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ABSTRACT 

 

Program evaluation in the fields of second language acquisition (SLA) and 

teaching English to speakers of other languages (TESOL) has a history dating from the 

1960’s. The focus of previous program evaluations has been on language achievement at 

the end of the program of study (Lynch, 1996). However, to improve or maintain 

program quality, teacher education of future foreign language instructors is essential; thus, 

improvements in the quality and/or control of teacher education programs is also 

important. 

The primary purpose of this study is to propose and test a multi-faceted approach 

to program evaluation that originates from the administrative side of two graduate 

programs in Applied Linguistics. This marks the first time in the field that this approach 

has been implemented. First, time series enrollment models were examined to investigate 

the overall stability of the two graduate education programs for non-traditional students 

from 1993 to 2010 (for the Master’s programs) and 1995 to 2010 (for the doctoral 

programs). Second, logistic regression models were examined to investigate the 

characteristics of the students who did and did not graduate from the programs. Third, 

event history Cox regression models were examined to investigate the amount of time 

spent by the graduate students to complete the degree using potential demographic and 

enrollment pattern factors as predictors. Finally, a dynamic model was formulated and 

tested to simulate the program’s potential future enrollments based in part on the results 

of the prior model analyses and publically available data. 

The results indicated the potential for developing a relatively strong time series 

enrollment prediction model for near future enrollments using the data available in the 

administrative database. However, the student success/failure models and event history 
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program study time prediction models were relatively weak and the results indicated the 

difficulty of predicting whether students will successfully complete the graduate 

programs using data typically collected from the students when they enter the program. 

The simulation results showed a potential decline in enrollments over the next decade 

mainly due to the decline of the 18-year-old student population in Japan, the decreasing 

size of the foreign language teacher population, the long, gradual recession in Japan, and 

the revision of university faculty employment status by the Japanese Ministry of 

Education. 
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CHAPTER 1 

INTRODUCTION 

 

The Background of the Issue 

Program evaluation in the fields of second language acquisition (SLA) and 

teaching English to speakers of other languages (TESOL) has a history dating from the 

1960’s. In both fields, although curriculum and program evaluation experts in those fields 

have introduced the value of program evaluation for administrators briefly (Lynch, 1996; 

Lynch, 2003; Richards, 2001), the focus has been on language achievement at the end of 

the program of study. Quality control of language program curricula and the teaching 

approaches used in the programs are no doubt important, however, quality control of 

language teacher education programs is also important because language teachers play a 

key role in language classrooms and their quality influences classroom and educational 

quality. Many of the professional teachers and participants in the programs investigated 

in this study changed their views of their profession as a result of the new knowledge 

they gained while in the program, and the degrees they earned opened up new 

opportunities for them in the English language teaching field. Thus it can be said that 

effective teacher education programs have the potential not only to improve the foreign 

language classroom environment, but also to train language professionals for better 

paying positions and positions with greater responsibility. 

This is a program evaluation study of two graduate education programs of a 

branch campus of an American university established in Japan in the early 1980s. The 

graduate education department has been positioning itself as a unique one in Japan in 
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terms of its operating system. Because the university was one of the pioneering foreign 

universities in Japan, and the Japanese government took a conservative approach toward 

the university, the university had to wait over 20 years to be officially recognized as a 

"university" in Japan. This delay occurred despite the fact that the main campus of the 

university was a fully accredited state university with over 100 years of history and all 

diplomas, including those awarded to the graduates on the Japan campus, have always 

been issued by the main campus in the United States. Despite the quality of education 

offered by the university, students and graduates faced difficulties when searching for 

jobs in the early period of the program because the university was not recognized as a 

university by the Japanese government. 

The quality of the graduate programs investigated in this study became 

increasingly well recognized through word-of-mouth communication among language 

teachers and the good reputation of graduates of the programs at the institutions where 

they were hired. In part because of the growing reputation and strong economic growth in 

Japan, the education department showed a sharp increase in student enrollments in the 

1980s. Due to the maturing of the department and the effects of a recession in Japan, the 

expansion began to diminish in the mid-1990s, and the size of the programs stabilized. 

However, following the lead of the main campus in the United States, which had several 

satellite campuses, the program in Japan did expand in terms of the number of campuses, 

with a third campus being established in September 1998. This gave the department the 

structure it had when this study was conducted: A Master’s of education program was 

offered at three campuses (See Appendix A for a description of the courses offered in the 

Master’s program) and a doctoral program in education was offered at two campuses. As 
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a small university with approximately 1,200 degree-seeking program students in the 

undergraduate, Master of Business Administration, Law School, and Graduate Education 

programs, it is noteworthy that the graduate education department has offered courses in 

three centers: One in the main campus in Tokyo, the second in the second largest 

business area and the center of the economy in western Japan, Osaka, and the third in the 

largest city and the center of business and commercial activities on Kyushu island, in 

Fukuoka. In 2011, while some of the unique characteristics of the program have been 

eliminated through administrative decisions, this graduate department remains as one of 

the pioneers in Japan in terms of the type of education it has provided for working 

professionals in the field of foreign language education. 

Since the establishment of the department in Japan in September 1982, graduate 

courses have been offered on weekday evenings (6:00-9:00 pm) and on weekends for the 

Master’s and doctoral degrees in Education. This system, which was in place at central 

locations in the Kanto (Tokyo), Kansai (Osaka), and Kyushu (Fukuoka) areas, has made 

it possible for working professionals to study as part-time students in an on-site graduate 

education program and to earn graduate degrees in education from a fully accredited 

university in the United States. All the courses in both the Master’s and doctoral 

programs are conducted in English except for an extremely small number of courses 

focused on teaching Japanese. The language of instruction arguably expands the learning 

opportunities for English-speaking language teaching professionals. They can attend 

graduate-level courses with other professional students on site and earn graduate degrees 

that are recognized in their home countries while living in Japan. One of the most unique 

characteristics of the department was the so-called "weekend seminars" that started in 
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September 1984 and for which the education department has invited highly established 

scholars in the fields of SLA/TESOL and related fields. Through those seminars, the 

department provided students in Japan and people in the English language teaching and 

learning community in Japan the opportunity to meet experts in the field and learn 

directly from them. 

Due to a management change in the university investigated in this study from 

sponsor-based management to direct management by the main campus in the United 

States in 1996 and past economic events, such as burst of the so-called Bubble Economy 

in Japan in the late 1980s, a long and gradual recession in Japan throughout the 1990s 

and a long-term dollar depreciation in the late 2000’s (the “lost twenty years”), the 

graduate education department faced a number of management challenges and 

management system changes. These changes led the program directors, who were 

originally in charge of academic quality control, to be heavily involved with financial (or 

budgetary) and administrative (enrollment management) issues, and they had to start 

considering the administrative health of the programs. (See Appendix B, historical events 

of the graduate education program for further details.) 

