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Introduction

In and outside Japan, university students’ interest in improving their English, the dominant
language in the world of business, has been intense in accordance with tenacious social needs trig-
gered by the rapid globalization of the world economy. Under such circumstances, that effective
English education to meet their expectations be implemented in university English language
classes is strongly desired. With this mission in mind, the present exploratory study attempts to
analyze the relationship (if any) between university students’ linguistic gain in an English course
involving an online English learning material, their educational backgrounds, the contents of the
course, and linguistic input provided during the semester. This study also tries to provide issues
to be deliberated in utilizing computer-assisted language learning material to improve learners’

English proficiency, together with research topics to be investigated in further studies.

Input and Second Language Learning

English learners at university often try to reach their goal of achieving a high score in such
tests as the TOIEC test and the TOEFL test, but they sometimes misunderstand the nature of sec-
ond (foreign) language acquisition and are unable to reach their goal successfully. The following
critical points regarding successful second language acquisition must be understood and appropri-
ate language learning should take place before proficiency tests such as the TOEIC test are at-
tempted.

It has been taken for granted, in the field of second language acquisition, that a sufficient
amount of linguistic input taken in comprehending messages, in both oral and written forms, is a
prerequisite for successful second (foreign) language acquisition to take place (Krashen, 1985). In
fact, it is strongly recommended that such input be comprehensible in quality and sufficient in
amount. This fact is quite obvious in the case of infants acquiring their first language; they receive
an immense amount of comprehensible input, which is often modified by their caretakers into more
comprehensible forms, by the time they start to produce a short utterance consisting of a few
words. Thus, it seems unlikely that learners can acquire a second (foreign) language to the extent
that they can communicate successfully with people in the target culture without sufficient lin-
guistic input. It should be noted, however, that some other crucial factors such as output (Swain,
1985) and interaction (Long, 1996) have also been claimed to play important roles in successful sec-
ond language acquisition. Krashen's (1982) classical Monitor Model remains convincing in that
‘subconscious acquisition’ of a second language, that is to say, picking up language as one does in
the case of first language acquisition, is more powerful than ‘conscious learning’ of an immense

amount of grammar rules and vocabulary. Not all of Krashen’s earlier arguments have been
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accepted however. McLaughlin’s (1987) argument that things learned in ‘conscious learning’ can

contribute to second language acquisition is one such example.

Communicative Competence

Another important concept for successful language learning is communicative competence.
The concept of communicative competence, which provided a solid foundation for the communica-
tive approach, is crucial in understanding the nature of second language acquisition. Canale &
Swain’s (1980) theoretical argument states that communicative competence consists of four dis-
tinct components: linguistic competence, sociolinguistic competence, discourse competence, and
strategic competence. In this concept, successful language learners would be defined as those who
have acquired all components of this competence. Thus, it is assumed that learners with high pro-
ficiency in a second language can demonstrate such abilities successfully even in language profi-
ciency tests, because the test scores are deemed to be the manifestation of such abilities.

The first component is linguistic competence, which is an ability to manipulate vocabulary
and grammar successfully to produce appropriate utterances for people in a particular linguistic
community and to comprehend utterances and texts generated by people in the community. Thus,
effective communication is not possible without this ability. It is a matter of course that learners
with higher linguistic competence can achieve higher scores in foreign language proficiency tests
such as the TOEIC and the TOEFL. However, a simple compilation of a great number of grammar
rules and a mere memorization of innumerable vocabulary items does not equate to an enhance-
ment in linguistic competence. This competence is something to be acquired in interacting with
people speaking the target language in meaningful contexts or at least in comprehending a great
deal of input in the form of spoken or written messages.

The second component, sociolinguistic competence, contributes to generating or understand-
ing socially-acceptable utterances. Speakers of a particular language control their utterances in
accordance with the situations in which they are placed or with the linguistic value they have to-
ward a particular socio-linguistic variation, while they display an ability of understanding such so-
cial values of utterances. Thus, those with solid sociolinguistic competence can make judgments as
to the situation and/or to whom certain utterances are addressed even without being involved in
the conversation. Proficient learners with high sociolinguistic competence are also assumed to com-
prehend messages more accurately than those with lower competence, thus leading to higher scores
in listening or even in reading in language proficiency tests as well.

The third component is discourse competence, which is an ability to render our utterances co-
hesive and coherent with the effective use of cohesive devices, or by arranging utterances in a com-
prehensible order or to understand messages effectively with the help of such skills. This ability
1s also a key factor in achieving high scores in language proficiency tests, because those with high
discourse competence are ensured an ability to generate and comprehend messages as a meaningful
whole.

