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Investigating the Use of Interactional Strategies in Role-Play 
Interviews for Oral Proficiency Interviews 

Mikako Nishikawa1, Masafumi Sato2, Junichi Mori3 
Eiken Foundation of Japan1, Kyoto Prefectural Toba High-School2, Kyoto University 

University3 
 

Abstract 

Role-play interviews are known to replicate more natural communication than 
traditional interviewer-led interviews (e.g. Celce-Murcia et al, 1995; Kormos, 1999; 
Okada, 2010.) The present study is an exploratory study which investigated types of 
interactive strategies that are commonly used in oral proficiency role-play interviews by 
testing high-school students in Japan (n=13.) It explored the extent to which the overall 
assessment was affected by the use of different interactional strategies in a role-play 
interview by referring to the criterial descriptors for speaking in the TEAP, which used 
the Common European Framework of Reference for Languages (CEFR) as a reference. 
In this study, a role-play interview similar to that used in Part 2 of the Test of English 
for Academic Purposes (TEAP) Speaking Test was used. Six types of interactional 
strategies were identified in the TEAP Speaking Test rating scale descriptors: 
interactive footing, back-channeling, clarification, asking for information, paraphrasing, 
and commenting. These categories were used to classify incidents of interactional 
strategy use in the language output of students who carried out the role-paly interviews. 
The results showed a statistically significant effect on the number of words produced 
between pre and post role-play interviews, suggesting that giving instruction in 
interactional strategies for Oral Proficiency Interviews (OPIs) in the classroom may 
improve student performance. 

  

Keywords: role-play interviews, interactional strategies, Oral Proficiency Interview 
(OPI), back-channeling, Test of English for Academic Purposes (TEAP) 

 

 

Background 

The causes of insufficient English communicative competencies among 

Japanese students and the outcomes of the existing educational system have been the 
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center of national debate in Japan for quite some time (see Butler & Iino, 2005). To date, 

the National Center for University Entrance Examinations of Japan still emphasizes 

reading and listening skills for assessing English ability. Such policies have long been 

accused of failing young students in helping them to achieve the expected level (B1 

level) of English proficiency in speaking and writing. Acknowledging this, the Ministry 

of Education, Culture, Sports, Science, and Technology (MEXT) has implemented 

plans to reform English education in Japan, including the “Five Proposals and Specific 

Measures for Developing English Proficiency” (MEXT, 2011).  This proposal called 

for university admission policies to consider all four skills in English to promote 

students’ learning of English communication. In 2014, the Test of English for Academic 

Purposes (TEAP) was released to the public by the Eiken Foundation of Japan.  The 

test was designed for university admission purposes and was “intended to evaluate the 

preparedness of high school students to understand and use English when taking part in 

typical learning activities at Japanese universities” (Nakatsuhara, 2014, p. 6).  Indeed, 

the initial washback study carried out for TEAP reveals that in Japanese high schools, 

the amount of time allotted for speaking in classroom instruction is the lowest among 

the four skills (Green, 2014). This suggests that the use of oral assessment in classroom 

activities is still a relatively underexplored area of study. 

The TEAP Speaking Test has four parts and is designed to measure different 

aspects of oral proficiency. Parts 1 and 4 are in the form of interviewer-led questions, 

Part 2 is a role-play interview in which the test taker takes on the role of interviewer, 

and in Part 3, the test taker gives a monologue on a topic provided. This study focused 

on role-play interviews similar to those used in Part 2 of the test. Although there are 

some studies that question the validity of role-play used for OPIs (see Johnson & Tyler, 

1998; Ross, 2007), this study attempts to introduce a role-play interview as part of 

classroom assessment to measure progress in the communicative competency of 

Japanese high-school students. This paper explores whether the effective usage of 

interactional strategies can contribute to the improvement of students’ speaking 

performance in role-play interviews. In the next section, some of the previous studies 

which discuss the rationale behind choosing role-play interviews as a measurement of 

communicative competency will be discussed. 
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Literature Review 

One important aspect of communicative competency is the use of interactional 

strategies by speakers in a conversation. Zengler (1993) reports: 

“Leaners can develop and exercise their interactional competency 

….(by) active involvement in conversation where they have the opportunity to 

produce comprehensible language and to collaborate in the building and 

maintenance of the conversation” (Zengler, 1993, p. 404). 

Indeed, role-play interviews are known to replicate natural communication tasks. 

For instance, Kormos claims that role-play in OPIs may be “suitable for assessing 

conversational ability” (Kormos, 1999, p. 164.) This study compared both unscripted 

interviews and role-play activities during an OPI. Kormos found that interaction in 

guided role-play activities exhibit characteristics of real-life conversation. Okada (2010) 

studied 71 role-play activities during an OPI and analyzed role-play interview results 

using a conversation analytic (CA) methodology. According to his findings, the 

interactional strategies displayed in OPIs were very similar to those used in normal 

conversations; thus, the role-play activities seem to be a valid instrument for assessing 

candidates’ performance of their given tasks (Okada, 2010). In addition, Celce-Murcia 

et al (1995) also reported that candidates who performed role-play interviews were 

shown to be more engaged than when they carried out other activities (Celce-Murcia et 

al, 1995). While these empirical studies support the use of role-play interviews, the 

present study will focus particularly on investigating the role of interactional strategies 

in role-play interviews.  