Despite having over two decades of history, there has been no formal review the 

historical expansions and declines of the program and the factors that have influenced the 

academic and financial health of the programs, in part because of frequent changes in 

management. Thus, it is an appropriate time to consider evaluating the programs, 

especially in terms of formative or goal-free evaluation (Scriven, 1967), which is 

typically implemented when a program is initially developed and then again after it has 

been running for some time to make recommendations for changes or improvement. A 
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number of SLA/TESOL curriculum experts (e.g., Brown, 1995; Lynch, 2003; Richards, 

2001) have stated that this type of program evaluation is important for enhancing 

program quality. In addition to educational quality and curriculum evaluation, they have 

also emphasized the importance of administrative or facility-related evaluation. For 

instance, Dubin and Olshtain (1986) mentioned political, national, and economic 

considerations as important factors to consider at the program implementation stage. 

Tessmer (1990) proposed the need for environment analysis, and as a part of the 

instructional environment and support environment, he emphasized the need for an 

analysis of the support environment and administrator characteristics as key parts of the 

instructional environment. Richards (2001) suggested conducting a situation analysis 

when evaluating a curriculum and when involved in curriculum reform. Nation and 

Macalister (2010) also introduced a number of factors concerned with environment 

analysis (e.g., learners, teachers, and the situation) and stated that they are important 

elements in curriculum design; thus, evaluating the situation, considering where the 

educational institution is located, and describing learner characteristics, are key elements 

in a program. It is important to understand that one of the first steps in creating a 

successful long-term program is to gain an understanding of the historical path of the 

program and to know who the students are. Knowing the historical expansions or declines 

of the program provides a useful picture of the impact of external factors, such as the 

health of the economy or institutional decisions (e.g., tuition increases). Learning who the 

students are confirms whether the program characteristics fit the targeted students and the 

directions in which the program should head. The history of a program does not inform 

program administrators and coordinators about everything they should do. However, 
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understanding the history can inform them about both the achievements they might want 

to target again and the failures they should not repeat in the future. This study provides an 

opportunity for academic program administrators and coordinators to consider possible 

approaches to improving their programs. 

 

Statement of the Problem 

In the fields of second language acquisition (SLA) and teaching English to 

speakers of other languages (TESOL), many researchers have investigated how language 

learners acquire second or foreign languages and possible influences on their learning. As 

an extension of those studies, however, evaluating the quality of professional 

development programs for foreign language teaching experts has received little attention. 

Investigations of the nature of professional foreign language education programs do not 

directly influence the field of foreign language education. However, the education that 

such programs provide to foreign language professionals influences those experts’ 

knowledge of the field and their teaching philosophies. Thus, although the quality of 

professional language education programs exerts an indirect influence on student 

achievement, the impact on the foreign language learning and teaching communities is 

significant. For this reason, quality control and the evaluation of professional foreign 

language education programs are important for the field, and investigations of this area 

are necessary. 
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Purpose and Significance of the Study 

The primary purpose of this study is to investigate possible ways to evaluate a 

university graduate-level foreign language education department originally designed for 

foreign language professionals and the nature of its students with a series of four studies. 

This series of studies presents approaches that can be used to evaluate the nature of 

graduate education programs by observing the overall health of the programs through an 

enrollment study, investigating the factors that have the potential to influence the students’ 

success from program entry to graduation and program study duration time, and 

developing simulation models of the path students take from their consideration of 

studying at a graduate program to graduation. 

In the first study, a time series enrollment data analysis is conducted to investigate 

the stability of the enrollments in two professional graduate language education programs. 

Possible influences on enrollment are also considered. In this study, a time series model 

is developed for predicting near-future enrollment and model fit is evaluated for the 

Master’s and doctoral programs’ enrollments. Observing historical changes in the 

enrollments in an institution or a program can provide an overall picture of important 

changes in that institution or program. A dramatic increase in enrollments can mean that 

the program is expanding due to positive changes, such as investment in facilities or 

hiring new faculty members. Stable enrollment over time can indicate the long-term 

stability of the institution or program, and this can also show that the program has 

attracted a sufficient number of the targeted student body. A decline in enrollments can 

indicate a decline in program quality (e.g., the institution or program’s popularity 

declines) or in the targeted population group (e.g., number of foreign language teachers 
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who need a Master’s degree in education declines). This first study was conducted to 

investigate the history of the program and to determine whether the program’s historical 

path indicates that the program has been responding to professional language teachers’ 

needs for professional development. Time-series data analyses (often interrupted time 

series designs) have been used for program evaluations to measure certain data over time 

and to make before-after comparisons (e.g., before and after implementing a particular 

policy) (McLaughlin & Jordan, 2010). For this study, the effects of administrative 

decisions (e.g., tuition increases, campus location moves), and economic phenomena 

(changes in the unemployment rate) over time are investigated. 

In the second study, logistic regression models are developed to investigate the 

characteristics that predict the students’ success in the graduate programs. In higher 

education, there are several possible interpretations of student success. Academic 

achievement, as indicated by a high grade point average, or engagement in extra-

curricular activities, such as volunteer activities or student government activities, can 

indicate success. In this study, the students’ success was defined as successful completion 

of the degree, because the “end” of a professional degree program is often an open door 

to professional opportunities for the graduates. Because one of the purposes of this study 

was to determine whether it is possible for professional administrators to predict who has 

a high probability of succeeding in the program, the data were collected from the student 

database in the program office. 

In the third study, an event history analysis was conducted to investigate the 

relationship between the students’ success and the length of time they spend in the 

program by considering factors that might predict students’ performance in terms of 
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graduating or not graduating. Using an event history Cox regression model, this study 

predicts the number of terms students spend for program completion using demographic 

factors as predictors. Regression models have been discussed and used as a method of 

program evaluation, and more recently, logistic regression models have also been used 

(e.g., Casstevans, Waites, & Outlaw, 2012); however, event history analysis is a new 

analytical approach to program evaluation. 

In the last study, a dynamic model of the enrollment of the graduate programs 

with the flow of the language teacher community (market) entry to graduation from a 

graduate education program was created. The model simulated demographic change in 

language teacher population in Japan, the population of graduate education (or language 

education-related) programs in the language teacher population, and the enrollment levels 

of the programs in this study, with consideration of factors possibly affecting potential 

students’ decisions to enroll. The model was a summary of the results of the three 

previous studies with additional factors that could influence potential graduate students’ 

entry into the graduate level language teacher/professional education market. Model 

development was carried out applying the concept of logic models, which are one type of 

model in the field of program evaluation, and flow charts to visualize program theory. 

