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A Two-Year Longitudinal Study of Listening Abilities and Affective Factors 
among Children Learning English in the Japanese EFL Context 

 
Rieko Nishida 

Osaka University 
 

ABSTRACT 
The present study describes a two-year longitudinal study of listening abilities and psychological 
factors, including intrinsic motivation, perceived autonomy, competency, and relatedness, Can-Do, 
and willingness to communicate in L2 and L2 ideal selves, among children aged between 10 and 12 
years old learning English in the Japanese EFL context. In this study, in order to examine changes in 
students, a mixed method of quantitative and qualitative designs was adopted. The study was 
conducted between 2012 and 2014, and listening tests and questionnaires were administered to 
students in July 2012, February 2013, July 2013 and February 2014. The study revealed that 
students’ listening abilities showed an increase throughout the course, and motivation and other 
psychological factors seemed to have been retained as well. In addition to quantitative studies, 
observation notes revealed six different patterns of classroom interactions.  
  
Keywords: motivation, affect, longitudinal studies, elementary school students 
 
 
I.  INTRODUCTION  

In 2011, “foreign language activities” commenced in all public elementary schools for 5th and 
6th grade students across the country in Japan. As the purposes of “foreign language activities” are 
to “actively engage in communication in a foreign language” and “to deepen the experiential 
understanding of the language and cultures of Japan and foreign countries”, it can be said that the 
focus of “foreign language activity” is students’ affect in language learning, which includes 
motivation, willingness to communicate, interest in foreign countries and other affective factors. 
Several series of studies on motivation, willingness to communicate in L2 (hereinafter, L2WTC), 
interest in languages and cultures and other affective factors in cross-sectional studies among 
elementary school students have been carried out (Adachi, 2011a, 2011b; Carreira, 2006a, 2006b; 
Nishida, 2008, 2011, 2012; Nishida & Yashima, 2009, 2010), but further research is needed into 
affective factors and linguistic competency including listening and speaking, especially in a 
longitudinal manner. There is also a need for longitudinal analysis to gain a deeper understanding of 
the process of language learning as it occurs in “foreign language activities” in elementary schools, 
as there has been very little longitudinal analysis of how motivation and affective factors, as well as 
listening abilities, develop; nor has the way in which the process of learning changes during the 
course of studies been identified. These points clearly need further attention, as they appear to be so 
closely related to classroom practice in language learning.  

 JACET Kansai Journal, 17, 1-20. (2015) ©JACET Kansai Chapter
 ISSN 1880-2281 Printed in JAPAN.
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II.  LITERATURE REVIEW 
In the L2 field, motivation research has been a subject of much interest to researchers and 

practitioners (e.g., Dörnyei, 1990, 2005; Gardner, 1985; Gardner, Masgoret, Tennant & Mihic, 2004, 
among others), as motivation is known to affect individuals’ language learning. During the 1990s, 
the focus shifted to attempts to understand the actual language classroom in practice, and self-
determination theory in particular has been adopted in L2 contexts as the theory is especially well-
suited to the needs of practitioners. Deci and Ryan (1985, 2002) conceptualized self-determination 
theory, which focuses on human motivation, as a continuum from extrinsic motivation (less self-
determined) to intrinsic motivation (most self-determined). Intrinsic motivation refers to learners’ 
enjoyment in learning, with its rewards related to learning itself; it involves feelings of pleasure that 
are derived from the sense that one has freely chosen to perform an activity and develop 
competency, with engagement in learning being supported by others. Intrinsic motivation can be 
fulfilled when the three psychological needs of motivation (perceived autonomy, perceived 
competency and perceived relatedness) are enhanced. More recently, after the year 2000, the 
process of language learning, rather than the product, has received significant attention. Dörnyei & 
Ottò (1998) proposed a process model which emphasized dynamic characteristics and temporal 
variation in motivation in language learning. As learners’ motivation shows continuous fluctuations 
over the course of time, the integration of the “time” factor can be crucial in understanding 
motivational changes among language learners. In this period, the new theory of ‘future possible 
selves’ was conceptualized as an L2 motivational theory: it elaborated two categories involved in 
language learning, the ‘L2 ideal self’ which refers to what a person hopes and wishes to become in 
the future, and the ‘L2 ought to self’, which refers to what a person feels obligated to become. 
When learners’ self images are elaborative and vivid, it is said to enhance their motivational impact 
on ‘future possible selves’.  

Another affective factor involved in language learning, willingness to communicate (one of 
the constructs which lies within the area of individual differences in L2 learning), has received a lot 
of attention. In the case of Japan, this is partly because one of the focuses of foreign language 
activities as laid out by the Ministry of Education, Culture, Sports, Science & Technology 
(hereinafter, MEXT), is to foster a positive attitude toward communication, thus attracting the 
interest of both researchers and practitioners. Since the L2WTC model was proposed by MacIntyre, 
Clément, Dörnyei, and Noels (1998), it has stimulated a series of studies which included other 
learner characteristics associated with the L2WTC context, focusing on social support and language 
learning. In a Japanese university context, Yashima (2002) examined L2WTC, perceived 
competency, language learning motivation and international posture (defined as having an interest 
in foreign or international affairs and a readiness to interact with intercultural partners). In this 
model, perceived competency was strongly linked to L2WTC. In Yashima (2002) and Yashima, 
Zenuk-Nishide and Shimizu (2004), by using structural equation modeling, it was found that L2 
learning motivation influenced L2 communication confidence which, in turn, influenced L2WTC. 
Based on Yashima (2002) and Yashima et.al. (2004), Nishida and Yashima (2009) conducted a 
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study focusing on L2WTC and interest in foreign countries in a Japanese elementary school context 
in which the structural equation model showed perceived competence is a predictor for L2WTC in 
children learning English. 

 
III. OBJECTIVES OF THE STUDY 

Although past studies investigated motivation and affect in language learning, these studies 
did not clarify students’ changes in a longitudinal manner regarding listening, motivation and other 
affective factors among elementary school students. Also, while many of the past studies were 
conducted in a quantitative manner, a mixed design including quantitative and qualitative factors 
was needed in order to fully capture the development of students’ language learning in a 
longitudinal manner. 
 
The objectives of the present study were: 
1)  To capture how elementary school students’ listening abilities, intrinsic motivation, 
psychological needs of motivation (perceived autonomy, competency and relatedness), interest in 
cultures and languages, L2WTC, Can-Do, and L2 ideal selves would change in two years, with the 
data collected in July 2012, February 2013, July 2013, and February 2014.  
2)   To carry out cluster analysis to identify the underlying individual characteristics in listening 
abilities as well as affective factors to see how these change in a longitudinal manner.  
3)   To briefly describe qualitative data to see how teachers would perceive students’ changes in 
listening abilities and affective factors throughout the course.  
  
IV.  STUDY CONTEXT 
1 The Study Context 

The focus of this study was Public Elementary School A in Osaka Prefecture in Japan. The 
city was rather small and there were only 224 students in total aged between 6 and 12 years old (1st 
to 6th grade). During the period of the present research, an assistant language teacher (hereinafter, 
ALT) organized curricula for the City Board of Education for the 5th and 6th grades at School A 
where the ALT was visiting once a week, totaling 35 hours of foreign language activities. Also, at 
this school, the third and the fourth grade students made use of comprehensive study hours to study 
English for approximately 10 hours annually. All lesson plans were prepared for the ALT but the 
activities and games that students liked were decided in discussion with homeroom teachers 
(hereinafter, HRT).  
 
2.  Team-teaching Styles 

The ALT was born in Korea and emigrated to Canada when she was a teenager. She had 
experience in teaching as a homeroom teacher at elementary school in the UK, and this was the first 
year for her to teach in a Japanese elementary school setting. She was also taking a CELTA course 
(Certificate in Teaching English to Speakers of Other Languages) and was enthusiastic about 
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teaching children and making all sorts of teaching materials for them. Team-teaching was carried 
out with the ALT and HRT in the class.  Teacher A, the HRT, was rather shy in English lessons; his 
role was trying to explain in Japanese to students. He was able to team-teach with the ALT by using 
both Japanese and English. The HRT had a short meeting with the ALT and they knew their roles in 
the class; the ALT had the main role in teaching while the HRT had a subordinate role. In addition 
to the ALT and HRTs, depending on the day and the month, two to three volunteer students from 
one of the graduate schools in Osaka also assisted in the foreign language class.  
 
3.  Annual Curricula and Lesson Plans 

Curricula were organized in Public Elementary School A to integrate topics from “Hi, friends! 
1” and “Hi, friends! 2” (see Tables 1 & 2). Toward the end of the term, small projects were 
integrated including “making a picture book”, “group presentation project”, and “making a play”. 
Students in both 5th and 6th grades were involved in the projects and expressed their ideas in front of 
the class. In every lesson, lesson plans were organized as follows: greetings (5 min), review (5 min), 
main activities (10 min for introducing words and sentences, and 20 min for main tasks), and wrap 
up (5 min). Teaching material included the textbooks, DVDs, picture cards, and games. Students 
followed the lesson plans and seemed to like the materials that the ALT had created. As an example, 
following is a description of how the picture book project was conducted. “The Very Hungry 
Caterpillar” by Eric Carle (1969) was chosen as a model for the sixth grade to create their own 
picture book. In this book, a small caterpillar eats many different kinds of food from Monday to 
Saturday, and then it becomes a beautiful butterfly.  Students in each group needed to think about 
“the very hungry something” becoming “the very beautiful something”, and what he/she eats for a 
week. One of the groups created a story in which “the very hungry mouse” becomes “the very big 
panda bear” by eating many different foods for a week. Six different students in a group drew a 
picture of an apple and bananas indicating “on Monday, he ate a big apple” and “on Tuesday, he ate 
two bananas”, respectively. Then on the presentation day, students presented their picture book in 
front of the class.  While students were creating the picture books, teachers assisted students to read 
and write English words to be able to complete the book. They practiced how to pronounce the 
words and the sentences before presenting the books in front of the class. 

