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ABSTRACT 

Ministry of Education, Culture, Sports, Science and Technology recently mandated, in the new 
curriculum guidelines, that English is to be used as media language in all English classes at high 
schools. This is one of the new proposals the ministry has made to cope with the current situation 
where more and more companies are employing English as their official or common language. In 
reality, however, not all Japanese teachers of English are ready to conduct their classes “All-in-
English” even in universities. The author was in charge of a class focusing on writing and speaking, 
which is originally expected to be conducted by a native speaker of English “All-in-English” as 
determined by the university policy. In this paper, the author briefly explains the content of the 
lessons and then reports the questionnaire results from the students who took her class as well as 
from Japanese teachers of English and native English teachers teaching at various universities in 
Japan, in the hope that these might offer some insights for improving the quality of “All-in-English” 
classes by Japanese teachers of English. 
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Quick placement test (Oxford University Press, 2004) 
36.9 60 Common European 

framework of reference for languages (Council of Europe, 2001) B1 (threshold: lower 
intermediate)  
 
2.2  

 
 
The objective of this class is to provide students with the opportunity to express themselves in both 
written and spoken English. Students are required to write three essays, one of which will be the 
theme of their poster presentation. 
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3.3  

12 All in English
 (Appendix D)  

(1) “To what extent English is used in your classes? Circle one and write your reason(s). If you 
have several classes in which you have different situations, please answer for each.” 

12 10  5) “I for the most part use English.” “With the lower 
levels of the students, there needs to be some Japanese in the classroom.” 

“There are students who feel embarrassed to speak English 
with me if they know that I can speak Japanese. For these students, speaking Japanese in class 
undermines the feeling that they really must use English to communicate.”

 
“It is important that they have the ability to see the language in 

use and the chance to use and learn what is being presented in the classroom (often they are only 
exposed to the language (in) one or two classes a week, so that minimal amount of time needs to 
have the language component maximized).”  

(2) “What do you think are strengths and weaknesses of ‘All in English’ conducted by Japanese 
EFL teachers?” “The students can see that the 
native Japanese teacher is able to perform at a high level in the target language, and that is a 
motivation for the students to strive for similar abilities,” “Gives the students an example of a 
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realistic model for their own English speaking.”
“Can explain grammar and technical points in more detail,” 

“Students can ask questions more freely if they use Japanese.” 
 
“Some Japanese teachers may not have adequate pronunciation or conversation 

skills, leading to less confidence in their own teaching,” “The effectiveness of the class is dependent 
on the teachers’ proficiency in English.” 

 
(3) “Which do you think is better, ‘All in English’ conducted by Japanese EFL teachers or native 

English teachers? Circle one and write your reason(s).” “I think probably 
the biggest problem with conducting the class mostly in Japanese is that the language becomes 
something to study rather than a means of communication. But in principle, I don’t think that the 
country of birth of the teacher is as important as proficiency in the language and skill as a teacher,” 
“If the EFL instructor is able to simply and clearly explain in English, the message should be able to 
be well received by the students by both.” 

12 9 3) “Same”   
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Appendix D  
 
(1) To what extent English is used in your classes? Circle one and write your reason(s). If you have 

several classes in which you have different situations, please answer for each.  
 
1) I for the most part use Japanese. 
2) I use Japanese more than English. 
3) I use Japanese and English evenly. 
4) I use English more than Japanese. 
5) I for the most part use English. 
 
Reason(s) 
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(2) What do you think are strengths and weaknesses of “All in English” conducted by Japanese EFL 

teachers? 
 
Strengths 
 
 
 
Weaknesses 
 
 
 
 
(3) Which do you think is better, “All in English” conducted by Japanese EFL teachers or native 

English teachers? Circle one and write your reason(s). 
 
1) Japanese EFL teachers 
2) Japanese EFL teachers rather than native English teachers 
3) Same 
4) Native English teachers rather than Japanese EFL teachers 
5) Native English teachers 
 
Reason(s) 
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Diversity of EIL through Experience in Singapore 
 

Kanako Yamaoka 
Himeji Dokkyo University 

 
ABSTRACT 

The purpose of this study is to investigate students’ awareness of English as an International 
Language (EIL). Particularly students who are relatively low level in English ability are major 
participants in this research. It is meaningful to focus on such students as an increasing number of 
teachers or researchers have to think of what is called remedial education in their classrooms these 
days. This is because, the decreasing population of young people and large number of universities 
allow almost every applicant to university to pass the entrance exam. This leads to a situation in 
which teachers need to teach students who are deficient in fundamental knowledge of the language 
and motivation for learning. In order to address the circumstance mentioned above in universities, 
this research investigates if the experience of EIL brings about any changes in students’ awareness 
of English or learning English. Moreover if the idea could make changes in students’ learning 
attitudes, what kind of changes would that be? Possibilities that the concept of EIL has for students 
of low level are discussed based on the outcomes. 

 
Keywords: EIL, remedial education, quantitative analysis, qualitative analysis 
  

 
I. INTRODUCTION 
 University students who lack fundamental knowledge of English will increase due to the 
current situation that the decreasing population of 18 year-olds in Japan makes it easier or possible 
for nearly every applicant to enroll in universities. Generally speaking, many of them not only lack 
English ability, but also lack motivation for learning itself. This situation requires teachers in 
college to teach English as a sort of remedial education. The students who need remedial education 
are said to have low self-esteem (Kiyota, 2010) and their confidence in their own ability to learn 
may also be low. These elements could lead the students to think of English as a difficult thing to 
tackle. 
 In order to address this status quo, a large amount of research investigating such students’ 
awareness or motivation toward learning or English has been conducted (e.g. Kiyota 2009, Kiyota 
2010, Sakai et al. 2010). However, very little research has been done about students’ awareness 
concerning their view toward English itself by using theoretical frameworks. Therefore in this 
research English as an International Language (EIL) is utilized as a framework. This is grounded on 
an assumption that the idea that English is the language for its native speakers might hamper 
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students’ improvement of the language or their motivation toward learning it. For instance, Honna 
and Takeshita (1998) stated that ‘“nativist” goal should be held largely accountable for the low 
achievement. It also causes Japanese students’ passive attitudes in using this language as a means of 
international and intercultural communication. They are ashamed if they do not speak English the 
way native speakers do. (p.119)’. This suggests that the concept of EIL could support students’ 
promotion of their English ability or motivational changes. Especially if the students are, what is 
called, false starters, this idea might be able to influence their attitude in a favorable way.  
 
