to learn English and English studies using 

self-instructional radio materials. 

 

このリサーチプロジェクトは、博士論文のための研究の一環として行われるもので、

その目的は英語学習の動機づけとラジオ講座を使った英語学習について調べること

です。 

 

Participation in the project will consist of your students’ filling out a questionnaire. Questions 

will focus on your students’ motivation to learn English, their attitudes toward English 

learning and the international community, and their English studies using self-instructional 

radio English-education materials. No personal identifying information will be included with 

the research results. The questionnaire will last no longer than 40 minutes. 

 

このプロジェクトへの参加は生徒さんのアンケートへの協力を意味します。アンケー

トの質問は、生徒さんの英語学習の動機づけ、英語学習や国際社会に対する態度、そ

してラジオ英語講座を使った英語学習についてです。研究結果には、個人が特定でき

る情報は含まれません。アンケートに要する時間は 40 分以内です。 

 

The investigator believes there is little or no risk to participating in this research project.  

However, there may be a small risk that your students will experience psychological pain 

when closely examining their motivation to learn English. 

 

このリサーチプロジェクトに参加することでのリスクはないと考えていますが、英語

学習の動機づけに関する細かい意見をうかがう上で、生徒さんが心理的負担を感じる

かもしれません。 

 

Participating in this research may be of no direct benefit to you. It is believed, however, the 

results from this project will have an impact on studies regarding motivation to learn English 

and second language self-instruction. 

 

この研究への参加による直接的メリットはないかもしれませんが、このプロジェクト
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の結果は英語を学ぶ動機づけと外国語の自習に関する研究に影響力があると考えて

います。 

 

Research data will be confidential to the extent allowed by law. Agencies with research 

oversight, such as the UH Committee on Human Studies, have the authority to review 

research data. All research records will be stored in a locked file in the primary investigators’ 

office for the duration of the research project. All other research records will be destroyed 

upon completion of the project.   

 

リサーチデータは、法律で定められるとおり機密が保持されます。ハワイ大学の委員

会など、リサーチの監督機関はリサーチデータを確認する権利があります。研究中、

リサーチの記録はすべて研究者のオフィスに鍵をかけて保管され、リサーチの終了と

同時に破棄されます。 

 

Participation in this research project is completely voluntary. Your students are free to 

withdraw from participation at any time during the duration of the project with no penalty, or 

loss of benefit to which they would otherwise be entitled.  

 

このリサーチプロジェクトへの参加は完全に自発的なものです。プロジェクトの進行

中、生徒さんにとっての負担はなくいつでも参加をとりやめることができます。 

 

If you have any questions regarding this research project, please contact the researcher, Chika 

Takahashi, at (phone number here). 

 

このリサーチプロジェクトに質問がある場合は、研究者、高橋千佳（電話番号）にご

連絡ください。 

 

If you have any questions regarding your rights as a research participant, please contact the 

UH Committee on Human Studies at (808)956-5007, or uhirb@hawaii.edu.  

 

リサーチの参加者としての権利について質問がある場合は、ハワイ大学の委員会、電

話：808-956-5007 または uhirb@hawaii.eduまでご連絡ください。 

 

Participant: 

I have read and understand the above information, and agree to participate in this research 
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project. 

 

参加する方へ： 

上記を読んで理解し、このリサーチプロジェクトへの参加に同意します。 

 

 

_______________________________ 

Name (printed) 

 

 

 

_______________________________    ________________ 

Signature        Date 
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Appendix C-1: Revised Questionnaire (Japanese Version) 

英語学習に関するアンケート 

このアンケートは、英語学習に関する研究のためにお願いしており、調査で得られたデータは筆

者の博士論文の一部として使わせていただきます。アンケートへの参加はボランティアベースで、

途中でやめても構いません。またアンケートは無記名で、個人が特定されることはありません。

（それぞれのアンケートには番号をふり、個人が特定されないようにします。）もし参加していた

だける場合は、すべて一人で、あまり深く考えすぎないで思ったままに答えていただけますよう、

よろしくお願いいたします。 

パート１：英語学習に関するあなたの気持ちを聞かせて下さい。 

各項目の文を読み、正直にあなたに当てはまる度合いの□印をチェック(✓)して下さい。 

（注：文中にある「外国人」「留学生」は、英語圏の人だけでなく世界のすべての地域、母語の人

を含みます。） 

 全
く
そ
の
と
お
り 

そ
の
通
り 

ど
ち
ら
と
も 

い
え
な
い 

そ
う
で
は
な
い 

全
く
そ
う
で
は
な
い 

1.外国に関するニュースをよく読んだり見たりする。 □ □ □ □ □ 

2.授業や進学で必要だから英語を勉強している。 □ □ □ □ □ 

3.列に並んでいて偶然、外国人の友達と話す機会があれば、

英語で話せると思う。 
□ □ □ □ □ 

4.英語を勉強しなければならない理由がわからない。 □ □ □ □ □ 

5.テスト（期末試験・入試など）で英語があるから勉強して

いる。 
□ □ □ □ □ 

6.知らない外国人何人かと話す機会があれば、自分から進ん

で英語で話すと思う。 
□ □ □ □ □ 

7.日本で勉強している留学生と友達になりたい。 □ □ □ □ □ 

8.外国人の友達何人かとディスカッションする機会があって

も、英語を使うのは苦になる。 
□ □ □ □ □ 

9.家族や友達と海外の状況や出来事に関する話をよくする。 □ □ □ □ □ 

10.電車で知らない外国人と話す機会があれば、英語で話せる

と思う。 
□ □ □ □ □ 
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 全
く
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の
と
お
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そ
の
通
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ど
ち
ら
と
も 