 
Table 1.   Annual Curricula for Grade 5 

Hi, friends! 1 Key sentences
April What's your name? Hello, my name is ______. Nice to meet you.
May Lesson 1, 2 Hello! I'm happy! Learning "Hello" in different languages and learning emotional expressions.
June Lesson 3 How many? Learning "numbers" in different languages.
July
Sept Lesson 4 I like apples. I don't like apples. Expressing what you like and what you don't like. 
Oct Lesson 5 What do you like? Learning colors and shapes. Making a T-shirt.
Nov
Dec Lesson 6 What do you want? Learning alphabet. Big "A" and small "a".
Jan Lesson 7 What's this? Pointing games. It's a --.
Feb Project 3. Making a Play.

Project 1:  Picture Book Project. Based on "Brown Bear Brown Bear, What Do you see". 

Project 2: Group Presentation Project
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Table 2.  Annual Curricula for Grade 6 
Hi, friends! 2 Key sentences

April What's your name? Hello, my name is ______. Nice to meet you.
May Lesson 1, 2 Do you have "a"? Yes, I do. No, I don't. My birthday is --. 
June Lesson 3 My birthday is --. I can--. I can't --. Can you --?
July
Sept Lesson 4 Direction:  Go straight, turn right, turn left, where is the --? Let's go to Italy!
Oct To make own T-shirts. What T-shirt? What shape? What color? How many starts? 
Nov
Dec Lesson 5 I can./ I can't play--. (play soccer, play baaseball, play the piano..)
Jan Lesson 6 Let's try "clock". What time is it now? It's 10:30 p.m. What time do you go to school? 
Feb Lesson 7 Project 3. Making a Play.

Project 1:  Picture Book Project. Based on "The Very Hungry Caterpillar". 

Project 2: Group Presentation Project

 
 
V.  METHOD 
1.  Participants 

A total of 34 students participated in the study. When students took listening tests and 
questionnaires, they were in the fifth and sixth grade, aged between 10 and 12 years old.  These 
students were in the same class when they were in the 5th and 6th grades. The same HRT, Teacher A, 
was in charge of these students for two years.  

 
2.  Procedures 

A listening test according to the STEP Bronze test (ALC Press, 2007) was prepared based on 
students’ abilities and understanding (Table 3). The listening tests consisted of 15 questions with the 
level adjusted according to the students’ level of understanding, and included some challenging 
questions. The motivation questionnaire included the following scales: intrinsic motivation (3 
items), perceived autonomy (4 items), perceived competency (4 items) and perceived relatedness (4 
items), interest in cultures and languages (3 items), Can-Do (4 items), L2 WTC (2 items), and L2 
Ideal selves (3 items) (see Table 4 for Cronbach’s Alpha). A five-point Likert scale was used for the 
questionnaire items. 

 
 

Table 3.   Examples of Listening Test 
 

1) 1. This is a hippopotamus. 2. This is a sheep. 3. This is a house.  
2)  1. I have two pineapples. 2. I have two pears. 3. I have two oranges. 
3) 1. I play the violin. 2. I play the guitar. 3. I play the harmonica.  
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Table 4.  The Scales and Cronbach’s Alphas 

References Jul-12 Feb-13 Jul-13 Feb-14
Perceived Autonomy .70 .81 .75 .69

Perceived Competency .79 .85 .84 .86
Perceived Relatedness .64 .86 .65 .77

Intrinsic Motivation .94 .92 .84 .70
Interest in Cultures and Languages Nishida (2008) .71 .41 .64 .63

Can-Do Nakahira et.al. (2011) .69 .72 .49 .64
L2WTC Yashima (2002) .92 .74 .81 .72

L2Ideal Selves Ryan (2009) .84 .61 .77 .73

Hiromori (2006)

 
 
VI.  RESULTS OF THE QUANTITATIVE STUDY  

To investigate the first research question, to capture how elementary school students’ listening 
abilities, intrinsic motivation, psychological needs of motivation (perceived autonomy, competency 
and relatedness), interest in cultures and languages, L2WTC, Can-Do, and L2 ideal selves would 
change in two years, a statistical analysis was conducted with the data collected in July 2012, 
February 2013, July 2013, and February 2014. Descriptive statistics were estimated using SPSS 
ver.19. Listening abilities showed an increase throughout the course; in particular, there seemed to 
be a sharp increase between July 2012 and February 2013 when students were in the 5th grade. The 
results for July 2013 and February 2014 showed that students’ listening abilities seemed to have 
been maintained through the 6th grade (see Figure 1). Also, although scores in most of the affective 
factors seemed to have been maintained throughout the course, perceived autonomy and intrinsic 
motivation seemed to have declined during the 6th grade (see Figures 2-3).   

 

11.62

13.41
13.79 14.00

July 2012 (5th) February 2013 (5th) July 2013 (6th) February 2014 (6th)

 
Figure 1.  Longitudinal Analysis of Listening Abilities Between April 2012 and March 2014   
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2

3

4

5

July 2012 (5th) February 2013 (5th) July 2013 (6th) February 2014 (6th)

Chanages in  Interest, CanDo, L2WTC 
and L2 Ideal Selves

Interest in Languages and Cultures Can-Do L2WTC L2Ideal Selves

2

3

4

5

July 2012 (5th) February 2013 (5th) July 2013 (6th) February 2014 (6th)

Changes in Intrinsic Motivation and  
Three Psychological Needs

Autonomy Competency Relatedness Intrinsic Motivation

 
Figure 2.  Changes in Intrinsic Motivation and Three Psychological Needs 

Figure 3. Changes in Other Affective Factors  
  

To investigate the second research question, to identify the underlying individual 
characteristics in listening abilities as well as affective factors to see how these change in a 
longitudinal manner, cluster analysis was conducted. Hierarchical cluster method in the use of 
Euclidean distance was applied and to decide the cut-off points, a dendrogram indicating the 
hierarchical clustering structure was decided.  Four clusters were identified: Cluster 1 with 6 
students, Cluster 2 with 4 students, Cluster 3 with 19 students and Cluster 4 with 5 students (see 
Table 5) (see Figures 4-12).  

Cluster 1 (Figures 5-6) showed the highest listening and affective factors among the four 
clusters. In particular, listening maintained its level throughout the course after a sharp increase in 
February 2013, and scores in affective factors were maintained, but relatedness, intrinsic motivation, 
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interest in languages and culture and Can-Do showed decreasing tendencies after July 2013. Cluster 
1 showed the highest scores in intrinsic motivation and the three psychological needs of motivation 
among the four clusters, with higher scores in motivation, the three psychological needs and other 
affective factors in July 2012, and February 2013, then showing a slight decline in July 2013 before 
recovering somewhat in February 2014.  

Cluster 2 (Figures 7-8) revealed a sharp increase in listening. In July 2012, students showed a 
low score on listening (M=8.25), but a half year later, they showed a sharp increase (M=11.50), then 
their listening abilities showed constant increase toward the end of the year. Most of the affective 
factors including autonomy, competency, intrinsic motivation, interest in languages and culture, 
L2WTC and L2 ideal selves, on the contrary, showed a decreasing tendency throughout the course.  

Cluster 3 (Figures 9-10) included 19 students, making up nearly 55 % of students in total. 
These students showed middling tendencies in both listening and affective factors. In July 2012, 
listening showed the second highest among four clusters, increasing afterwards. Most of the 
affective factors maintained their levels throughout the course. This cluster showed middle range 
scores on intrinsic motivation and the three psychological needs of motivation, and these were 
maintained throughout the course, though autonomy showed a decline after July 2013. As for other 
affective factors, Cluster 3 also showed middle range scores for these affective factors and these 
factors seemed to be maintained over the course of time.  

Cluster 4 (Figures 11-12) also showed high scores on listening, with a slight decline 
afterwards. This cluster showed the lowest scores for intrinsic motivation and the three 
psychological needs of motivation among the four clusters, but it showed an increasing tendency in 
intrinsic motivation, and autonomy, while scores in relatedness and competency were maintained 
throughout the course. Cluster 4 also showed the lowest affective factors among the four clusters, 
but all these factors seem to have been enhanced over the duration of the course.  

 
Table 5.  Descriptions of Each Cluster 

Listening Affect Descriptions of Each Cluster

Cluster 1 (6) High High High in listening and affect.

Cluster 2 (4) Low Middle Low in listening and high in affect, but showing a sharp increase in listening. 

Cluster 3 (19) Middle Middle Middle in listening and affect.