1. English as an International Language 
 As for EIL, enormous number of academic researchers have shed light on the reality of 
English use in the world. Among all the literature, Crystal (2003) estimated that a total of 430 
million people use English as their L2 language, which means that the number outnumbers that of 
L1 users of English. He attributes this tendency to the factor that ‘the emergence of the United 
States as the leading economic power of the twentieth century (Crystal 2003, p.59)’. And it is not 
difficult to imagine that the number of speakers of English for whom English is not L1 would 
continue to increase in the current economic situation around the globe.   

As the necessity of EIL increases, a lot of definitions of EIL have been proposed. While a 
variety of definitions of the term EIL have been suggested, the definition of EIL in this paper draws 
on the one defined by Hino (2001) as “English as a means of communication between people of 
different nations.”(p.39). 

 
II. LITERATURE REVIEW AND RESEARCH QUESTION 
 Research which deal with Japanese learners’ attitude or awareness toward EIL has been 
carried out since a relatively early period.  
 For example, Chiba et al. (1995) focuses on the attitudes of Japanese university students 
toward varieties of spoken English and examines the relation between the acceptance of varieties of 
English spoken by native and non-native speakers and the attitudes toward people, culture, and 
English learning (p.77). Consequently, it is suggested that accepting non-native accents is difficult 
for learners with leanings toward American or British people, culture and so forth. Hence, the 
author concludes that increasing familiarity with different varieties of English would be one of the 
solutions. Matsuda (2003) conducted a qualitative case study to investigate Japanese senior school 
students’ view of their ownership of English. The results showed that while the students agreed 
English is used internationally, they perceive speakers of English as mainly Americans or Britons. 
Additionally, the Japanese variety of English was perceived as either Japanese or incorrect English 
that deviated from the “real” English of native speakers (p.493). Furthermore, their lack of 
awareness of other varieties such as Singaporean English or Indian English was pointed out and 
exposing them to as many varieties as possible in order to raise their awareness was suggested. 
More importantly she states that the higher level of exposure to and awareness of different varieties 
of English, the more positive their attitudes may become. Furthermore, they may become less 
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inhibited about communicating in their own variety of English (p.494).  
 Yoshikawa (2005) distributed a questionnaire to investigate students’ recognition of world 
Englishes before and after their first year of classes at the Department of World Englishes of 
Chukyo university. As a result, for example, 1st year students’ attitude toward outer circle varieties 
was more tolerant compared with that of 2nd and 3rd students’. This outcome might reflect the fact 
that 2nd and 3rd year students participated in a language seminar at Singapore while 1st year students 
have not yet taken part in the course. Regarding this consequence, the author suggests that students 
cannot understand Singlish and therefore show a sort of rejection to it. In conclusion, it is said that 
the scheduling of oversea visits and the students’ English ability should be taken into consideration. 
Oi (2012) investigated Japanese English learners’ attitudinal changes toward native speakers or their 
English and non-native speakers or their English after short-term interaction with non-native 
English speakers. The number of times that students interacted with non-native speakers is three 
and non-native speakers are a Chinese speaker of English and a Lithuanian speaker of English. 
Students’ psychological changes were measured by using a questionnaire before and after the 
interaction. The result suggested that the short-term interaction with non-native English speakers 
worsened students’ perception toward non-native English speakers or their English, while students’ 
attitude toward native speakers and their English has not changed. The author attributed this 
outcome to the lack of preliminary knowledge about EIL. However, many Japanese learners of 
English still do not know or notice this reality (e.g. Honna & Takeshita 1998), think of English as 
native speakers’ language and undervalue Japanese English (Matsuda, 2003).  
 Although, as listed above, literature which investigates students’ awareness of EIL can be 
found, research which focuses on EIL awareness of students with low English proficiency is 
considerably limited.  It is necessary to investigate their awareness of EIL and if EIL could bring 
some changes in such students’ recognition as to English learning. For this reason, the research 
questions of this paper are as follows; 1) How do students who need remedial education perceive or 
recognize the idea of EIL?, 2) Can the experience of EIL change their attitude toward the 
recognition of the diversity of EIL? And if the experience could bring about changes, then 3) How 
were students’ attitude toward EIL or English learning influenced? 
 
III. METHOD 
1. Objectives 
 The objectives of this research are the following three points. 
(1) How students who need remedial education perceive or recognize the idea of EIL. 
(2) Whether the experience of EIL can change their attitude toward the recognition of the diversity 

of EIL.  
(3) How students’ attitudes toward EIL or English learning were influenced. 
 
2. Participants 
 The participants are first-year students at a private university in Kansai district. They 

130



Kanako YAMAOKA 

participated in an English course held in RELC Singapore from the beginning of March 2014 for 
about one week. They took TOEIC Bridge in the middle of December 2013, and their English 
ability can be categorized as a low level because the mean of their TOEIC Bridge score is 129 (SD 
= 19.8). According to Educational Testing Service, the score around 129 is converted into around 
310-345 of TOEIC score which means their ability is that of basic users’. 

 
3. RELC Singapore seminar 

Through this seminar, on weekdays students take English classes in the morning and go on 
an excursion in the afternoon. For instance, if students learn Indian culture in the morning class, 
then they go to Little India as an excursion. And after the excursion, they can go anywhere they 
are interested in. On weekends they go sightseeing and on Sunday, they take part in a cultural 
exchange program in which they meet some students in Singapore and spend a day with them. 

 
4. Procedure 
 Participants’ recognition regarding EIL was measured through a questionnaire. The 
questionnaire was distributed in January 15th at one of the classes for preparation to RELC seminar 
and after the seminar. Students who didn’t answer every item were eliminated and those who didn’t 
take TOEIC Bridge were also excluded for analysis. Consequently the number of participants was 
31 in total. The data dealt with in this study are the result of the questionnaire and that of TOEIC 
Bridge. For analysis, langtest (langtest.jp) was utilized. 

 
5. Questionnaire 
 Items in the questionnaire were extracted from items used by Chiba et al. (1995) (see 
Appendix1) and Yoshikawa (2005) (see Appendix 2). As a result, the number of items used in this 
research was 11 with 4-point scale ranging from “strongly agree” (4), “agree” (3), “disagree” (2), 
“strongly disagree” (1). The even numbers’ scale was adopted because if the scale consisted of a 
odd number, there would be possibility that some of the participants might choose the middle scale 
without considering the meaning of the item deeply (Yashima & Takeuchi 2006, p.40).  
 