い
え
な
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そ
う
で
は
な
い 

全
く
そ
う
で
は
な
い 

11.英語がわからなくて恥ずかしくなるときがある。 □ □ □ □ □ 

12.英語を学んで何になるのかわからない。 □ □ □ □ □ 

13.将来、外国で働きたい。 □ □ □ □ □ 

14.達成感や満足感があるとうれしいので英語を勉強してい

る。 
□ □ □ □ □ 

15.知らない外国人何人かと話す機会があっても、英語を使う

のは苦になる。 
□ □ □ □ □ 

16.外国人の友達何人かとディスカッションする機会があれ

ば、自分から進んで英語で話すと思う。 
□ □ □ □ □ 

17.英語の知識が増えるのがうれしいから英語を勉強してい

る。 
□ □ □ □ □ 

18.英語を話しているのを聞くのが心地よいから英語を勉強

している。 
□ □ □ □ □ 

19.世界の人たちと話し合いたい問題がある。 □ □ □ □ □ 

20.列に並んでいて偶然、外国人の友達と話す機会があって

も、英語を使うのは苦になる。 
□ □ □ □ □ 

21.外国人が近所に住んでいれば話してみたい。 □ □ □ □ □ 

22.英語を勉強してもあまり成果が上がらないような気がす

る。 
□ □ □ □ □ 

23.留学生とアパートや部屋をシェアしても構わない。 □ □ □ □ □ 

24.英語が話せると優越感を持てるので英語を勉強している。 □ □ □ □ □ 

25.国際関係に強い関心がある。 □ □ □ □ □ 

26.英会話ができると何となく格好良いから英語を勉強して

いる。 
□ □ □ □ □ 

27.将来、国連など国際機関で働きたい。 □ □ □ □ □ 

28.列に並んでいて偶然、外国人の知り合いと話す機会があれ

ば、英語で話せると思う。 
□ □ □ □ □ 

29.国際的なキャリアに興味がある。 □ □ □ □ □ 

30.列に並んでいて偶然、外国人の友達と話す機会があれば、

自分から進んで英語で話すと思う。 
□ □ □ □ □ 
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31.将来英語が使えるようになりたいから英語を勉強してい

る。 
□ □ □ □ □ 

32.英語の会話力や書く力を身につけることは自分に必要だ

と思うから英語を勉強している。 
□ □ □ □ □ 

33.電車で知らない外国人と話す機会があれば、自分から進ん

で英語で話すと思う。 
□ □ □ □ □ 

34.環境問題や南北問題など、国際問題に関して考えがある。 □ □ □ □ □ 

35.電車で知らない外国人と話す機会あっても、英語を使うの

は苦になる。 
□ □ □ □ □ 

36.英語の勉強から何を得ているのかわからない。 □ □ □ □ □ 

37.列に並んでいて偶然、外国人の知り合いと話す機会があっ

ても、英語を使うのは苦になる。 
□ □ □ □ □ 

38.よい成績をとらないと困るから英語を勉強している。 □ □ □ □ □ 

39.英語が話せるのは普通だと思うから英語を勉強している。 □ □ □ □ □ 

40.列に並んでいて偶然、外国人の知り合いと話す機会があれ

ば、自分から進んで英語で話すと思う。 
□ □ □ □ □ 

41.英語の学習で進歩があるとうれしいから英語を勉強して

いる。 
□ □ □ □ □ 

42.知らない外国人何人かと話す機会があれば、英語で話せる

と思う。 
□ □ □ □ □ 

43.将来使えるような英語のスキルを身につけたいから英語

を勉強している。 
□ □ □ □ □ 

44.自分の将来のためには英語が大切だから英語を勉強して

いる。 
□ □ □ □ □ 

45.国際問題に関してはっきりした意見はない。 □ □ □ □ □ 

46.学校の試験や入試がなければ英語は勉強しないだろう。 □ □ □ □ □ 

47.外国人の友達何人かとディスカッションする機会があれ

ば英語で話せると思う。 
□ □ □ □ □ 
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パート２：ラジオ英語講座を使った英語学習の経験について教えてください。 

１．ラジオ英語講座で英語を勉強したことがありますか？ 

はい   いいえ 

１で「はい」と答えた方は、以下の質問にも答えてください。ない場合は、パート３に進んでく

ださい。 

２．ラジオ英語講座で英語を勉強している（いた）期間を教えてください。 

    年   月 から   年   月、        年   月 から   年   月 

   年   月 から   年   月、        年   月 から   年   月 

３．どれくらいの頻度でラジオ英語講座をきいています（いました）か？（○で囲んで下さ

い） 

     毎日  2日に 1回   1週間に 3回以下 

 