Cluster 4 (5) Middle Low Middle in listening and low in affect, but showed increase in affect.  
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9

10

11

12

13

14

15

Time 1 Time 2 Time 3 Time 4

Listening Test

Cluster 1 (6) Cluster 2 (4) Cluster 3 (19) Cluster 4 (5)

 
Figure 4.  Changes in Listening Test on Each Cluster  

1

2

3

4

5

Time 1 Time 2 Time 3 Time 4

Cluster 1: Intrinsic Motivation and Three 
Psychological Needs

Autonomy Competency Relatedness Motivation

1

2

3

4

5

Time 1 Time 2 Time 3 Time 4

Cluster 1: Other Affective Factors

Interest Can-Do L2WTC L2 Ideal Selves

 
Figure 5.  Cluster 1: Intrinsic Motivation and Three Psychological Needs   

Figure 6. Cluster 1: Other Affective Factors 
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1

2

3

4

5

Time 1 Time 2 Time 3 Time 4

Cluster 2: Intrinsic Motivation and Three 
Psychological Needs

Autonomy Competency Relatedness Motivation

1

2

3

4

5

Time 1 Time 2 Time 3 Time 4

Cluster 2: Other Affective Factors

Interest Can-Do L2WTC L2 Ideal Selves

 
Figure 7.  Cluster 2: Intrinsic Motivation and Three Psychological Needs   

Figure 8. Cluster 2: Other Affective Factors 
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Cluster 3: Intrinsic Motivation and 
Three Psychological Needs

Autonomy Competency Relatedness Motivation
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4
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Time 1 Time 2 Time 3 Time 4

Cluster 3: Other Affective Factors

Interest Can-Do L2WTC L2 Ideal Selves

 
Figure 9.  Cluster 3: Intrinsic Motivation and Three Psychological Needs   

Figure 10. Cluster 3: Other Affective Factors 
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1

2

3

4

5

Time 1 Time 2 Time 3 Time 4
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Three Psychological Needs

Autonomy Competency Relatedness Motivation
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4
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Time 1 Time 2 Time 3 Time 4

Cluster 4: Other Affective Factors

Interest Can-Do L2WTC L2 Ideal Selves

 
Figure 11.  Cluster 4: Intrinsic Motivation and Three Psychological Needs   

Figure 12. Cluster 4: Other Affective Factors 
 

Repeated measurements of analysis of variance (ANOVA) were conducted and main effect 
within subject was observed in listening and intrinsic motivation (see Table 6). Factors concerning 
between subject, listening, autonomy, competency, intrinsic motivation, interest in languages and 
culture, Can-Do, and L2 ideal selves showed statistical differences among the four clusters (see 
Table 7).  
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Table 6.  Mixed Design of Repeated Measurement of ANOVA: Within Subject  

Factor
Type III
Sum of
Squares

df
Mean
Square F p 2

Listening 126.11 1, 87 67.45 22.09 0.00 0.42
Autonomy 2.25 3, 90 0.75 3.07 0.03 0.09

Competency 1.51 3, 90 0.50 1.49 0.22 0.05
Relatedness 1.64 3, 90 0.55 3.07 0.03 0.09

Intrinsic Motivation 5.46 3, 90 1.82 4.82 0.00 0.14
Interest 0.60 3, 90 0.20 0.44 0.72 0.01
Can-Do 0.60 3, 90 0.20 0.70 0.55 0.02
L2WTC 1.59 3, 90 0.53 0.83 0.48 0.03

L2 Ideal Selves 0.62 3, 90 0.21 0.52 0.67 0.02

Within Subject (Main Effect)

 
 

Table 7.  Mixed Design of Repeated Measurement of ANOVA: Between Subject 

Factors
Type III
Sum of
Squares

df
Mean
Square F p 2

Listening 51.38 3, 30 17.13 6.39 0.00 0.39
Autonomy 58.30 3, 30 19.43 54.71 0.00 0.85

Competency 38.85 3, 30 12.95 18.74 0.00 0.65
Relatedenss 5.72 3, 30 1.91 1.71 0.19 0.15

Intrinsic Motivation 58.87 3, 30 19.62 32.75 0.00 0.77
Interest 27.15 3, 30 9.05 10.13 0.00 0.50
Can-Do 16.94 3, 30 5.65 9.05 0.00 0.48
L2WTC 5.93 3, 30 1.98 1.19 0.33 0.11

L2Ideal Selve 23.47 3, 30 7.82 5.73 0.00 0.36

Between Subject

 
 
VII.  RESULTS OF THE QUALITATIVE STUDY  

To investigate the third research question, which was concerned with changes in classroom 
dynamics, observation notes and teachers’ interviews were closely examined with a view to 
identifying aspects of these changes. Also, the flow of the lessons and the changes in dynamics in 
classroom interactions between teachers and students were identified and closely examined. 

Observation notes of classroom lessons were made in every lesson, including impressions of 
the classroom atmosphere created by students and teachers, and teachers’ and students’ behavioral 
reactions, which were transcribed into a written format for analysis in a spread sheet. The 
observation notes included reflections on lessons and teaching materials and these were also closely 
examined in order to identify what was happening in the classroom. The transcriptions of 
observation notes were open-coded based on the use of Grounded Theory Approach, referring to 
Cobin and Strauss (2008), and similar ideas were abstracted to axial coding. Six main classroom 
interactions featuring the use of assistance by the ALT were identified, examples of which are given 
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below in Table 8. 
 

Table 8.  Axial Coding and Examples of Open-coding 
Axial Coding Examples of Open Coding 

Teachers' Use of Gesture 

"teachers' use of gesture with 'OK'", "Good and/or very 
good with thumbs up gesture", "a teacher uses gestures for 
'what do you see' with her OK gesture on her eyes", "gesture 
use for facial and emotional expressions (e.g., hungry, 
angry, happy, sad, ..) 

Teachers' Support in the Use of 
Japanese 

"a teacher uses Japanese to explain English words and/or 
sentences", "a teacher uses Japanese to explain teachers' 
instruction of activities and/or games", "a teacher uses 
Japanese when students have trouble understanding what 
ALT was saying in the class".  

Teachers' Emotional Support 

"teachers praise students by saying "good job" and/or "very 
good",  "teachers smile at students", "a teacher patted 
students' heads", "teachers give students some stamps and/or 
stickers". 

Class-focused Support: Modeling-
repetition 

"ALT modeled sentences and students repeated after her", 
"ALT models words and students repeated after her". 

Group-focused Support 

"teachers look around the class to help group work", 
"teachers help students in a group to do a group presentation 
activity", "volunteers help students to pronounce words 
and/or sentences". 

Individual-focused Support 

"teachers help an individual student to say words and/or 
sentences in English", "a teacher helps a student in order to 
correct mispronounciation of words and/or sentences", 
"teachers help a student in order to enhance the student's 
participation in the activities". 

 
 

1. Teachers’ Use of Gesture (May 8, 2012) 
“The ALT was trying to use gestures a lot. Especially when she tries to teach new words and 

sentences to students, she often uses gestures. For example, when she tries to teach ‘expressions’ to 
students including ‘I’m hungry and I’m angry’, she puts her hands on her stomach and/or made her 
angry face and puts her hand out stiffly. Then students imitated her when they tried to say ‘I’m 
hungry’ and/or ‘I’m angry’” 

When the ALT introduced new words and/or sentences, and when students were unable to 
understand these words and sentences, she tried to use gestures to express these words and 
sentences to students. Her gesture use and students repetition in the use of gesture were often seen 
when new words and sentences were introduced and this was gradually reduced as students 
acquired the language.  
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2. Teachers’ Support in the Use of Japanese (June, 5, 2012) 
“Although the HRT tried to use English only, she sometimes used Japanese to explain English 

words and/or sentences. For example, when students did not understand the word ‘play’ soccer, the 
HRT used the Japanese “Soccer wo surutoki ha play wo kuwaemasu” (When you use the word 
“soccer”, you need to use “play”). But she used Japanese only when students did not understand 
what was happening; then the HRT used Japanese for them in order to truly understand how to say 
the words and sentences.”  

The HRT recognized that students were not able to understand the word “play”, so she used 
Japanese to explain what students did not understand. On many occasions, the HRT and the ALT 
avoided using Japanese to explain the new words and sentences, but made use of gestures, picture 
cards, and/or handwriting on the blackboard to explain. Sometimes, and only when students were 
unable to understand the new words and/or sentences, they would use Japanese.  
 
3. Teachers’ Emotional Support (June 12, 2012). 

“The teachers, both the ALT and the HRT, often praised students by saying ‘very good’ and 
‘good job’. Whenever students were able to say the words and/or sentences in English, they praised 
them. In addition to praising students verbally, the teachers smiled at students, patted them on the 
head, and/or held them when they were having trouble in learning.” 

When students had done enough repetitions and the ALT saw them doing well, she always 
praised them by saying “Good”, “Very good”, and/or “Good job” together with a thumbs up gesture. 
Teachers often confirmed students’ progress in the class and students seemed to be pleased to 
receive their praise. As the observation notes indicate, teachers were trying to comfort students 
especially when they had trouble saying the words and sentences in English. They tried not to push 
them but supported them with a warm smile and praise.  
 
4. Class-Focused Support: Modeling-Repetition (June 12, 2012) 

“When the ALT tries to teach new words/or sentences, she modeled them and the students 
repeated them after her. She quite often did this modeling-repetition, until the students were used to 
saying the words and/or sentences. For example, when she tried to teach ‘I can read a book’, firstly, 
she showed them a picture card and said ‘read a book’, then she added ‘I can read a book’ as a 
sentence, then students repeated ‘I can read a book’”.  

On this day, the ALT was trying to introduce new sentences using “I can/ I can’t” to the 
students as well as several other new words and sentences. When new words and/or sentences were 
introduced to students, the ALT said “repeat after me”, modeling them, and students repeated them 
several times, until the ALT saw the students were comfortable enough to say these words and/or 
sentences.  
 
5. Group-Focused Support (June 5, 2013) 

“After having enough modeling-repetition in the class, the HRT often focused practices within 
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the group to do group presentation activities and/or games. Then both the ALT and the HRT tried to 
look around the group to see if the group was doing well in activities and/or games”.  

After practicing the words and/or sentences in the class, students were often divided into 
groups to use and/or practice English in games and/or activities within the group. Teachers often 
went around the class to look into the group to check that they were able to do the games and/or 
activities as a group.  

 
6. Individual-Focused Support (June, 5, 2012) 

“The ALT and HRT tried to focus on helping individual students to say the words and 
sentences when he/she had trouble saying something in English. For example, when the student A 
(Kazuma: pseudonymous) had trouble remembering ‘piano’, the ALT interacted with him by saying 
‘So, Kazuma, what is it?’. Kazuma says ‘Organ’. ALT says ‘not Organ… pi..’. ‘Piano!’ Kazuma 
said happily. By giving him a hint, the student was able to say the words and/or sentences in 
English.” 

In the class, teachers’ support with individual students was often observed. After practicing 
the words and/or sentences by modeling and repetition, students were divided into groups and/or 
picked out to use these words and/or sentences. On many occasions, students were able to say the 
words and/or sentences correctly. However, when they could not, the ALT helped individual 
students to be able to say the words and/or sentences. 
      