Program theory concerns the relationship between program actions and results. Logic 

models are so-called theory-driven evaluation (McLaughlin & Jordan, 2010), and the 

hypothesis of such models is that particular results are expected under the conditions 

assumed in the model. This type of evaluation method is often selected at the beginning 

of the program evaluation process; however, for this study, it was implemented at the end 

of the series of the four studies. This is because a multi-dimensional program evaluation 
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had not been conducted at this institution; thus, it was thought that the simulation model 

would be more convincing if some of the factors in the model used results found in 

previous sections of this study. For this study, in addition to the basic components of 

typical logic models, resources, activities, outputs for customers, short-, intermediate-, 

and long-term outcomes, following McLaughlin and Jordan (1999), as well as the 

external context (e.g., potential students’ decision making to go to a graduate program in 

another institution) were parts of the dynamic model. The dynamic model in this study 

mainly predicted a long-term outcome, enrollment changes over one decade, which was 

presented using a Stella chart. 

Logic models have been used over four decades in the field of program evaluation, 

and they have been an effective tool that has permitted managers and program evaluators 

to learn how a program functions under certain environmental conditions. Logic models 

are typically simple flow charts that use few numbers when applied to developing 

simulation models. However, dynamic models can simulate an outcome numerically (e.g., 

the number of students in a program over ten years). System dynamic models can 

represent complex combinations of formulae and equations into easy-to-understand 

figures with bulbs, boxes, pipes, and clouds. The successful development of good models 

has the potential to help non-technical administrators in educational institutions 

understand key curricular concepts. 

The approaches used in this study can more effectively present a broad picture of 

the administrative operating system of an academic program than the ones provided at the 

classroom operation or curriculum development levels. This macro-view can help 

program administrators better understand the nature of the program(s) and the target 
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students, the needs of the programs, and in which directions they would like to lead the 

program(s). An accurate understanding of the characteristics of the programs, the ways in 

which they are unique, their strengths and weaknesses in terms of program quality and 

size, as well as physical and financial constraints are necessary if the programs are to 

reach their optimum level in terms of the quality of education provided and the number of 

students enrolled in the program (i.e., quantity). It is hoped that this series of studies 

provides an opportunity for educators and educational administrators to consider new 

approaches for improving and sustaining their programs’ quality. 

 

The Audience for the Study 

This series of studies was conducted to contribute to the fields of educational 

administration and foreign or second language teacher education by introducing 

methodologies often used in other fields, such as Medical Science, and other social 

sciences, such as Economics or Sociology. The time series enrollment data analysis is a 

useful methodology for educational administrators, as the results indicate the health of 

the institution’s program(s) using enrollment figures, which reflect one of the main 

income sources, tuition. Knowing the trends and patterns of student enrollment can help 

administrators’ make improved marketing decisions. The enrollment analysis might also 

help administrators learn how the program/department level decisions (e.g., tuition 

increases or the availability of scholarships) or the economy (e.g., long-term recession, 

burst of the bubble economy, currency appreciation or depreciation) influence 

enrollments in the program(s). It might also help them determine the optimum timing for 

program-level curriculum or program revisions. 
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The logistic regression model can contribute to both the administrators and the 

program coordinators’ (and indirectly to the classroom teachers as well) understanding of 

the programs by predicting the characteristics of successful or unsuccessful students 

through demographic information and the patterns of how they begin their studies in the 

program. Adult working students’ lives tend to be more complex than those of younger 

“traditional” students, as they often have family and work obligations. Therefore, the 

requirement that they come to the campus to take courses in the evening is often 

challenging for them. In this model, factors other than academic skills and capability 

influencing the probabilities of degree completion are proposed. The results provide 

information concerning how to adjust the program’s curriculum and policies to develop a 

program that maximizes educational benefits without lowering standards of quality. 

The event history Cox regression analysis can inform program administrators and 

coordinators about the average number of additional terms non-traditional, part-time 

students typically need to complete a graduate program. In addition, the length of time 

students spend in the program might indicate a need to provide additional support, such 

as advising, for students who are moving through a program slowly. The factors in the 

model also have the potential for allowing administrators to identify indications that the 

pace of a students’ progress is potentially problematic. That said, slow progress by non-

traditional students does not necessarily mean that they are academically weak and 

therefore need more time to complete the program; it is possible that they are busy with 

other obligations, such as family and work. Non-traditional course taking patterns and the 

length of time required for degree completion in an undergraduate program can be 

indicators of full-time students who are not serious or not motivated enough to complete 
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the degree. However, this is not necessarily the case for working students (Iovacchini, 

Hall, & Hengstler, 1985). Such students might be willing to be continuously enrolled to 

earn the degree in a reasonable period of time; however, it is often difficult for them to 

match their work schedule and when courses are offered every semester. Because the 

event history Cox regression model predicts the length of time students spend for 

program completion with demographic factors as predictors, the results might indicate 

ways to change the professional program’s curriculum or policy to better accommodate 

serious non-traditional students. 

The system dynamics simulation models summarize the path that 

professional/non-traditional students in the program take from entry into the language 

teaching market to graduation from the graduate programs. Such models help 

administrators and program coordinators understand statistical (or quantitative) 

simulation models by presenting them as flow charts. This approach makes complex 

models easier to understand for administrators or coordinators who do not have a strong 

quantitative background, and help the administrators become aware of the strengths and 

weaknesses of the program or problems standing in the way of the programs’ further 

development. 

 

Delimitations 

This series of studies has the potential to contribute to higher education institution 

administrators’ understanding of program evaluation by providing multiple approaches to 

evaluating academic programs from an administrators’ perspective. However due to the 
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uniqueness of the institution, there are limitations to generalizing some of the results to 

all graduate-level academic programs. 

 

Uniqueness as an Educational Institution in Japan 

The graduate programs investigated in this study are part of a branch campus of 

an American university in Japan. This university has been following the main campus 

university policies and curricula approved by them, and those are not necessarily similar 

to the policies and curricula specified by the Ministry of Education, Culture, Sports, and 

Science and Technology (MEXT) in Japan. As a part of the main campus policies, the 

language of instruction for all courses is English, except for some foreign language 

courses in the undergraduate program. As a result, the school requires a standardized 

English Language Test (TOEFL) score as one admission requirement. Thus, the 

university has an English language requirement that students must pass to attend the 

university. This requirement is seldom used by Japanese universities. Thus the 

institution’s position as an institution of higher education in Japan is unique, and when 

combined with the fact that it is an American university in a foreign country, suggests 

that the results of the study have limited generalizability. 