４．覚えていれば、番組名は何ですか？ 

                                                  

５．ラジオ英語講座で 1週間あたり何分くらい英語を勉強している（いた）か教えてくださ

い。 

（例：1週間あたり合計で 80分）     

1週間あたり合計で   分 

６．先生や両親など、誰かから強制されてではなく、自発的にラジオ英語講座を聴いたこと

がありますか？ 

（最初のきっかけは宿題や両親の勧めなどでも、後に自発的に聴いたことがあれば「はい」

を選んでください） 

     はい   いいえ 

７a. 過去にラジオ英語講座を聴いていた人は：聴くのをやめたきっかけは何ですか？ 

                                        

７ｂ.現在ラジオ英語講座を聴いている人は：これから先聴くのをやめるとしたらきっかけは 

どんなことだと思いますか？ 

                                        

８．ラジオ英語講座は教材として英語の学習に役立つ（役立った）と思いますか？ 

（あてはまる数字を１つ選んで○をつけてください） 

全く役に立たない                    とても役に立つ 
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     １------------2------------3------------4------------5 

９．ラジオは媒体として英語の勉強に向いていると思いますか？ 

全く向いていない                    とても向いている 

     １------------2------------3------------4------------5 

１０．番組は面白い（面白かった）ですか？ 

全く面白くない                     とても面白い 

     １------------2------------3------------4------------5 

１１．番組講師の質は高いと思います（した）か？ 

非常に低い                       非常に高い 

            １------------2------------3------------4------------5 

１２．ラジオ英語講座での勉強はどれくらい努力しています（いました）か？ 

少しだけ                        たくさん 

           １------------2------------3------------4------------5 

１３．ラジオ英語講座を聴き逃すことはあります（ありました）か？ 

よくある                        全くない 

           １------------2------------3------------4------------5 

 

パート３：あなた自身についての質問です。 

１．海外に住んだことはありますか？    

はい   いいえ 

２．１で「はい」と答えた方は、以下の質問にも答えてください。 

     国：           

     合計期間：   年と   か月 

３．家族とのコミュニケーションに英語を使いますか？   はい  いいえ 

４．高校何年生ですか？    年生 

５．何歳ですか？   歳 

６．性別を教えてください。（○をつけてください）  男  女 

 

お礼とご協力のお願い 

アンケートにご協力いただきありがとうございました。 

英語学習についてのより詳しいご意見を伺うため、パート２の質問６で「はい」と答えた方の中

から、 

20分程度のインタビューに参加していただける方を探しています。 

研究の中でお名前は仮名とし、個人が特定できる情報は含みません。 
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内容としては、英語学習に対する意欲と、ラジオ英語講座を使った英語学習についてです。（ラジ

オ英語講座で長く学習している必要はなく、途中で聴くのをやめた方、英語が苦手な方にもぜひ

ご意見を伺いたいと考えています。） 

また、薄謝ですがお礼を差し上げたいと考えています。 

もしご協力をお願いできる場合は、以下にメールアドレスを書いてください。 

どうぞよろしくお願いいたします。 

メールアドレス：                              
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Appendix C-2: Revised Questionnaire (English Version) 

Questionnaire on English Learning 

This questionnaire is for research on English learning and the data from this questionnaire will be used as 

a part of the writer’s dissertation. Participation is voluntary and you are free to withdraw from the 

questionnaire anytime you wish. Questionnaire is anonymous and individuals will not be identified. 

(Numbers will be used to conceal the identities of participants.) If you could participate, please do not think 

too much and answer them by yourself. 

 

Part 1：Please tell us about how you feel towards your English studies. 

Read the following sentences and check the answer that best applies to you. 

 (Note: “Foreigners” and “international students” in the sentences include not only people whose mother 

tongue is English but also people from all over the world.) 
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1. I often read and watch news about foreign countries. □ □ □ □ □ 

2. I study English because of classes and application for admission. □ □ □ □ □ 

3. I think I can communicate in English when I have a chance to 

talk with my foreign friend while standing in line. 
□ □ □ □ □ 

4. I can’t understand the reason why I study English. 
□ □ □ □ □ 

5. I study English because of examinations (final exams, entrance 

exams, etc.). 
□ □ □ □ □ 

6. I am willing to communicate in English if I have a chance to talk 

in a small group of foreign strangers. 
□ □ □ □ □ 

7. I want to make friends with international students studying in 

Japan. 
□ □ □ □ □ 

8. I would feel nervous in using English even if I have a chance to 

have a discussion in a small group of foreign friends. 
□ □ □ □ □ 
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9. I often talk about situations and events in foreign countries with 

