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A culture of engagement may help to build and sustain young children's motivation to
learn a new language. In this study, we sought to investigate the link between engagement
and motivation over the course of a semester in a naturally occurring Japanese elementary
school classroom environment. Four-hundred and twenty-three ﬁfth-year students in
public elementary schools in western Japan agreed to participate in the research. Students
completed surveys at two time points, ﬁrst at the beginning of the semester regarding
their in-class engagement, and again at the end of the semester regarding their motivation.
A structural equation model was constructed using engagement and gender as predictors
and motivational regulations as outcome variables. Observer rating of each class was used
to triangulate. Engagement strongly predicted more adaptive intrinsically regulated motives and negatively predicted more extrinsic motives. Male students showed a tendency
toward lower engagement, lower internally regulated motives, and higher externally
regulated motives. Observer rating showed that students' reported engagement was
visible to outside observers. Findings indicate that students' in-class engagement may be
an important variable when investigating the long-term dynamics of foreign language
learning in a classroom setting. Practical and theoretical implications are discussed.
© 2017 Elsevier Ltd. All rights reserved.
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1. Introduction
Teaching foreign languages to children is an active process, full of energy and positive emotion. Children express this
energy through their engagement with the learning tasks. Engagement is a concept to describe students’ behavior, cognition,
and emotions while in class, representing the multifaceted intersection between action and motive (Fredricks, Blumenfeld, &
€rnyei & Ryan, 2015; Svalberg, 2009), and may prime
Paris, 2004). It is a key step in the process of foreign language learning (Do
future motivation (Pekrun & Linnenbrink-Garcia, 2012; Reeve, 2012; Reeve & Lee, 2014).
Engagement in foreign language classes is a central issue now in teaching English to children in Japan. According to the
Japanese Ministry of Education, Culture, Sports, Science, and Technology (MEXT), a major goal of the current national
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curriculum for teaching foreign language to elementary school students is to build long-term motivation to learn English by
engaging in communicative activities (MEXT., 2008). As a construct, engagement has been used in many motivational
frameworks, most notably the self-determination theory of human motivation (SDT; Deci & Ryan, 1985; Reeve, 2012). In the
Japanese elementary school environment, self-determination theory may offer a framework for promoting positive motivation for learning a new language (Noels, 2013; Oga-Baldwin & Nakata, 2014). Prior studies have drawn on SDT to document
Japanese elementary students' motives for foreign language learning (Carreira, 2012; Nishida, 2010); some notable studies
include motivation as an outcome of English language instruction (Carreira, Maeda, & Ozaki, 2013). While this previous work
has included self-determined motivation, it has not considered the potential inﬂuence of students' engagement in foreign
language class. In order to build on the previous work in the Japanese elementary setting, we seek to integrate the concept of
classroom engagement with foreign language motivation in order to demonstrate how active behavior, emotion, and
cognition inﬂuence students’ motivation for learning a new language.
2. Engagement, motivation, and gender
Given the importance of engagement for promoting achievement, learning, and long-term motivation (Hyland, 2003;
Reeve & Lee, 2014; Reeve & Tseng, 2011), we aim to conﬁrm the link between engagement and motivation to learn a
foreign language in Japanese elementary schools. The curricular goal of promoting interest and motivation through active
learning (MEXT., 2008) gives practical relevance to this investigation. Here, we introduce the general literature on engagement, connect the concept to motivation as understood according to self-determination theory, consider the inﬂuence of
gender, and examine how these factors together may relate to elementary school foreign language learning.
2.1. Engagement and motivation: a reciprocal relationship
Engagement is a topic of interest to most teachers. When students are optimally engaged in their studies, they are on task,
thinking, and enjoying the learning process. This is what teachers hope to see; when teachers talk about a desire to motivate
students, they may actually be discussing the desire to help students actively engage. Outlined by Fredricks et al. (2004),
engagement is a multifaceted concept describing what and how students think, act, and feel in a classroom setting. Theorists
distinguish engagement from motivation as the point where students act, drawing on the energy and direction of motivation
to put thought and feeling into deed (Fredricks et al., 2004). Speciﬁc to the language classroom setting, Svalberg (2009)
deﬁnes motivation as internal feelings of autonomy and purpose, related to positive affect for the topic. Engagement contains all these elements, in addition to cognitive and social components such as attention, agency, action, and interaction.
Engagement is thus a state and process involving alert focus, positive orientation toward the language, and willingness to
initiate social language use.
These deﬁnitions are consistent with ideas from educational psychology, where motivation represents the invisible,
conscious, and subconscious desires that regulate learners' behavior, while engagement represents the signs of cognitive and
emotional activity that stem from their desires, evidenced by students' active participation and visible enjoyment of the
learning process (Reeve, 2012). Similarly, motivation is speciﬁc to the individual student, while engagement occurs at the
intersection of the student and classroom situation (Fredricks et al., 2004). Engagement may be like a Rubicon moment,
priming students toward future motivation and action (Heckhausen, 1991; Pekrun & Linnenbrink-Garcia, 2012). Theoretical
and empirical work has shown a relationship between individuals' actions and their resulting internal states, including ability
beliefs and motivation (Bandura, 1986; Reeve & Lee, 2014). Engagement may result from individuals’ existing motivation and
environment, but through continuous active learning may also help students develop real ability (Hyland, 2003), leading to
greater motivation (Bandura, 1997). By engaging with language learning material, research has shown that motivation
likewise increases (Lo & Hyland, 2007). Positive engagement predicts academic achievement in general education settings
(Jang, Kim, & Reeve, 2012), as well as positively inﬂuencing the teaching environment (Reeve, 2013; Skinner, Furrer,
Marchand, & Kindermann, 2008). Engaged students are more likely to receive positive teacher attention, creating a
virtuous cycle (Skinner & Belmont, 1993), potentially leading to the development of positive motivation (Skinner et al., 2008;
Reeve & Lee, 2014).
Theoretical and empirical work indicates that there are overlapping aspects of engagement: behavioral, social, emotional,
and cognitive (Fredricks et al., 2004; Reeve, 2012; Svalberg, 2009). These categories describe the interrelated ways that
students may act, feel, and think in class. Behavioral engagement describes how students pay attention, listen carefully, and
work to complete classroom tasks. In many ways, this aspect of engagement is the one that most concerns teachers, and is
positively inﬂuenced by classroom procedures and methods for promoting on-task behavior (Good & Brophy, 2008). Another
component of behavior may include social engagement, which speciﬁes how learners use language as a tool for interaction
(Svalberg, 2009). Emotional engagement also has both internal and external manifestations. An emotionally engaged student
enjoys the learning materials, ﬁnds pleasure in the tasks, and does not suffer negative affect during class. When teachers
create a positive environment, they may promote students’ emotional engagement (T. Kim & Schallert, 2014). Cognitive
engagement refers to how students actively think about the learning material by puzzling out meanings, making connections,
solving problems, committing concepts to memory, and answering questions. This aspect also overlaps with behavior to some
extent, and may encompass strategies (Reeve & Tseng, 2011).
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Following the above deﬁnitions, the concept of engagement in the sphere of language education has gone by a number of
€ rnyei, 2008; Nakata, 2006) have used the term motivated behavior to describe
different names. Some studies (Guilloteaux & Do
what students do in class. Other models use the concept of an actional phase, where learners are working actively on a task
€ rnyei, 2000). Researchers have measured on-task behaviors, rated through self-report and external assessment (Butler &
(Do
Lee, 2006). Other discussions have used the term effort (Taguchi, Magid, & Papi, 2009), while some have started to talk about
€rnyei, Ibraham, & Muir,
motivational currents to talk about how the dynamics of motivational energy inﬂuence activity (Do
2015). Finally, Svalberg (2009) and Svalberg and Askham, (2014) have used the concept of engagement with language, discussing the speciﬁc social, cognitive, and affective uses of the target language to promote language awareness and development. Differences in the terminology aside, these authors have all been discussing what is essentially the same concept of
energy in action, coming from prior motives and building toward future desire to act.
According to Lee and Reeve (2012), teachers recognize students' engagement, but may have trouble recognizing their
motives. Student self-reports for both motivation and in-class engagement were compared with teachers' evaluations of each
student on both dimensions. The results indicated that students' self-reported motivation and engagement were strongly
correlated (>0.5), and showed signiﬁcant relationships between student and teacher assessments of engagement. At the same
time, students' self-reported motivation did not signiﬁcantly predict teachers' assessment of students’ motivation.
Further empirical work has indicated that engagement may be important to the long-term development of motivation.
Reeve and Lee (2014) found a potentially reciprocal relationship between engagement and motivation. In this study, Korean
high school students’ engagement positively predicted motivational variables of self-efﬁcacy, mastery goals, and psychological need satisfaction over the course of a single semester. The ﬁnal measure showed a positive predictive relationship
between engagement and course achievement. While engagement represents the dependent outcome state in motivation, in
€rnyei & Ryan, 2015) it may also represent a predictor of motivation (cf. Pekrun & Linnenbrink-Garcia,
dynamic fashion (Do
2012; Skinner et al., 2008).
Like many psychological concepts, engagement does not stand independent from other constructs. As an observable
process (Lee & Reeve, 2012), it is compatible with multiple theories of motivation. Students’ interest (Ainley & Ainley, 2011)
and their expectancies and values (Wang & Eccles, 2013) have been connected theoretically and empirically to engagement.
Engagement has been measured using self-report (Reeve & Tseng, 2011), external rating (Jang, Reeve, & Deci, 2010), and a
combination of the two (Skinner et al., 2008). Recognizing that engagement may ﬁt into multiple theoretical and empirical
perspectives, a relevant and appropriate framework for investigating this construct in context is required.
One of the most complete models of engagement in context comes from self-determination theory (e.g., Jang, Kim, &
Reeve, 2012; Skinner et al., 2008; etc.). This framework has shown that teachers respond to positive student engagement,
creating a positive backﬂow of support over the course of a school year (Skinner & Belmont, 1993). Engagement is likewise a
reliable predictor of achievement (Jang et al., 2012; Jang, Reeve, Ryan, & Kim, 2009). Recognizing that self-determination
theory has previously been used in the realm of language education, this theory offers a clear bridge for integrating this
deﬁnition of engagement as the behavioral, cognitive, and emotional aspects of activity into the domain of foreign language
studies.
2.2. Self-determination theory and SLA research
Self-determination theory (SDT) represents a general theory of human motivation (Deci & Ryan, 1985). According to SDT,
motivation is simultaneously regulated by a series of exogenous and internal forces on a continuum running from external to
intrinsic regulation (Ryan & Deci, 2002). In this framework, the quality of the motivation matters most (Vansteenkiste,
Sierens, Soenens, Luyckx, & Lens, 2009), with more internally regulated motives representing better quality. Previous
ment, &
research has applied SDT to the realm of language education (Carreira, 2012; Hiromori, 2003; Noels, Pelletier, Cle
Vallerand, 2000), demonstrating how the continuum of the locus of causality from controlled to autonomous regulations
may also explain the motivation to learn a language. This continuum is displayed in Fig. 1.
The motivational regulations, moving from external to introjected to identiﬁed and then intrinsic, as presented in Fig. 1,
should not be regarded as mutually exclusive. All may apply in varying degrees to any situation. The crucial element is
whether, on the balance, learners’ motives are determined by themselves, or whether they are controlled by someone else
(Deci & Ryan, 1985). This feature deﬁnes the quality of motivation; the more internally regulated the motive, the more likely it
is to lead to positive learning outcomes (Vansteenkiste et al., 2009), independent of the quantity or intensity of motivation.
ment, and Pelletier (1999) found that more intrinsic motives
Applying this theory to foreign language education, Noels, Cle
correlate with decreased anxiety, stronger motivational intensity, and a desire to continue learning beyond the end of the
course. Later studies showed correlations between personal desire to integrate with a foreign culture and intrinsic motives for
ment, & Pelletier, 2001). McEown, Noels, and Saumure (2014) similarly found that more students
language learning (Noels, Cle
wanted to continue studying the language if their motivation was of higher quality.
2.3. SDT in Japanese elementary foreign language education
Current Japanese policy, as deﬁned in the ofﬁcial Course of Study for all Japanese schools (MEXT., 2008), seeks to provide
learners with a sense of positive affect and autonomous desire to actively engage as lifelong learners. These goals align with
the SDT framework (Oga-Baldwin & Nakata, 2014), which seeks to explain and promote environments where autonomous,
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Fig. 1. Self-determination theory continuum of motivation with representative items. Adapted from Ryan & Deci, 2002.