VIII.  DISCUSSION  

The current study has yielded a number of findings on listening abilities as well as affective 
factors including intrinsic motivation, the three psychological needs of motivation (perceived 
autonomy, perceived competency and perceived relatedness), interest in languages and culture, Can-
Do, L2WTC and L2 ideal selves over the period of two years. Quantitative results showed changes 
in students’ tendencies overall in listening abilities and affective factors, and also qualitative data 
showed teachers’ perspectives on students’ changes in linguistic and affective factors.  

Quantitatively, the present study recorded an increase in listening abilities over the course of 
time. This increase was particularly apparent during the first grade, although listening abilities 
continued to show an increase throughout the course. The study result is meaningful, as there are 
only a few reports concerning listening and speaking among children learning English in a Japanese 
context. This lack of studies concerning linguistic abilities is partially due to the focus of “foreign 
language activities” stipulated by MEXT. “Foreign language activities” are supposed to focus on 
students’ affect, aiming to develop a “positive attitude toward English” and “to deepen 
understanding of other countries”. However, it would be beneficial to have data on the extent to 
which students’ linguistic abilities, including listening ability, are affected by “foreign language 
activities”, as “foreign language activities” will be an official subject in the year 2020 for the 5th and 
6th grades (MEXT, 2014).  In this study, the data showed that students’ listening abilities (based on 
a listening test) showed an increase in February 2013, half a year after initial testing. In the test, as 
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the questionnaire was carefully organized in consideration of the students’ levels of understanding, 
most students showed high scores and growth in learning, which might have led to an increase in 
students’ competency in learning as indicated in the quantitative results.  

In the study, quantitatively, affective factors including intrinsic motivation, the three 
psychological needs of motivation (perceived autonomy, perceived competency, perceived 
relatedness), interest in language and culture, Can-Do, L2WTC and L2 ideal selves were also 
measured to identify students’ changes in a longitudinal manner. Overall tendencies showed that 
most of the factors remained stable throughout the course, except perceived autonomy and intrinsic 
motivation. Throughout the course, perceived relatedness was the highest factor among all, and it 
perhaps is because students in the class were friendly to each other from the beginning as well as 
the relationship between teachers and students remaining good for 2 years. As an observer myself 
for the first year, the classroom was well controlled by teachers and the relationship between the 
HRT, ALT and volunteers and students was good and a warm and comfortable classroom 
atmosphere was created. Can-Do was the second highest factor, showing a slight increase in 
February 2013 and July 2013 (during the fifth and the sixth grades respectively); this level was 
retained through February 2014.  

In order to identify individual differences, students were clustered to see underlying 
tendencies in listening ability, intrinsic motivation, the three psychological needs of motivation, 
interest in languages and cultures, Can-Do, L2WTC as well as L2 ideal selves, enabling a division 
into four groups. All four groups showed different patterns in listening, motivation and other 
affective factors over the course of time. The study results indicated that students in Cluster 1 
showed the highest scores in listening and affect among the four clusters. Listening ability was 
maintained throughout the course, while motivation and other affective factors seemed to have been 
maintained, or showed decreasing tendencies throughout the course. Students in Cluster 2 scored 
low on listening and high on motivation and affect but revealed a sharp increase in listening over 
the course of time, while motivation and other affective factors revealed decreasing tendencies 
throughout the course. Cluster 3, involving nearly half the students in the class, showed middling 
tendencies in listening, motivation and other affective factors. Listening results were the second 
highest among the four clusters. Autonomy and competency seemed to have declined throughout 
the course, but the rest of the motivational and affective factors seemed to have retained their levels 
over the course of time. Cluster 4 revealed middle range scores on listening and low scores on affect, 
but motivation and other affective factors showed an increase throughout the course. These results 
indicated that there are many different underlying learner tendencies in the language class. As 
students have different individual characteristics in language learning, practitioners need to be 
conscious about how they can bring out students’ listening abilities as well as enhancing students’ 
motivation and affect thoughout the course.  

In order to see what was happening in the foreign language classroom from a qualitative point 
of view, the observation notes were closely analyzed. Regarding the changing dynamics of the 
language classroom, the notes indicated that changes had occurred in teacher-student interactional 

17



Rieko NISHIDA 

patterns throughout the course. This included teachers’ use of support with gestures and Japanese, 
and the use of support focusing on the class as a whole, groups and individual students. The focus 
of teachers’ support in lessons from day to day and within each lesson tended to vary; for example, 
they might use modeling and repetition at the beginning of the lessons, focusing on the whole class; 
later, the focus of their assistance was changed to groups and individuals to allow them to be able to 
perform their activities and games. Also, at the beginning of the lessons, the ALT often used 
gestures in order to elicit student utterances, and the use of Japanese was sometimes observed when 
students were unable to say the words and sentences. By assisting students in this manner, students 
seemed to have developed and were able to use language to say what they wanted. Such processes 
were observed in every lesson, and throughout the course, and as students received sufficient 
assistance from teachers, this may have enhanced their listening abilities as well as motivation and 
other affective factors. Similar patterns were identified in the previous study (Nishida, 2013), and if 
these processes are consistent in the classroom where students’ motivation and affect might be 
enhanced, further detailed analysis is needed, as it could benefit teaching practice. In this study, 
quantitative findings show an increase in students’ motivation, affect and listening abilities: this is 
perhaps because of teachers’ assistance in students’ learning, as seen in the qualitative data. In each 
lesson, as well as the project-type learning, students were carefully assisted by the teachers. 
Teachers watched the class carefully to see which individual students were having trouble and 
needed help. As students were provided with assistance from teachers for every aspect of their 
foreign language learning, this might have increased their listening abilities as well as motivation 
and affect in language learning.  

 
IX. CONCLUSION  

In this paper, a year-long analysis of listening ability and affective factors was conducted to 
see the changes in students over the course of time using quantitative and qualitative data. The 
study identified the dynamic changes in students’ abilities in listening and affect through teachers’ 
use of language and emotional support. As the study identifies changes in students’ learning 
processes, emphasizing the importance of teachers’ use of support and suggests this can be one of 
the instrumental methods in improving both motivational factors and linguistic ability, it is hoped 
that the study results will provide both stimulation and encouragement for those involved in 
teaching languages to children.  
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ABSTRACT 

In order to clarify the goal of medical English education, this study: 1) developed Can-Do 
Statements for English for Medical Purposes (EMP) and English for General Purposes (EGP), and 
2) conducted questionnaire surveys to articulate students’ needs and self-assessed abilities for 
EMP and general English proficiency, as well as teachers’ expectations for EMP and EGP. 
According to our research, receptive skills, especially reading, were recognized as the most 
necessary by both students and medical teachers, whereas differences of opinion between them 
were found in such areas as perceived English needs for interactive situations. Among reading 
skills, abstract reading was the only skill that the teachers and the students had very different 
opinions about. Further, this study revealed medical teachers’ expectations for the students’ 
general English proficiency level. Analyzing the responses to the questionnaires based on the 
TOEIC Can-Do Guide, we found that students need a minimum score of 460 (230 each for 
Listening and Reading), with an ideal score of 860 (430 each for Listening and Reading) on the 
scale of TOEIC. These findings exert a beneficial impact on medical English education. 
 
Keywords: English for Medical Purposes (EMP), needs, Can-Do Statements, self-assessed 
abilities 
 
 
I. INTRODUCTION  

The aim of this paper is to present a needs analysis result of medical English education by 
contrasting students’ and medical teachers’ needs from a multi-faceted point of view. It has been 
claimed that English for Specific Purposes (ESP) courses, including EMP, should be based on the 
needs analysis of the discourse community in question to determine teaching materials, methods, 
and curriculum (e.g., Dudley-Evans & St John, 1998; Miyama, 2000). Our needs analysis focuses 
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on the identification of the gaps (and similarities) between students’ and medical teachers’ needs, 
thereby providing a clue to the development of a better EMP course.  

Dudley-Evans and St John (1998) mentions the following eight aspects of needs analysis:  
 
A. Professional information about the learners: the tasks and activities the learners 
are/will be using English for—target situation analysis and objective needs  
B. Personal information about the learners: factors that may affect the way they learn, 
such as previous learning experiences, cultural information, reasons for attending the 
course and expectations of it, attitude to English—wants, means, subjective needs 
C. English language information about the learners: what their current skills and 
language use are—present situation analysis 
D. The learners’ lacks: the gap between (C) and (A)—lacks 
E. Language learning information: effective ways of learning the skills and language 
identified as lacking in (D)—learning needs 
F. Professional communication information related to (A): knowledge of how 
language and skills are used in the target situation—linguistic analysis, discourse 
analysis, genre analysis 
G. What is wanted from the course 
H. Information about the environment in which the course will be run—means 
analysis (p. 125, slightly modified) 

 
Most of the previous analyses of needs for EMP, as far as the authors can see, have focused 

on (A): Hishida and Ohki (2000), for example, conducted an alumni survey of a total of 133 
doctors who had 9-, 16-, or 19-year careers after graduation from a Japanese medical school, in 
order to investigate the actual situations where English is used in their practice. Although they 
also asked them what, based on their professional experience, should be included in 
undergraduate EMP courses, their answers are clearly not about their present needs. In this sense, 
Hishida and Ohki (2000) does not include a present situation analysis.  

The importance of property (C) for the development of a better EMP course is clear: the 
proper curriculum of any language courses should fill the “gap” between the current skills of 
learners and the target skills. Yokoyama, Yamauchi, Nakano, Yasunami, and Kawakita (2005) is 
another needs analysis study, which contains information about the gap in needs between students 
and medical teachers. They conducted a survey of 300 undergraduates and 168 medical teachers 
in the form of a questionnaire and found that although the students and medical teachers shared an 
understanding that “English is necessary for a doctor,” the teachers felt more strongly that English 
is necessary than the students did. Furthermore, the students felt strongly that medical English is 
needed for comprehensive reading of articles, conversation, and making a presentation, whereas 
the teachers felt strongly that English is needed for conversation, presentation, and comprehensive 
reading of articles. They also reported that 67 % of the teachers feel that their students’ level of 
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English is not sufficient to read textbook English, make an oral presentation, and comprehend 
spoken English.  