IV. RESULTS 
1. Students’ recognition of the diversity of EIL  
 For the purpose of investigating students’ recognition of the diversity of EIL, cluster analysis 
was adopted. As for the data, the responses to the questionnaire which was conducted before they 
took part in RELC seminar and TOEIC Bridge score were utilized.  
 In order to verify the internal-consistency reliability of the questionnaire, the Cronbach’s alpha 
was calculated. With all the 11 items, it was -.50 which means the reliability could be in question. 
The use of all of the questions should be avoided. Therefore some of the items were omitted to 
increase the value. As a result, .64 was gained with 5 items and it was difficult to get more than .70 
by any adjustments of items. According to Takeuchi and Mizumoto (2012), the reliability 
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coefficient for questionnaire should be ideally obtained more than 0.7 and it is believed that if the 
value is under 0.5, it is considered as an error of measurement which suggests that the measurement 
tools should not be used (p.23). The fact that the reliability coefficient was .64 might be a little low, 
but the value was not under 0.5. For this reason these 5 items were utilized for analysis. 
 Table 1 illustrates the descriptive statistics of the questionnaire. The outcome indicates that the 
students overall have a relatively negative recognition toward EIL as the mean score is 2.13. 
 

  Table1. Means, Standard deviation and the Cronbach’s Alpha of the questionnaire
M SD

Students’ recognition toward EIL 2.13 0.48 .64  
 

 The result of the questionnaire (Q) and TOEIC Bridge score were used to profile the leaners 
through hierarchical cluster analysis. Ward method and squared Euclidean distance technique were 
adopted as this combination is said to be appropriate for research of individual differences 
(Takeuchi & Mizumoto, 2012). As a consequence, a dendrogram in figure 1 was obtained and based 
on the dendrogram, three clusters were identified. Mean and Standard Deviation of Cluster 1(n=5), 
Cluster 2(n=11) and Cluster 3(n=15) are listed in Table 2. The results of ANOVA for clusters of 
Questionnaire and TOEIC Bridge are shown in Table 3 and 4 respectively. The effect size of each 
cluster is indicated by r. 
 According to the Table 4, unlike the other 2 pairs, the result of p-value cluster pair 1-2 is not 
statistically significant and r for the same pair is very small. This suggests that this pair is strongly 
influenced by the result of questionnaire when it was clustered.  

 

 
Figure 1. The Dendrogram on the result of cluster analysis 
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        Table 2. The number of subjects, Means and Standard deviation for each cluster
Cluster1(n=5) Cluster2(n=11) Cluster3(n=15)

M(SD) M(SD) M(SD)
Q 2.88 (0.27) 1.71 (0.31) 2.19 (0.23)
TOEIC Bridge 142.40 (13.22) 142.91 (14.29) 114.13 (14.69)  

 

  Table 3. The result of ANOVA for three clusters of questionnaire
Cluster Pair     t-value         df             p         adj.p          r

          1-2 8.0538 28 0.0000 0.0000 .83
          1-3  4.9810 28 0.0000 0.0001 .68
          2-3 4.4633 28 0.0001 0.0001 .64  

 

   Table 4. The result of TOEIC Bridge for three clusters of questionnaire
Cluster Pair     t-value          df             p         adj.p          r

          1-2 0.0658 28 0.9480 0.9480 .01
          1-3  3.8158 28 0.0007 0.0014 .58
          2-3 5.0534 28 0.0000 0.0001 .69

 

 The characteristics of three clusters can be summarized as follows. Cluster 1 is made of 5 
students who showed the highest means in questionnaire while that of TOEIC Bridge is the second 
highest. Cluster 2 is consisted of 11 participants and the result indicated that it is the highest in 
TOEIC Bridge score and lowest in questionnaire. Cluster 3 contains 15 students and this group is 
the lowest in TOEIC Bridge but the mean of the questionnaire is the second highest.   
 As this paper focuses on students with low level of English ability, Cluster 3 would be the 
main target for analysis. This is because, 114 in TOEIC Bridge is considered the same level as 4th or 
3rd level in STEP test which means their level is around junior high school students. Remedial 
education is for students who have difficulty in understanding university level lectures. Hence it is 
appropriate to regard this cluster as a cluster of remedial students. 

 
2. The change of recognition concerning EIL   
 The results of pre and post questionnaire were statistically compared through Wilcoxon 
signed-rank test to investigate if students’ perceptions toward EIL have changed or not. Non-
parametric test (Wilcoxon signed-rank test) was adopted as the number of participants in each 
cluster is considerably small. The number of the participants in this pre and post is 31 respectively. 
According to the power analysis conducted by using G*Power, the sample size which is needed for 
this research is 27 at least. Therefore this number of participants in this examination is valid. 
 The questionnaire results of pre and post of each cluster were compared. The mean of pre and 
post is presented in Table 5. Table 6 shows the descriptive statistics of each cluster.  
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       Table5.  The number of Mean of Pre and Post questionnaire result
   Cluster            pre            post

1 2.88 2.40
2 1.70 1.92
3 2.18 2.04  

 

Table6.  P -value and the effect size (r ) of each cluster
   Cluster                p            r

1 0.22 .55
2 0.06 .57
3 0.06 .50  

 
 As Table 6 indicates, statistically significant results were not obtained in any cluster 
comparison. However the effect sizes of each cluster are above 0.5, this means the effect is medium 
and also suggests that the RELC seminar affected students’ recognition toward EIL and the effect 
was mediocre.  
 Although overall tendency was briefly analyzed above, different aspects can be found. For 
instance, the result of Cluster 2 indicates that if participants’ TOEIC Bridge score is high, they are 
more likely influenced by the experience in Singapore and consequently their awareness toward EIL 
is improved as the effect size of this cluster shows. On the other hand, as Cluster 3 represents, if 
students’ TOEIC Bridge score is low, the seminar does not have a positive effect on participants’ 
recognition of the diversity of EIL. To sum this up, the higher the score of TOEIC Bridge students 
get, the larger the effect of the RELC seminar on students’ awareness of EIL. And the lower the 
score of TOEIC Bridge students have, the less the effect of the study trip on students’ recognition of 
the diversity of EIL. These outcomes prove suggestions made by Yoshikawa (2005). Therefore an 
appropriate length of the seminar for remedial students needs to be considered. 
 More importantly, since the focus of present research is mainly on remedial students, the 
outcome that if the students’ language ability is low, their recognition toward EIL is adversely 
affected is worth considering. This might be because, as Yoshikawa (2005) implies, students who 
have relatively low commodity of English would have more difficulty in understanding varieties of 
English as they have unique accents, for instance. And the difficulties might demotivate them to 
comprehend the varieties, consequently their attitude toward EIL decreased after the seminar. 