The last one, strategic competence, plays a minimal role in attaining high scores in the types
of proficiency tests which do not involve the assessment of speaking ability. This is because it is
an ability to compensate for communicative breakdown in actual communication settings, as in the
form of asking for repetition or utilizing circumlocution when the right word cannot be found for
a particular referent. However, in the recent forms of the TOEFL test and the TOEIC SW test,
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where speaking ability is measured, this competence seems quite important.
It should be understood that learners need to develop such abilities as described above in the
course of their language learning, and that their scores in such language proficiency tests reflect

their success or failure in their foreign language learning process.

Nature of Language Testing

Another fact which university students intending to achieve higher scores in proficiency tests
such as the TOEIC test and the TOEFL test should know is that such proficiency tests are quite dif-
ferent from achievement tests in nature. The former consists of questions to assess language pro-
ficiency which cannot be achieved in a fairly short period, and such questions are usually produced
with careful statistical procedures involving calculating the item difficulty of questions and dis-
carding inappropriate ones from the compiled lists of an immense number of questions. In con-
trast, the latter is designed to measure a certain achievement made in a limited period in a
particular subject, say, English. Mid-term examinations and final examinations of a particular
subject are involved in this category. It is quite difficult for us to improve scores in proficiency
tests after intensive study in an extremely limited period, while it is quite probable that we can
achieve higher scores in achievement tests when we concentrate on our study even in a limited pe-
riod. In other words, it would be difficult for us to improve our proficiency test scores greatly
after solving problems in workbooks, unless we have reached a certain level in language profi-
ciency. Once we have reached a certain level, similar test scores can be achieved repeatedly regard-
less of the time and place when such tests are taken. In short, test-takers should be aware of this
fact and develop their proficiency so that their real language proficiency may be reflected on the
proficiency test scores. Also, it should be kept in mind that constant efforts are necessary to attain

high scores in proficiency tests.

Individual Differences in Language Learning

The other aspect of foreign language learning which university students should understand
1s that not all language learners are identical in terms of affective, cognitive, socio-cultural and
educational factors, and that a particular method suited for one learner may not be effective at all
for another. Each learner needs to find an appropriate learning method suited to his/her individ-
ual traits. It is claimed that this is due to individual differences in such variables. As Skehan’s
(1989) extensive review on individual differences in second language learning revealed, each indi-
vidual has his/her own learning style in accordance with such factors, and it is beneficial for learn-
ers to adopt a learning style best suited for them.

Learners can be classified in accordance with their personality characteristics such as intro-
version/extraversion, anxiety in language learning, empathetic tendency, and self-confidence, or
with their cognitive styles including; field-dependence/field-independence, analytic/holistic, vi-
sual/auditory, or the degree of ambiguity tolerance. Learners are also different in memory, which
has been claimed to be an important factor in determining a successful language learner, and in
language learning aptitude, which is another recognized phenomenon in second language learning
literature. Thus, no single language learner is the same as other learners in terms of these fea-
tures, and an ideal way of language learning for each individual must be sought out.

This fact is true of university students’ English learning involving computer assisted
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language learning. In fact, Nakano (2011) categorized Japanese university English learners into
groups using these individual traits and was successful in providing effective feedback for students
in each group. It is undeniable that not all language learners are willing to spend a few hours fac-
ing computer screens with their headsets on. However, there are also many who can learn a great
deal in computer assisted language learning. Still, one thing is certain; learners need to take as
much input as possible and process it so that successful language acquisition may take place.

Thus, each learner must be sensitive to his/her own method suited for this purpose.

Research Questions
The present study is exploratory in nature and basically attempts to describe what has hap-
pened in learning with online material and to detect interrelationships between variables, so that
a hint to enhancing learners’ English proficiency to be reflected on their TOEIC scores may be de-
tected. For this purpose, the following research questions are raised with respect to learners’ back-
grounds, their use of the online learning material, and the contents of the course, and their
linguistic gains through the course.
1) What did the participants learn in their English learning both at home and at school in their
high school days?
2) What are their motivations like in terms of English learning?
3) To what extent did the learners utilize the present online material both in and outside classes?
4) What impressions do they have in relation to the use and effects of the online material?
5) What are their impressions like concerning brief lectures on second language acquisition pro-
vided in class?
6) To what extent did the learners implement ‘repeating’ and ‘shadowing’?
7) What are their linguistic gains or improvements in English proficiency through the online
learning?
8) What (if any) are the inter-correlations between factors related to English learning through

the present online learning material?

Method

Participants

This study involved 17 economics majors (10 male students and 7 female students) ranging
from freshmen to seniors who enrolled in the course entitled ‘English Training (a)’ at Shimonoseki
City University. This course is designed for students who are interested in taking the TOEIC test,
and thus, it is assumed that their main goal is to achieve higher scores in the TOEIC test. Some
of them had taken English qualification tests such as the TOEIC test, the TOEFL test, and the
STEP test (Eiken) before they participated in the course, but many of them had not taken the
TOEIC test before. All students who wanted to participate in the course utilizing the online
English learning material were accepted, and they were not placed in this course on the basis of

their English proficiency test scores and their English proficiency varied.