 

 

Research Purpose 

The study employed a single group, pre-post design to investigate the impact of 

introducing different types of interactional strategies in OPIs. The language output from 

students was compared to determine whether there was a significant difference in the 
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number of strategies produced before and after instruction in interactional strategies. 

The following research questions are therefore addressed: 

RQ1.  To what extent does instruction in interactional strategies affect both the  

number of strategies used by students and interview results?  

RQ2.  What kind of interactional strategies were used by the students? 

 

Methods 

The present study is an exploratory case study which combined both qualitative 

and quantitative data to address the research questions above. There are four subsections 

to the methodology of this study: Participants, Instrument, Intervention, and Procedure. 

 

Participants 

A total of fourteen first-year high-school students in the city of Kyoto 

voluntarily joined this project, and two sets of thirteen voice-recordings were collected 

for both pre and post role-play interviews. These high-school students belong to one of 

the 57 schools selected for the Super Global High School Project (MEXT, 2014). These 

super global high schools (SGHs) are expected to promote “research and 

implementation of high-quality curricula collaborating with universities, corporations 

and international organizations for educating human resources who are able to detect 

and resolve social issues at the global level, and human resources who are capable 

actors in global business” (MEXT, 2014). In particular, students at SGHs are expected 

to conduct either an exploratory or a fieldwork study both domestically and 

internationally in order to deepen their knowledge and understanding of social issues, 

improve their communication ability in English, and to enhance their problem-solving 

skills in English. However, the students have had little opportunity to use English 

outside of class activities in the past. Given this situation, the current study was 

conducted in collaboration with one of the universities on the MEXT-led “Top 

Universities Project of 2014” to promote active engagement in international dialogues 

between local high-school students and foreign students at the tertiary level. 
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A survey was conducted to help describe the background of participants and 

their past English-learning experience. The survey results seemed to suggest that this 

group of students had little experience of international situations, although one student 

reported having been abroad a few times. The survey asked the students how they spend 

their time studying English after school, and the students reported that they spent their 

time studying the following: “Grammar and Vocabulary” (n=10), “Reading 

Comprehension” (n=5), “English Composition” (n=3). However, they also reported 

having little opportunity to communicate in English outside of the classroom. When 

asked which skill they wished to improve, over 85 percent of the students (n=12) 

answered “Speaking for Communication.” Their motivation for joining the program was 

mostly to improve speaking ability which was also reflected in the fact that the majority 

of students (n=9) wished to go abroad to study English in the near future. 

  

Instrument 

The present study uses the Test of English for Academic Purposes (TEAP), 

which was developed by the Eiken Foundation of Japan in a collaborative project with 

Sophia University. The test became available in 2014 after validation and impact studies 

were conducted by the Center for Research in English Language Learning and 

Assessment (CRELLA) at the University of Bedfordshire in the United Kingdom. The 

test, which takes into consideration the curriculum guidelines for high schools set by 

MEXT in Japan and the academic context of universities in Japan, evaluates the 

preparedness of Japanese high school students to use English for academic purposes at 

Japanese universities. The target proficiency level is from A2 to B2 based on the levels 

of the CEFR.  

The TEAP Speaking Test has four parts, and Part 2 of the test is in the form of a 

role-play interview. This section of the test assesses interactional effectiveness in four 

main areas: (1) initiating interaction, (2) asking for information, (3) asking for opinions 

and (4) commenting. In the research report on the development of the TEAP Speaking 

Test, Nakatsuhara validated the rating scales for different parts of the TEAP speaking 

test. Particularly for the role-play interview section, the report gives some indications of 
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interactional effectiveness based upon a) lengths of responses (i.e. average words per 

response); b) number of extra questions asked; and c) number of instances of back-

channeling and comments (Nakatsuhara, 2014). 

As shown in Table 1, this study employed a pre-post design to compare the numbers 

of words and the types of interactional strategies used by the students before and after 

the intervention, which will be explained in the following subsection. Two topic cards 

similar to those used in Part 2 of the TEAP Speaking Test were developed. Table 2 and 

Table 3 show the topic cards used for the pre test and the post test respectively. Using 

these topic cards, the students took part in a role-play interview with the interlocutor, 

who played the role indicated on each card. Further details are given in the Procedure 

section (4.4) below. 

 

Table 1.  Experimental Design. 

 

 

 

 

Table 2.  Topic Card for Pre-test Roleplay Interview (1). 

 

 

 

 

 

 

 

 

  

Pre-test 

Role-play Interview (1) 

Post-test 

Role-play Interview (2) 

Intervention 

One hour instruction on 
the effective use of 

interactional strategies 

[Interview a study-abroad advisor] 

Begin your interview with this sentence: “Hello, may I ask you some questions?” 

Ask questions about: 

• The number of students he/she helps 

• The countries (destinations) that his/her students visit 

• Problems with students 

• Advice for future students who want to study abroad 

• Any other question you might have 
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Table 3. Topic Card for Post-test Roleplay Interview (2). 

 

 

 

 

        

 

  

The rating scale for the TEAP Speaking Test uses band descriptors which were 

developed with reference to the CEFR. Table 4 shows the descriptors for Interactional 

Effectiveness from the TEAP Speaking Test rating scale. By referring to these 

descriptors, we focused on six potential interactional strategies that can be used in the 

TEAP role-play interviews. The descriptions of the six types of interactional strategies 

are listed in Table 5. 

 

 

Table 4.  TEAP Speaking Criteria, Interactional Effectiveness. 