Although Yokoyama et al.’s (2005) generalizations about the needs of both students and 
medical teachers and the gaps between them are correct, we can point out at least two problems. 
First, the study lacks analysis of the present situation: the authors do not provide information 
about the students’ present English proficiency. Furthermore, we do not believe that their study 
successfully identified the levels of English proficiency that teachers think are necessary. They 
included one question for the medical teachers asking them what levels of English proficiency are 
necessary for their students; for reference, they used the levels provided by the existing 
standardized tests, such as STEP Eiken, TOEIC, and TOEFL. The problem is, however, that it is 
not probable that they provided the medical teachers with links between the performances on 
these standardized tests and abilities to perform a variety of everyday and medical language tasks 
in English; thus, the medical teachers may not have known what these proficiency levels really 
indicate. 

The second problem with Yokoyama et al. (2005) is that their questionnaire items may be too 
general in some cases. For example, they asked the students to answer a question about what 
English skills they want to improve in college by choosing among skills in the areas of reading, 
speaking, listening, and writing. In actual situations, however, the needs for reading papers and 
reading abstracts could be different. To fully understand the needs that EMP education must fulfill, 
we need to examine the relevant types of situations in more detail.  

Naruenatwatana and Vijchulata’s (2001) study in Thailand is a good first step in solving 
these problems. Their question items are more concrete than those in other studies: they asked 297 
students and 10 medical teachers about the need for “reading medical textbooks,” “reading 
professional journals,” “reading medical reports,” and so on. The respondents were asked to rank 
the needs according to a 5-point scale. They used the same question items for both the students 
and the teachers so that they could see the differences/similarities between the two groups. With 
these detailed situation/scene setting skill items, they succeeded in identifying more EMP needs in 
more detail. However, they asked only 10 medical teachers, which would not be enough for a 
generalization about the needs of all medical teachers.  

None of the studies seems to elucidate the gaps in objective English proficiency levels. We 
believe that information about both the gaps in subjective needs and objective needs is necessary 
to develop a proper curriculum. Incorporating the method adopted by Naruenatwatana and 
Vijchulata (2001), we utilized two sets of questionnaires: one is to ask about general English 
skills and the other to ask about English skills specific to medical situations. The items for general 
English are set to be compatible with an existing standardized English proficiency test, TOEIC, so 
that we can compare the needs of medical teachers and students’ present English proficiency.  

In sum, the present study utilized a new method to identify the gaps between medical 
students’ English skill levels and the levels perceived as necessary by medical teachers; both the 
gaps in English skills specific to medical situations and the gaps in general English skills were 
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investigated. 
 

II. METHOD 
In order to comprehensively grasp the needs of medical English education, our research 

focused on such concerns as skill- and situation-specific needs, differences in needs within and 
among groups (of students and teachers), and correlations between students’ proficiency levels 
and their and medical teachers’ needs. To achieve this purpose, we conducted a total survey in 
relation to students’ needs for EMP and EGP, teachers’ needs for EMP and EGP, students’ 
self-assessment about their English proficiency (“Can-Do”), and the objective level of their 
English proficiency (as indicated by TOEIC-IP scores). We thus worked on the following five 
tasks (“T” indicates task):  

 
T1: Development of Can-Do Statements for EMP  
T2: Development of Can-Do Statements for EGP  
T3: Survey on students’ needs and self-assessed abilities for EMP and EGP 
T4: Survey on teachers’ needs for EMP and EGP 
T5: Measurement of the level of English proficiency of students 

 
1. Participants 
1.1 Students 

Four hundred thirty-four students covering first to fourth years of a private medical college 
(all Japanese) participated in our survey. The students fell into three groups according to their 
level of English proficiency;1 the number of students in each of the three groups is shown in Table 
1. 
 

Table 1. Classification of Students According to Their English Proficiency Level 

Proficiency Level L M H total 

Corresponding TOEIC-IP Score -445 450–595 600-  

Students 162 173 100 435 

 
1.2 Teachers 

Ninety-one medical teachers from two private medical colleges (all Japanese) participated in 
our survey. According to what we got from the preliminary questions in the survey, the teachers’ 
attributes are shown in Table 2:  
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Table 2. Attributes of Teachers 
Medical License 

Possession 
Affiliation 

Years of Experience  

Total > 5 6–10 11–20 21–30 31 < Other 

No Clinical Medicine      1 1 

Basic Medicine      16 16 

General Education      3 3 

Subtotal      20 20 

Yes Clinical Medicine 13 4 13 16 4  50 

Basic Medicine 0 1 4 4 6  15 

General Education 0 1 0 0 1  2 

No response 0 0 1 2 0  3 

Subtotal 13 6 18 22 11  70 

No response       1 1 

Total Clinical Medicine 13 4 13 16 4 1 51 

 Basic Medicine 0 1 4 4 6 16 31 

 General Education 0 1 0 0 1 3 5 

 No response 0 0 1 2 0 1 4 

 Total 13 6 18 22 11 21 91 

 
2. Materials 
2.1 Can-Do Statements for EMP (T1) 

For a needs and self-assessment (“Can-Do”) analysis of medical English education, we 
developed Can-Do Statements for EMP by adapting the Can-Do Statements published as the 
TOEIC Can-Do Guide (Chauncey Group International, 2000; Powers, Kim, & Weng, 2008) by 
Educational Testing Service (ETS) to our design. The Can-Do statements list by ETS contains a 
total of 75 items under five skills—Listening, Reading, Interactive Skills, Writing, and Speaking. 
The Guide estimates the degree to which a score holder can perform particular tasks in English 
based on the range that holder’s score falls into. Table 3 is an example showing one task included 
in the Listening category. 

 
Table 3. Task Performance Based on Score Range Categories 

 In Standard English, I can: 5–100 105–225 230–350 355–425 430–495 

Understand explanations about how to 

perform a routine task related to my job 
× ×    

 
In Table 3, “×,” “ ,” and “ ” under each score range show to what degree a score holder of 

the Listening Comprehension section can perform the given task, meaning “cannot do,” “can do 
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with difficulty,” and “can do” respectively. Thus, those whose score is within the range of 5–100 
or 105–225 “cannot” understand explanations about how to perform a routine task related to their 
job, while those with the score between 230–350 or 355–425 “can do it with difficulty.” 

We first applied this Can-Do Statements questionnaire by ETS to medical and clinical 
situations, and, through the pilot survey conducted with 68 students and 15 teachers, reorganized 
it into a new questionnaire consisting of a total of 50 items under four skills (11 for Listening, 14 
for Reading, nine for Writing, and 16 for Speaking) (see Appendix and Tanaka, Nakamura, & 
Nakagawa, 2013). Though not displayed on the questionnaire, each item can also be sorted into 
any of six “task-situations”—“Healthcare workers” (interacting with healthcare workers), 
“Patients” (interacting with patients), “Research/Conferences” (interacting in research and at 
academic conferences), “Words” (using medical vocabulary), “Classes” (using English in class), 
and “General/News” (using English for general purposes including such media literacy as 
listening to news reports) so that they could be analyzed in terms of both skill and situation 
factors. What characterizes this Can-Do Statement list is that it corresponds to quite detailed 
needs based on clinical and educational situations for medicine, and also covers a wide range of 
proficiency levels from using basic vocabulary to professional interaction. 

 
2.2 Can-Do Statements for EGP (T2) 

For our survey on needs for EGP, we translated Can-Do Statements by ETS into Japanese 
and sorted its 75 items into two groups based on skill—GRWI (Reading, Writing, and Interactive 
Skills, totaling 45 items) and GLS (Listening and Speaking, totaling 30). As for the EGP survey 
for teachers (for T4), to save them the time and effort required to answer all of the items and to 
ensure that we would obtain their responses without fail, we divided them into five groups, each 
of which was asked to answer an inventory that included 15 statements; each inventory consisted 
of three (out of the total of 15) tasks from each of the five skill groups.  
 
2.3 The form of the questionnaire (for T3 and T4) 

In order to collect data regarding students’ needs and self-assessed abilities (T3), the Can-Do 
Statements for EMP and Can-Do Statements for EGP were designed such that each respondent 
had to answer two types of questions (A: needs; B: self-assessed abilities) on a five-point scale. 
The following directions are provided in the questionnaire (note that the actually distributed 
questionnaire is printed in Japanese): 
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A. Regarding the following items, to what extent do you think it necessary for yourself to acquire each at the 

point of graduation (at the start of residency)? 

B. Regarding the same items, to what extent do you consider yourself proficient in each at present? 

 (I think)  

not necessary 

(I think) rather 

not necessary 

Can’t say  

(Yes and No) 

(I think) rather 

necessary 

(I think) 

necessary 

Mark sheet 

answer 
a b c d e 

Value (not 

displayed) 
1 2 3 4 5 

 
For the survey for teachers (T4), though, the same questionnaires as those for students were 

used, but the direction given was adjusted as follows:  
 

Regarding the following items, to what extent do you think it necessary for undergraduates to acquire each at 

the point of graduation (at the start of residency)? 

 
3. Procedure 

A series of surveys were conducted in 2012 and 2013. Four hundred thirty-four students 
responded to the printed version of the Can-Do Statements for EMP for our investigation on 
students’ needs and self-assessed abilities for EMP (T3). They also took either TOEIC-IP or 
CASEC (an online English assessment test whose score is closely correlated with that of TOEIC) 
so that we could have the same amount of corresponding data on the level of English proficiency 
(T5). The scores were divided into three proficiency groups in reference to the “indication of 
score” published by ETS (see 1.1). 

As for students’ needs and self-assessed abilities for EGP, we received 54 responses to 
GRWI and 50 to GLS from first-year students (T3). 

Ninety-one teachers responded to our survey on teachers’ needs by the Can-Do Statements 
for EMP and Can-Do Statements for EGP conducted by means of printed questionnaires and 
Survey Monkey (a web survey service) (T4). 
 