Contents of the Course

Each session of the course consisted of two basic parts; 1) the two training parts, where the
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students practiced the contents of the online material on their own accord, and 2) a brief lecture for
about 20 minutes by the researcher with varied topics on how to succeed in English learning, which
was usually provided between the two training parts. The entire course involving the online teach-
ing material contained 15 class hours in the spring semester in 2014, with three testing sessions
provided at the beginning, in the middle, and at the end of the 15 class hours. The tests provided
were simulated ones with similar questions to the actual TOEIC bridge tests.

The participants were assumed to be able to spend at least one hour on the online training in
one class, although there were some differences in the time spent on the training, depending on
participants. Thus, it was estimated that at least 10 to 15 hours were spent on the computer train-
ing in class alone. However, the researcher emphasized throughout the course that training only
in class hours was not sufficient for them to improve their English proficiency in the limited pe-
riod, and that it was imperative for them to spend a certain amount of time, say, at least 30 mi-
nutes to one hour every day on the training outside the class as well. Furthermore, the researcher
required that the participants should practice ‘repeating’ and ‘shadowing’ as much as possible
while they were training, using a great amount of model sentences involved in the program. This
online program has a function, on the part of the instructor, of measuring the amount of time
which each learner has spent on his/her training and the number of sections he/she has completed.
These functions facilitate the researcher to investigate the relationships between their improve-
ments in English proficiency, the number of sections they have covered, and the time spent on the

online learning.

Contents, Testing Procedure, and Questionnaire

There are two versions of online teaching materials produced by ‘Company A’. Course A is
designed to achieve 600 points in 150 hours in the TOEIC test and Course B to attain 800 points in
450 hours in the same test. The researcher selected Course A for the participants, taking their pro-
ficiency level into account. Course A consisted of the following five parts corresponding to the ac-
tual TOEIC bridge test; Part 1 for Picture Description, Part 2 for Response Questions, Part 3 for
Questions on Conversations, Part 4 for Grammar and Vocabulary, and Part 5 for Reading. Each
part had the following structure; 1) vocabulary lessons for the part, 2) model sentence lessons for
the part involving the vocabulary items already learned, 3) dictation lessons for the part, 4) basic
training questions for the part, and the training questions corresponding to those in the TOEIC
bridge test. The entire program contained 69 sessions, with 10 sessions for Part 1, 14 for Part 2,
19 for Part 3, 12 for Part 4, and 14 for Part 5. The entire program was designed to be completed
in 150 hours.

The participants’ English proficiency was measured, using the simulated TOEIC bridge tests
accompanied with this program which involved similar questions as introduced above, at the begin-
ning, in the middle, and at the end of the course. The length of the test time for each test was pre-
determined and the same across the three tests, and all of the participants were able to complete the
tests in time. For the assessment of learners’ gains in the course, the results obtained in the first
and the last test were utilized as the pre-test and the post-test, which had correlation coefficients
of 0.62, p < 0.02 and 0.84, p < 0.00 with the participants’ TOEIC test scores respectively.

After the course finished, a questionnaire (see Appendix) was provided for the participants

to obtain information on their educational backgrounds, proficiency test scores already taken, and
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impressions about the contents of the course, and 17 responses were obtained. The data from these

17 respondents were utilized for the analyses.

Results and Discussion

The following is the results of the analyses of the data obtained from the 17 participants with
respects to their educational backgrounds, motivations, impressions of the contents of the CALL

training course, and linguistic gain.

Educational Backgrounds and Contents of CALL Training
1) What did the participants learn in their English learning both at home and at school in their
high school days?

The questions related to items 14 through 23 mainly asked to what extent the learners
worked on each component of English learning when they were high school students. As the fig-
ures for 14 through 23 in Table 1 below show, the participants responded that they worked on read-
ing, writing, and grammar almost equally, with similar ratios of concentration both at home and
at school. As predicted, they answered they worked on speaking and listening less, but the figures
also show they worked even on speaking and listening to some extent both at home and school.
This may suggest that more emphasis has been placed on training communicative skills in recent
high school education than in the past.

The figures for items 24 through 33 show what percentage each component in English learn-
ing accounts for both at home and at school. The present researcher had intended to ask questions
about their backgrounds in high school days here as well, but some of the participants may have
interpreted these questions as those regarding their present state rather than in their high school
days. Similar tendencies were observed both at home and at school; that is, they learned reading
most, grammar second, listening and writing less, and speaking least, although there is a differ-

ence in this order between listening and writing.

2) What are their motivations like in terms of English learning?

The figures for items 34, 35, and 36 are concerned with the motivations of the participants.
The first question in this category asked about their self-evaluated intensity of motivations, but no
special result was observed. The question for item 35 asked about the intensity of their instrumen-
tal motivation, which is referred to as a motivation to learn a foreign or second language as a tool
to attain advantageous positions in society. Achieving a high score in the TOEIC test in order to
be employed by a large enterprise is included in this category. It was assumed that the partici-
pants might have a strong intention to achieve higher scores in the TOEIC test for such purposes,
but their instrumental motivation was not so conspicuous. It is quite probable that their motiva-
tion to take the TOEIC test is not strong enough to spend a substantial time to achieve higher
scores on their own accord, and that they simply believe that higher TOEIC scores are necessary

in obtaining decent jobs.