intrinsic motivation can thrive. Current educational policy in Japan is speciﬁcally designed to promote interest and desire to
learn; hence, high quality motivation is a desirable outcome.
Researchers have recently applied SDT to investigations of English language learning in Japanese elementary schools.
Nishida (2010) explored the longitudinal development of students' intrinsic motives in the context of a drama-based module.
She found that after participating in a foreign language drama performance, students' sense of autonomy, relatedness, and
willingness to communicate all increased. Need satisfaction signiﬁcantly correlated with intrinsic motives and students’
willingness to communicate in the foreign language.
Carreira (2012) investigated elementary students' motivational regulations using exploratory factor analysis, correlating
these regulations with students' basic needs for autonomy, competence, and relatedness. As predicted by SDT, more internalized motives correlated most strongly with greater need satisfaction. In this Tokyo-based sample, students’ external
regulation was stronger than more autonomous regulations, potentially related to the competitive urban environment
(Berwick & Ross, 1989; Siegel, 2004).
In a later cross-sectional study, Carreira, Ozaki, and Maeda (2013) found that teacher autonomy support predicted both
need satisfaction and intrinsic motivation. Again using a sample from Tokyo, the authors used path analysis structural
equation modeling to demonstrate a relationship between these factors. Students' perceptions of their classroom environment as supportive and satisfying positively correlated with intrinsic motivation. While successfully demonstrating again
how perceptions of the environment help to promote students’ sense of need satisfaction as well as intrinsic motivation, the
cross-sectional nature of this and the previous studies invites more long-term tests of the theory. This study only measured
the inﬂuence of the classroom environment on intrinsic regulation, leaving the question of how the classroom inﬂuences the
other forms of regulation.
Longitudinal studies in Japanese elementary schools have shown that teachers' support predicts both need satisfaction
and engagement over time (Oga-Baldwin & Nakata, 2015). Using a sample from a suburban setting, this series of studies found
that the teacher-created learning environment predicted students’ perceptions that their classroom was a need-satisfying,
engaging, and thereby motivating place.
Recognizing that current educational policy for foreign language in Japan is oriented towards building motivation for lifelong learning and away from summative assessments (MEXT., 2008), a positive sense of motivation can be seen as one
measurable outcome of positive instruction (Moore, Lippman, & Ryberg, 2015). Self-determination theory has already been
tested and validated in the realm of language education (Noels et al., 2000) and the Japanese elementary school system
(Carreira, 2012), as well as being well represented in studies of general education (e.g., Jang et al., 2012; Vansteenkiste et al.,
2009). Where Carreira et al. (2013) found that motivation was an outcome of the classroom environment and need satisfaction, other studies have shown that engagement may reciprocally predict need satisfaction and motivation (Reeve & Lee,
2014). Studies have also indicated that engagement may form a midpoint between motivation and achievement (Jang et al.,
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2009; Skinner et al., 2008). Thus, including engagement as a predictor of motivation for learning a foreign language in schools
represents a logical continuation of this model and a clear theoretical bridge. Self-determined motives, representing a desired
outcome of the Course of Study for foreign languages (MEXT., 2008; Oga-Baldwin & Nakata, 2014), may be used to test the
effects of how students engage with their language studies.