III. RESULTS 
1. Needs and self-assessed abilities for medical English 

The tables below summarize the results of the questionnaires for medical English. Table 4 
shows that the needs of the students were slightly higher (3.9) than those of the medical teachers 
(3.7), but both groups’ needs for the four skills look similar. They both had stronger needs for 
receptive skills, such as listening and reading, than productive skills, such as speaking and writing. 
Table 5 shows some differences in needs by situation: needs in the area of English for 
communicating with patients and healthcare workers were rated slightly higher by the students 
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(3.9 and 3.8 respectively) than by the teachers (3.6 and 3.5 respectively). At the same time, the 
students reported they are better at receptive skills than at productive skills. Overall, judging by 
the needs and skills data, it can be said that the more necessary a skill is for the students, the 
better they are at it.  
 

Table 4. Needs and Self-assessed Abilities in Total for the Four Skills 

 Total Listening Reading Speaking Writing 

Student needs 3.9 3.9 4.0 3.7 3.7 

Teacher needs 3.7 3.8 4.1 3.5 3.5 

Self-assessed abilities (students) 1.8 1.9 2.1 1.7 1.6 

 
Table 5. Needs and Self-assessed Abilities by Situation 

 Words 

General/ 

News Patients 

Healthcare 

workers 

Research/ 

Conferences Classes 

Student needs 4.0 3.9 3.9 3.8 3.7 3.8 

Teacher needs 4.0 3.9 3.6 3.5 3.6 3.7 

Self-assessed abilities 

(students) 2.0 2.1 1.8 1.7 1.7 2.0 

 
Table 6 and Table 7 show the values of needs minus self-assessed abilities for each skill and 

situation. It can be said that the larger the value of needs for a skill or a situation is, the higher the 
actual necessity of teaching it is since this value reflects the gap between the needs for English 
skills and students’ present English ability. Table 6 shows that the teachers felt strongly that 
reading should be taught more, but students thought that listening, speaking, and writing are more 
necessary. In line with the results shown in Table 5, Table 7 shows that the students felt more 
strongly than the teachers that English for interaction with patients and healthcare workers should 
be taught more. 
 

Table 6. Student and Teacher Needs Minus Self-assessed Abilities (Four Skills) 

 Listening Reading Speaking Writing 

Student needs – Student Can-Dos 2.0 1.9 2.1 2.1 

Teacher needs – Student Can-Dos 1.8 2.0 1.8 1.9 
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Table 7. Student and Teacher Needs Minus Self-assessed Abilities (Situations) 

 

Words 

General/ 

News Patients 

Healthcare 

workers 

Research/ 

Conferences Classes 

Student needs –  

Student self-assessed abilities 2.0 1.8 2.1 2.1 2.0 1.8 

Teacher needs –  

Student self-assessed abilities 2.0 1.7 1.8 1.9 1.9 1.7 

 
The values in Table 8 (and later in this section) are deviation values that were calculated 

within each group. To know for which skill or situation a group feels more needs than other 
groups, it is necessary to standardize each group’s score since raw average scores were different 
among the groups. To compare the groups’ needs easily, deviations were adopted  here. 

Table 8 and Table 9 show the needs by student or teacher group and by skill or situation. 
First, it was found that student proficiency did not affect their needs for specific skills or 
situations very much except for the situation of interacting with patients. The students with 
middle or high proficiency felt the necessity to communicate with patients, although low 
proficiency students did not. Fujieda, Sakata, Tanaka, Nakamura, and Suzuki (2013) shows that 
medical teachers with less experience tend to respond that communicating with patients in 
English is important. The students in the present study, except for the low proficiency ones, seem 
to have the same opinion. 

Second, regarding medical teacher needs, the younger teachers considered listening and 
communicating with patients a more necessary skill than the older teachers did. Plus, it was 
notable that experienced teachers felt more needs for teaching writing. It might also be a natural 
outcome that teachers of clinical medicine felt moderate needs for the use of English with 
patients.  

Third, comparing the student needs and the needs of different teacher groups, it was found 
that the student needs are similar to those of the younger teachers and teachers of clinical 
medicine. When the teachers were grouped by experience, the correlation coefficient with the 
student needs of the teachers with up to five-year experience was the highest (.91), whereas that 
of the teachers with over 30-year experience was the lowest (.66). The other groups divided by 
their length of experience clearly showed the same tendency: the younger teachers’ needs were 
closer to the students’ needs. It was also interesting that the students’ needs were closer to those 
of the teachers of clinical medicine. The correlation coefficient between them was .92, whereas 
the coefficient of the teachers of basic medicine was .68 and the coefficient of the teachers of 
general education was .78.  
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Table 8. Needs by Student or Teacher Group and Skill 

 Listening Reading Speaking Writing 

Students with TOEIC-IP -445 56 61 42 41 

Students with TOEIC-IP 450–595 57 60 45 38 

Students with TOEIC-IP 600- 55 61 45 39 

Teachers with up to 5 years’ experience 59 58 40 43 

Teachers with 6–10 years’ experience 57 60 42 41 

Teachers with 11–20 years’ experience 50 64 42 44 

Teachers with 21–30 years’ experience 51 63 45 40 

Teachers with over 30 years’ 

experience 46 63 40 51 

Teachers of clinical medicine 54 62 43 41 

Teachers of basic medicine 50 63 38 49 

Teachers of general education 51 63 39 47 
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Table 9. Needs by Student or Teacher Group and Situation 

 Words 

General/ 

News Patients 

Healthcare 

workers 

Research/ 

Conferences Classes 

Students with TOEIC-IP -445 65 57 47 41 39 50 

Students with TOEIC-IP 450–595 64 54 58 44 38 432 

Students with TOEIC-IP 600- 63 55 55 41 35 51 

Teachers with up to 5 years’ 

experience 64 60 51 45 41 39 

Teachers with 6–10 years’ experience 63 59 51 36 47 44 

Teachers with 11–20 years’ 

experience 61 63 44 39 43 51 

Teachers with 21–30 years’ 

experience 65 49 46 37 44 58 

Teachers with over 30 years’ 

experience 62 61 41 43 40 52 

Teachers of clinical medicine 65 56 50 38 41 49 

Teachers of basic medicine 64 57 39 42 44 54 

Teachers of general education 63 62 41 44 42 48 

 
Table 10 shows that spoken uses of English may be limited to certain situations. The teacher 

needs show especially clearly that they may have few opportunities for communicating in English 
either with healthcare workers or with medical doctors at research conferences.  
 

Table 10. Speaking Needs by Situation 

 Words Patients 

Healthcare 

workers Research/Conferences Classes 

Student needs 50 51 42 38 41 

Teacher needs 55 46 35 37 41 

 
Table 11 shows that medical doctors may not have many opportunities to write papers in 

English. Together with the results shown in Table 12, it can be said that to reach the minimum 
goal, students have to focus on their receptive skills first. 
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Table 11. Writing Needs by Situation 

 Words Healthcare workers 

Research/ 

Conferences 

Student needs 50 38 33 

Teacher needs 53 40 42 

 
Table 12 shows that the students and teachers have different opinions towards the needs of 

English for medical records. At the same time, the opinions also vary according to the teachers’ 
experience. It may reflect a recent trend in which doctors have to make the records more 
understandable to patients. 
 

Table 12. Item Scores: 
“Understand the Abbreviations and Acronyms of Medical Terms Written in the Medical 

Record” 

Students Teachers Teachers (years of experience) 

 (whole) -5 6–10 11–20 21–30 31- 

62 53 55 47 51 49 60 

 
Table 13 shows that the students and teachers have very different opinions towards the needs 

of English for reading abstracts of papers. This difference may have been caused by the students’ 
incomplete knowledge of medical practice. 
 

Table 13. Item Scores: 
“Read and Understand an Abstract” 

Students Teachers 

53 66 

 
2. Degree of general English proficiency that medical teachers expect from medical students 

This study utilized ETS’s Can-Do Statements to investigate the needs of medical teachers for 
their students’ general English proficiency (for the details of the procedure, see 2.2). The 
following tables show the Can-Do Statements whose teacher needs scores are higher than four in 
our questionnaire, arranged in the descending order of the needs scores. 
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Table 14. Needs of Medical Teachers for English Tasks Relating to TOEIC-IP Reading 
Comprehension 

 
 

Table 15. Needs of Medical Teachers for English Tasks Relating to TOEIC-IP Listening 
Comprehension 

 
 

These tables indicate whether examinees who obtained a certain TOEIC-IP score of 
Listening or Reading Comprehension “can do” or “cannot do” each of the given English tasks. As 
indicated in the tables, to at least perform all the tasks expected by the medical teachers even with 
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difficulty, all medical students must obtain a score higher than 230 in each TOEIC-IP section. 
Further, to perform these tasks easily, they must have high levels of English proficiency (430 in 
each section or higher because several listed tasks such as “order food at a restaurant,” 
“understand a person’s name when she or he gives it to me over the telephone,” and “understand a 
co-worker discussing a simple problem that arose at work,” are accomplished with d ifficulty even 
by advanced students). 

On the other hand, most of the students who took a TOEIC-IP exam in our survey did not 
meet the teachers’ expectations for English proficiency. Fourth year students’ average score of 
TOEIC-IP Listening Comprehension was 240.6. Overall, a significant majority of senior students 
(more than 90%) received a score lower than 430. Further, two-fifths of the students (41%) 
obtained a score lower than 230; they cannot perform some of the English tasks expected by the 
medical teachers.  

A similar pattern was found in TOEIC-IP Reading Comprehension; the average score was 
214.7. Few students (less than 10%) can do all the English tasks expected by the medical teachers 
easily. Among the medical students, a majority (54%) obtained less than 230. These results show 
that slightly more than half of them cannot carry out highly expected English tasks. 
 