3) To what extent did the learners utilize the present online material both in and outside classes?

The figures for items 37 and 38 show to what extent the participants think they have used the
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online learning material inside and outside the classroom. The figure 4.2 for the use in class indi-
cates they have used the material sufficiently in class hours, but they used it less outside the class,
as the figure 3.6 shows. These figures reflect what the researcher has observed throughout the
whole semester, and one key factor to improve their English proficiency must be their voluntary
use of the material outside classes. Obviously some of them did not touch keyboards at all after

the class time was over.

4) What impressions do they have in relation to the use and effects of the online material?

The figures for items 39, 40, and 41 are concerned with the impressions learners had on their
improvements in listening, grammar, and reading. The figures, 3.8, 3.5, and 3.4, out of 5 points
seem to show their fairly positive impressions on their improvements, although these were not par-
ticularly clear. The figure 4.2 for item 42 shows learners’ confidence in the online learning mate-
rial; they seem to believe that this material can facilitate their linguistic improvements
substantially when they spend more time on it. Furthermore, the figure 4.0 for item 43 indicates
their fairly strong preference for the online material. The question asked whether they had fun in
training through this computer program. Training through online computer programs can be

tiresome, but this figure shows they enjoyed the program substantially.

5) What are their impressions like concerning brief lectures on second language acquisition pro-
vided in class?

In each class, the researcher provided the learners with short lectures on how a foreign or sec-
ond language is acquired, such as one on the importance of linguistic input, output and interaction,
and on the effects of the learning environment on second language acquisition. These lectures were
provided in the middle of class hours, when the learners looked tired, spending 15 to 20 minutes.
The researcher implemented this brief session on second language acquisition in the belief that,
with such knowledge provided, the learners’ learning would be enhanced and they would be more
ready to learn English through the online material. The figure 4.3 for item 44 indicates that they

thought these brief sessions contributed substantially to their language learning.

6) To what extent did the learners implement ‘repeating’ and ‘shadowing’?

The researcher required that the learners implement ‘repeating’ and ‘shadowing’ as much as
possible in training with the online material. ‘Repeating’ simply means repeating English sen-
tences they see on the computer screen, and ‘shadowing’ refers to repeating sentences without
looking at them, preferably simultaneously. The present online material involves a function which
enables learners to listen to sentences on the screen repeatedly by clicking its sound button. It is
assumed that constant ‘repeating’ and ‘shadowing’ can contribute, as input and output, to enhanc-
ing learners’ English proficiency. The figure, 3.7, for item 45 indicates that they implemented ‘re-
peating’ and ‘shadowing’ as instructed, although the researcher felt that more could have been

done in class to improve proficiency.
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Table 1
Descriptive Statistics for Backgrounds and Contents of CALL Training

Variable

17 Mean SD
1. Listening Score in Test 1 66.8 10.6
2. Listening Score in Test 2 74.2 10.3
3. Reading Score in Test 1 58.0 13.8
4. Reading Score in Test 2 68.7 16.9
5. Total Points in Test 1 124.8 21.9
6. Total Points in Test 2 142.9 25.2
7. Numbers of Items Covered 22.8 11.3
8. Hours Spent on Training 35.5 18.9
9. Self-evaluated Speaking Ability 2.5 0.9
10. Self-evaluated Listening Ability 2.9 1.0
11. Self-evaluated Reading Ability 3.3 1.0
12. Self-evaluated Writing Ability 2.8 1.0
13. Self-evaluated Grammar Ability 2.8 1.3
14. Intensity (Speaking) at Home 2.3 1.2
15. Intensity (Listening) at Home 3.0 1.0
16. Intensity (Reading) at Home 3.7 1.0
17. Intensity (Writing) at Home 3.5 1.2
18. Intensity (Grammar) at Home 3.8 1.2
19. Intensity (Speaking) at School 2.7 0.9
20. Intensity (Listening) at School 3.8 1.2
21. Intensity (Reading) at School 3.9 1.3
22. Intensity (Writing) at School 3.5 1.2
23. Intensity (Grammar) at School 3.6 1.5
24. % for Speaking at Home 9.0 6.3
25. % for Listening at Home 22.2 15.0
26. % for Reading at Home 26.4 13.1
27. % for Writing at Home 17.4 9.6
28. % for Grammar at Home 22.4 14.7
29. % for Speaking at School 10.9 7.1
30. % for Listening at School 17.7 9.5
31. % for Reading at School 29.7 13.1
32. % for Writing at School 19.7 10.2
33. % for Grammar at School 22.1 8.7
34. Intensity of Motivation 3.1 0.9
35. Instrumental Motivation 3.5 1.1
36. Integrative Motivation 3.8 1.1
37. Use of Material inside Class 4.2 0.8
38. Use of Material outside Class 3.6 0.8
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39. Perceived Improvement (Listening) 3.8 0.6