2.4. Gender and motivation in foreign language learning
In building a model of engagement and motivation, gender is a crucial factor for consideration. The literature on schooling
and education generally has indicated speciﬁc motivational advantages for girls in ﬁelds involving own language (Meece,
Glienke, & Burg, 2006). This trend has been extended to new languages as well. Worldwide, women generally perform
slightly better than men in English as a foreign language (Education First, 2015). Differences in how boys and girls engage with
language may result from differences in basic interaction styles and identities (Henry, 2010). Henry (2009) found that
Swedish secondary school girls showed a more positive attitude toward foreign cultures and language communities than
boys. Working from the framework of possible selves, Henry and Cliffordson (2013) showed that female students favored
interdependence and social collectivism, which in turn had a weak correlation with attitudes toward L3 learning. These
attitudes help to explain why male and female students engage differently with a new language.
Focusing on the Japanese elementary foreign language environment, Carreira (2011) demonstrated higher intrinsic
motivation, interest in foreign countries, and enjoyment among girls rather than boys. Further studies in Japan showed this
trend extending as far as university, where male students showed both motivational disadvantages as well as a larger
achievement gap in foreign language classes (Fryer, 2015; Kozaki & Ross, 2011). Gender may play an important role in the
process of students’ engagement and the development of motivation, and help to explain the eventual differences in proﬁciency worldwide (Education First, 2015).