IV. DISCUSSION 
1. Perceived medical English needs and self-assessed abilities 

In terms of skill areas, the overall observations about the needs for medical English were 
similar for the students and the teachers; both showed stronger needs for receptive skills than 
productive skills, especially reading (Table 4). It is understandable that receptive skills are more 
strongly needed in an EFL context, such as in Japan, as the opportunities to use productive and 
interactive English skills on a regular basis are limited. With English being the de facto lingua 
franca in scientific research, reading in English is a necessary skill to stay up-to-date with current 
medical information. The strong inclination of the teacher needs toward reading was consistent 
with the results of previous studies (Yokoyama et al., 2005), which called for improvements of 
students’ reading comprehension skills in medical English education in Japan.  

High self-assessed reading ability ratings by the students probably reflect their learning 
experience in the past. English education in the Japanese school system tends to put emphasis on 
grammar and reading skill development, as the largest portion of entrance examination questions 
are occupied by them. It is possible that the students feel more confident about their reading 
ability because they think that they have had a lot of practice in reading through their English 
learning experiences up to college. It is notable, however, that there is still a relatively large gap 
between the teacher needs and student self-assessed abilities in this skill area (Table 6), 
suggesting even higher expectations on the side of the teachers. 

In terms of communicative situations, “Words” and “General/News” categories were 
perceived as high-needs situations by both groups (Table 5). The fact that all descriptors in the 
“Words” category across all skill areas received high needs scores in both groups indicates the 
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importance of acquiring medical vocabulary as the foundation of medical English education. As 
learning medical vocabulary is one of the most taxing areas for students with non-Latin-related 
L1 background (Chia, Johnson, Chia, & Olive, 1999), its teaching should be started early and 
continued throughout the curriculum. Recent corpus-based medical word list studies can shed 
light on the learning and teaching of specialized vocabulary (Wang, Liang, & Ge, 2008). High 
scores in the “General/News” category suggest that both the teachers and the students recognize  
the needs of good command of English in this more accessible, less specialized area. Authentic 
medical news reports intended for the general public together with multimedia resources readily 
available online can serve as good materials that can be taught by language teachers in courses 
with oral/aural training components. 

The students’ needs in interactive situations (“Patients” and “Healthcare workers” 
categories) were higher than the teachers’ needs. The reason can be that the students, who have no 
or very limited experience in actual medical practice, assumed that interacting with foreign 
patients and other healthcare professionals using English is somewhat commonplace in today’s 
medical field. The teachers, on the other hand, are more familiar with the actual situations in 
Japanese hospitals and medical institutions, and think that such cases are relatively rare, leading 
to their relatively low needs scores. We should be cautious to draw conclusions, though, as the 
younger and clinically oriented teacher subgroup showed a similar pattern with the students’ 
needs in a more detailed analysis of teacher needs (Sakata, Tanaka, Fujieda, Suzuki, & Nakamura, 
in press). Language needs can be influenced by social factors such as an increasing number of 
foreign patients, changes toward more patient-oriented medical practices, and increasingly 
available information in English online. Further investigation is necessary to see if English needs 
vary depending on the medical teachers’ specialty and experience. The same can be said about the 
responses to one particular item, “Understand the abbreviations and acronyms of medical terms 
written in the medical record” (Table 12), as it can be a reflection of the recent proliferation of 
digital medical record systems and the increased tendency of diagnostic information disclosure to 
patients. 

One area that the teachers and the students had very different opinions about was abstract 
reading (Table 13). Abstracts in research journals comprise a particular genre that has a distinct  
discourse structure. Nowadays, scientific research articles written in languages other than English 
are often required to be accompanied by an abstract in English, and these abstracts are likely to be 
digitally archived in databases for later retrieval. Reading abstracts efficiently to find relevant 
information is very likely to be a necessary skill for medical students. This genre of academic 
reading component can be a good candidate to be included in a medical English curriculum; while 
medical teachers can assist in selecting suitable abstracts and providing relevant background 
information, language teachers can help facilitate reading strategies focusing on linguistic features 
by drawing on growing research in genre analysis led by ESP specialists (Swales, 1990, 2004; 
Salager-Meyer, 1991, 1992, 1994). 
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2. Students’ responses by general English proficiency level 
The comparison of the three student proficiency groups showed that the group with the 

lowest proficiency rated the needs to interact with foreign patients lower than the other groups 
(Tables 8 and 9). Although a more detailed qualitative analysis needs to be conducted to 
investigate the linkage between the perceived medical English needs and general English 
proficiency level, it is possible that students with lower proficiency generally have lower 
motivation to study English. Such students tend to give lower rating for the items involving 
interaction with patients in English. Possible implications from this consideration for designing 
medical English curricula are to offer some elective courses that focus on contextualized 
interactive oral communication skills for more motivated students while maintaining core 
required courses that emphasize medical terminology and reading. 
  
3. Expected general English proficiency 

The questionnaire with TOEIC Can-Do Statements revealed the level of general English 
proficiency expected of students by the medical teachers. In order to be able to carry out highly 
rated tasks, students need to have a minimum score of 460 (230 each for Listening and Reading) 
with an ideal score of 860 (430 each for Listening and Reading). These are very rough figures, 
and TOEIC is not designed to gauge medical English proficiency; however, the responses of the 
medical teachers, who are familiar with the target discourse community, to a widely known 
English language test can give some insights to English curriculum developers and language 
teachers. These rough figures can be used, for example, as a guideline to assess if the medical 
students are ready to proceed from general to more specific English learning. 
 
4. Limitations of the study and future directions 

As the research design of the present study required the use of the same medical English 
questionnaires with the students and teachers to gauge the “gap” between the perceptions of the 
two groups, the students had to answer items that they may not be familiar or have no experience 
with. Thus, the students’ can-do scores in particular should be interpreted carefully as they may 
not necessarily represent the students’ actual ability. The Can-Do Statements for EMP is a newly 
developed tool that needs to be refined and validated with other medical populations. In order to 
make the list truly valuable in actual teaching contexts, each descriptor should be linked to 
concrete tasks that can be performed or practiced in class.  
 
V. CONCLUSION 

By administering the two types of can-do list questionnaires and TOEIC-IP test, the present 
study investigated: 1) the gap between medical students’ and medical teachers’ perceived needs 
for medical English use in Japan, 2) the differences in the perceived needs for medical English by 
three general English proficiency groups of medical students, and 3) the level of general English 
proficiency expected by medical teachers. While receptive skills, especially reading, were 
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recognized as the most necessary by both groups, some gaps were seen in such areas as perceived 
English needs for interactive situations and recognition for abstracts as an important genre. 
Further investigation suggested differences in perceived needs by teacher experience groups as 
well as by student proficiency groups. Although the link between general English proficiency and 
medical English proficiency needs to be researched in future studies, the expected general 
proficiency level suggested by the medical teachers can serve as a general guideline for medical 
students who embark on more specialized English study. 

 

Notes 
1 The cutting points here are for dividing students as evenly as possible by their relative 
proficiency. Therefore, they are not in line with the TOEIC proficiency criteria. The purpose of 
the grouping is to observe the students’ differences of needs for English by their relative 
proficiency. 
2 This value looks odd and is difficult to explain. We need to add, however, that there were only 
two items for this situation (Classes). There were many items student proficiency interacted with 
in the whole questionnaire, but the other situations have more items so individual items did not 
affect the outcome very much. 
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Appendix 
Can-Do Statements for EMP (English version) 
 
Skill Situation Descriptor (In English, I can …) 
L01 Word  understand the names of body parts in everyday language when I hear 

them  
L02 Word  understand the names of clinical departments and specialized fields in 

medicine when I hear them 
L03 Word  understand the names of diseases when I hear other healthcare workers 

mention them  
L04 Word  understand the anatomical names of body parts mentioned by other 

healthcare workers  
L05 Healthcare Workers  understand the conditions of patients that other healthcare workers are 

discussing 
L06 Patients  understand an explanation of symptoms, medical history, and lifestyle 

when I listen to a patient 
L07 General/News  understand by listening the content of medical news and radio programs 

and medical lectures intended for general public 
L08 Healthcare Workers  understand job-related explanations and instructions given or discussed 

by other healthcare workers (including doctors, nurses, physical 
therapists, and technicians)  

L09 Research/Conferences  understand oral presentations given by other researchers and doctors at 
medical conferences 

L10 Word  understand the medical abbreviations and acronyms mentioned by other 
healthcare workers 

L11 Healthcare Workers  understand how to use medical equipment by listening to the instructions 
R01 Word  read and understand the names of diseases 
R02 Word  read and understand the names of body parts in everyday language  
R03 Research/Conferences  read and understand an abstract (a short summary of a research paper) 
R04 Word  read and understand the anatomical names of body parts 
R05 Word  read and understand the names of clinical departments and specialized 

fields in medicine 
R06 Research/Conferences  read and understand the general structure of a medical research paper 
R07 Class  read textbooks written in English 
R08 General/News  read and understand articles related to medicine in magazines and 

newspapers intended for general public 
R09 Healthcare Workers  read a medical case report and understand the case (i.e., the patient’s 

condition) 
R10 Research/Conferences  understand research results (including statistical processes, tables, and 

graphs) in a medical research paper 
R11 Healthcare Workers  read and understand prescriptions 
R12 General/News  read and obtain new treatment information on the Internet 
R13 Word  understand the abbreviations and acronyms used in medical records 
R14 Healthcare Workers  read and understand medical equipment manuals 
S01 Word  pronounce the names of clinical departments and specialized fields in 

medicine 
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S02 Word  pronounce the names of diseases 
S03 Word  pronounce the anatomical names of body parts 
S04 Patients  pronounce the names of body parts in everyday language that patients can 

understand 
S05 Patients  orally inform a patient about his/her appointment  
S06 Patients  greet the patient and converse smoothly 
S07 Class  give an oral presentation in a class that relies on group work and/or PBL 

style instruction 
S08 Research/Conferences  give an oral presentation about my own research at a conference 