TEAP Speaking Test Rating Scale Descriptors 
[Interactional Effectiveness]  

CEFR Level

Effective active and receptive communication; indicates communication 
problems (if any) naturally and effectively; effective use of back-channeling; 
in Part 2, incorporates what the examiner has said into his/her next question 
and/or gives relevant comments.  

B2 

Sometimes dependent on examiner; signals communication problems 
effectively, but awkwardly; some evidence of back-channeling in Part 2. 

B1 

Almost entirely dependent on examiner; communication breaks down 
frequently; does not signal communication problems effectively; limited 
attempt to carry out Part 2. 

A2 

Communicates poorly but does not indicate communication problems; very 
limited (or no) attempt to carry out Part 2. 

Below A2 

http://www.eiken.or.jp/teap/construct/sp_rating_crit.html 

[Interview a foreign-exchange student] 

Begin your interview with this sentence: “Hello, may I ask you some questions?” 

Ask questions about: 

   •   The country where he/she was born 

   •   The area of study he/she is most interested in  

   •   Problems he/she has experienced while living abroad 

   •   Advice for students who want to study in Japan 

   •   Any other question you might have 
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Table 5.  Interactional Strategies. 

Types of Interactive 
Strategies 

Descriptions

Interactive Footing How to initiate interviews
Back-channeling How to become an active listener
Clarification How to clarify unfamiliar tasks, words, and phrases in response 
Paraphrasing How to paraphrase what the interlocutor has said in response  
Commenting How to elaborate what the interlocutor has said and make an effective 

comment 
Asking for Information How to ask additional information
 

As noted in Table 4, Part 2 of the TEAP Speaking Test looks for “some 

evidence of back-channeling.”  The use of back-channeling is used as a benchmark to 

differentiate between A2 and B1 levels for Interactional Effectiveness. Back-channeling 

is relevant to turns and turn-taking, which signals continued attention, agreement, and 

various emotional reactions such as “Yes,” “Right,” “OK,” and “I see.” Back-

channeling also preserves the flow of conversation, and if the speaker is not given such 

feedback, the conversation may break down (Pipek, 2007). 

 

 

Intervention  

 As an intervention, a one-hour instruction was given to the participants 

immediately after the first role-play interviews. This had four main purposes: 1. 

Familiarize students with the role-play interview test; 2. Maximize students’ preparation 

time to plan interview questions; 3. Learn effective interactional strategies used for role-

playing interviews; and 4. Improve students’ communicative skills in English 

conversation. The use of six different interactional strategies was introduced with 

exercises presented in the form of hand-outs. Students were encouraged to say 

something to signal to the interlocutor that they understood the responses in the 

interview for a smooth transaction in turn-taking. 

In the instruction, the students practiced phrases commonly used for back-

channeling. In addition, they took part in exercises for applying other interactional 
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strategies in the role-play interview. For example, they were encouraged to ask 

additional questions or give comments based on the interlocutor’s responses during a 

mock role-play interview test. Some of these examples are shown in the Table 6 and 

Table 7. 

Table 6.  How to become an active listener (back-channeling). 

Intentions Commonly used phrases
Continued attention Yes, Yeah, Hmm, I see, OK.
Agreement Alright. Fine. I agree.
Surprise Really? Wow! Oh my! I’m surprised! 

Very impressive! Amazing!  

Disappointment Oh no! That’s too bad. I’m sorry to hear that. 
 

Table 7.  How to clarify unfamiliar tasks, words, and phrases in responses. 

Intentions  Commonly Used Questions
-Unsure about the question 
-Unclear about the task 
-Unclear how many questions to ask 
-Unclear about time limit 

-Can you repeat it again? 
-What am I supposed to do in this task? 
-Do I ask all five questions? 
-How much time do I have for the interview? 

Unfamiliar words & phrases in the 
examiner’s response 

-What do you mean by ….? 
-Do you mean…..? 
-I’m not sure what you mean by xxxx. 
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After reviewing phrases commonly used for back-channeling, students were given 

some exercises to practice their responses as below.  

 

  (EXERCISE) Use some back-channeling phrases for smooth turn-taking. 

  Example 1 

  Suppose you asked: Q1. How many students do you help to study overseas every year? 

  What would your response be if the interlocutor said, “More than a hundred!” 

  Write your response:         

   

  Example 2 

  Suppose you asked: Q2. Which countries do you send your students to? 

  What would your response be if the interlocutor said, “They go all over the world, including 

  some countries in West Africa and the Middle East”. 

  Write your response:         

 
  Example 3 

  Suppose you asked: Q3. What kind of problems do you have with your students? 
  What would your response be if you did not understand part of what the interlocutor said to  
  you? Suppose you did not understand the part of speech as highlighted below. 
 
  “Well, some of the students have no idea how to get some help when they encounter a problem.  
   They tend to keep it to themselves until someone asks them what’s really wrong.” 

 
  Please clarify what the interlocutor meant by “keep it to themselves.”  

  Write your response:         
 

 

Procedure  

When carrying out the role-play interview, the students were given a topic card 

which included a situation and points about which they had to form questions (e.g. 

interviewing a study-abroad advisor or a foreign-exchange student). The topic cards 

used for our pre and post role-play interviews are shown in Table 2 and Table 3. The 

students were then given 30 seconds of preparation time and the role-play interview 

lasted for two minutes. During the interview, the students were allowed to look at the 
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topic card and use the words on the card to help organize their ideas. They were 

encouraged to speak for the full 2 minutes to cover all four questions on the topic card. 