my family and / or friends. 
□ □ □ □ □ 

10. I think I can communicate in English when I have a chance to 

talk to a foreigner on a train. 
□ □ □ □ □ 

11. I sometimes feel ashamed when I do not understand English. 
□ □ □ □ □ 

12. I can’t understand what I am doing studying English. 
□ □ □ □ □ 

13. I want to work in a foreign country in the future. 
□ □ □ □ □ 

14. I study English because I enjoy gaining a sense of 

accomplishment and satisfaction. 
□ □ □ □ □ 

15. I would feel nervous in using English even if I have a chance to 

talk in a small group of foreign strangers. 
□ □ □ □ □ 

16. I am willing to communicate in English if I have a chance to 

have a discussion in a small group of foreign friends. 
□ □ □ □ □ 

17. I study English because I enjoy having more knowledge about 

English. 
□ □ □ □ □ 

18. I study English for the “high” I feel when hearing English 

spoken. 
□ □ □ □ □ 

19. I have issues to address with people in the world. 
□ □ □ □ □ 

20. I would feel nervous in using English even if I have a chance to 

talk with my foreign friend while standing in line. 
□ □ □ □ □ 

21. I would talk to a foreigner if there was one in my 

neighborhood. 
□ □ □ □ □ 

22. I feel that even if I study English, I will not accomplish much. 
□ □ □ □ □ 

23. I wouldn’t mind sharing an apartment or room with an 

international student. 
□ □ □ □ □ 
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24. I study English because I would feel superior if I could speak 

English. 
□ □ □ □ □ 

25. I have a strong interest in international affairs. 
□ □ □ □ □ 

26. I study English because being able to communicate in English 

is somehow “cool.” 
□ □ □ □ □ 

27. I want to work in an international organization such as the 

United Nations in the future. 
□ □ □ □ □ 

28. I think I can communicate in English when I have a chance to 

talk with a foreign acquaintance while standing in line. 
□ □ □ □ □ 

29. I’m interested in an international career. 
□ □ □ □ □ 

30. I am willing to communicate in English if I have a chance to 

talk with my foreign friend while standing in line. 
□ □ □ □ □ 

31. I study English because I want to be able to use it in future. 
□ □ □ □ □ 

32. I study English because I think acquiring English conversation 

and writing skills is necessary for me. 
□ □ □ □ □ 

33. I am willing to communicate in English if I have a chance to 

talk to a foreigner on a train. 
□ □ □ □ □ 

34. I have ideas about international issues, such as environmental 

issues and north-south issues. 
□ □ □ □ □ 

35. I would feel nervous in using English even if I have a chance to 

talk to a foreigner on a train. 
□ □ □ □ □ 

36. I do not understand what I am gaining from studying English. 
□ □ □ □ □ 

37. I would feel nervous in using English even if I have a chance to 

talk with a foreign acquaintance while standing in line. 
□ □ □ □ □ 

38. I study English because I would be in trouble if I didn’t get a 

good grade. 
□ □ □ □ □ 



              

 

188 

 

 

C
o
m

p
letely

 ag
ree 

A
g
ree 

N
eu

tral 

D
isag

ree 

C
o
m

p
letely

 

d
isag

ree 

39. I study English because I think it is normal to be able to speak 

English. 
□ □ □ □ □ 

40. I am willing to communicate in English if I have a chance to 

talk with a foreign acquaintance while standing in line. 
□ □ □ □ □ 

41. I study English because I enjoy making progress with my 

English studies. 
□ □ □ □ □ 

42. I think I can communicate in English if I have a chance to talk 

in a small group of foreign strangers. 
□ □ □ □ □ 

43. I study English because I would like to have English skills that 

I can use in the future. 
□ □ □ □ □ 

44. I study English because English is important for my future. 
□ □ □ □ □ 

45. I have no clear opinions about international issues. 
□ □ □ □ □ 

46. I would not study English if there were no school exams and 

entrance exams. 
□ □ □ □ □ 

47. I think I can communicate in English when I have a chance to 

have a discussion in a small group of foreign friends. 
□ □ □ □ □ 

Part 2: Please tell us about your experience learning English using self-instructional radio 

(SIR) materials. 

1. Have you studied English with SIR English-education materials? 

     Yes     No 

If you answered ‘yes’ in Question 1, please answer the following as well. 

If you answered ‘no’ in Question 1, please proceed to Part 3. 

2. Please list the periods in which you have listened to SIR materials. 

           year       month,       year       month, 

      year       month,       year       month 
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3. How often do (did) you listen to SIR English-education materials? (Please circle one.) 

     Every day     Every other day     3 or less days per week 

4. If you remember, what are the names of the materials? 

                                                                      

5. Please indicate how many minutes per week you have studied English with SIR 

English-education materials. (e.g., 80 minutes total per week) 

              minutes total per week 

6. Have you studied English with SIR English-education materials without being coerced 

by someone such as your teachers/parents? 

(Even if you started studying with these materials because of reasons such as homework 

or encouragement from your parents, if later on you studied voluntarily, please choose 

‘yes.’) 

7a. For those of you who have studied with SIR materials in the past: what made you 

drop out of these materials? 

                                                                               

7b. For those of you who are currently studying with SIR materials: what do you think 

will make you drop out of these materials if you ever do so in the future? 

                                                                            

8. How useful do/did you think SIR materials are/were for learning English?  

(Please choose the number that best describes your rating.) 

   Not useful at all                                         Extremely useful 

          1------------------2------------------3------------------4-------------------5 
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9. Do you think radio is suitable for learning English as a medium? 