 
3. Qualitative analysis of students’ brief report after the seminar 
 In order to compensate for what quantitative analysis cannot deal with, qualitative analysis is 
conducted. The data utilized for the investigation was short reports which each student wrote after 
the study trip. As a technique, content analysis is adopted.  
 Consequently, 8 categories are obtained in Cluster 1; awareness of lack of academic ability, 
improvement of motivation to learn, meaningful intercultural exchange, favorable attitudes to 
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multicultural Singapore, positive attitudes to English varieties, satisfaction with the study program, 
positive attitudes to communication and inclination to foreign countries. The number of the total 
description of these categories is 18. 
 As for Cluster 2, 11 categories are elicited. The categories are the followings; awareness of 
lack of academic ability, improvement of motivation to learn, meaningful intercultural exchange, 
disappearance of worries, favorable attitudes to multicultural Singapore, positive attitudes to 
English varieties, difficulties in understanding of English varieties, satisfaction with the study 
program, positive attitudes to communication, inclination to foreign countries, criticism of the 
learning environment in Japan. All the description in this cluster is 42. 
 Lastly, Cluster 3 has 11 categories as follows; awareness of lack of academic ability, 
improvement of motivation to learn, meaningful intercultural exchange, disappearance of worries, 
favorable attitudes to multicultural Singapore, positive attitudes to English varieties, difficulties in 
understanding English varieties, satisfaction with the study program, positive attitudes to 
communication, inclination to comfortable environment and gratitude to teachers. The number of 
description which consists of categories in this cluster is 64. 
 The number of descriptions for each category in each cluster is represented by percentage in 
Figure 2 to 4 in order to examine the character of each cluster. 
 According to Figure 2 and 3, the highest score is ‘improvement of motivation to learn’ in both 
Cluster 1 and 2. In Cluster 3, the highest category is ‘meaningful intercultural exchange’ and 
‘improvement of motivation to learn’ is the second highest. As for categories relating to EIL such as 
‘positive attitudes to English varieties’ or ‘difficulties with understanding English varieties’, Cluster 
1 showed highest scores in ‘positive attitudes to English varieties’ and Cluster 2 is the second 
highest regarding the category among clusters. However Cluster 2 is the highest in ‘difficulties with 
understanding English varieties’. Only a small number of remarks regarding English varieties itself 
are gained in Cluster 3. 

 

 
Figure 2. Percentage of each categories of students’ report in Cluster 1 
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Figure 3. Percentage of each categories of students’ report in Cluster 2 
 

 

 
Figure 4. Percentage of each categories of students’ report in Cluster 3 

 
 Cluster 1 is originally highest in the recognition of the diversity of EIL and second highest in 
TOEIC Bridge score when clustered by ANOVA. The finding obtained through quantitative analysis 
indicated their awareness of EIL has decreased from 2.88 to 2.40. Despite this decrease, it is still the 
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highest among others. Therefore the result of qualitative analysis could support it. In other words, 
students’ English ability is not that low and they are positively motivated through exposure to 
varieties of English. At the same time, they also have high understanding concerning EIL, which 
could foster students’ ‘positive attitudes to English varieties’. However reasons for the decrease in 
mean score in quantitative analysis need to be investigated in further research. 
 Cluster 2 is profiled as the highest in TOEIC Bridge score and lowest in the recognition of the 
diversity of EIL. They seem to be motivated by the experience they had in Singapore and their 
overall satisfaction to this program is high (17%). Interestingly, although they have the lowest 
awareness to EIL before they visit the country, some of them had positive feelings to English 
varieties after the program. As quantitative data suggests, the mean score of the awareness to EIL 
has increased from 1.70 to 1.92 and the effect size was the biggest among others. More importantly, 
5% of the respondents mentioned ‘difficulties with understanding English varieties’ which comes 
mainly from unique accents according to their remarks. Therefore the EIL education is crucial to 
overcome the difficulties, especially in the field of English varieties’ accents. 
 Cluster 3 is the lowest in TOEIC Bridge and second highest in awareness to EIL when it’s 
profiled. Results indicate the following two points. Firstly, the outcome of qualitative analysis 
supports quantitative analysis to some extent, because the categories concerning EIL in this cluster 
are the lowest among other clusters. This could prove the findings that if the students’ language 
ability is low, their acceptance of EIL is adversely affected after the experience of exposure to 
English varieties. Hence improvement of their English ability would positively affect their 
acceptance of EIL. Secondly, giving them opportunities to experience English varieties to address 
the issue of their low awareness of EIL is important. While their recognition to EIL is low, the 
highest score obtained in ‘meaningful intercultural exchange’. The number of data for this category 
is 17 and 7 out of which indicates that intercultural exchange inside and outside of classroom was 
meaningful. On the other hand, 10 out of the 17 indicates that they experienced meaningful 
intercultural exchanges through communication with people outside of classroom. Therefore it is 
more significant to let them be aware of the importance of understanding of EIL through 
intercultural experiences abroad than in Japan. Those experiences might motivate them to learn and 
consequently their English ability might improve. 
 
V. DISCUSSION 
 First of all, I would like to discuss objective one; to investigate how students who need 
remedial education perceive or recognize the idea of EIL? Quantitative analysis reveals that 
students with the lowest scores in TOEIC Bridge showed the second highest recognition to EIL 
(M=2.19). But this mean score to EIL recognition is below 3 which purport the middle, so their 
awareness of EIL is not high before the experience of EIL in Singapore. 
 Secondly, the second objective is discussed; if the experience of EIL can change their attitude 
toward the recognition of the diversity of EIL or not? According to pre and post questionnaire 
analysis, students who require remedial education in Cluster 3 might be adversely influenced by the 
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experience of EIL, because their acceptance of EIL has decreased. Qualitative data also suggests 
that their awareness of EIL is low even after the seminar. As one of the categories, positive attitudes 
to English varieties, showed the lowest among three clusters. This might be the result of short 
period of the seminar, therefore it is necessary to consider an appropriate length of the program for 
remedial students. 
 Lastly, the third objective is considered; how students’ attitude toward EIL or English learning 
was influenced? It seems students’ attitudes toward EIL were not positively influenced, but they 
mentioned that they had meaningful intercultural exchanges in Singapore. Hence visiting Singapore 
might have become one of the steps to understand EIL and to study English for remedial students. 
Those experiences could lead them to be aware of EIL.  
 As a one possible pedagogical implication based on the outcomes is that letting them have 
more meaningful intercultural exchanges not only in other countries but also in Japan. Having 
meaningful intercultural exchanges is possible without visiting abroad to some extent. For example, 
welcoming as many guest speakers from non-English speaking countries as possible to classroom 
and have students communicate with the guests in English could be one of the solutions. It is also 
important to improve their English ability through this type of meaningful intercultural exchange.  
 