When there was time remaining, the students were encouraged to ask any additional 

question related to the topic on the card. 

In order to answer the first research question (RQ1), this study compared the 

number of interactional strategies produced in pre and post role-play interviews. To 

answer the second research question (RQ2), types of interactional strategies produced 

by the students were coded in order to qualitatively analyze the effects of their usage. 

Furthermore, a stimulated-recall survey was conducted after the second interview in an 

attempt to promote student reflection on the improvements they had made on the use of 

different interactional strategies for the role-play interviews. 

 

Results 

A paired sample T-test (n=13) was conducted in order to compare the difference 

in the number of words produced between pre and post role-play interviews. It was 

found that the students produced a statistically larger number of words (p<0.000) in the 

post role-play interview (mean=74.15 words, SD=18.17) than in the pre role-play 

interview (mean=37.85 words, SD=26.95). The 95% confidence interval for the 

difference is (-50.6, -21.9). As shown in Table 8, the number of interactional strategies 

employed by the test-takers in the post role-play interview almost doubled. This was 

also reflected in the scores students received in the pre and post role-play interviews, 

which were assigned using the TEAP Speaking Test descriptors for Interactional 

Effectiveness (See Table 4). Although the scores were not official, the voice recordings 

for the role-play interviews were rated by two people and they were double rated in 

order to make sure the scores were given according to the descriptors. As shown in 

Table 9, the number of students achieving a score of B1 increased by 4 in the post role-

play interviews. 

As detailed in 4.2 above, the utterances used by students in the role-play 

interview were coded into six types of interactional strategies: interactive footing, back-
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channeling, clarification, asking for information, paraphrasing, and commenting, to 

identify which of the interactional strategies were commonly used. As shown in Table 

10 and Table 11, the most commonly utilized strategy for both pre and post role-play 

interviews was back-channeling. Indeed, the number of times this strategy was used 

rose from 33 in the pre role-play interview (Table 10) to 58 in the post role-play 

interview (Table 11). Furthermore, Table 10 and Table 11 show the number of times all 

interactional strategies were used by the students in the two role-play interviews. In the 

post role-play interview, the incidence of strategy use in the following four categories 

increased quite significantly: back-channeling, interactive footing, clarification, and 

commenting. No commenting was observed in the pre role-play interview. These results 

suggest that the intervention helped students to learn to apply a variety of interactional 

strategies in the post role-play interview. 

 

Table 8.  Descriptive Statistics for the Pre and Post Role-play Interviews: Number of 
Words Produced. 

 
Paired Sample T-test 
Sig (p < .000) 

Pre-test 
(n=13) 

Post-test 
(n=13) 

Difference 
(post-test– pre-test)

Mean (Number of Words 
Produced) 

37.85 74.15 36.3 

Standard deviation 18.174 26.950 23.379 
Number of interactional strategies 
used 

54 times 121 times 67 times 

 

 

Table 9.  CEFR Scores for Students in Pre and Post Role-play Interviews. 
 
 
CEFR  Pre- (n=13) Post- (n=13) 

B2 0 0 

B1 0 4 

A2 7 7 

Below A2 6 2 
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Table 10.  Number of Interactional Strategies Employed in Pre Role-play Interview. 
 
Pre-test Number of Interactional 

Strategies Employed 
Examples 

Interactive Footing 13 Hello. 
May I ask you a question? 
Next question. 

Back-channeling 33 Mammy. 
OK. 
Thank you. 

Clarification 2 OK. 
Second? 
One more? 

Asking for Information 6 How? Did you? 
Is there in this area? 
Africa or Middle East. 
How country is there? 

Paraphrasing 0  
Commenting 0  
 
 
 
Table 11.  Number of Interactional Strategies Employed in Post Role-play Interview. 
 
Post-test Number of Interactional 

Strategies Employed 
Examples 

Interactive Footing 29 May I ask you some questions about foreign 
exchange students? 
Let me move on to the next question.  
Next question. 
Can I ask you another question? 

Back-channeling 58 Oh, I see.  Ahh!  Err.  Ummm.  Ohhh. 
I see.  Oh yes! Sorry…  Yes- yes.  No. OK.
Thank you.  See you. 

Clarification 16 Tea? Indian tea? 
Sorry could you repeat it again? 
Different dialect? 
Australia. Where is Vienna? 
Where in Vienna? 

Asking for Information 3 Do you know “omotenashi”? 
Do you know “higashi-nihon?”  
Is she study Japanese culture excited 
exciting? 

Paraphrasing 0  
Commenting 15 I want to go, My friend is living in Mongolia 

my friend want to come to Japan please 
advise her. I haven’t been to Tokyo so I want 
to go Tokyo. Tokyo is very nice and Disney 
sea is very nice. It is really fun. 
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Discussion 

The findings seem to suggest that the instruction helped the students apply a 

variety of interactional strategies in the role-play interview with the interlocutor. The 

scores they received in the post role-play interviews were affected by the number of 

interactional strategies employed as well as by the number of words produced. These 

findings would seem to indicate that students can be coached in the use of interactional 

strategies for role-play interviews. 