40. Perceived Improvement (Grammar) 3.4 0.8
41. Perceived Improvement (Reading) 3.4 0.7
42. Confidence in the Material 4.2 0.4
43. Fun in Learning 4.0 0.8
44. Lecture on SLA 4.3 0.6
45. Shadowing 3.7 0.7
46. Gain in Listening 74 8.4
47. Gain in Reading 10.7 12.8
48. Gain in Total Score 18.1 16.5

Time Spent on the Online Material and the Number of Items Completed

This e-learning material was designed to be completed in 150 hours, and the participants
spent 35.5 hours on average on this material in and outside the classes, with a maximum of 88.4
hours and a minimum of 18.6, while 22.8 items for learning in the material out of 69 items were
completed on average with a maximum of 49 items and a minimum of 9 items. This means that ap-
proximately two parts in the listening section were completed by average learners but almost noth-
ing was done in the reading sections. Since things taken as input in the listening sections can
contribute to developing their English proficiency, this fact does not necessarily mean that they did
not learn anything for reading. However, as with the maximum and minimum figures, there were
wide discrepancies between the efforts of dedicated learners and those who were not. The most dili-
gent learner is assumed to have spent at least one hour every day during the semester, but the least

dedicated spent almost no time outside the class.

Linguistic Gains Assessed with ¢ -test
7) What are their linguistic gains or improvements in English proficiency through the online
learning?
The learners’ linguistic gains were measured in relation to listening, reading, and the total
score, using the results of the pre-test and the post-test. The tests used for the assessment were the
two of those attached to this online material, which had correlation coefficients of 0.62, p < 0.02 and

0.84, p < 0.00 with the participants’ TOEIC test scores respectively.

Table 2
T —test for Listening, Reading, and Total Score

Listening

N Mean SD
L1 17 66.82 10.58
L2 17 74.24 10.34
Difference 17 7.41 8.54

t —value = 3.58 p —value = 0.003
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Reading

N Mean SD
R1 17 58.00 13.77
R2 17 68.71 16.87
Difference 17 10.71 12.84

t —value = 3.44 p—value = 0.003

Total Score

N Mean SD
T1 17 124.82 5.31
T2 17 142.94 6.10
Difference 17 18.12 16.58

t —value = 4.51 p—value = 0.000

As far as t —values in the table above are concerned, statistically significant differences were observed
between the pre-test and the post-test in terms of listening, reading, and the total score, although the differ-
ences were not so large. It was noteworthy that the participants gained 18.12 points on average in the total
score between the pre-test and the post-test during the semester. In fact, there were four subjects who were
able to gain more than 30 points. One point to be noted is that even those who did not study any item in the
reading parts were able to gain more points in the post-test than in the pre-test. This fact may indicate that
the input taken in the listening parts in the form of both oral and written texts worked significantly for their

linguistic improvements.

Inter-correlations between Factors
8) What are the inter-correlations between factors related to English learning through the present online
learning material?
Inter-correlations between variables were sought to see if there were any relationships between them,

and the following is the list of pairs where some correlations were detected.

1) (18) Intensity (Grammar) at Home and (1) Listening Score in Test 1 r=0.57 (p=0.018)
2) (18) Intensity (Grammar) at Home and (3) Reading Score in Test 1 r=20.55 (p =0.022)
3) (18) Intensity (Grammar) at Home and (5) Total Points in Test 1 r=0.62 (p =0.003)
4) (18) Intensity (Grammar) at Home and (2) Listening Score in Test 2 r=0.66 (p =0.004)
5) (18) Intensity (Grammar) at Home and (4) Reading Score is Test 2 r=0.60 (p=0.0D
6) (18) Intensity (Grammar) at Home and (6) Total Points in Test 2 r=0.67 (p =0.00)

Moderate correlations were detected between learners’ test scores in the pre-test and the post-test and
their emphasis on grammar in studying at home in their high school days. These figures seem to indicate
that those who believed they had studied grammar hard at home in their high school days tended to achieve
higher scores in both tests. However, this does not necessarily mean that they actually worked hard on gram-
mar in high school days; it merely indicates that they believe they did. It is difficult to confirm the fact, but
the extent of grammar study in those days could have contributed to the test results.

Furthermore, moderate or fairly high correlations were found between learners’ test scores in the pre-
test and the post-test, the self-evaluated intensity of motivations, and that of instrumental motivation.

Whether it is a general motivation or an instrumental one, the intensity of motivations seems to have affected
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high scores in both tests.