VI. CONCLUSION 
 For students who require remedial education, the understanding of EIL might be a daunting 
task. Although it is a difficult challenge, improvement of their English ability and learning through 
meaningful intercultural exchanges could be some of the solutions. 
 Restrictions of the present research are large. For example, the number of the participants is 
limited. Therefore the generalization of the findings of this study should be avoided. As a one of the 
solutions to the shortcomings of this research mentioned above, a longitudinal research based on the 
suggestions of this research is necessary to investigate students’ change of their acceptance of EIL 
or their changes in motivation to learn and so forth. On top of that, questions which measure 
students’ motivation for learning English need to be added to the EIL questionnaire in order to 
investigate how recognition or experience of EIL affects their motivation at the same time. However 
the suggestions indicated in this research based on quantitative and qualitative analysis could serve 
as significant hints to the research of remedial students’ awareness of EIL.  
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APPENDIX 1: Items of questionnaire in Chiba et al. (1995) 
1. I study English because it is required for graduation.   1 2 3 4 5 6 7  
2. I am interested in the English of Singapore and India.   1 2 3 4 5 6 7  
3. Just like Chinese or Hindi, English is a kind of foreign language.  1 2 3 4 5 6 7  
4. English spoken by Japanese is easy to understand.    1 2 3 4 5 6 7 
5. As long as it is understood, innocent English is acceptable.   1 2 3 4 5 6 7  
6. I prefer friends from USA or UK to those from Asia.    1 2 3 4 5 6 7  
7. There is too much English in Japanese TV commercials.   1 2 3 4 5 6 7  
8. High English proficiency is advantageous for job hunting.   1 2 3 4 5 6 7  
9. I would choose USA or UK for studying or traveling.   1 2 3 4 5 6 7  
10. English is the best foreign language to learn.    1 2 3 4 5 6 7  
11. I am willing to respond if spoken to in English.    1 2 3 4 5 6 7  
12. I am willing to go abroad if appointed to work there.   1 2 3 4 5 6 7  
13. English should be used as a world lingua franca.    1 2 3 4 5 6 7 
14. I envy those who can pronounce English like an American or a British   1 2 3 4 5 6 7 

person.  
15. I want to get good grades in English.     1 2 3 4 5 6 7  
16. It is more important to use Japanese correctly than to speak English   1 2 3 4 5 6 7  

fluently. 
17. It is possible to obtain more knowledge by reading English books.  1 2 3 4 5 6 7  
18. Japanese English teachers pronounce English well.   1 2 3 4 5 6 7  
19. I want to get acquainted with people from different countries.  1 2 3 4 5 6 7  
20. The Japanese language should be used at school in Japan.   1 2 3 4 5 6 7  
21. The indigenous language is the most important in any country.  1 2 3 4 5 6 7  
 
APPENDIX 2: Items of questionnaire in Yoshikawa (2005) 
1. English is the most popular language among Japanese foreign language learners. This is natural 

in the present world situation. 
2. English has to be taught by native speakers. 
3. English has to be taught by Japanese teachers. 
4. American Standard English or British Standard English is the most suitable as a model language 

for Japanese learners. 
5. Singaporean English or Indian English is suitable as a model language for Japanese learners. 
6. English has to be an official language in Japan. 
7. Japanese English is acceptable if it is communicable. 
8. You had better avoid using idiomatic expressions in conversations in English with non-native 

speakers of English. (to WE students only) 
 

140



17

 

Use of a Self-Evaluation System in a University EFL Course in Japan:  
Helping Students Improve Learner Motivation  

 
Kate Maher 

Kyoto University of Foreign Studies 
 
 

ABSTRACT  
This study reports on the utilization of a student self-evaluation system within a first-year university 
EFL course to investigate whether it has an effect on learner motivation towards English. Through 
this system, students are guided in forming learner goals, reflect on time management, task 
strategies and effort. This should motivate students to sustain their study independently outside of 
class. The self-evaluation system was divided into inside of class and outside of class sheets, which 
contained items to prompt self-evaluation of desired target learning behavior for the course they 
were taking. The study used pre- and post-questionnaires and the data from the answers the 
participants gave on their self-evaluation sheets to answer the following research question: Would 
the self-evaluation system help improve the students’ motivation? The results showed that the 
participants’ motivation towards studying English did increase, and through evaluating the scores 
given on the self-evaluation sheets, they became more aware of their study habits, making an effort 
to create a non-distracting study environment, managing their independent study time outside of 
class, and setting goals for their learning. It can be claimed that through using the self-evaluation 
system, students became more aware of their learning behavior and took steps towards improving it. 
 
Keywords: self-evaluation, motivation, learner behavior, goal setting, autonomy 
 
 
I. INTRODUCTION  

According to Dörnyei (2012), unlike any other school subject, language learning is rather 
different regarding motivation and the influence it has on the learner, particularly due to the social 
and cultural elements involved. Looking at the motivation of Japanese university students studying 
English, there is the issue of de-motivation or insufficient motivation for outside of class study. Irie 
(2003) states that for some, “English is a means to an end for Japanese students” (p. 91). Irie (2003) 
identified three motivation types in Japanese students; instrumental motivation, which represents 
the need for English ability for the entrance exam and job hunting, mastery motivation to attain 
proficiency, particularly in terms of grammar, and extrinsic motivation, which connects to the 
expectation of others, such as teachers and parents. Instrumental motivation is reported most often 
in Japan due to the exam driven learning environment (Berwick & Ross, 1989; Irie, 2003; Kimura, 
Nakata & Okumura, 2000; O'Donnell, 2003). Several studies have shown that the domination of the 
entrance exam for how English is taught, learnt and used, as well as the purpose portrayed to 
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students about English study, is clouded by the exam system, and may affect motivation to continue 
the study of English once the entrance exam is over (Berwick & Ross, 1989; O’Donnell, 2003; 
Okuno, 2007). It is also important to consider the context of learning English as a foreign language 
(EFL) rather than as a second language (ESL) in Japan (Kikuchi & Sakai, 2009). In addition to the 
EFL environment, there is also the conception that because Japan is an island nation and only 
Japanese is perceived as necessary for living, there is little need for the average citizen to have 
English abilities for daily life, just for the entrance exam and job hunting, after that it is a rather 
obsolete skill to possess and spend time on. Furthermore, even if a person has the interest or will to 
use English, the chances are few and far between thus depleting motivation further (Kikuchi & 
Sakai, 2009; Okuno, 2007). Within the past decade, however, language-learning motivation has 
become more prevalent in Japan, including the concern felt by university English instructors about 
how to get students to study more independently outside of class and how to sustain their 
motivation (Kimura, Nakata, & Okumura, 2000). 