Furthermore, the study compared the number of strategies employed in pre and 

post role-play interviews. Back-channeling strategies were most often applied, but the 

use of clarification and commenting also increased quite significantly. In the example 

shown in Table 12, long, silent pauses were observed during the pre role-play interview 

and the student gave just single-sentence questions based on the topic card. This led to a 

breakdown in the flow of the interview. There was no variation of interactional 

strategies used in the pre-test, whereas interactional strategies from several categories 

were used in the post role-play interview, which helped the student better perform in 

their communication with the interlocutor. In the post role-play interview, some 

students were able to signal communication problems more effectively, although there 

was some awkwardness observed, with noticeable errors in vocabulary or grammar and 

word usage.  

Table 12 Example (1). 
Role of Student (S) = Interviewer, Role of Interlocutor (I) = Foreign Student 
 
Pre role-play interview (A2) Post role-play interview (B1)  
(S) Hello may I ask you a question? 
(I) Yes. 
 
----long pause---- 
 
(S) What the problem in study? 
(I) Excuse me? Could you say it again? 
 
---pause--- 
 
(S) What is there….. what is there….  
problems in the study? 

(S)Hello may I ask you some question? 
(I) Sure. 
(S) Where are you live? Where was you born?
(I) I was born in India. Northern part of the 
country. 
(S) What is good point of India? India. 
(I) It has many different cultures and many 
festivals. 
(S)For example, “Bukkyo” (Buddhism) 
“Kirisuto-kyo” (Christian) 
(I) “Bukkyo” English? 
(S) Christian? 
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(I) With students. Some students have no idea 
how to get some help when they encounter some 
problems. They tend to keep it to themselves 
until someone ask them what’s really wrong. 
 
--pause--- 
 
(S) Next question. “Koko ni naikoto tte kite 
iinndesu ka?” 
 (Can I ask questions that are not mentioned on 
the topic card?) 
 
(I) Well so please try to ask these questions and 
then if you have no question you can ask an 
additional questions. 
 
(S) ……The number of students he helps. 
 
(I) Well, I think it’s probably more than a 
hundred. 
 
(S)…… The… the countries that his student 
visited. 
(I) They go all over the place on earth, including 
some countries in West Africa and the Middle 
East. 
 
(S) How? did you. 
 
(I) Sorry? 
 

BEEP 

(I) Yes. We have Christian. We have Muslim. 
We have Hindus and different types of festivals. 
Thank you. 
(S) Next question. Where is the area of study 
you is interested in? 
(I) I am majoring in engineering. I want to study 
a lot about engineering so that’s why I came to 
Japan. 
(S) Do you like Japan? 
(I) I love Japan. 
(S) Do you like What do you like? What do 
you like food in Japan? 
(I) Good? 
(S) Food! 
(I) I like tempura, sushi. 
(S) Me too. 
(S) What kind of sushi do you like? 
(I) For me, I think eel. I don’t know the Japanese 
name. They have this eel. 
(S) Eel? “Ikura”? (salmon eggs) 
(I) Hhm? 
(S) Fish? 
(I) Yes. 
(S) “Maguro?” (tuna) 
(I) I like maguro too. 
(S) Next question. What kind of problems you 
have experienced in while living abroad? 
(I) In Japan, because I didn’t knew Japanese 
before coming here and I was studying Japanese 
in the classes. I had some problem in direct 
Kansaiben, Kyotoben. “Chotto muzukashi” (It’s 
difficult.) 
(S) I think so. I lived in Tokushima. The direct 
is very difficult. 
(I) OK. 
(S) What is the advice for students who wants 
to study in Japan? 
(I) My advice will be people should not worry 
before coming to Japan. People are very good 
here and they are very helpful. 
(S) These are important. 
(I) Yes. 
(S) Next question Can I ask you another 
question?  
(I) Sure. 
BEEP 
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Some common mistakes were observed such as subject-verb agreement (e.g. 

“Where was you born?”). However, the findings suggest that the students had more 

active engagement in the post role-play interview. Not only did they ask questions 

based upon the prompts provided on the topic card, they were also able to initiate and 

ask for additional questions more effectively (e.g. “What kind of sushi do you like?”). 

Furthermore, they could comment and clarify more effectively (e.g. “Eel?” “Fish?”) in 

the post role-play interview. It would have been better if the student had used a full 

sentence, such as “Do you mean a type of fish?” As for paraphrasing, the student in 

Table 5 was not able to incorporate some information from the interlocutor. For 

example, the interlocutor answered that he came to Japan because he wants to study 

engineering. In a real-life conversation, it would sound more natural to comment or 

elaborate on the information by paraphrasing, such as, “Oh, so you think Japan is a 

good place to study engineering.” None of this use of strategy was observed among the 

participants. It could have been due to the time constraints for the interview or it may be 

due to the levels of language proficiency of the participants. 

 

Limitations of the Study 

The study was a case study with a small number of students as participants. Given 

the time constraints, we were unable to investigate the potential influence of other 

factors such as the effect of interlocutors, familiarity of topics, and the language 

proficiency of the participants. A future study might compare both control and 

experimental groups for the effects of the intervention. 

 

Conclusion 

 In this exploratory study, students’ use of interactional strategies in role-play 

interviews was investigated using prompts similar to those in Part 2 of the TEAP 

Speaking Test. An increase in the number of words produced by the participants in the 

post test, which followed an intervention on the use of interactional strategies, was 

observed. It was also found that the students in the post role-play interview were able to 

Investigating the Use of Interactional Strategies in Role-Play Interviews for Oral Proficiency Interviews

73



mix a variety of interactional strategies such as interactive footing, back-channeling, 

clarification, asking for information, and commenting during the role-plays. 