   Not suitable at all                                       Extremely suitable 

          1------------------2------------------3------------------4-------------------5 

10. Are/were the materials interesting? 

   Not interesting at all                                   Extremely interesting 

           1------------------2------------------3------------------4-------------------5 

11. Do/did you think the quality of the teacher figure in the SIR materials is/was high? 

   Extremely low                                           Extremely high 

           1------------------2------------------3------------------4-------------------5 

12. How much effort do/did you put into learning English with SIR materials? 

         Little                                                  A lot 

           1------------------2------------------3------------------4-------------------5 

13. Do/did you sometimes forget to listen to SIR materials? 

Often                                                  Never 

           1------------------2------------------3------------------4-------------------5 

 

Part 3: These are questions about your background. 

1. Have you lived overseas before?     Yes   No 

2. If you answered yes, please provide the following information as well.  

   Country (countries):            

   Total length:      year(s) and    month(s) 

3. Do you use English for communication with your family?            Yes   No 

4. What grade in high school are you in?       Grade 

5. Your age:      years old 
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6. Your gender (please circle): male   female 

 

Thank you very much for your cooperation. In order to gain more in-depth insights on the 

issue of English learning, I am looking for people (among those of you who answered 

‘yes’ in Question 6 of Part 2) who could be interviewed on this issue for approximately 20 

minutes. I will use pseudonyms in the research and will not include information that 

could be used to identify individuals. Questions will regard your motivation to learn 

English and your English learning using SIR materials. (You do not have to have studied 

English using SIR materials for a long time, and I would appreciate insights from people 

who have dropped out and who do not like English as well.) I will give you a small gift as 

compensation. If you think you can participate in the interview, please provide your 

e-mail address below. 

 

Your e-mail address:                             

 



              

 

192 

 

Appendix C-3: Subtypes of Motivation, International Posture,  

Perceived L2 Competence, L2 Communication Anxiety,  

and L2 Willingness to Communicate in the Revised Questionnaire 

Amotivation 

1. I can’t understand the reason why I have to study English. 

2. I can’t understand what I am doing studying English. 

3. I feel that even if I study English, I will not accomplish much. 

4. I do not understand what I am gaining from studying English. 

External Regulation 

1. I study English because of classes and application for admission. 

2. I would not study English if there were no school exams and entrance exams. 

3. I study English because of examinations (final exams, entrance exams, etc.). 

4. I study English because I would be in trouble if I did not get a good grade. 

Introjected Regulation 

1. I sometimes feel ashamed when I do not understand English. 

2. I study English because I would feel superior if I could speak English. 

3. I study English because being able to communicate in English is somehow “cool.” 

4. I study English because I think it is normal to be able to speak English. 
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Identified Regulation 

1. I study English because I want to be able to use it in future. 

2. I study English because I think acquiring English conversation and writing skills is 

necessary for me. 

3. I study English because I would like to have English skills that I can use in the future. 

4. I study English because English is important for my future. 

Intrinsic Motivation 

1. I study English because I enjoy gaining a sense of accomplishment and satisfaction. 

2. I study English because I enjoy having more knowledge about English. 

3. I study English for the “high” I feel when hearing English spoken. 

4. I study English because I enjoy making progress with my English studies. 

International Posture: Intergroup Approach-Avoidance Tendency 

1. I want to make friends with international students studying in Japan. 

2. I would talk to a foreigner if there was one in my neighborhood. 

3. I wouldn’t mind sharing an apartment or room with an international student. 

International Posture: Interest in International Vocation or Activities 

1. I want to work in a foreign country in the future. 

2. I want to work in an international organization such as the United Nations in the future. 
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3. I’m interested in an international career. 

International Posture: Interest in International News 

1. I often read and watch news about foreign countries. 

2. I often talk about situations and events in foreign countries with my family and / or 

friends. 

3. I have a strong interest in international affairs. 

International Posture: Having Things to Communicate to the World 

1. I have issues to address with people in the world. 

2. I have ideas about international issues, such as environmental issues and north-south 

issues. 

3. I have no clear opinions about international issues. 

Perceived L2 Competence 

1. I think I can communicate in English when I have a chance to talk in a small group of 

foreign strangers. 

2. I think I can communicate in English when I have a chance to talk to a foreigner on a 

train. 

3. I think I can communicate in English when I have a chance to have a discussion in a 

small group of foreign friends. 
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4. I think I can communicate in English when I have a chance to talk with my foreign 

friend while standing in line. 

5. I think I can communicate in English when I have a chance to talk with a foreign 

acquaintance while standing in line. 

L2 Communication Anxiety 

1. I would feel nervous in using English even if I have a chance to talk in a small group 

of foreign strangers. 

2. I would feel nervous in using English even if I have a chance to talk to a foreigner on a 

train. 

3. I would feel nervous in using English even if I have a chance to have a discussion in a 

small group of foreign friends. 

4. I would feel nervous in using English even if I have a chance to talk with my foreign 

friend while standing in line. 

5. I would feel nervous in using English even if I have a chance to talk with a foreign 

acquaintance while standing in line. 

L2 WTC 

1. I am willing to communicate in English if I have a chance to talk in a small group of 

foreign strangers. 
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2. I am willing to communicate in English if I have a chance to talk to a foreigner on a 

train. 