 

Uniqueness as a Higher Education Institution in Japan 

The graduate program investigated in this study is part of a branch campus of an 

American University in Japan. For over two decades, no foreign university was 

recognized as a university by MEXT, and as a result, those universities could not receive 

the benefits Japanese universities received, such as a consumption tax waiver or 
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monetary support from the Japanese government. This situation often led those foreign 

universities to face financial difficulties, and as a result, many of them closed in the past 

30 years. In 2005, the Japanese government announced that the university investigated in 

this study would become accredited as the first foreign university in Japan recognized by 

MEXT. When this study was conducted, there were still only three American university 

branch campuses located in Japan recognized as foreign university branch campuses by 

MEXT.  

 

Uniqueness as a Graduate Program 

While most graduate programs are offered as day-time programs both in the 

United States and in Japan, the graduate programs in this study are all evening programs, 

and the targeted students are adult professionals with teaching experience. There are 

academic programs offered in the evening in Japan, such as some Master of Business 

Administration (MBA) programs for working professionals; however, such academic 

programs are rare in Japan, especially in the field of education. Also because the 

programs in this study target working professionals, almost all the students are enrolled 

as part-time students (i.e., they register for fewer credits than the typical full-time 

graduate level course load per term). Thus in terms of when the courses are offered and 

the target students, the programs are unique in Japan. 

 

Monopolistic Competition as a Language Education Program 

As a part of an American university in Japan, the graduate programs in this study 

are unique in many ways. As noted above, the language of instruction is English, and the 
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diplomas are issued from the main campus in the United States. Some of those 

characteristics of the university differentiate it and the graduate education programs from 

other universities in Japan that operate under MEXT, and they lead the programs to be in 

a kind of monopolistic competition: Very few pure competitors are operating under 

similar circumstances. The programs are situated in a small higher education market 

(graduate programs for English-speaking individuals living in Japan), and the institution 

has survived despite its small scale and relatively high tuition compared to many 

Japanese universities. 

 

The Organization of the Study 

Chapter 2, Review of the Literature, is divided into two main sections: factors that 

affect the decision to attend graduate school and graduate students’ attitudes toward 

graduate programs. At the end of the chapter, the gaps in the literature, the purposes of 

this study, and the research questions that guide this study are described. In Chapter 3, 

Methods, the data sources used in this study and the analyses used to answer the research 

questions are described. In Chapter 4, Results, the results of the four studies are reported, 

and in Chapter 5, Discussion, the results of those studies are interpreted. In Chapter 6, 

Conclusion, the findings are summarized, the limitations of the study are stated, and 

suggestions for future research are made. 
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CHAPTER 2 

REVIEW OF LITERATURE 

 

Universities have two major income sources. One is subsidies from various levels 

of the government (federal, states, and cities in the United States, and the national 

government, prefectures, and cities in Japan) for operational costs. The second is 

payments from the students, such as tuition and admission fees (MEXT, 2010a). In terms 

of tuition revenue, the revenue from undergraduate programs has played a key financial 

role, as undergraduate classes typically have the largest average class size (i.e., They are 

less labor-intensive due to a lower student-faculty ratio per course). However, for the past 

two decades, the 18 year-old population in Japan has been decreasing, from 205,000 in 

1992, which was the peak of the second baby boom, to 105,000 in 2009 (MEXT, 2011a), 

and the number of people at the traditional age for college enrollment has been 

decreasing despite the fact that the percentage of high school graduates attending 

universities has doubled in the past two decades (50.9% in 2010) (MEXT, 2011b). This 

decrease in the size of the traditional age population wishing to study in an institution of 

higher education has threatened a major income source for universities in Japan. This is 

similar to the situation that took place in the United States in the 1980’s (Iovacchini, Hall, 

& Hengstler, 1985; Schapiro, O’Malley, & Litten, 1991; United Nations, Department of 

Economic and Social Affairs, Population Division, Population Estimates and Projections 

Section, 2011). This demographic change has pushed institutions of higher education in 

Japan and the United States to modify their marketing strategies. 
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Above the undergraduate level in the academic hierarchy, graduate programs are 

characterized by their tendency to be more costly as a result of higher student-faculty 

ratios and the need for more expensive facilities. Thus the traditional image of graduate 

schools is that they are more costly, and in some cases more concerned with academic 

quality compared to undergraduate programs. As one attempt to sustain the enrollment 

level and cope with the decrease in the traditional age population, university 

administrators have shown greater interest in attracting non-traditional students (i.e., 

older students with a family and/or a full-time occupation) (Iovacchini, Hall, & Hengstler, 

1985). This shift of interest has also been encouraged by the establishment and promotion 

of professional graduate schools and degrees, such as the Master of Business 

Administration degree. Many professional degrees yield more benefits if they are earned 

after gaining work experience; in some cases, the work experience leads people to 

appreciate the advantages of earning a professional graduate degree. This has caused the 

number of non-traditional students attending graduate school and the ratio of students 

who consider returning to school for graduate studies to increase. At the same time, the 

number of undergraduate students in the United States who immediately go to graduate 

school after gaining their undergraduate degree has decreased since the 1980’s (Schapiro, 

O’Malley, & Litten, 1991). 

Similar trends can be observed in Japan as well. Due to the decrease in the 18-

year-old population, Japanese university administrators have faced tougher competition 

in their attempts to attract teenagers to their institution. To overcome the financial crisis 

they faced, Japanese university administrators began targeting more non-traditional, 

working students with the support of MEXT. There are several advantages for 
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universities that can attract working adult students. One is that older individuals with 

work experience are more likely to have the financial resources to enhance their skills or 

qualifications by obtaining a graduate degree (e.g., a doctoral degree, a Master of 

business administration, or Certification as a public accountant) or to earn a certification 

for a particular professional occupation (e.g., financial planner, school or company 

counselor, and teacher). Another advantage is that because those students already have 

jobs, universities do not have to provide job-hunting support to them. Despite their 

awareness of the advantages of accepting non-traditional students, higher education 

institutions have had limited success in attempts to attract such students, and the 

percentage of non-traditional students in undergraduate programs has remained much 

lower (2%) than the average reported by the OECD (21%) (MEXT, 2010b). Thus, more 

universities have established professional graduate schools and evening programs to 

attract non-traditional students in the past few decades. The record shows a demographic 

shift in the student body and an accompanying need to reorient the marketing strategies 

of higher education institutions from full-time traditional students to a mixture of 

traditional and non-traditional students in both undergraduate and graduate programs in 

countries suffering from a shrinking number of young persons. Similar trends can be 

clearly observed in Japan as well. 