7) (34) Intensity of Motivation and (3) Reading Score in Test 1 r=0.49 (p = 0.046)
8) (34) Intensity of Motivation and (4) Reading Score in Test 2 r=0.73 (p = 0.00D
9) (34) Intensity of Motivation and (6) Total Points in Test 2 r=0.64 (p=0.006)
10) (35) Instrumental Motivation and (2) Listening Score in Test 2 r=0.71 (p = 0.001)
11) (35) Instrumental Motivation and (4) Reading Score in Test 2 r=0.62 (p =0.008)
12) (85) Instrumental Motivation and (6) Total Points in Test 2 r=0.71 (p = 0.00D)
13) (85) Instrumental Motivation and (18) Intensity (Grammar) at Home r=0.53 (p =0.028)

In addition, other meaningful correlations were detected in the following pairs.

14) (87) Use of Material inside Class and (38) Use of Material outside Class r=0.51 (p =0.037)
This seems to indicate that those who used the material a lot in class did the same outside the class as well.
15) (89) Perceived Improvement (Listening) and (38) Use of Material outside Class r=0.59 (p=0.013)
It could be interpreted that those who believed they improved listening tended to use the online material even
outside the class.
16) (41) Perceived Improvement (Reading) and (37) Use of Material inside Class r=0.65 (p =0.004)
The learners who answered that they used the material a lot in class were likely to feel that they improved
their reading.
17) (41) Perceived Improvement (Reading) and (40) Perceived Improvement (Grammar)

r=20.67 (p =0.003)
Those who felt they made improvements in reading were also positive in thinking they did the same in gram-
mar.
18) (39) Perceived Improvement (Listening) and (42) Confidence in the Material r=20.61(=0.0D
This correlation seems to indicate that the learners who felt they improved listening had confidence in this on-
line material.
19) (43) Fun in Learning and (37) Use of Material inside Class r=0.59 (p =0.013)

The learners who answered they used the material a lot in class tended to respond they had fun in using the

material.

20) (46) Gain in Listening and (35) Instrumental Motivation r=20.51 (p =0.036)
21) (47) Gain in Reading and (35) Instrumental Motivation r=0.56 (p=0.019)
22) (48) Gain in Total Score and (35) Instrumental Motivation r=20.70 (p = 0.002)

It is noteworthy that linguistic improvements observed in listening, reading, and the total score were
moderately correlated only with instrumental motivation which is a motivation to drive learners to learn a
foreign or second language as a tool to be successful in their career. Except for these three pairs, there were
no other pairs where linguistic gains were correlated with other variables. Thus, it can be interpreted that
those who had strong instrumental motivation in learning English achieved more improvements through the
online training, which is quite plausible. One interesting point related to their motivations is that neither
learners’ integrative motivation nor motivation in general correlated with any of the variables concerning lin-
guistic gains. This issue of motivation, i.e., which motivation is crucial in successful language learning, has
been controversial for over four decades, but as far as the present data is concerned, instrumental motivation
played a more important role.

Finally, one important point in relation to learners’ input taken in the course of the online training is
that neither time spent on the training nor the number of items covered in the program was correlated with

their linguistic gain. It was assumed that the more time learners spent on training, covering more items, the
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more improvements they would achieve, but that was not true of the present study. This requires further in-
vestigation. There was one learner who spent the second most time in class yet demonstrated minimal im-
provement. This anomaly could be attributed to the learner’s learning style, which is worth deliberating in
further studies. Different results may have appeared if linguistic input had been provided over a longer pe-

riod, say, for one year.

Summary and Conclusion

The present exploratory study was conducted so that problems involved in an English course
utilizing computer assisted language learning material could be specified and points to be investi-
gated in further studies might be detected in relation to e-learning of this type. The participants
of this study, 17 university students at a local public university, experienced training for one se-
mester with an online English learning material in a course designed to enhance their English pro-
ficiency and help them to achieve higher TOEIC scores. The following is the summary of the
research findings.

1) As predicted, the participants worked more on reading, grammar, and writing, and less on
speaking and listening both at home and at school in their high school days, but more emphasis
has been placed on listening and speaking, compared with former times.

2) The participants’ self-evaluated motivations were not so significant, but their instrumental mo-
tivation was slightly higher than their integrative motivation.

3) The participants used the online learning material to a sufficient degree in class, but not out-
side. This is a problem to be solved in order to improve their English proficiency.

4) Learners’ beliefs regarding their improvements through the online material varied, but most of
them seemed to believe they could improve their English proficiency when it was used to a suf-
ficient degree.

5) The learners may have believed that the brief sessions on how a foreign language is learned pro-
vided by the researcher contributed substantially to their language learning, but its effective-
ness on language learning needs to be further investigated.

6) The learners responded that ‘repeating’ and ‘shadowing’ were done in and outside classes to
some extent, but more could have been done to improve their proficiency.

7) There were some statistically significant gains in reading, listening, and the total score, which
were achieved in the class involving the online learning material, although these gains were not
SO conspicuous.