3. I am willing to communicate in English if I have a chance to have a discussion in a 

small group of foreign friends. 

4. I am willing to communicate in English if I have a chance to talk with my foreign 

friend while standing in line. 

5. I am willing to communicate in English if I have a chance to talk with a foreign 

acquaintance while standing in line. 
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Appendix D: Revised Questionnaire Consent to Teachers 

This research project is being conducted as a component of a study for dissertation.  The 

purpose of the project is to examine motivation to learn English and English studies using 

self-instructional radio materials. 

 

このリサーチプロジェクトは、博士論文のための研究の一環として行われるもので、

その目的は英語学習の動機づけとラジオ講座を使った英語学習について調べること

です。 

 

Participation in the project will consist of your students’ filling out a questionnaire. Questions 

will focus on your students’ motivation to learn English, their attitudes toward English 

learning and the international community, and their English studies using self-instructional 

radio English-education materials. No personal identifying information will be included with 

the research results. The questionnaire will last no longer than 20 minutes. 

 

このプロジェクトへの参加は生徒さんのアンケートへの協力を意味します。アンケー

トの質問は、生徒さんの英語学習の動機づけ、英語学習や国際社会に対する態度、そ

してラジオ英語講座を使った英語学習についてです。研究結果には、個人が特定でき

る情報は含まれません。アンケートに要する時間は 20 分以内です。 

 

Participants who agree to be further interviewed will be individually contacted by the 

researcher via e-mail. Their e-mail addresses are voluntarily provided by the participants. 

Each interview will last no longer than 20 minutes. 

 

さらにインタビューへの参加に合意した方には研究者がそれぞれメールでご連絡い

たします。メールアドレスは参加者自身が任意で書くことになっています。それぞれ

のインタビューの時間は 20 分以内です。 

 

The investigator believes there is little or no risk to participating in this research project.  

However, there may be a small risk that your students will experience psychological pain 

when closely examining their motivation to learn English. 

 

このリサーチプロジェクトに参加することでのリスクはないと考えていますが、英語

学習の動機づけに関する細かい意見をうかがう上で、生徒さんが心理的負担を感じる
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かもしれません。 

 

Participating in this research may be of no direct benefit to you. It is believed, however, the 

results from this project will have an impact on studies regarding motivation to learn English 

and second language self-instruction. 

 

この研究への参加による直接的メリットはないかもしれませんが、このプロジェクト

の結果は英語を学ぶ動機づけと外国語の自習に関する研究に影響力があると考えて

います。 

 

Research data will be confidential to the extent allowed by law. Agencies with research 

oversight, such as the UH Committee on Human Studies, have the authority to review 

research data. All research records will be stored in a locked file in the primary investigators’ 

office for the duration of the research project. All other research records will be destroyed 

upon completion of the project.   

 

リサーチデータは、法律で定められるとおり機密が保持されます。ハワイ大学の委員

会など、リサーチの監督機関はリサーチデータを確認する権利があります。研究中、

リサーチの記録はすべて研究者のオフィスに鍵をかけて保管され、リサーチの終了と

同時に破棄されます。 

 

Participation in this research project is completely voluntary. Your students are free to 

withdraw from participation at any time during the duration of the project with no penalty, or 

loss of benefit to which you would otherwise be entitled.  

 

このリサーチプロジェクトへの参加は完全に自発的なものです。プロジェクトの進行

中、生徒さんにとっての負担はなくいつでも参加をとりやめることができます。 

 

If you have any questions regarding this research project, please contact the researcher, Chika 

Takahashi, at (phone number here). 

 

このリサーチプロジェクトに質問がある場合は、研究者、高橋千佳（電話番号）にご

連絡ください。 

 

If you have any questions regarding your rights as a research participant, please contact the 
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UH Committee on Human Studies at (808)956-5007, or uhirb@hawaii.edu.  

 

リサーチの参加者としての権利について質問がある場合は、ハワイ大学の委員会、電

話：808-956-5007 または uhirb@hawaii.edu までご連絡ください。 

 

Participant: 

I have read and understand the above information, and agree to participate in this research 

project. 

 

参加する方へ： 

上記を読んで理解し、このリサーチプロジェクトへの参加に同意します。 

 

_______________________________ 

Name (printed) 

 

 

 

_______________________________    ________________ 

Signature        Date 
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Appendix E: Final L2 SIR Learning Model with Unstandardized Coefficients 

 

 

 

 

  

 

 

 

 

 

Note. WTC: Willingness to Communicate in L2; CC: L2 Communication Confidence PC: Perceived 

Communication Competence in L2; CA: Communication Anxiety in L2; MQ: Motivation (Quality); IM: 

Intrinsic Motivation; IDR: Identified Regulation; ME: Motivation (Effort); ER: Effort Reported; NSL: 

Non-Skipping of Lessons; MIN: Total Minute of Study Per Week; QLE: Quality of Learning Experience 

with SIR Materials; IP: International Posture; IIN: Interest in International News; AAT: Intergroup 

Approach-Avoidance Tendency; IVA: Interest in International Vocation/Activities; HTC: Having Things to 

Communicate to the World.  
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Appendix F: First Interview Prompts 

Background Questions 

1. Why did you start learning English with SIR materials? 

2. How long have you studied English using SIR materials? 

3. What are the names of the materials? 

4. How often have you listened to these materials? 

5. Do/did you listened to these materials alone, or with somebody else? 

6. Do you find it difficult to keep learning English with SIR materials? If so, why? 

L2 Motivation at School 

1. Do you like English classes at school? Why, why not? 

2. What do you think are the differences between English classes at school and 

self-instruction with SIR materials? 