3. The study
As outlined, engagement has been used as an effective predictor of achievement in ﬁrst language studies (Jang et al., 2009;
etc.). In the current study, we build on previous motivational models developed for Japanese elementary foreign language
education (Carreira, 2012; Carreira et al., 2013) to include engagement. We aimed to validate the concept of engagement in
Japanese elementary foreign language classes, and show how an engaging classroom environment may help to achieve the
long-term goal of promoting positive motivation for learning English presented in the current Course of Study for Foreign
Languages (MEXT., 2008). Theoretically, engagement should also be visible (Lee & Reeve, 2012); a culturally attuned outside
observer should recognize when students are on task and enjoying their schoolwork.
Using engagement as a predictor of motivation (Reeve & Lee, 2014), this study used structural equation modeling to
answer the following research questions:
Research Question (RQ)1:To what extent does students' in-class engagement predict their motivation?
Research Question (RQ)2: To what extent does gender predict engagement and outcome motivation?
In order to answer the above research questions, surveys measuring engagement and motivation were conducted in
Japanese elementary schools. Survey results were triangulated using outside observers, who were asked to observe classes to
rate students’ behavior.

3.1. Participants
Four-hundred and twenty-three ﬁfth-grade students (female n ¼ 199; age 10e11 years) in sixteen classes in ﬁve schools
participated in this study. The schools were all from the same rural-suburban municipal school district in western Japan.
Permission for data collection was granted by the Fukuoka University of Eudcation ethics board. The local board of education,
school leaders, and cooperating teachers all volunteered for the research project. Parents and guardians were notiﬁed of the
research and its scope through the schools, and allowed to withdraw at any time. No children refused or requested
withdrawal.
English classes in the selected schools were all taught by two teachers: a native English-speaking assistant language
teacher (ALT), and the students’ homeroom teacher (HRT), a native speaker of Japanese. ALTs led the activities and the HRT
acted as a guide or participant (Aline & Hosoda, 2006). Classroom activities included games, songs, and chants. In all of the
classes, students were learning about the English names for their school subjects (e.g., math, science, music, etc.), following
the Ministry-approved curriculum (MEXT, 2012).
Previous studies of Japanese elementary school children have primarily used urban samples (Carreira, 2012; Nishida,
2010); samples taken from a population outside of major cities may provide a contrast to other work on motivation in
Japanese elementary schools. The current suburban-rural sample may also more accurately represent the larger geographic
areas outside of major urban centers.
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3.2. Instruments
Two questionnaire surveys were created and administered at different time points ten weeks apart during the third term
of the 2012e2013 school year. Engagement surveys were administered in early January, 2013, and motivation surveys at the
end of March, 2013. All surveys used a 5-point Likert-type scale, with 1 representing “not at all true” and 5 representing “very
true.” Final items are presented in Table 1. Surveys were selected both due to their previous application in similar research
settings (Carreira, 2012; Reeve & Tseng, 2011), and their theoretical connection to the differences highlighted between
engagement and motivation (Fredricks et al., 2004; Reeve, 2012; Svalberg, 2009).
3.2.1. Engagement
Following prior studies (Jang et al., 2012; Reeve & Lee, 2014), an instrument measuring students' engagement as a single
latent variable was created for the purpose of this study. Items were created through focus groups with students and teachers.
These items were selected to represent students’ attention, interaction, and affect during the tasks themselves (Svalberg,
2009).
Students responded to the survey immediately following their foreign language classes in early January 2013. Survey items
measured students' engagement in the class they had just completed, using the item anchor “In today's foreign language
activities class …”. Surveys were administered directly following class to achieve the most accurate self-assessments (Butler &
Lee, 2006). This scale showed acceptable internal reliability (a ¼ 0.89; Nunnally & Bernstein, 1994).
3.2.2. Motivation orientation
An updated translation of the Self-Regulation QuestionnaireeAcademic (SRQ-A; Ryan & Connell, 1989) was created based
on previous studies (Carreira, 2012; Noels et al., 2000; Yamauchi & Tanaka, 1998). This questionnaire was selected to
represent the continuum from intrinsic to external regulations (Ryan & Deci, 2002), measuring students’ motivation in terms
of the quality of autonomy, purpose, and positive affect for learning English (Svalberg, 2009). Question items were rewritten
using small group discussions with students and teachers. Three items each were used to measure the four regulatory orientations: intrinsic, identiﬁed, introjected, and external. Items used the anchor “I study English because …” Survey items are
presented in Table 1. This survey was conducted in March, 2013, at the end of the Japanese school year. Internal reliability for
each scale was determined to be acceptable, intrinsic (a ¼ 0.80), identiﬁed (a ¼ 0.84), introjected (a ¼ 0.80), extrinsic
(a ¼ 0.75).