To support university operations and to increase the number of non-traditional 

students, MEXT eased some university regulations in the past two decades. For instance, 

since 1989, MEXT has allowed more flexibility in the admission requirements for 

working students and has encouraged universities to offer evening graduate school 

programs. Since 1991, they have encouraged higher institutions to offer not only daytime 
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courses but also evening undergraduate courses. In 1998, they encouraged universities to 

advertise course offerings through the media, and in 1999, they encouraged universities 

to offer intensive Master’s programs, to allow students to study longer in Master’s 

programs, and to enable fast-track degree completion (in less than four years) for 

undergraduate programs since 1989. Also since March 2003, many universities began 

opening satellite campuses due to the revision of the law governing the establishment of 

university campuses. This change created opportunities for adults to study for graduate 

degrees while keeping their current jobs (MEXT, 2003, 2010b). The government-level 

support to accept working students encouraged such students to return to school, and the 

percentage of working students returning to graduate school rose to 17-18% in 2008 

(MEXT, 2010c). Encouraged by MEXT, some universities are currently offering a 

number of distance learning programs, evening graduate programs, and they have 

established satellite campuses in business areas of large cities that are accessible to 

working students; this has been one reason that the number of non-traditional, working 

graduate school students increased from 1,745 in 2003 (National Statistics Center, 2003) 

to 16,481 in 2011 (National Statistics Center, 2011). 

The first step was for the educational institutions to change the regulations 

described above. However, for long-term success, those institutions had to proceed to the 

second step, which involved developing and improving their programs in order to sustain 

educational quality. To make better decisions in terms of continuing or shifting their 

marketing plans, school administrators in these countries needed to understand (a) the 

current state of their program(s), (b) whether the program(s) is financially stable, (c) who 

their students are, and (d) what students they would like to attract. A detailed 
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understanding of these issues will help administrators decide how best to market their 

programs and/or institutions. In the following sections, the literature on trend studies in 

graduate programs with a focus on both traditional and non-traditional students are 

reviewed. This review covers some of the challenges graduate schools and university 

administrators face in terms of sustaining program quality and the size of graduate 

programs. 

 

Factors Affecting the Decision to Attend Graduate School 

One area in the field of graduate school administration that has received a great 

deal of attention concerns the factors that influence undergraduate students’ decision to 

attend graduate school. Also due to recent demographic changes in the graduate student 

age range as a result of larger numbers of older non-traditional students, some researchers 

have focused on such non-traditional students. Those factors in both types of studies 

include issues such as demographic, personality and personal preferences, motivation 

types, the learning environment, and undergraduate program experiences.  

 

Factors Affecting Undergraduate Students’ Future Education Plan 

Ethington and Smart (1986) investigated factors that can influence undergraduate 

students’ decisions to pursue further academic studies, such as obtaining a Master’s or 

doctoral degree. They focused particularly on gender and institutional background. A 

group of first-year university students who entered an American university in fall 1971 

was asked to respond to a survey from the Cooperative Institution Research Program 

(CIRP), which was sponsored by the American Council on Education and the University 
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of California, Los Angeles. All the first-year students who responded to the earlier survey 

were asked to respond to the second survey in the winter of 1980. A total of 6,242 people 

(2,873 male students and 3,369 female students) participated in the study. Eight ordinary 

least-squares regression models were developed for (a) selectivity of the undergraduate 

institutions, (b) size of the institutions, (c) the students’ social integration in the 

undergraduate institutions, (d) academic integration in the undergraduate institutions, (e) 

overall satisfaction with the undergraduate programs, (f) receipt of a bachelor’s degree, 

(g) receipt of financial aid in graduate school, and (h) attendance in graduate school. Each 

of the eight models used the students’ background (parents’ education, family income, 

high school GPA, academic self-confidence, and social self-confidence) as independent 

variables. A structural equation model was developed separately for men and women to 

investigate what factors affected the students’ decision to attend graduate school. The 

results showed that those variables explained over 30% (R² for male students = 35.45%, 

R² for female students = 31.16%) of attendance in graduate school. Of those eight 

variables, degree completion and receipt of financial aid (both for male and female 

students, p < .01) had the biggest impact on graduate school enrollment. The other 

variables that exerted a significant impact were related to undergraduate experiences, 

such as academic and social integration, overall satisfaction with the undergraduate 

programs, and receipt of a bachelor’s degree. Of the student background variables, only 

social self-confidence exerted a direct impact. Selectivity of the undergraduate institution 

had a direct impact for male, but not for female students. Instead, size of the 

undergraduate institutions had a direct and significant effect for female, but not for male 

students. Therefore, the male students who attended a selective undergraduate institution 
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and female students who went to large institutions tended to go on to graduate school. 

Both academic and social interactions had significant impacts on attendance in graduate 

school both for male and female students. However, the academic interaction coefficient 

was approximately three times larger for male than for female students, and the social 

interaction coefficient was twice as large for female students as for male students. It was 

concluded that in the undergraduate programs academic interaction was important for 

male students and social interaction was important for female students. Student 

background also had a strong impact on the initial selection of the undergraduate 

programs. However, the insignificant direct effect of family income and parents’ 

education suggested that the students’ socioeconomic background did not affect their 

persistence to obtain graduate-level education. 

Hern (1987) conducted a study on factors that can influence undergraduate 

students’ future educational plans and aspirations for graduate and professional studies. A 

causal model was employed based on the general attainment model that assumes that 

attending graduate school or completing a professional degree is preceded 

chronologically and causally by aspirations and plans. The model was developed using 

five causally ordered components predicting senior-year university students’ educational 

aspirations and educational plans. Those components were: (a) background (freshman-

year educational aspiration, grade-point average, and gender), (b) major department 

context (levels of faculty support to students, departmental grading practices, 

departmental size, and the occupational linkage of the major), (c) parental support of 

educational career plans, (d) academic involvement (level of students’ contact with the 

faculty), (e) academic achievement (overall four-year GPA), and (f) academic satisfaction 
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(satisfaction with faculty knowledgeability). The College Experiences Questionnaire 

(CEQ) was distributed to the freshman living unit at two universities in 1973, and over 

70% were completed. Three years later, the questionnaire was mailed to the students who 

had completed the same questionnaire three years previously, and over 85% (total of 418 

students) of the seniors responded. Path models were developed to investigate the direct 

and indirect effects of the components on the participants’ educational aspirations and 

plans. The descriptive statistics showed that on average, educational aspiration increased 

over the years, and male students’ aspiration was higher than that of female students. It 

was also shown that male students tended to choose majors with higher occupational 

status (e.g., sciences) and closer occupational linkage (e.g., engineering) than female 

students. The regression results showed that background factors (gender and freshman-

year aspiration, p < .001), parental support (p < .05), academic involvement (faculty-

student interaction, p < .001), academic achievement (final GPA, p < .001), and academic 

satisfaction (satisfaction with faculty knowledgeability, p < .001) positively predicted 

educational aspiration, while the departmental context (department student orientation 

and high-status closely linked majors, p < .05) made a negative contribution to the model. 