Japanese students often show signs of negative attribution and associate their ability and lack 
of preparation with failure in their studies, and success is often attributed to external factors rather 
than themselves (Kormos & Csizer, 2010; Mori, Gobel, Thepsiri & Pojanapunya, 2010). Weiner 
(2001) discusses the impact of attribution theory on students, suggesting that learners can link their 
past and future selves.  If learners are able to understand their past failure due to lack of effort, they 
may be more inclined to try again. Furthermore, if they are able to attribute success to their effort, 
this may help them to sustain their effort. This connects with Bandura’s previous studies, (Bandura, 
1977), which looked at the influence of Self-Efficacy Theory for persistence in activities, using 
coping strategies, and the confidence in the learner’s ability to accomplish a task or reach a goal. 
The higher the level of self-efficacy, the more likely they are to develop skills, have a higher level 
of ability, and more motivation to overcome previous negative experiences and persist in 
completing a task (Bandura, 1977). 

A further issue regarding Japanese university students studying English is learner autonomy. 
Asik (2010) defines learner autonomy as putting “the learner at the focal point of all attention and it 
endows him/her with responsibility for his/her actions” (p. 142). The Self-Determination Theory 
(Deci & Ryan, 1985) is connected to autonomous learning through learners determining their own 
actions through making their own choices and initiating their own learning behavior. Within this 
theory, two types of motivation known as intrinsic and extrinsic motivation occur. When focusing 
on autonomy, this theory looks at how learners can set conditions where they motivate themselves, 
for example to study more outside of class. If learners are asked to evaluate their own learning 
behavior, this could facilitate them making their own choices regarding it and result in successful 
adaptation of it. If Japanese students are able to positively attribute their learning behavior through 
self-evaluation more, there is a chance that their self-efficacy could increase, supporting their 
motivation and autonomy. Therefore, considering the findings of previous research, the use of a 
self-evaluation system was considered to have the potential to assist students to develop more 
autonomous learning behavior, as well as awareness of their learning behavior, especially 
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independent study outside of class. Furthermore, in order to improve students’ motivation, their 
level of self-efficacy should be increased. For that purpose, a self-evaluation system was designed 
and implemented both in class and outside of class.  
 
II. RESEARCH QUESTION 

Considering the motivational issues that can be faced by Japanese first-year university 
students studying English as indicated in previous research, a study was conducted to examine 
whether a self-evaluation system in a traditional face-to-face learning environment would improve 
the students’ motivation, in particular with regards to their independent study time outside of class. 
The study used pre- and post-questionnaires and the answers written by the students on the self-
evaluation sheets, to answer the following research question: Would the self-evaluation system help 
improve the students’ motivation?   

 
III. SELF-EVALUATION SYSTEM 

To investigate the effect of self-evaluation on student motivation in a first-year EFL course at 
a Japanese university, a self-evaluation system was designed based on previous studies and the 
perceived needs of the course where it was intended to be used. The design for this study especially 
took into consideration the key design issues raised by the previous studies such as the need for 
feedback and goal setting facilitation. The base of the design was created bearing in mind the need 
to take into careful consideration what the desired target behavior is for the course where the self-
evaluation system is to be used, and making sure that this remains the focus of the self-evaluation 
process. This has been highlighted as essential when aiding students with how to identify goals and 
strategies to achieve them and the target behavior, particularly paying attention to making it 
achievable, with a reasonable time frame, short and long-term goals and a suitable learning 
environment that will help to elicit such behavior (Rafferty, 2010). The following section will look 
at each aspect of the design of the self-evaluation system. The system was divided into inside of 
class and outside of class weekly sheets, and then inside of class, outside of class and feedback 
overview sheets.  

As the purpose of this study was to investigate ways of how to improve students’ motivation, 
encourage them to study more outside of class, and increase their independent learning behavior, 
the study included self-evaluation of the students’ study behavior outside of class, as well as inside 
of class. So as to encourage students to simultaneously work on short-term as well as long-term 
goals, weekly sheets, as well as overview sheets that reviewed multiple weeks at the same time, 
were created. By doing this, the short-term goals should provide achievable and motivating 
milestones on the road to their long-term goals, which should help them to feel that they are 
progressing. The overview sheets were designed to be used after two weeks of using the weekly 
sheets at the start of the course (after Week 2 and after Week 4) and then after three weeks of using 
the weekly sheets (after Week 7), so as to provide staggered scaffolding or support for the self-
evaluation system. By fading out the support, this should give students more space to self-evaluate 
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and facilitate independence and time for them to reflect (McMillan & Hearn, 2008; Rafferty 2010; 
Schunk, 2003). The target behavior for the weekly and overview sheets were based on the 
categories used in the Online Self-regulated Learning Questionnaire (OSLQ) in a study by Barnard, 
Lan, To, Osland Paton, and Lai, (2010). The results of this study showed that this was a successful 
tool for measuring self-reflected learning outside of class. From the categories used in the OSLQ, 
items were chosen, then divided into items for inside of class and outside of class, as well as for 
weekly and overview sheets, varying the type of focus for each.  

 
1. Sheet Design 

Due to the number of items and to make it easy for the users to complete the items, a 6-point 
Likert scale was chosen for quick and clear completion.  A written section was also included to 
encourage the users to think more deeply, and also in case some skipped quickly over the Likert 
scale items without considering their answers fully. In addition, according to McMillan and Hearn, 
(2008), explaining goals and learning behavior in their own words, can be effective for students 
when evaluating themselves, allowing them to express their feelings and thoughts more deeply. For 
the Likert scale questions, a circle and triangle answering method was utilized. The circle represents 
where the learner feels they are currently at, and the triangle is their target, i.e. where they feel they 
should be at, with the aim that this would make the users more aware of the gap between the two. 
Schunk’s (2003) study found that if students are aware of the difference between their current level 
of effort and where they feel they should be, any dissatisfaction might prompt them to try harder 
and change their behavior. Hadfield and Dörnyei (2013) also talk of ‘unifying’ the ideal (learner) 
self and the ought-to (learner) self by consolidating both elements, so that a more effective goal 
path and strategies can be established as part of motivating the learner. 