8) Their linguistic improvements observed in listening, reading, and the total score were moder-
ately correlated with their instrumental motivation only. Except for these three pairs, there
were no other pairs where their linguistic improvements were correlated with variables.

9) There was no correlation between the time spent on the learning material, the number of items
covered, and learners’ linguistic gains, indicating that the amount of input provided had little

effect on their improvements.
Pedagogical Implication

The present exploratory study has revealed the following points to be deliberated in future

studies; 1) how we can develop learners’ autonomy, 2) relationships between successful English
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learning and learner’s individual traits, and 3) continuity of learning involving the online learning
material and other English courses offered at university.

First of all, the problem of how we can develop learners’ autonomy must be addressed. As far
as the researcher observed, the learners were not so willing to spend their time on the material on
their own accord. If they had not been involved in the class and not been encouraged to do so re-
peatedly, they would not have spent enough time on the material. This is true of any kind of learn-
ing, but developing learners’ autonomy is the key issue, especially in learning English through the
online learning material. One encouraging point is that they spent a substantial amount of time,
35.5 hours on average, on the material, probably mostly in class, and this would be far greater than
the time spent passively or idly in other types of regular English classes. In addition, a group of
students with higher motivation outperformed other learners both in time and in linguistic
achievement, indicating the material could work efficiently for such students. It is needless to say
that constant encouragement by the instructor is mandatory in this type of courses.

Secondly, learners’ individual traits related to second or foreign language acquisition should
be further investigated, as the research conducted by Nakano (2011) revealed. For example, a re-
lationship between learners’ linguistic gain and their instrumental motivation, which was signifi-
cant in the present study as well, could be a research topic worth further investigation, and the
findings could contribute to Japanese university students who are eager to obtain higher scores in
the TOEIC test for their careers. University learners are not concerned with effective learning
styles and affective conditions appropriate for their successful language acquisition, and sugges-
tions from research findings related to these aspects could contribute to their improvement in
English.

Finally, sufficient comprehensible input, which is a prerequisite for successful foreign lan-
guage learning to take place, must be continuously provided until students graduate, preferably in
the way they learn on their own accord. This will surely help students learn effectively in other
English courses offered in university English education including reading, writing, and speaking,
thus contributing to enhancing their English proficiency to the extent that they can use the target
language successfully in their subsequent careers. The relationship between providing comprehen-
sible and sufficient input through the online learning material and students’ later success in other
areas of English learning should be further investigated, although convincing results on this point

were not obtained from the present exploratory study.
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Appendix:The Questionnaire employed in the study

F Vv I5A VEMEGHLRECOSVWTOT v — b
K4 ( )

I. FEEFH ORIV T
1. JGERBETT 2 LFOHHICSWTEYT 26020 THATLEE L, [2{BETHV] 21, [EFbo&b0 A
mo] 23 [ETbEEL] 2#5&LET, FBTI-T5TY,

1) #EEEFT L& 1 2 3 4 5  (Item 9)

2) JEEAERMIC 2 & 1 2 3 4 5  (Item 10)
3) JEEAERL T & 1 2 3 4 5 (Ttem 11
4) FEEEEEL L 1 2 3 4 5 (Item 12)
5) JEEDO Xk 1 2 3 4 5 (Ttem 13)

2. RE¥EA¥TTIC, HEOMEE, RETES LE Lk, UFTOHHIKSDVWTHYET 25020 THATL RSV, 4
CLTwhw] 21, [EBE5Eb0VARW] 23, [ETdbk{ L] 2#5LLFT,

1) JFEAGE Y 1 2 3 4 5  (Item 14)
2) JEEEL < 1 2 3 4 5  (Item 15)
3) JEEEGUHMYE 1 2 3 4 5  (Item 16)
4) KEEEEHE 1 2 3 4 5  (Item 17)
5) JEEDXIEDFH 1 2 3 4 5  (Item 18)

3. REFEAFETIT, JEEOMHE, EROBEANTELL LE L, LUTOHHIZSDLWTENMTE2HDE2OTHA TS
Vo [ LT 21, [EEoEb0imn] 23, [ETdbk{ L] 2#5&ELET,

1) Sih% sk s 1 2 3 4 5  (Item 19)
2) SEEEH < HE 1 2 3 4 5  (Item 20)
3) WIELFOHE 1 2 3 4 5  (Item 2D
4) JEEEE CHE 1 2 3 4 5  (Item 22)
5) WE D EME 1 2 3 4 5  (Item 23)

4. BAORETOIGEFEIRD K-> TAHT, FEFHEREEZ 100%6E T2 L, UTD1) ~5) oHERThZEN/ ¥ — &
VMRS D £900 BEF100%1078 5 K D ITKEMITRL TS 20,

1) JEEZETHE ( ) % (Item 24)
2) SEEER < B ( ) % (Item 25)
3) HIEETOHE ( ) % (Item 26)
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4) Vg AaE ( ) % (Item 27)
5) WEE D EME ( ) % (Item 28)