3. Have you kept learning using SIR materials? Why? Why not? 

Future Goals 

1. What kind of career do you wish to have in the future? 

2. Do you wish to work/live in a foreign country in the future? 

3. Do you have any experience in which you gained/lost L2 communication confidence? 
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Opportunities for L2 Communication 

1. Do you have any opportunities outside of self-instruction to engage in L2 

communication? 

2. What kind of influence do these experiences of L2 communication have on 

self-instruction? 
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Appendix G: Second Interview Prompts 

Studies with SIR Materials 

1. Have you kept learning English with SIR materials for the past six months? 

2. If you have stopped, when did you stop listening? 

3. If you have stopped, what made you stop? 

4. If you have stopped, how did it happen (e.g., whether you suddenly stopped listening 

one day, etc.)?  

3. Has it been difficult to persist in your studies with SIR materials? How? 

4. Has anything changed with the ways in which you listen to SIR materials, such as the 

materials you listen to and the frequency of listening? If so, in what way? 

Changes in L2 Motivation and L2 WTC 

1. Has anything changed with regard to your attitude toward English studies and the 

amount of effort you put into English studies? If so, how? 

2. Have you had any opportunities to engage in L2 communication outside classroom in 

the past six months? 

3. Have you had any significant experiences related to English outside the classroom, 

such as traveling abroad, in the past six months? 

4. Have you started studying English outside school or with SIR materials? 
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Future Goals 

1. Has anything changed with regard to your future career goals? Have they become 

clearer? 

2. Have you started thinking seriously about university entrance exams? 

3. What influence, if any, do university entrance exams have on your studies with SIR 

materials? 
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Appendix H: Interview Consent to Interviewees 

This research project is being conducted as a component of a study for dissertation. The 

purpose of the project is to examine motivation to learn English and English studies using 

self-instructional radio materials. 

 

このリサーチプロジェクトは、博士論文のための研究の一環として行われるもので、

その目的は英語学習の動機づけとラジオ講座を使った英語学習について調べること

です。 

 

Participation in the project will consist of an interview with the investigator. Interview 

questions will focus on your English learning using self-instructional English-education 

materials and your attitude and motivation to learn English. Interview will be audio-taped and 

data from the interview will be summarized into broad categories. No personal identifying 

information will be included with the research results. Each interview will last no longer than 

20 minutes. 

 

このプロジェクトへの参加は研究者とのインタビューを意味します。インタビューの

質問は、ラジオ英語講座を使った英語学習と、英語学習に対する態度・動機づけにつ

いてです。インタビューは録音され、インタビューデータは要約・分類されます。研

究結果には、個人が特定できる情報は含まれません。それぞれのインタビューの時間

は２０分以内です。 

 

The investigator believes there is little or no risk to participating in this research project. 

However, there may be a small risk that you will experience psychological pain when closely 

examining your opinions about your English studies.  

 

このリサーチプロジェクトに参加することでのリスクはないと考えていますが、英語

学習に関する細かい意見をうかがう上で、心理的負担を感じるかもしれません。 

 

Participating in this research may be of no direct benefit to you. It is believed, however, the 

results from this project will have an impact on studies regarding motivation to learn English 

and second language self-instruction. 

 

この研究への参加による直接的メリットはないかもしれませんが、このプロジェクト
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の結果は英語を学ぶ動機づけや外国語の自習に関する研究に影響力があると考えて

います。 

 

As compensation for time spent participating in the research project, you will receive a 

1000-yen book gift card. 

 

このリサーチプロジェクトに参加することでかかる時間に対する報酬として、1,000

円の図書カードを差し上げます。 

 

Research data will be confidential to the extent allowed by law. Agencies with research 

oversight, such as the UH Committee on Human Studies, have the authority to review 

research data. All research records will be stored in a locked file in the primary investigators’ 

office for the duration of the research project. All other research records will be destroyed 

upon completion of the project.  

 

リサーチデータは、法律で定められるとおり機密が保持されます。ハワイ大学の委員

会など、リサーチの監督機関はリサーチデータを確認する権利があります。研究中、

リサーチの記録はすべて研究者のオフィスに鍵をかけて保管され、リサーチの終了と

同時に破棄されます。 

 

Participation in this research project is completely voluntary. You are free to withdraw from 

participation at any time during the duration of the project with no penalty. Your participation 

(or non- participation) will have no effect on your grades or class standing. 

 

このリサーチプロジェクトへの参加は完全に自発的なものです。プロジェクトの進行

中、不利益なくいつでも参加をとりやめることができます。また、インタビューに参

加するかしないかが学校の成績に影響することはありません。 

 

If you have any questions regarding this research project, please contact the researcher, Chika 

Takahashi, at (phone number here). 