 
Table 1. Example Weekly and Overview Sheet Schedule 

  Weekly Overview Feedback Other 
1 o       
2 o       
3   Weeks 1-2     
4     o   
5 o     Return feedback 
6 o       
7   Weeks 1-4     
8     o   
9 o     Return feedback 

10 o       
11 o       
12   Weeks 5-7     
13     o Return feedback 
14   Course summary o Return feedback via email 
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Table 2. Overview of self-evaluation sheet items 
Category Weekly Sheet   Overview Sheet   
  Inside of class Outside of class Inside of class Outside of class 
Task strategies o o     
Effort o o     
Environment   o     
Time 
management   o     
Goal setting     o o 
Help seeking     o o 
Self-reflection     o o 

 
2. Overview Sheets  

 The staggered overview sheets were included to encourage the users to reflect back on their 
progress and to analyze any changes they witnessed in their behavior. It was hoped that by doing 
this they would attribute success to their effort and any negative changes or outcomes to their 
behavior, which would prompt them to alter it and help them sustain their effort for their next goal. 
In order to facilitate reflection of their past behavior, the overview sheets included a graph area for 
the users to plot their Likert scale item answers. Rafferty (2010) stated that by having users graph 
their own behavior, they are able to create goals for themselves with less prompting. Furthermore, 
the overview graphs would provide a visual quantification, easy to read record of their progress, 
which was thought to be easier for users to reflect back on than the written sections and checking 
each weekly sheet. 

 The overview sheets were followed up with a feedback sheet.  People often cannot evaluate 
themselves accurately or effectively, so feedback can help to overcome this issue, and it has been 
claimed that motivation to achieve goals can be assisted by feedback (Birney, Beckmann & Wood, 
2012; McMillan & Hearn, 2008; Schunk, 2003; Zimmerman, 1990). The benefits of feedback 
within a self-evaluation or reflection system was also discussed by Meyer, Abrami, Wadea, Aslan 
and Deault (2010) who used an online system called ePearl, where peer and teacher feedback was 
used. They found that it can encourage deeper reflection, particularly learning strategies, and can 
influence a change in learning behavior as they adjust in line with suggestions and comments from 
feedback, which can lead to higher levels of positive self-attribution. Also, the sharing of feedback 
amongst peers in particular may have encouraged better consideration and recording of strategies 
used. Hadfield and Dörnyei (2013) talk of the importance of ‘making it real’ stage (p. 291), to keep 
motivation up, by showing the relevance and vision of one’s ‘ideal self’, in this case, through peer 
and teacher feedback.  

 

3. Paper-based format 

In this study a paper-based self-evaluation system was used rather than a digital or online 
version. This was predominantly due to assessing the participants and what they would be most 
comfortable with, and the fact that the most of the time spent using this system would be in class so 
that the researcher could support the users better with a paper-version that would be easier to access 
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and manage.  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

Figure 1. Self-evaluation weekly sheets 
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IV. EVALUATION OF THE STUDY 
Pre- and post-questionnaires were conducted to provide comparative data to ascertain whether 

the self-evaluation system improved learner motivation and to answer the following research 
question: Would the self-evaluation system help improve the students’ motivation? In addition to 
these questionnaires, the answers given on the self-evaluation sheets were analized to gather further 
data regarding the participants’ level of motivation as well as their experience of using the self-
evaluation system. The pre- and post-questionnaires were conducted on the first and last classes of 
the course respectively. The self-evaluation sheets were completed by the participants every week 
during class with the support of the instructor. 

 
1. Participants 

The participants were 22 first-year English major university students (13 females and 9 males) 
enrolled in an EFL course at a university in Japan. The study took place in the second semester of 
the academic year. All of the participants were enrolled in a 15-week compulsory English course 
that was based around paper-based reading materials and related communicative output activities, 
such as group discussions, mini-presentations and debates, and took place in a traditional face-to-
face learning environment. The class and participants that took part in this study were categorized 
as being of ‘intermediate’ level within their year. The placement of these students in this 
intermediate class was based on the scores they achieved in a TOEIC placement test conducted at 
the beginning of the semester, and the students’ scores in this class ranged from 450 to 550. Before 
the start of the study, permission from the students was obtained through a consent form after a brief 
explanation about the study and informing them that they could refuse to participate without penalty. 
Of the 22 participants, three students (two females and one male) did not take part in the study due 
to their frequent absences throughout the course and this study. When they did attend class, they 
volunteered to complete the self-evaluation sheets for their own benefit. 
2. Procedure 
 The self-evaluation system created for use in this study was completed by the participants on 
a weekly basis during the last 15 to 20 minutes of class time. Classes for this course were held once 
a week for 2 periods, in total 180 minutes. The instructor distributed paper copies of the relevant 
sheet for that week in the schedule to all members of the class. For example, in the case of it being a 
regular weekly sheet, students received an in-class and outside of class weekly sheet to complete. 
Students were asked to complete the sheets independently. During this time the instructor walked 
around the classroom to provide support and on the spot feedback, as and when it was felt to be 
required, or was requested by the students. At the end of the class, all of the sheets were 
photocopied. In the following class, the original was returned to the students for their own reference, 
and a copy was retained for the purpose of data collection for the study.   

In addition to analysis of the answers given by students on their self-evaluation sheets, pre- 
and post-questionnaires were employed in this study. All of the items in these three instruments 
used a six-point Likert-scale system ranging from 1-6 with three variations depending on the item 
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(1 = disagree and 6 = agree, 1= low and 6= high, 1= weak and 6 = strong). The pre- and post-
questionnaires were divided into inside of class and outside of class items. The inside of class 
questionnaire was based on several instruments from previous studies used to measure various 
aspects of motivation and connected elements. For the outside of class questionnaire, the Online 
Self-regulated Learning Questionnaire (OSLQ) developed by Barnard, Lan, To, Paton and Lai 
(2010) was used. The pre- and post-questionnaires were completed in the first and last class of the 
course respectively. 
 