Regarding educational planning, departmental context (departmental grading practice, i.e., 

self-evaluation of academic achievement, p < .05), parental support, p < .001), and 

senior-year educational aspiration, p < .001) contributed positively to the students’ 

educational plans. The model explained approximately 31% of the variance in senior-year 

educational aspiration and 26% of the variance in educational plans. By developing path 

models, the direct and indirect effects of those components on educational aspiration and 

educational plans were examined as well. According to the results, gender influence (p 
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< .001), freshman-year aspiration (p < .001), parental support for career plans (p < .01), 

faculty-student interaction (p < .001), and senior-year final GPA (p < .001) strongly and 

directly affected aspiration. However, the effect of those variables on educational plans 

was indirect. A path model for each gender was also developed. The results showed that 

the aspiration level of male students (b = .41) was higher than that of female students (b 

= .38). Both male and female students’ educational aspirations were influenced positively 

and directly by their freshman-year educational aspiration, student-faculty interactions, 

and overall GPAs. However, only male students were influenced directly by satisfaction 

with faculty knowledgeability, department type, and department orientations, while only 

female students were influenced directly by parental supportiveness. The model for the 

male students explained more variance (32%) than that for female students (18%). Two 

limitations were noted: The study was based only on data from two institutions, and the 

data might be dated because another study (Patterson, 1976) indicated that the aspirations 

of female students are not lower than that of male students. 

Schapiro, O’Malley, and Litten (1991) investigated influences on college students’ 

plans to go to graduate school after graduating. The sample data were collected in 1982, 

1984, and 1989 from 32 highly selective, private institutions that comprised the 

Consortium on Financing Higher Education (COFHE). These data concerned the students’ 

plans for Graduate Education and what influenced their plans. The survey data were 

collected during the weeks prior to graduation about (a) the students’ intention to go to 

graduate school in Arts and Science (yes/no), (b) grade point average (4-point scale), (c) 

whether they had accumulated a high amount of debt during college (yes/no), (d) gender 

(male/female), (e) ethnicity (white/non-white, Asian/non-Asian), (f) father’s education 
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(undergraduate or higher/lower than undergraduate degree), (g) income (high income/not 

high income, middle income/not middle income), (h) whether they were interested in a 

career in higher education (yes/no), (i) the interaction of high debt and ethnicity 

(white/Asian), (j) college type (college/non-college, women’s college/not women’s 

college), (k) the region of the institution (in the north east/not in the north east), and (l) 

the SAT scores (continuous variables). A total of 25,793 graduating students (9,364 in 

1982, 6,876 in 1984, and 9,553 in 1989) returned the survey about whether they were 

planning to go to a graduate school in Arts and Sciences immediately after graduation 

from their undergraduate institution. A regression analysis was conducted to examine the 

effects of the ten variables selected. Six independent variables (grades, father’s education, 

income level, debt level, and pre-college interest) were selected as default independent 

variables. To investigate the differences by groups, a model was run using the following 

independent variables: gender, and race/ethnicity/gender with the college characteristics 

(college type, region, and SAT scores), in addition to the eight independent variables for 

each of the three years (1982, 1987, and 1989). The results showed that the models were 

significant, with the adjusted R2 of 23.8% (1982), 21.0% (1984), 26.5% (1989, without 

pre-college interest variable), and 49.75% (1989, with pre-college interest variable). The 

descriptive statistics showed that the rate of the college students progressing to a graduate 

school immediately after graduation from the undergraduate program had decreased in 

the seven years between 1982 and 1989, especially for males and Asians (and their 

combination). The regression results showed that high academic achievement, as 

operationalized by GPA, and the students’ pre-college interest in academic career 

positively contributed to all the models developed. The level of the students’ debt was 
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insignificant; therefore, it was concluded that debt did not affect the students’ decisions 

regarding their academic careers. 

Those studies indicated that undergraduate students’ overall positive 

undergraduate program experience, including their academic achievement represented by 

their undergraduate GPA, social and academic self-confidence, positive interactions with 

professors, and family support, are some of the main factors that encourage them to go to 

graduate school. The studies also showed that there are gender differences in the reasons 

people decide to go to graduate school. Interestingly, the amount of debt did not 

significantly diminish their interest in going to graduate school. In sum, academic interest 

and positive experiences in an undergraduate program make it more likely that 

undergraduate students will pursue advanced degrees. 

 

Factors Affecting the Graduate School Selection Process 

Malaney (1987) conducted a study to investigate the process graduate students go 

through when deciding to go to a graduate school in the United States and how they 

choose a school. A questionnaire was distributed to all the newly enrolled graduate 

students in the Midwest asking (a) why they decided to go to graduate school, (b) how 

they learned about the graduate school in which they were enrolled, and (c) why they 

chose that particular graduate school. Each question was analyzed using descriptive 

statistics; each of the three groups of questions was analyzed using categorical analysis 

(Chi-square statistics) by gender (male or female), ethnicity (white or non-white), 

citizenship (domestic or foreign), age (20 to 23, 24 to 27, 28 to 64), undergraduate grade 

point average (GPA) (below 2.70, 2.70 to 2.99, 3.00 to 3.24, 3.25 to 3.49, 3.50 to 3.74, or 



28 
 

3.75 to 4.00), and enrollment status (part-time or full-time). The Chi-square analyses 

showed some differences among the groups in terms of the six elements. 

In the first analysis (the reasons why the students were motivated to go to school), 

among those six elements, all variables except for ethnicity showed significant 

differences among the categories. The gender analysis results showed that female 

students went to graduate school for personal satisfaction (p < .01) or because a friend 

was going (p = .02) more often than male students. The citizenship results showed that 

more domestic students went to graduate school because they had nothing else to do (p 

= .03), their fields require a graduate degree (p = .03), for personal satisfaction (p < .01), 

or for better job opportunities (p < .01) compared to the international students. The age 

analysis showed that younger students were more likely to go to graduate school because 

they had nothing else to do (p < .01) or to improve their job prospects (p <. 01), while the 

older students went for professional reasons (p < .01). The GPA analysis results showed 

that students who earned higher undergraduate GPA went to graduate school because 

they wanted to learn more (p < .01), while those with a lower GPA went because there 

was nothing else to do (p < .01). The enrollment status analysis showed that part-time 

students went to graduate school for professional reasons (p < .01), while the full-time 

students were more likely to say that the field requires a graduate degree (p < .01). 