Paraphrasing, however, was not used. Instruction such as that provided in the study may 

contribute toward improving the communicative competency of students in international 

situations. Furthermore, the students reported they had a positive experience overall. 

The findings also suggest that students can be coached in the use of effective 

interactional strategies in oral proficiency interviews. It was felt that instruction in 

interactional strategies helped the students build confidence in speaking and in leading a 

conversation, which is one aspect of oral proficiency that Part 2 of the TEAP Speaking 

Test was designed to measure. 
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Appendix: Example (2)   

Role of Student(S)=Interviewer, Role of Interlocutor(I)=Foreign Student 
 
Pre-test (A2) Post-test (B1)
(S) How many students ---Errr….how many 
students—will go foreign? 
 
(I) I send over one hundred students overseas. 
 
(S) What countries will he… will you go? 
 
(I) Well, my students actually go and they visit all over 

the places on earth including West Africa and the 
Middle East.  

 
(S) Errrr….Are there any problems with these 
students? 
 
(I) Yes, definitely. Some students have no idea how to 
get some helps when they want to seek some help.  
They keep it to themselves. That’s the problem. 
 
--------long pause---- 
 
(I) You may ask any questions. 
 
--------long pause---- 
 
 
(S)  What…what do your students …wanted to do in 
abroad? 
 
(I)  They want to make some friends from different 
countries. 
 
BEEP 
 

(I) OK Time is up. Thank you very much. May I have 
the topic card back? 
 
(S) …… 
 
(I) Thank you. Have a good afternoon and I’ll see you 
later. 
 
(S) See you. 
 
(I) Bye 
 

(S) Hello may I ask you some question?  
(I) Sure. 
(S) Where were you born? 
(I) I was born in Melbourne Australia but I grew up in 
Sydney. We moved to Sydney when I was three and my 
parents are from Taiwan. 
(S)Taiwan? 
(I) Yeah. 
(S)Err…..what area of study you are interested in? 
(I) I am interested in Japanese and financing, 
international business so I am here at Kyoto university 
for one year to study Japanese as well as some business 
courses. 
(S)Are there any problems while living abroad? 
(I) Yeah, there are some problems such as knowing how 
to organize yourself because living by yourself to doing 
by yourself. It is my first time to living away from my 
family so sometime I do get homesick but I am making a 
lot of friends now so it is getting better. 
(S)Err…err…. I want to go. My friend is living in 
Mongolia. 
(I) Oh nice. 
(S) My friend want to come to Japan. Please advise 
her. 
(I) OK so if she doesn’t know any Japanese, I think that 
ok because people in Japan are very nice so she can learn 
Japanese while she is here but it is important to know 
before coming here is to get to know the culture a little 
bit. And for example, knowing the customs like not talk 
too load on public transportation, knowing you met 
person for the first time you bow as a greeting also not 
just knowing the different things that people doing in 
Japan, show the respect people living here.  
(I) Yeah.  
(S) Thank you. …..what where did you go places in 
Japan? 
(I) Oh I went to Tokyo, when I came to Japan for ten 
days around Tokyo for a bit. And Kyoto and ever since I 
came to Kyoto, I went to Heian Jingu and Fushimi-imari. 
I haven’t been to Tokyo so I want to go Tokyo. 
(S) Tokyo is very nice and Disney Sea. Disney Sea is 
very nice. It is really fun. 
(I) Any other question.  
 
BEEP 
 
(I) Thank you very much for interviewing me. 
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Exploring Japanese University Students’ TOEIC® Learning Experiences

Abstract

The purpose of this study is to explore Japanese university students’ TOEIC® learning 

experiences and to construct a TOEIC® learning experience model by analyzing their voices. It 

also aims to consider educational implications through the model. Five interviewees who had 

learning experiences of TOEIC® participated in the study. Semi-structured interviews were 

conducted and data were collected. A TOEIC® learning experience model was constructed, using 

Saijo’s (2007) meta-theory for understanding phenomena called Structure-Construction 

Qualitative Research Method (SCQRM). Through the model, these three learning experiences

were obtained: (a) Learners start TOEIC® learning for their future selves; (b) During learning

processes, they develop their own learning styles although they face difficulties; and (c) After 

taking a TOEIC® test, they gain a great deal of awareness as learners. The finding that the 

thought for future selves affects their learning supports Norton’s (2001) argument that language 

learners invest in language learning to approach their future community. In addition, learners’

voices enable us to visualize the learning experiences and the model provides us with a number 

of educational implications.

   

Keywords: TOEIC®

Crystal, 2003

 JACET Kansai Journal, 19, 77-96. (2017) ©JACET Kansai Chapter
 ISSN 1880-2281 Printed in JAPAN.

77



2 
 

TOEIC®

ETS, 2015 TOEIC®

2014 TOEIC®

240 TOEIC® 1979 3

ETS, 2014 800

2015 3 20 ETS, 2015 2014

240 TOEIC®IP 58 9

2014 285 5

2015 5

TOEIC® 440 ETS, 2014

Level D CEFR(Common European Framework of Reference for 

Language) Basic User

ETS, 2014

ETS (2014) TOEIC®

550 650

90 TOEIC 30

45

TOEIC® TOEIC

TOEIC®

TOEIC®

2015

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

78



3 
 

Learner autonomy Holec, 1979

Holec (1979, p. 3)

Holec, 1979, p. 3

(Little, 1991)

2011

e.g., Akaranithi & Panlay, 2007; Moreira, 2007

香林　綾子

79



4 
 

Nicoll, 2007

Little, 1995  

(Vygotsky, 1978)