Table 3. Inside of class pre- and post-questionnaire items 
 
 
 
 
 
 
 

Table 4. Outside of class pre- and post-questionnaire items 

V. RESULTS 
All data from the instruments and self-evaluation sheets were analyzed using SPSS software. 

In the case of the data from the self-evaluation sheets, SPSS was used to compare the scores of the 
Likert scale items, as well as the quantity and detail of the written sections at the bottom of the sheet. 
The written sections were analyzed and given a score based on a scale from 0 to 5. A score of 0 was 
given if the participants left it blank, 1 if they wrote ‘same’ for more than one section or repeated 
what they wrote in another section, 2 when they wrote an unrelated comment such as they ‘enjoyed 
watching a movie’, 3 if they wrote a related but vague comment such as they ‘want to speak more’, 
4 if they wrote a related comment and tried to give some detail for example how they were going to 
improve their listening skills, and 5 if they wrote clear and detailed answers they gave specific 
study plans and goals. These scores were then analyzed and compared in the same way as the pre- 
and post-test questionnaires. 
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1. Pre- and post-questionnaires 
The pre- and post-questionnaires were conducted to ascertain whether a change occurred from 

using the self-evaluation system, and examine what kind of influence it had on the participants’ 
motivation and learning behavior. Although there were few significant increases, there were some 
small to medium effect sizes for learning strategies, self-efficacy and goal setting as Table 5 shows.  
 

Table 5. Comparison of pre- and post-questionnaires 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
2. Self-evaluation system 

The scores from the Likert scale items and written sections of the self-evaluation system 
sheets were compared from week 1 and week 3 as well as week 1 and week 5 (week 1 refers to the 
first round of weekly sheets, week 3 was the third round in the middle of the semester, and week 5 
was the final round) to examine whether there was a change in the participants’ learning behavior 
and motivation. 
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Table 6. Self-evaluation system results 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
           
          Note. W1 &W3 indicates the comparison between Week 1 and 3, W1 &W5 indicates the comparison between Week 1 and 5.         
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 VI. DISCUSSION 
The results of this study do not provide conclusive evidence to suggest that the self-evaluation 

system improved the participants’ motivation; however, it can be claimed that through using the 
self-evaluation system, students became more aware of their learning behavior and took steps 
towards improving it, particularly environment and time management outside of class.  

As is shown in Table 5, there was an increase in the participants clarifying what they have not 
understood, which indicates there was some motivation and interest in the subject to take the effort 
to clarify their understanding of it. It can also be seen that there was an improvement in the 
participants’ beliefs and confidence in their own English ability compared to others. The results of 
the goal setting items also show an increase from the pre- to post-questionnaire. Although the post-
questionnaire mean scores are fairly low, there was an increase with small to medium effect, 
indicating that through using the self-evaluation system not only did their use of learning strategies 
increase, but also their goal setting and thus planning for their English study improved, which may 
have helped to raise their levels of self-efficacy. 

As is shown in Table 6 it can be seen that in terms of inside of class self-evaluation there was 
a significant increase in the effort the participants felt they were making during class time, 
especially with regards to doing more than the specified task and trying to do more than what was 
just expected by the instructor, indicating perhaps an improvement in intrinsic motivation. For 
example, learning strategies such as looking up, recording and trying to use new words and 
expressions, which also showed a significant increase and large effect size. The results of the 
outside of class data show that there were some significant increases in the environment items 
which indicates that the participants made an effort to make a suitable study environment for 
independent study, and in addition there was an increase in their planning of their time for outside 
of class study. Although this was not a significant increase there was a small effect size. There were 
significant increases and medium effect sizes for the level of effort participants reported for their 
independent study outside of class, as they reported that they tried to do more than just the specified 
task. This was also reported for inside of class, and again perhaps indicates an improvement in their 
intrinsic motivation and taking the initiative in their own learning. This suggests that the combined 
improvement of environment, time management and effort for outside of class means that the self-
evaluation system may have helped to improve the participants’ independent study. 
 
VII. FURTHER DIRECTIONS 

The findings of this study indicate that there is a potential for improving Japanese university 
students’ motivation to study English more outside of class through the process of self-evaluation to 
increase awareness of their learning behavior, and through prompting and supporting them in the 
creation of goals for their own learning. Therefore, future research should look to examine other 
forms of self-evaluative activities and processes that can be conducted during class time, or 
assigned for outside of class with support during class time. By using this study as a base for 
research and gathering more data and feedback from the participants regarding the experiences of 
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using the self-evaluation system, it may be possible to refine the design, making it easier and more 
effective for the users. Through the process of refining the design, further studies could be carried 
out to examine what kind of self-evaluative activity is useful for first-year university students 
studying English in an EFL environment in Japan, and what kind of support and scaffolding they 
require to develop their autonomous learning behavior. Furthermore, future studies should also try 
to ascertain whether a self-evaluation system is beneficial for improving the proficiency of students. 
In addition to refining the design, future studies using self-evaluation activities would ideally be 
conducted for longer periods of time. In this study, the researcher only had access to the participants 
for a single semester, but to examine the effectiveness of self-evaluation activities more thoroughly, 
it might be beneficial to trial the use of the self-evaluation system with the same participants over at 
least two semesters, and carry out delayed post-test questionnaires and interviews. 
 
VIII. CONCLUSION 

The results of this study and the research reported here focused on the question: Would the 
self-evaluation system help improve the students’ motivation? In answer to this question, while the 
results of this study do not conclusively provide enough evidence to support the idea that the self-
evaluation system used in this study did improve the participants’ motivation, it can be suggested 
that through using the self-evaluation system, students became more aware of their learning 
behavior and took steps towards improving it, particularly as to the environment and time 
management outside of class. The purpose of this study was to examine the utilization of a self-
evaluation system in a first-year university compulsory EFL course for English students, to improve 
motivation and support students with studying outside of class. Through this system students were 
guided in the forming of learner goals, which was expected to motivate them to sustain their study 
independently outside of class and to optimize their use of face-to-face time during class. While the 
significance of the findings is somewhat limited by the number of participants, this study does 
provide a platform for future research into the use of self-evaluation systems in an EFL university 
setting, and is relevant when considering the motivational needs of first-year EFL university 
students. It is perhaps important for instructors to consider that first-year students are experiencing 
changes in their learning environment and daily life, so it is important to help them sustain their 
motivation to study post-entrance exam English, and adapt to a more independent study routine. 
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