 

このリサーチプロジェクトに質問がある場合は、研究者、高橋千佳（電話番号）にご

連絡ください。 

 

If you have any questions regarding your rights as a research participant, please contact the 
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UH Committee on Human Studies at (808)956-5007, or uhirb@hawaii.edu.  

 

リサーチの参加者としての権利について質問がある場合は、ハワイ大学の委員会、電

話：808-956-5007 または uhirb@hawaii.edu までご連絡ください。 

 

Participant: 

I have read and understand the above information, and agree to participate in this research 

project. 

 

参加する方へ： 

上記を読んで理解し、このリサーチプロジェクトへの参加に同意します。 

 

_______________________________ 

Name (printed) お名前（アルファベット） 

 

 

 

_______________________________    ________________ 

Signature ご署名          Date 日付 
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Appendix I: Interview Consent to Interviewees’ Guardians 

This research project is being conducted as a component of a study for dissertation. The 

purpose of the project is to examine motivation to learn English and English studies using 

self-instructional radio materials. 

 

このリサーチプロジェクトは、博士論文のための研究の一環として行われるもので、

その目的は英語学習の動機づけとラジオ講座を使った英語学習について調べること

です。 

 

Participation in the project will consist of an interview with the investigator. Interview 

questions will focus on your child’s English learning using self-instructional 

English-education materials and his/her attitude and motivation to learn English. Interview 

will be audio-taped and data from the interview will be summarized into broad categories. No 

personal identifying information will be included with the research results. Each interview 

will last no longer than 20 minutes. 

 

このプロジェクトへの参加は研究者とのインタビューを意味します。インタビューの

質問は、子供さんのラジオ英語講座を使った英語学習と、英語学習に対する態度・動

機づけについてです。インタビューは録音され、インタビューデータは要約・分類さ

れます。研究結果には、個人が特定できる情報は含まれません。それぞれのインタビ

ューの時間は２０分以内です。 

 

The investigator believes there is little or no risk to participating in this research project.  

However, there may be a small risk that your child will experience psychological pain when 

closely examining his/her opinions about his/her English studies.   

 

このリサーチプロジェクトに参加することでのリスクはないと考えていますが、英語

学習に関する細かい意見をうかがう上で、子供さんが心理的負担を感じることがある

かもしれません。 

 

Participating in this research may be of no direct benefit to your child. It is believed, however, 

the results from this project will have an impact on studies regarding motivation to learn 

English and second language self-instruction. 
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子供さんにとってこの研究に参加することでの直接的メリットはないかもしれませ

んが、このプロジェクトの結果は英語を学ぶ動機づけや外国語の自習に関する研究に

影響力があると考えています。 

 

As compensation for time spent participating in the research project, your child will receive a 

1000-yen book gift card. 

 

このリサーチプロジェクトに参加することでかかる時間に対する報酬として、1,000

円の図書カードを差し上げます。 

 

Research data will be confidential to the extent allowed by law. Agencies with research 

oversight, such as the UH Committee on Human Studies, have the authority to review 

research data. All research records will be stored in a locked file in the primary investigators’ 

office for the duration of the research project. All other research records will be destroyed 

upon completion of the project.   

 

リサーチデータは、法律で定められるとおり機密が保持されます。ハワイ大学の委員

会など、リサーチの監督機関はリサーチデータを確認する権利があります。研究中、

リサーチの記録はすべて研究者のオフィスに鍵をかけて保管され、リサーチの終了と

同時に破棄されます。 

 

Participation in this research project is completely voluntary. You are free to stop your child’s 

participation at any time during the duration of the project with no penalty. Your child’s 

participation (or non- participation) will have no effect on his/her grades or class standing. 

 

このリサーチプロジェクトへの参加は完全に自発的なものです。プロジェクトの進行

中、不利益なくいつでも子供さんの参加をとりやめることができます。また、インタ

ビューに参加するかしないかが学校の成績に影響することはありません。 

 

If you have any questions regarding this research project, please contact the researcher, Chika 

Takahashi, at (phone number here). 

 

このリサーチプロジェクトに質問がある場合は、研究者、高橋千佳（電話番号）にご

連絡ください。 
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If you have any questions regarding your rights as a research participant’s guardian, please 

contact the UH Committee on Human Studies at (808)956-5007, or uhirb@hawaii.edu.  

 

研究参加者の保護者としての権利について質問がある場合は、ハワイ大学の委員会、

電話：808-956-5007 または uhirb@hawaii.eduまでご連絡ください。 

 

Participant’s Guardian: 

I have read and understand the above information, and agree that my child participates in this 

research project. 

 

保護者の方へ： 

上記を読んで理解し、子供さんがこのリサーチプロジェクトへ参加することに同意し

ます。 

 

                                              

Guardian’s Name (printed) 保護者の方のお名前（アルファベット） 

 

 

                                                                            

Guardian’s Signature ご署名                                   Date 日付 

 

                                              

Participant’s Name (printed) 生徒さんのお名前（アルファベット） 
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