‘agency’

Lave & Wenger, 1991; Toohey, 2007

‘Agency’

Lantolf & Thorne, 2006

‘agency’ Little, 

2012 ‘agency’

Toohey, 2007

Bruner, 1986

Toohey, 2007

2011 2011

p.112

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

80



5 
 

p. 119

(Lave & 

Wenger, 1991)

‘agent’

‘agency’

Schraw, Crippen, & Hartley, 2006

Veenman, Van Hout-Wolters, & Afflerbach, 2006

2007

Zimmerman, 1986

Dörnyei, 2009

Dörnyei, 2009

香林　綾子

81



6 
 

2010

Dörnyei, 2009

‘imagined community’ Norton, 2001

Norton,

2001, 2013

1980

(Dam, 1995)

e.g., Dickinson, 1992; Ellis & Sinclair, 1989

e.g., White, Schramm, & Chamot, 2007

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

82



7 
 

Gao & Zhang, 2011

2010

Dörnyei & 

Kubanyiova, 2014

TOEIC®

(RQ)

TOEIC®

TOEIC® TOEIC®

TOEIC®

5 2 3

(T) (U) (Z) (R)

(S) T

TOEIC® R S U

Z

TOEIC®

香林　綾子

83



8 
 

TOEIC®

Duff, 2012

5 TOEIC®

TOEIC

5

TOEIC® 5 TOEIC®

510 620

TOEIC®

2007

RQ

５

５

５

５

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

84



9 
 

2015 2 7

TOEIC®

A4

30

2007

TOEIC®

TOEIC®

TOEIC®

(I)

1 TOEIC®

香林　綾子

85



10 
 

TOEIC®

1

TOEIC

Z

2 S

3 2 3
Z

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

86



11 
 

1

TOEIC®

TOEIC®

Norton(2001)

TOEIC®

4
T

5
Z

6
TOEIC

TOEIC

U

TOEIC® 45

TOEIC®

7

香林　綾子

87



12 
 

T

8
TOEIC Part5

Part5 TOEIC990 T

9

TOEIC
S

10

R

5 6 8 9

Kanno(2003)

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

88



13 
 

Lave & Wenger, 1991; Vygotsky, 1978

2

2 Boguszblog, 2011

11

R

12 U

I
U

13 TOEIC TOEIC

T

14
730 730

730

（図２）

図２

香林　綾子

89



14 
 

730
Z

15

700
8

100 T

13 TOEIC®

14 15 15

Dörnyei 2009

2014

TOEIC®

Ushioda, 2011

(Lave & 

Wenger,1991) TOEIC®

2015

2015

TOEIC®

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

90



15 
 

2015

TOEIC®

TOEIC®

TOEIC®

Norton, 

2001

TOEIC®

TOEIC® 1

5 TOEIC®

TOEIC®

TOEIC®

TOEIC 600 BBC VOA CNN

Hello Talk

５

香林　綾子

91



16 
 

TOEIC®

Plan→Do→Review 2015 TOEIC®

2011

(Lave & Wenger,1991)

LINE

TOEIC®

TOEIC®

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

92



17 
 

(2011).

 

(2014). OC

― ― Language Education & Technology, 51, 81–110.

(2015). 27

http://www.mext.go.jp/b_menu/toukei/002/002b/1356065.htm (2015 11 7 ) 

香林　綾子

93



18 
 

(2015). ( )

pp. 17–54

(2007).

(2011). 

 

pp. 91–122  

 (2010). 

pp. 213–215. :  

(2007). 50 227–242. 

Akaranithi, A., & Panlay, S. (2007). Tensions in policy and practice in self -directed learning. 

In A. Barfield & S. H. Brown (Eds.), Reconstructing autonomy in language education (pp. 

43–55). New York: Palgrave Macmillan.   

Boguszblog (2011, February 14). Apprenticeship: A model of effective learning. Retrieved 

from http://www.boguszblogs.blogspot.jp

Bruner, J. S. (1986). Actual minds, possible worlds. Boston: Harvard University Press. 

Crystal, D. (2003). English as a global language (2nd ed.). Cambridge: Cambridge University 

Press.

Dam, L. (1995). Learner autonomy 3: From theory to classroom practice. Dublin: Authentik

Dickinson, L. (1992). Learner training for language learning. Dublin: Authentik

Dörnyei, Z. (2009). The L2 motivational self system. In Z. Dörnyei & E. Ushioda (Eds.) ,

Motivation, language identity and the L2 self (pp. 9–42). Bristol: Multilingual Matters.

Dörnyei, Z., & Kubanyiova, M. (2014). Motivating learners, motivating teachers: Building 

vision in the language classroom . Cambridge: Cambridge University Press. 

Duff, P. A. (2012). How to carry out case study research. In A. Mackey & S. M. Gass (Eds.), 

Research methods in second language acquisition (pp. 95–116). Oxford: Blackwell. 

50 227–242. 

pp. 17–54

「メタ認知と自己制御学習」『心理学評論』

 

pp. 91–122  

pp. 213–215. :  

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

94



19 
 

Ellis, G., & Sinclair, B. (1989). Learning to learn English: A course in learner training.

Cambridge: Cambridge University Press.

ETS (2014). TOEIC Program: Data & Analysis 2014. Retrieved November, 1, 2015, 

from http://www.TOEIC.or.jp/library/TOEIC_data/TOEIC/pdf/data/DAA.pdf

ETS (2015). 