3.3. Structural equation models
To answer RQ1 and RQ2, a structural equation model was constructed to investigate the relationship between engagement, gender, and motivation. Fig. 2 shows the hypothesized model. This model represents the following hypotheses:

Table 1
Survey items and their factor loading coefﬁcients.
Factor

Item wording

Coefﬁcient

Survey 1 Anchor: In today's foreign language activities class:
Engagement
I participated in the activities
Engagement
I spoke a lot of English today
Engagement
I paid attention
Engagement
I continued working until the end of class
Engagement
I enjoyed today's class
Engagement
I felt good
Engagement
I felt interested
Engagement
I enjoyed learning new things

0.69
0.52
0.63
0.62
0.78
0.67
0.75
0.76

Survey 2 Anchor: Why are you working to learn English?
Intrinsic
English is fun
Intrinsic
I'm interested in English
Intrinsic
English has value

0.74
0.77
0.73

Identiﬁed
Identiﬁed
Identiﬁed

It will help me in other parts of my life
I want to be able to use English in the future
It will help me grow as a person

0.71
0.85
0.83

Introjected
Introjected
Introjected

I want my teacher to like me
I want other people to praise me
I want my friends to think I'm good at English

0.71
0.80
0.72

Extrinsic
Extrinsic
Extrinsic

If I don't my teacher will get angry
Participating in class is one of the rules
I have no other choice

0.72
0.68
0.74

W.L.Q. Oga-Baldwin, Y. Nakata / System 65 (2017) 151e163

157

Fig. 2. Hypothesized structural model of motivational development.

1. Engagement positively predicts more intrinsic regulations.
2. Engagement negatively predicts external regulation.
3. Motivational regulations correlate with the theoretically adjacent construct (intrinsic<->identiﬁed<->introjected<>extrinsic), and show a decreasing and ultimately negative relationship with greater theoretical distance
4. Gender (male) negatively predicts engagement and intrinsic regulation, while positively predicting more extrinsic
motivation.
The theory behind this model stems from previous reciprocal models where positive engagement also predicts positive
outcomes such as achievement (Jang et al., 2012; Skinner et al., 2008). The current model hypothesized that students’ behaviors and feelings in class would inﬂuence their motivation (Reeve & Lee, 2014). Motivation and positive feelings for
learning are goals of the current Course of Study (MEXT., 2008), and thus may be seen as outcome variables for this study.
Based on previous research in Japanese elementary schools (Carreira, 2011), male gender was expected to correlate negatively
with more adaptive autonomous motives and positively with more maladaptive controlled motives.
n &
All latent variable analyses were conducted using robust maximum likelihood estimation (MLR) in MPlus 7.3 (Muthe
n, 2014). Elementary school samples often contain normality issues related to strong positive bias (Spinath &
Muthe
Steinmayr, 2008). MLR was used to account for potential issues (Kline, 2010). Fit was determined to be acceptable according to standard structural equation modeling procedure (Kline, 2010): RMSEA < 0.08, CFI/TLI > 0.90 for acceptable ﬁt;
RMSEA < 0.05, CFI/TLI > 0.95 for good ﬁt. For model comparison, a change (D) > j0.01j for CFI, TLI, or RMSEA indicates a
signiﬁcant adjustment in the ﬁt. In the event of differing ﬁts, the superior model should be given preference. The c2 score over
degrees of freedom and Akaike's Information Criterion (AIC) were used to determine the more parsimonious model. For both
c2/df and AIC, the lower score indicates better parsimony and ﬁt.
3.4. Gender comparison
To answer RQ2, gender differences were analyzed using standard regression coefﬁcients as part of the structural equation
model. All latent variables were regressed on gender to test for effects. To compare male and female results, students' mean
scores were calculated for each latent variable. Scores were then compared using paired t-tests. Effect sizes were calculated
using Cohen's d, where d ¼ 0.4 represents a small effect, d ¼ 0.7 represents a moderate effect, and d ¼ 1.0 represents a large
effect (Plonsky & Oswald, 2014).
3.5. External rating
In order to demonstrate the validity of the self-report surveys, external ratings were gathered. Three external raters
observed videos of the target classes where students completed surveys. Raters were three undergraduate education majors.
After watching all classes at least once, each rater then independently ranked the class on a three point scale: (1) low
engagement; (2) moderate engagement; (3) high engagement. Raters were unaware of the survey results during their
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€rnyei (2008) in order to
observations. These ratings did not include checklists such as found in work by Guilloteaux and Do
prevent pre-existing theoretical bias from coloring raters’ perceptions. Instead, raters were given only the three ranking
categories of high, medium, and low engagement with a brief explanation of what engagement constitutes. This was done in
order to allow for naïve assessments as might normally be made by non-trained raters such as parents, teachers, and school
administrators.
Interrater reliability for the three raters was assessed using Cohen's Kappa statistic in Stata 13 (StataCorp, 2013). Using the
guidelines set by Landis and Koch (1977), Kappa <0.2 indicates almost no agreement, 0.21e0.40 indicates fair agreement,
0.41e0.60 indicates moderate agreement, 0.61e0.80 indicates substantial agreement, and 0.81e1.0 indicates near perfect
agreement. Final categorization of a class as high or low engagement was decided using majority rule; when two out of three
raters ranked a class in the same way, this ranking was adopted (e.g., Rater 1 ¼ moderate, Rater 2 ¼ high, Rater 3 ¼ moderate,
Final Ranking ¼ moderate). Analysis of variance (ANOVA) tests were conducted to test for signiﬁcant differences in students'
self-report scores by raters' rankings.
4. Results
4.1. Structural equation model
A conﬁrmatory factor analysis (CFA) was conducted on the model prior to testing the predictive model in order to diagnose
any potential speciﬁcation errors (Kline, 2010). Model ﬁt for the CFA was highly acceptable, c2 (160) ¼ 288.936, p < 0.000, c2/
df ¼ 1.81, RMSEA ¼ 0.044 (CI ¼ 0.035, 0.052), CFI ¼ 0.96, TLI ¼ 0.95, AIC ¼ 22436.379. The items and their coefﬁcients are
presented in Table 1. All items showed strong correlations with each factor (minimum coefﬁcient 0.52). Modiﬁcation indices
showed no misspeciﬁcations. Accordingly, the structural equation model presented in Fig. 2 was tested.
Results for the structural equation model generally conﬁrmed the research hypotheses. Model ﬁt was highly acceptable, c2
(175) ¼ 310.373, p < 0.000, c2/df ¼ 1.77, RMSEA ¼ 0.043 (CI ¼ 0.035, 0.050), CFI ¼ 0.96, TLI ¼ 0.95, AIC ¼ 22414.312. The full
model is displayed in Fig. 3. Table 2 presents the zero-order latent variable correlations.
As predicted by Hypothesis 1, students’ in-class engagement strongly predicted intrinsic (b ¼ 0.71) and identiﬁed
(b ¼ 0.56) regulations, with weaker relationships with introjected regulation (b ¼ 0.25). In line with SDT and Hypothesis 2,
engagement negatively predicted external regulation (b ¼ -0.40). Each motivational regulation signiﬁcantly correlated with
the theoretically adjacent construct, with the notable exception of the correlation between identiﬁed and introjected regulations. This largely conﬁrmed Hypothesis 3. The model explained roughly 56% of the variance for intrinsic regulation
(R2 ¼ 0.56), indicating a strong predictive value, and showed a decreasing explanatory relationship for identiﬁed (R2 ¼ 0.34),
introjected (R2 ¼ 0.07), and external (R2 ¼ 0.19) regulations.