Once potential students become interested in going to a graduate school, they 

have to look for the school(s) to which they will apply. Malaney (1987) also asked the 

graduate student participants in his study how they went about this task. The descriptive 

statistics indicated that a large number of the students found the program through a 

brochure (28.1%), through their undergraduate professors (25.3%), or by attending the 
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institution as an undergraduate student (23.0%). Malaney found some differences in the 

categories of five out of the six elements using a Chi-square analysis. No significant 

difference by GPA levels was found, but female students tended to learn about the 

program though graduates (p < .01), while male students tended to learn about the school 

from brochures (p = .03) or from their undergraduate professors (p = .03). The ethnicity 

analysis showed that Caucasian students tended to come from the school’s own 

undergraduate program (p = .02) while non-Caucasian students learned about the 

program from career days at their undergraduate institutions (p < .01). The results of the 

citizenship analysis showed that domestic students tended to learn about the program 

through alumni (p = .04). The age element analysis showed that younger students were 

likely to learn about the program from the brochure (p = .01) and letters from the 

department (p = .01), while older students tended to learn about the program through their 

undergraduate professors (p < .01), newspaper ads (p < .01), and alumni (p = .01). The 

enrollment status results showed that part-time students were likely to come from their 

own undergraduate institutions (p < .01), while full-time students tended to learn about 

the program through their professors (p < .01). 

Graduate school applicants must choose one graduate school among the school(s) 

they are admitted to. As part of a series of questionnaire studies, Malaney (1987) also 

reported the results of the reasons why the students selected the graduate school they 

enrolled in. The descriptive statistics showed that the majority (66.2%) of the participants 

chose to apply because of the school’s good academic reputation. Many of them also 

indicated that they chose the institution because of financial reasons (42.9%) or the 

location (29.5%). Chi-square results showed some differences by the categories for this 
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analysis as well. The gender analysis showed that female students tended to apply to the 

institution because of its location (p < .01), while male students were more concerned 

about the department’s reputation (p < .01). The ethnicity element analysis showed that 

Caucasian students were more likely to apply to the institution because of its location (p 

< .01), while non-Caucasians tended to choose it because of financial issues (p < .01). 

The citizenship results showed that domestic students also tended to choose the 

institution because of its location (p < .01), while foreign students were more concerned 

about whether the school was large enough to offer the majors they were interested in (p 

< .01). The age analysis results showed that older students care if a friend went to the 

school (p < .01) and/or its location (p = .02), while younger students were more 

concerned with the academic reputation (p < .01) and/or financial issues (p < .01). The 

GPA results showed that students with higher GPAs tended to be concerned with the 

academic reputation of the department (p = .03) and/or financial issues (p = .01). The 

enrollment results showed that part-time students tended to apply to the institution 

because of its location (p < .01), while full-time students were more concerned with the 

departmental reputation (p < .01) and/or financial issues (p = .02). 

An overall summary of the findings shows that potential students consider going 

to graduate school for many different reasons, and the reasons they decided to go or not 

go to graduate school differ among young traditional students without full-time jobs and 

older non-traditional students with full-time jobs and a family or partner. Students in the 

traditional age range tend to choose to go to graduate school because of a personal 

interest in the field, to meet the pre-requisites for their future jobs, or not having anything 

else to do, while older non-traditional students tend to go back to (graduate) school for 
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professional reasons. Part-time students, who tend to be older, tend to go back to graduate 

school for professional reasons, while full-time students tend to go to graduate school 

because the field requires a graduate degree or they have nothing else to do. 

Potential graduate school students look for graduate schools using various tools. 

Older students tend to look at newspapers (or publically available information), 

communicate with alumni of the graduate school, or speak with their undergraduate 

professors. Their final decision tend to be made because of the institution’s location 

(commutable or not), financial constraints, and the school’s reputation. This is because 

many non-traditional students have full-time jobs, a family or partner, and job 

commitments. The findings about the aspiration level of graduate students by gender are 

mixed. Undergraduate GPA exerts an influence on students’ aspirations for study. 

Adding an academic factor in a traditional cost-benefit econometric model could improve 

enrollment decision perdition level, but one study showed that academic components did 

not directly affect students’ plans to go to graduate school. The findings also indicated 

the importance of financial support, such as the GI bill; however, that said, the influence 

of debt from attending an undergraduate program was insignificant. That finding could be 

partly based on the lower number of students who go to graduate school immediately 

after earning a bachelor’s degree. 

Malaney’s findings concerning the importance of financial issues for potential 

students’ decision to go to graduate school has been confirmed by other researchers, such 

as Remus and Isa (1983). They developed a model to predict the actual number of 

applicants who would be enrolled in a Master of Business Administration (MBA) 

program at the University of Hawaii. The data were collected from the 212 applicants 
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who were admitted to the program in Spring Semester 1974 to Spring Semester 1975 

using the application documents they submitted during the admission process. The data 

for 144 applicants were randomly selected, and the remaining data from 68 applicants 

were used to test the validity of the discriminant function that was developed. The correct 

classification for the model was 73.4%. The significant results of the beta weights for 

additional payments by residential status (foreign tuition = -2.67, non-resident tuition = -

1.71, resident tuition = -1.14) and reduction of the burden by special programs or 

financial support (.317) showed that the applicants’ decision to be enrolled strongly 

depended on the amount of tuition they had to pay. The applicants’ grade point averages, 

gender, and test scores were not significant predictors of their enrollment in the program. 

The researchers concluded that Hawaii is in a unique position compared to states on the 

mainland; however, the importance of tuition can be applied to other universities as well. 

Poock and Love (2001) added other dimensions to the study of factors affecting 

the decision to attend to graduate school: program repetition, having a family or not, 

reasonably easy access from the work place or home (location), flexible course offerings 

(e.g., evening course offerings), and support from the program. Poock and Love 

conducted a study of 24 higher educational administration doctoral programs to 

investigate the factors that can influence the decision to choose a doctoral program in 

higher education administration. They distributed questionnaires to all the doctoral 

students who were accepted into the doctoral programs between fall 1995 and fall 1996 

inclusive asking why they chose the program. A total of 180 students responded. They 

calculated the average of a five-point Likert scale for each question on the questionnaire, 

and the questions were ranked from the highest to the lowest to see what conditions the 
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doctoral students valued when selecting a program. In addition, the data set was divided 

by gender (male and female students), enrollment status (full-time and part-time students), 

racial groups (Caucasian, African American, and others), and age groups (30 or younger, 

30 to 40, and 41 or older). The results showed that the doctoral applicants in higher 

education administration tended to value three factors: (a) faculty-related issues 

(friendliness of faculty and positive interaction with faculty), (b) the substance of the 

academic program (flexible program requirements, a diversity of course offerings, 

academic accreditation, and rigor of the program), and (c) other important individuals in 

their lives (input from current professionals in the field, input from spouse/partner, input 

from employer, and input from students currently enrolled). Thus, they concluded that 

applicants tended to value friendly and welcoming faculty and program flexibility more 

than a good academic reputation. The applicants’ decisions were also strongly influenced 

by the opinions of people who are important in their personal lives (spouses and partners), 

academic lives (current students in the programs), and professional lives (professionals in 

the field). Student’s t-tests and ANOVA procedures were also conducted to investigate 

differences between different groups (gender, enrollment status, race, and age). The 

results showed that there were no differences based on gender except that men were more 

concerned about academic accreditation (p < .01) and rigor of program (p < .05). 