5. BAOERTOIEFERY K> TAHT, TEFEHLMAEEZ 100%ET2E, LD 1) ~5) oHHERThZEN/ ¥ — &
VMRS D £900 BEF100%61078 5 K D ICKEMITRL TS 20,

1) JEEEZImE ( ) % (Item 29)
2) W < ( ) % (Item 30)
3) HIEETOHE ( ) % (Item 3D
4) FEEAE i ( ) % (Item 32)
5) Wil D EHE ( ) % (Item 33)

6. WBANCIRITTIT- 720, BELKO LI EEHD T, OTHATII W,
[E4% (RY
N3] EZEZ NG PRt - T Br, BkEE. M ZCA L T &0,
fl (=2 b7 FIE¥RTT 1ERD
(7 2 ) AT LEERD

( )

7. UROIGEMTHABO > b I NETIKZRM LA bOBSNITRIEEHAL TS W,

Fk ( )
TOEIC ( ) M
TOEFL ( )

0. JEEFHOHK S FIconwT
8. HRDIEAFREFN—va v (#HESF) oms2HOHE ML, IFTOHEHIIDLWTEMT 2020 THATL 2
W, [T IR n] 21, [EE5Eb0ARW] 23, [EToFESImnw] £25& L%,

1 2 3 4 5  (Item 34)

9. BHROFES T 2L N0 2 806 Biche, T T noIHHICRT 25l 2 X T HSZOTHA TS ZE 0, 2L B
SUMEEW] 21 [EBSEb0ARW] 23, [ETeHEo IV ] 25 &L Ed,

1) TOEIC ®FEMRTLIEmL R I T, fix s > THEROBICERIZE 2 LS5 Lic,
1 2 3 4 5 (Ttem 35)

2) BEEMNEZ B LI ICHYFFENESINTLEEAD AL EBLNE LS ITHED 70,
1 2 3 4 5 (Ttem 36)

M. #5414 vOREHMIZOVT

10, TOF v 54 vEMAERERICHNTMHHLE L, %442 b00F520OTHATL &V, (Ttem 37)
1) &AL ThEL,

2) HFEHHEHL TV,

3) HTHMAHL I,

4) b EXLHEHL

5) ETHXLMHAL
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1) &£2) ZBALANZZOHBEZF VT LIV,

1. ToF Y54 VEMEBRENT (REPEZEBRBID To@HLE L), Z4T25000F520OTHAT L
W, (Item 38)

1) &< EHL TV,

2) bEOHAHL TV,

3) FhEHMMLI,

4) by XL,

5) ETH LML,

1) &£2) ZREALANZZTOHHEZZENTLZE L,

12 COA YA VvEMERWIIEELZBLC, B LOEELBMCARLRIEH_NTHE LBV ETh, ZUT2000%F
FE2OTHATL &V, (Item 39)

1) BREU I EBbisn,

2) bF oMU EE DIV,

3) EBELEBLALL,

4) DU -5,

5) MU EE S,

13. TOA YA vBEMERWIIELZB LT, BILOEEDHEFVRIEIANTHILE BT T, Z4T5500E5
ZOTHHATL 2& 0, (Item 40)

1) &RMT 7 & Eb s,

2) HE MU EEDbEV,

3) EBLEBLA,

4) Moz &S,

5) MY &S,

14, TOX 54 vHEMERNOIEELZBLC, B LOERFBERCHRLAIEE_THT LBV ETH, ZUT200F
SEOTHATLKE W, (Ttem 41)

1) @MU EBbisn,

2) bF VMU LEEDIN,

3) EFboEbuLiim,

4) v LB,

5) fEM(HU &S,

15. TOF v 54 vEMERMEMCEE L o 8550 LY 2 EBVE 4 he (Ttem 42)
1) &Rz 5 Ebimn,

2) bAFbzHEbI,

3) EHEHEHVAIL,

4) isuE 5B,

5) fez S5,

16. TOA YA VEMERVI ML —=Y JRAIEAD - 72 TTHe (Item 43)
1) &< BbLAL M-,

2) bEOBLLAL BT,

3) EBELEBbLALL,

4) bEBHLAD-T,

5) EThbBbLAM- T,
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1) &£2) ZBALANZZOHBEZF VT LIV,

17, BEEPICHENE L ARSI T 23RS b £ Lok, (Ttem 44)
1) @Rz 5 Ebin,

2) BAFDZHSEDbIV,

3) EBELEBVAIL,

4) mishzH5EI,

5) etz 55,

18. T4 Y IA VEMAEMBALENS, FEEOXDYVE—F 4 v 7, ¥+ F9A v 725 LE Lid, (Ttem 45)
1) & Lisoiclo,

2) bEO LB,

3) ghbEbLIcLEED,

4) »isp Lo,

5) EThkLcEHD,
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