Retrieved May, 31, 2016, from http://www.toeic.or.jp/press/2014/p036.html

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of cognitive 

development enquiry. American Psychologist, 34, 906–911.

Gao, X., & Zhang, L. J. (2011). Joining forces for synergy: Agency and metacognition as 

interrelated theoretical perspectives on learner autonomy. In G. Murray, X. Gao & T. Lamb 

(Eds.), Identity, motivation, and autonomy in language learning (pp. 25–41). Bristol: 

Multilingual Matters.

Holec, H. (1979). Autonomy and foreign language learning. Oxford, UK: Pergamon. 

Kanno, Y. (2003). Imagined communities, school visions, and the education of bilingual students 

in Japan. Journal of Language, Identity & Education, 2, 285–300. 

Lantolf, J. P., & Thorne, S. L. (2006). Sociocultural theory and the genesis of second language 

development. Oxford: Oxford University Press. 

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation.

Cambridge: Cambridge University Press. 

Little, D. (1991). Learner autonomy 1: Definitions, issues and problems. Dublin: Authentik

Little, D. (1995). Learning as dialogue: The dependence of learner autonomy on teacher 

autonomy. System, 23, 175–181. 

Little, D. (2012). Two concepts of autonomy in language learning and their consequences for 

research. In L. Anglada & D. L. Banegas (Eds.), Views on motivation and autonomy in ELT 

selected papers from XXXVII FAAPI conference (pp. 20–26). Bariloche: APIZALS.

Moreira, M. A. (2007). On democracy and learner autonomy in initial teacher education: 

in Japan. Journal of Language, Identity & Education, 2, 285–300. 

development. Oxford: Oxford University Press. 

Cambridge: Cambridge University Press. 

autonomy. System, 23, 175–181. 

香林　綾子

95



20 
 

Guerrilla warfare? In A. Barfield & S. H. Brown (Eds.), Reconstructing autonomy in 

language education (pp. 56–70). New York: Palgrave Macmillan.

Nicoll, H. (2007). Seeking autonomy in a lecture course. In A. Barfield & S. H. Brown (Eds.), 

Reconstructing autonomy in language education (pp. 120–130). New York: Palgrave 

Macmillan.

Norton, B. (2001). Non-participation, imagined communities, and the language classroom. In M. 

Breen (Ed.), Learner contributions to language learning: New directions in research (pp. 

159-171). Harlow, England: Pearson Education. 

Norton, B. (2013). Identity and language learning: Extending the conversation (2nd ed.). Bristol: 

Multilingual Matters. 

Schraw, G., Crippen, K. J., & Hartley, K. (2006). Promoting self-regulation in science 

education: Metacognition as part of a broader perspective on learning. Research in 

Science Education, 36, 111–139. 

Toohey, K. (2007). Conclusion: Autonomy/agency through socio-cultural lenses. In A. Barfield 

& S. H. Brown (Eds.), Reconstructing autonomy in language education (pp. 231–242). New 

York: Palgrave Macmillan.

Ushioda, E. (2011). Why autonomy? Insights from motivation theory and research , Innovation 

in Language Learning and Teaching, 5, 221–232. 

Veenman, M. V. L., Van Hout-Wolters, B., & Afflerbach, P. (2006). Metacognition and learning: 

conceptual and methodological considerations. Metacognition Learning, 1, 3–14.

Vygotsky, L. S. (1978). Mind in society. Cambridge. MA: Harvard University Press.

White, C., Schramm, K., & Chamot, A. U. (2007). Research methods in strategy research: re -

examining the toolbox. In A. D. Cohen & E. Macaro (Eds.), Language learner strategies

(pp. 93–116). Oxford: Oxford University Press. 

Zimmerman, B. J. (1986). Becoming a self-regulated learner: Which are the key processes? 

Contemporary Educational Psychology, 11, 307–313.

& S. H. Brown (Eds.), Reconstructing autonomy in language education (pp. 231–242). New 

York: Palgrave Macmillan.

in Language Learning and Teaching, 5, 221–232. 

conceptual and methodological considerations. Metacognition Learning, 1, 3–14.

examining the toolbox. In A. D. Cohen & E. Macaro (Eds.), Language learner strategies

(pp. 93–116). Oxford: Oxford University Press. 

Contemporary Educational Psychology, 11, 307–313.

日本人大学生はTOEIC® の学習に取り組む中でどのような経験をしたのか

96



 

97 
 

A Study on the Use of Cooperative Learning in Remedial English Education 

 

 

 

 

Abstract 

The purpose of the study is to investigate remedial learners’ motivational changes in college-level 

English as a foreign language (EFL) classroom in Japan. The present study demonstrates that 

cooperative learning can be an effective tool as an educational intervention and examines remedial 

EFL learners’ motivation subdivided on the basis of the questionnaire for Self-Determination 

Continuum and cooperative learning in order to clarify the learners’ affective alterations in time. 

The questionnaire was supplemented with open-ended questions on cooperative learning so as to 

identify aspects of cooperative learning, which have positive/negative impacts on students. The 

participants were 74 first-year students from two different departments. The result shows that (1) 

cooperative leaning affects students’ affection especially in competence and relatedness, (2) most 

of the students see the cooperative learning as a useful method of studying. Since motivational 

research is gaining increasing importance in the field of remedial EFL learning, the findings of this 

study will benefit future studies of remedial EFL learners.   
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