(excluding Q & A) 
S09 Research/Conferences  orally summarize the content of a research paper in a presentation to 

other researchers and doctors 
S10 Patients  orally explain a condition and its treatment options to a patient 
S11 Healthcare Workers  orally instruct other healthcare workers (such as doctors, nurses, physical 

therapists, and technicians) to carry out an examination 
S12 Research/Conferences  orally respond to questions at a conference 
S13 Research/Conferences  orally explain the effects of a medicine to a patient 
S14 Research/Conferences  discuss specialized issues such as the condition of a patient and treatment 

options with other researchers and doctors 
S15 Healthcare Workers  explain the condition of a patient to other healthcare workers over the 

phone 
S16 Healthcare Workers  orally notify other healthcare workers (such as doctors, nurses, physical 

therapists, and technicians) about a patient, and give treatment 
instructions  

W01 Word  write the anatomical names of body parts and the names of diseases 
W02 Word  write the names of body parts using everyday language 
W03 Word  write medical abbreviations and acronyms  
W04 Research/Conferences  write the abstract of a research paper 
W05 Healthcare Workers  write emails with specialized content to other researchers and doctors  
W06 Healthcare Workers  write medical records 
W07 Healthcare Workers  write a medical referral letter to another hospital or doctor 
W08 Research/Conferences  write a medical research paper 
W09 Healthcare Workers  write prescriptions  
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ABSTRACT 
This study discusses the subject ellipsis in English, revealing that a semantic factor such as 
“referentiality” of the subject has a relationship with the occurrence of the subject ellipsis, in 
addition to the pragmatic factors. To that end, two investigations using COHA (Corpus of Historical 
American English) were conducted. The first one is to investigate the change of grammatical 
patterns with the verb feel from the early 1800s to 2000s. The second one is to find grammatical 
patterns where the subject ellipsis frequently occurs. As a result, the former investigation shows that 
the patterns have chronologically shifted from sentences with SUBJECT-VERB-OBJECT to those 
with SUBJECT-VERB-COMPLEMENT. In addition, the highly subjectivized patterns where 
conceptualizers are not linguistically expressed (Langacker, 2011) have increased with the passage 
of time. The latter one shows that the subject ellipsis often occurs with the subject “it”, especially 
“Impersonal it” (Langacker, 2011) after recovering the unexpressed subject based on the immediate 
and situational context. Considering the properties of vagueness which “Impersonal it” has, it is 
possible to say that “Impersonal it” has less information or lower referentiality. Thus, this paper 
reveals that “referentiality” of the subject has one of the factors which causes the subject ellipsis.  
 

it  
 
 
1.  

Carter & McCarthy, 2006 1
 

 
1 a. “That’s a long way.” “Yeah, feels like it.”  

b. “Feels good to have them on again, doesn’t it?” 1 
 

, 1978
Carter & McCarthy, 1995

feel2 
referentiality
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3 
Payne 

2011  
  

2.  

Thomas 1979  4 Zipf, 
1949 Carter & 
McCarthy 1995

Nariyama 2004, p. 255
 it It doesn’t matter. It looks good.  it

 it  

Hope so.

it Nariyama, 2004, Carter 
& McCarthy, 2006  it  

it 
 it  

, 2001, p. 74
Langacker 1999 feel 
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COHA Corpus of 
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 1. feel COHA  

 
1 feel

feel
COHA feel

100 2 1 2 1 2
3 4 100  

 

 

 2.  feel 100 COHA  
 

1 feel 2 feel 
 

 
4.    
4.1 1 feel  
 1 COHA 1800 1850 2000  feel 

feel  
 

2  feel  
 A + feels + noun He feels its hot impress.   
 A + feels + adj.   She feels good.    
 A + feels + adj. phr. She feels prepared to…    
 A + feels like…   She feels like a solemn duty.   
 A + feels as if…  He feels as if he is a king.    
 It (that, etc.) feels + adj.       It feels good.    
 It (that, etc.) feels like…  It feels like an hour.   

0
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1500
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 It feels as if…  It feels as if they are dabbling.                       
 It feels + adj. + to…  It feels good to be home.   
 Others   

A = adj. = phr. =  
 

      
1820 1850 2000

feel 1
100

3 1 feel 100
 

 

1. feel COHA  
    1820s 1830s 1840s 1850s 2000s 

1. A+ feels + noun  181 (26.06) 340 (24.48) 209 (29.67) 398 (23.88) 338 
(20.08) 

2. A + feels+ adj. 12 (1.72) 42 (3.02) 31 (4.40) 69 (4.14) 165 (9.80) 

3. A + feels + adj. phr. 19 (2.73) 27 (1.94) 14 (1.98) 36 (2.16) 33 (1.96) 
4. A + feels like 2 (0.28) 1 (0.07) 4 (0.56) 9 (0.54) 48 (2.85) 
5. A + feels as if  3 (0.42) 7 (0.50) 3 (0.42) 5 (0.30) 16 (0.95) 
6. It (that, etc.) feels + 

adj.   
6 (0.86) 10 (0.72) 11 (1.56) 6 (0.36) 222 (13.19) 

7. It (that, etc.) feels 
like  

1 (0.14) 1 (0.07) 2 (0.26) 2 (0.12) 132 (7.84) 

8. It feels as if 2 (0.28) 1 (0.07) 0 2 (0.12) 16 (0.95) 
9. It feels + adj.+ to 0 0 1 (0.14) 1 (0.06) 20 (1.18) 
10. Others  0 3 (0.21) 3 (0.42) 4 (0.24) 10 (0.59) 

 226 
(32.49) 

432 
(31.08) 

278 
(39.41) 

532 
(31.92) 

1,000 
(59.39) 
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10 1 1 10  

3. feel 100 COHA  
 
4.2 1 feel  

1800 2000 2
  SVO     SVC 

1820 1850 SVO  A + feels 
+ noun He feels its hot impress. 2000

SVC
it that 2   It that, etc. feels 

+ adj. It feels good.  It that, etc. feels like… It feels like an hour.
 

 it   It feels as if… It feels as if they are dabbling.   It 
feels + adj. + to… It feels good to be home. , 

5  
 it 2000

1800 2000 A + feels + noun 
It that, etc. feels + adj. It that, etc. feels like 

6  
 
4.3  2 feel  

2 1 feel feel
2 4 
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 2. feel COHA  
1820s 1830s 1840s 1850s 2000s 

1. A + feels + noun 3 (0.42) 11 (0.79) 1 (0.14) 6 (0.36) 3 (0.17) 
2. A + feels + adj. 0 0 0 2 (0.12) 0 
3. A + feels + adj. phr. 0 0 1 (0.14) 0 0 
4. A + feels like 0 0 0 0 0 
5. A + feels as if  0 0 0 0 0 
6. It (that, etc.) feels + adj.  0 0 0 0 7 (0.37) 
7. It (that, etc.) feels like  0 0 1 (0.14) 0 10 (0.59) 
8. It feels as if 0 0 0 0 0 
9. It feels + adj. to 0 0 0 0 0 
10. Others 0 0 0 0 0 

 3/226 
(0.42) 

11/432 
(0.79) 

3/278 
(0.42) 

8/532 
(0.48) 

20/1000 
(1.13) 

 

 
10 2 1 10  

4. feel 100 COHA  

 
1 2

100
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1820 1850 2  A + feels + noun
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2000 A + feels + noun  It that, etc. feels  
+ adj.  It that, etc. feels like 

    
It that, etc. feels + adj. It (that, etc. feels like 

1 2000 A + feels + adj. 100 
9.80 1 2 0 2

 

 Langacker 1999

2000 It that, etc. feels + adj. It that, etc.
feels like 2 6 7 17

3 6

to me to us 
3 6

 
 
3 Usually feels great, while we’re doing it. > (It, etc.) usually feels great (to us)…  
4 Feels fine. What’s your name? > (It, etc.) feels fine to (to me). 
5 Feels like sweat slipping beneath my breast. > (It, etc.) feels like sweat slipping… (to me).   
6 Feels like my arm’s about to fall off. > (It, etc.) feels like my arm’s about to fall off (to me).            

 

it7

it
7 10  

 
 7 Street breathing up your legs. Can’t even get no breeze from them big church fans at St. 

Jack’s8. Feels like a dog’s licking you.        
 

7
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8 Once I found her lying on the grass in a random-looking sprawl, the palms of her hands turned 
up to the drizzle. “The Corpse,” she explained later. “Feels wonderful”. 

 
8

8

8 7 to me to us  
 

9 Robert heaved a sigh and sat down beside me. “Looks bad”. “Feels worse”. 
 

9

 
 

10 More food? Wonderful. I am famished. Feels like I am eating for twelve. Set it down here. 
 

10
12

8 9
 to me  to us 

it  
2 1  A + feels + noun

1830
11 5 5 1

11 6
 

1 1820 3 2
1850 6 3

 
1820 1850

1830  A + feels + noun 

6 100 0.43
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SVC

it
it

feel  
 

5  
4 1 SVC  it

 it  it 
2 
it  

SVC Ibarretxe-Antuñano, 1999, p. 45  
1 feel SVC + feels + adj.

He feels good. + feels + adj.
2 

This pen feels good.
It feels good.

feel 5
  

5. feel SVC adj. =  
 

 

feel 

SVO  SVC  

i  + feel + adj. ii    + feel + adj. 

iia  it  + 
feel + adj. 

iib   it  + feel + adj. 
 it  
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5 SVC
 

 
11 i  + feel + adj.  

iia it + feel + adj.  
iib it + feel + adj. 

   iia iib 1 2 6  
 

1 1800
2000 100 1 3

iia iib
it

Langacker 1999, p. 
301-302 4 1
9  

2 iib it
referentiality

 
 

6  
1 feel 

SVO SVC
SVC He feels good. to me to us 

It feels good.
 

2 5 iia
iib

it
referentiality

 

referentiality
3  
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3.  
 

 

 

 

 

 

 
 
 

 
 

 

This pen feels good. It feels good.
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3. objective referentiality  discourse 
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, 2005
 

7. it
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