Fig. 3. Longitudinal model predicting the effect of positive engagement on elementary students' motivation. *p < 0.05, **p < 0.01, ***p < 0.001.
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Table 2
Zero-order correlations for the latent variables with descriptive statistics and internal reliabilities.

1)
2)
3)
4)
5)
6)

Engagement
Intrinsic regulation
Identiﬁed regulation
Introjected regulation
External regulation
Gender

Mean
95% Conﬁdence Interval
SD
Cronbach's a

1

2

3

4

5

6

e

0.73***
e

0.57***
0.88***
e

0.23***
0.26***
0.18**
e

-0.42***
-0.60***
-0.51***
0.35***
e

-0.12*
-0.26***
-0.17***
0.09
0.17**
e

3.68
3.61, 3.76
0.83
0.89

3.65
3.56, 3.74
0.96
0.80

4.01
3.92, 4.11
0.98
0.84

1.87
1.79, 1.96
0.88
0.80

2.17
2.07, 2.25
0.95
0.76

e
e
e
e

*p < 0.05, **p < 0.01, ***p < 0.001.

The relationships between variables were strong, potentially inﬂated by the same negative skew as found with other
studies of elementary students' motivation (Spinath & Steinmayr, 2008). The strength of some of the correlations required
measures to conﬁrm whether the intrinsic and identiﬁed factors were validly different, and thus an alternative model was
tested (Hancock & Schoonen, 2015). This model constrained intrinsic and identiﬁed regulations as a single factor while
maintaining the introjected and extrinsic factors as separate. Results showed a decrease in ﬁt indices DRMSEA ¼ 0.008,
DCFI ¼ -0.01, DTLI ¼ -0.02, as well as an increase in c2 over degrees of freedom, c2/df ¼ 2.08, and Akaike's Information
Criterion, AIC ¼ 22478.864. An individual t-test comparing the mean score for intrinsic and identiﬁed regulations revealed a
statistically signiﬁcant difference between students' ratings of intrinsic and identiﬁed regulations, t(422) ¼ 10.32, p < 0.00.
Conﬁdence intervals for each factor did not overlap. Despite the high correlation of the outcome motivational variables,
results indicate the 4-factor model of motivational regulations as preferable. Other alternative models are implausible due to
the nature of the data; motivation was measured after engagement, and could not logically be a predictor or covariate of
engagement in this instance.
4.2. Gender effects
Students’ gender showed weak though consistent effects in the structural equation model. As predicted by hypothesis 4,
gender had signiﬁcant negative effects on engagement (b ¼ -0.12), intrinsic regulation (b ¼ -0.18), and identiﬁed regulation
(b ¼ -0.10), indicating slightly lower scores for boys than girls. Male gender also signiﬁcantly predicted introjected (b ¼ 0.12)
and external (b ¼ 0.12), regulations.
Follow up t-tests indicated girls were more internally regulated and engaged than boys. Girls showed higher intrinsic
regulation (female M ¼ 3.85, SD ¼ 0.81, male M ¼ 3.48, SD ¼ 1.05), t(421) ¼ 4.07, p < 0.000, Cohen's d ¼ 0.40, identiﬁed
regulation (female M ¼ 4.15, SD ¼ 0.80, male M ¼ 3.88, SD ¼ 1.11), t(421) ¼ 2.9, p ¼ 0.002, Cohen's d ¼ 0.40, and engagement
(female M ¼ 3.77, SD ¼ 0.74, male M ¼ 3.61, SD ¼ 0.91), t(421) ¼ 1.87, p ¼ 0.031, Cohen's d ¼ 0.18. Boys demonstrated
signiﬁcantly higher external regulation (female M ¼ 2.04, SD ¼ 0.86, male M ¼ 2.78, SD ¼ 1.01), t(421) ¼ 4.07, p < 0.005,
Cohen's d ¼ -0.25. Table 3 displays the complete t-test results, conﬁdence intervals, Cohen's d effect sizes, and structural
regression coefﬁcients. Effect sizes were all very small, d  0.4 (Plonsky & Oswald, 2014).
4.3. External rating
Interrater reliability for the independent rankings showed substantial agreement, Cohen's Kappa ¼ 0.70, p < 0.000 (Landis
& Koch, 1977). Table 4 displays the mean engagement and motivation score for each class, while Table 5 displays raters'
rankings of low, moderate, or high engagement. Using the ﬁnal ranking to compare students' self-reported engagement,
ANOVA results showed signiﬁcant differences between the rankings for engagement, F(2, 420) ¼ 21.06, p < 0.00, h2 ¼ 0.09,
intrinsic regulation, F(2, 420) ¼ 19.85, p < 0.00, h2 ¼ 0.08, identiﬁed regulation, F(2, 420) ¼ 17.88, p < 0.00, h2 ¼ 0.08, and
external regulation, F(2, 420) ¼ 14.58, p < 0.00, h2 ¼ 0.06. No signiﬁcant differences were found for introjected regulation.
The trends demonstrated by the independent rankings and students' self-reported data are displayed in Fig. 4. Raters'
rankings broadly matched with students’ self-reported data for both engagement and quality of motivation. Both engagement
and autonomous motives (i.e., intrinsic and identiﬁed regulations) increased in relation to engagement, while external
regulation decreased.
5. Discussion
5.1. The results
The model displays the relationship of engagement as a prime for motivation, with gender providing signiﬁcant effects as
well. Results are consistent with the models of reciprocal relationships between motivation and engagement from both
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Table 3
Gender effects on latent variables and achievement outcomes. Coding: Female ¼ 0, Male ¼ 1.

1)
2)
3)
4)
5)

Engagement
Intrinsic regulation
Identiﬁed regulation
Introjected regulation
External regulation

t-test (df ¼ 421)

Male 95% CI

Female 95% CI

Cohen's d

Gender b

2.29*
4.07***
2.90**
1.30y
2.59**

3.66,
3.34,
3.73,
1.80,
2.14,

3.49,
3.74,
4.05,
1.70,
1.92,

0.18
0.40
0.40
-0.13
-0.25

-0.12*
-0.18***
-0.10*
0.12*
0.12*

3.87
3.61
4.02
2.05
2.40

3.73
3.96
4.27
1.92
2.15

b coefﬁcients taken from the structural model. *p < 0.05, **p < 0.01, ***p < 0.001.

Table 4
Mean engagement and motivation scores by class.
Class

Engagement mean
(SD)

Intrinsic mean
(SD)

Identiﬁed mean
(SD)

Introjected mean (SD)

External mean
(SD)

A
B
C
D
E
F
G
H
I
J
K
L
M
N
O
P

3.44
3.18
3.45
3.71
3.77
3.86
3.53
4.02
3.43
3.58
3.73
4.00
4.33
4.14
3.45
3.26

3.32
3.18
3.40
3.72
3.77
3.78
3.75
3.92
3.46
3.80
3.38
4.05
4.32
4.12
3.20
3.04

3.91
3.62
3.72
4.35
4.12
4.04
3.97
4.13
4.08
4.08
3.75
4.42
4.53
4.39
3.33
3.49

1.81
1.88
1.85
1.92
1.96
1.93
1.59
1.95
1.75
2.21
1.88
1.74
1.76
1.85
1.81
1.87

2.28
2.23
2.25
2.15
2.10
2.28
1.81
1.90
2.02
2.36
2.58
1.84
1.52
1.77
2.67
3.02

(0.70)
(0.82)
(1.01
(0.78)
(0.82)
(0.69)
(0.75)
(0.67)
(1.08)
(0.78)
(0.69)
(0.64)
(0.53)
(0.52)
(0.94)
(1.06)

(0.70)
(1.10)
(1.05)
(0.90)
(1.04)
(0.79)
(0.75)
(0.97)
(1.16)
(0.90)
(0.89)
(0.55)
(0.66)
(0.86)
(1.04)
(1.06)

(1.04)
(1.19)
(1.22)
(0.73)
(0.87)
(0.79)
(0.82)
(0.74)
(1.22)
(0.96)
(0.92)
(0.61)
(0.66)
(0.70)
(1.20)
(1.31)

(1.02)
(0.79)
(0.87)
(0.82)
(0.88)
(1.02)
(0.60)
(0.97)
(1.04)
(0.86)
(0.76)
(0.70)
(1.16)
(0.78)
(0.85)
(0.90)

(0.82)
(1.04)
(1.04)
(0.71)
(0.97)
(0.95)
(0.76)
(0.84)
(0.89)
(0.88)
(0.89)
(0.75)
(0.65)
(0.93)
(1.29)
(0.99)

Table 5
Raters’ rankings of classes and the ﬁnal selected ranking.
Class

Rater 1 Ranking

Rater 2 Ranking

Rater 3 Ranking

Final Ranking

A
B
C
D
E
F
G
H
I
J
K
L
M
N
O
P

Moderate
Moderate
Moderate
High
High
Moderate
Moderate
High
Moderate
Moderate
Moderate
High
High
High
Low
Low

Moderate
Low
Moderate
High
Moderate
Moderate
Moderate
High
Moderate
Moderate
Moderate
High
High
High
Low
Low

Moderate
Low
Moderate
Moderate
Moderate
Moderate
Moderate
High
Moderate
Moderate
Moderate
High
High
High
Low
Low

Moderate
Low
Moderate
High
Moderate
Moderate
Moderate
High
Moderate
Moderate
Moderate
High
High
High
Low
Low

theoretical (Pekrun & Linnenbrink-Garcia, 2012) and empirical (Reeve & Lee, 2014) perspectives. The model indicates that
students who actively engage in foreign language learning are also more motivated at the end of the term. These results
conﬁrm the distinction between motivation as a more general autonomous affective orientation toward a speciﬁc goal, and
engagement as social interaction, agency, and action taken toward said goal (Svalberg, 2009). Gender shows small but
theoretically consistent effects, replicating boys’ lower motivation for and engagement in foreign language classes (Henry,
2009; 2010).
In response to Research Question 1 (To what extent does students’ in-class engagement predict their motivation?), engagement strongly predicted more intrinsic motives, and showed a decreasing relationship across the SDT continuum towards
external regulation. This conﬁrmed Hypotheses 1 and 2. Corroborating Hypothesis 3, motivational regulation factors
correlated in a fashion consistent with self-determination theory. Results agree with quantitative (Reeve & Lee, 2014) as well
as qualitative work (Lo & Hyland, 2007) showing that engagement positively predicts motivation.
While engagement was the strongest predictor of intrinsic regulation within this sample, students also recognized the four
basic types of motivational regulation as distinct and comprehensible. Contrary to previous ﬁndings in Japan (Carreira, 2012),
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Fig. 4. Student engagement and motivation scores by raters' rankings of classes.

introjected regulation formed a separate factor from identiﬁed regulation, showing how the four factors differ. Introjected
regulation, classically supposed to be a strong motivator in collectivist societies such as Japan (Markus & Kitayama, 1991) was
consistently the weakest form of regulation. While identiﬁed and intrinsic regulations were highly correlated, follow up tests
demonstrated that students recognize them as different. Results showed no signs of suppressiondstandardized regression
coefﬁcients reﬂected zero-order correlations. At the same time, intrinsic and identiﬁed regulations showed strong correlations. Future studies using these variables should note and account for potential difﬁculties that may arise from highly
correlated predictors when using these motivational factors as independent variables, potentially treating them again as a
single latent variable.
Students in this sample demonstrated higher levels of intrinsic and identiﬁed regulation than students in previous
samples (Carreira, 2012). While urban students may show a greater orientation toward external control, the participants here
were more autonomously motivated to learn a foreign language. These results expand the work by Carreira et al. (2013) to
show the relationship between an engaging classroom and the differing degrees of extrinsic regulation. As the quality of
motivation is regulated simultaneously by intrinsic and external motives (Vansteenkiste et al., 2009), the degree of both
internal and extrinsic regulation are important. Results show stronger effects of engagement on higher quality motives,
indicating that positive engagement leads to more internally regulated, and less externally regulated, motivation.
In response to Research Question 2 (To what extent does gender predict engagement and outcome motivation?), gender
showed consistently weak but measurable relationships with students’ motivation and engagement. Boys showed a tendency
toward more maladaptive, externally controlled motives, potentially stemming from their stronger independence from group
processes (Henry & Cliffordson, 2013; Henry, 2010). Results conﬁrmed Hypothesis 4. This is consistent with previous studies
in elementary schools (Carreira, 2011) and those involving more mature students (Fryer, 2015; Kozaki & Ross, 2011).
Outside raters ranked classes into three ranks of low, moderate, and high engagement classes. Interrater reliability was
substantial, indicating broad agreement between the observers. These ranks demonstrated the differences between high and
low engagement classes. Taken together, these triangulations indicated both the internal and external validity of engagement
as a part of the classroom process leading to positive motivation. Findings agree with previous studies demonstrating a
relationship between outside observers' ratings and self-report data (Butler & Lee, 2006; Lee & Reeve, 2012). The current
students’ positive engagement reﬂected a pattern of more adaptive, autonomous motivation, while less engaged classes
showed a trend toward more controlled motives.

5.2. Implications
Results indicate that in order to create the desired long-term motivation and positive affect for learning English, teachers
should create an engaging classroom environment. In such a classroom atmosphere, students are willing to try new things
and enjoy the task, even in the face of the potential failure. To build internally regulated motivation, teachers should provide
students with opportunities to speak by engaging their interests. Participation here is linked with enjoyment; hence, positive
feeling for the activities may help students pay attention and continue working. Special care should also be taken to appeal to
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the more independent, competitive nature that boys often exhibit (Henry & Cliffordson, 2013). Activities and topics in line
with the interests of both genders need adequate consideration.
While this study did not measure the classroom climate, previous research has indicated that the classroom environment
is centrally, perhaps causally, important to promoting an engaging learning environment (Jang et al., 2010; Oga-Baldwin &
Nakata, 2015; Skinner et al., 2008). Unlike in previous studies (Carreira, 2012), students were also generally more autonomously motivated, a trend which increased proportionally to their engagement. Looking at the comparison of the different
classes, the most engaged classes were also the most internally motivated at the end of the term. External ratings show that
students’ engagement in class was visible to observers. Results indicate the importance of an environment where students
enjoy, pay attention to, and work hard on their classroom tasks. Engagement, as a part of the actional phase in the process of
€ rnyei, 2000), represents an important aspect of developing student motivation over time.
classroom learning (Do
6. Conclusions
Given the centrality of developing positive affect for a foreign language under current Japanese educational policies
(MEXT., 2008), high quality, internally regulated motivation may be considered an appropriate outcome of the learning
process, especially for elementary schools (Moore et al., 2015). These results indicate that in order to achieve the central policy
goal of intrinsic motivation for foreign language learning in elementary schools (MEXT., 2008; Oga-Baldwin & Nakata, 2014),
€ rnyei & Ryan,
actively engaging students in their schoolwork offers a valuable step in the dynamic motivational process (Do
2015). Consistent with prior empirical work (Reeve & Lee, 2014; Skinner et al., 2008), these ﬁndings show how students’
activity and enjoyment during class dynamically inﬂuences their future motivation. In the context of Japanese elementary
foreign language learning, engagement in class may help students to feel a sense of positive affect, value, and interest in
English at the end of the school term.
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