Although Poock and Love (2001) claimed that there were few gender differences, the 

results showed that male students tended to value the school’s reputation more than 

female students. The program selection factors valued differed by enrollment status. Part-

time students valued accessibility to the program, such as location (p < .01), the 

availability of evening classes (p < .001), being able to continue working (p < .001), 
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flexible program requirements (p < .05), and being able to pursue studies part-time (p 

< .001). However, full-time students tended to value relationships with the people they 

needed to communicate with at their institutions, educational costs, and opportunities for 

their future careers (i.e., friendliness of faculty and staff (p < .05), amount of assistantship 

stipend (p < .001), cost (p < .05), and opportunity for assistantship (p < .001)). The 

results showed that both part-time and full-time students cared about accessibility, but the 

types of accessibility that each group cared about differed. Part-time students’ decisions 

were influenced by physical accessibility (i.e., whether they could commute to the school 

or not), while full-time students’ were influenced by accessibility of the program in terms 

of finances and accessibility to their future career. The ANOVA results by race (white, 

African-American, and others) indicated that African-Americans were more concerned 

about academic accreditation, and were more sensitive to how well the school attended to 

the needs of minorities and to opportunities for internships. The others group (non-white, 

non-African-American students) were concerned about many more conditions compared 

to the African-American group: geographic location, sensitivity to the needs of minorities, 

opportunities for assistantships, the diversity of course offerings, impressions formed 

during the campus visit, input from alumni, spouse/partner’s educational plans, cost of 

living in the area, affordability of off-campus housing, and whether their friends and/or 

relatives lived in the area. Those results indicated that non-Caucasians tended to be more 

sensitive about their study environment when they considered applying for a doctoral 

program in Higher Education Administration. The ANOVA results by age group showed 

that older students over the age of 40 were more interested in a program that is close to 

home, offers evening courses, and provides the possibility of pursuing the degree part-
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time. On the other hand, younger students (age 30 or younger) were more interested in 

opportunities for an assistantship, input from current professionals/colleagues and 

parents/family, and the job responsibilities of the assistantships. Thus, the results showed 

that older students tended to already have careers, they preferred to study part-time and to 

choose a flexible program where they can earn the doctoral degree without leaving their 

current job. On the other hand, younger students tended to be full-time students and 

preferred a program that produced future career opportunities. 

O’Neill, George, Willson, Courville, McGee, Amado, Tanguma, and Walker 

(2002) added one more dimension for applicants’ decision making: the efficiency of the 

administration. They conducted a survey of non-enrollees’ decision to go to a different 

College of Education after being admitted to a graduate program in Texas A&M 

University’s College of Education. Fifteen out of sixteen non-enrollees responded to their 

questions in 1999. The results showed that the non-enrollees chose other institutions 

because of the location (the university’s location was inconvenient for family, 

employment, and academic opportunities), slow admission responses from Texas A&M, 

and the (non)availability of financial aid. 

In their second study, Vasigh and Hamzaee (2004) extended their findings by 

investigating non-enrollees’ decision not to attend graduate school. The researchers 

conducted a survey investigating the elements influencing the decisions of enrollees and 

non-enrollees in the undergraduate and graduate programs in the university in Fall 

semester 2001. Groups of enrollees and non-enrollees were selected from the extended 

campus database, and from a total of 8,041 enrollees and non-enrollees, 521 returned the 

survey. Analyses of Variance were conducted to rank the order of the reasons to be 
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enrolled for enrollees and non-enrollees for both undergraduate and graduate programs. 

The results showed that the most important element for graduate students to enroll was 

the availability of the field of interest, and the second most important element was the 

location of the school. Tuition was the least important reason for their selection. On the 

other hand, the responses from the undergraduate and graduate program non-enrollees 

indicated that tuition costs were the biggest reason not to choose the school; location and 

the availability of the major of interest followed. However, contradictory results were 

found in the survey data as well. Many of the respondents in the non-enrollees group 

chose to go to other universities that charged a higher tuition both for undergraduate and 

graduate programs. Thus, the researchers concluded that the students were willing to pay 

higher tuition due to a university’s good reputation (eliteness) and the good health of the 

aviation industry at that time. They also stated that because of the good reputation of the 

major (aviation) available at the university in the study, the tuition of the university in 

2000 could be high given that it did not appear to influence the applicants’ decision to 

enter the university. The results of the study showed that for potential graduate students 

with a career, location of the university, financial support, and school reputation are key 

elements when selecting among choices of graduate schools. The results provided by 

Vasigh and Hamzaee indicated that tuition can be a powerful factor that discourages 

potential graduate school applicants to enroll in a program, while O’Neill et al.’s results 

indicated that the efficiency of a school’s administrative services can also influence 

potential students’ decision. 

Perna (2004) examined the effects of social and cultural factors on students’ 

enrollment in graduate school. She conducted research on the effects of social and 
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cultural measures to enhance a traditional econometric logistic regression model 

predicting the differences in enrollment in post-bachelor programs by gender and 

racial/ethnic groups. The purpose was to improve traditional econometric models used in 

enrollment studies. She claimed that the focus of traditional econometric models used in 

enrollment studies ignore enrollees’ tastes, preferences, and expectations. She developed 

a logistic regression model that included measures of social and cultural capital in 

addition to the measures of expected benefits and financial/academic resources. The 

study was based on the results of the Baccalaureate and Beyond Survey (B & B) 

involving 1992/1993 bachelor’s degree recipients, and the follow-up survey in 1997 

sponsored by the National Center for Educational Statistics (NCES). This study used 

responses from 9,241 bachelor’s degree recipients from all over the United States, but 

after eliminating surveys with missing data, 5,340 recipients’ responses were used. Five 

groups of independent variables were selected for the logistic regression model: (a) 

gender (male and female), (b) racial/ethnic groups (White, Black, Hispanic, Asian, and 

others/unknown), (c) expected costs and benefits of attending the post-bachelor programs 

(i.e., traditional econometric independent variables [the direct and opportunity costs 

measured by the starting salary level by the bachelor’s major field, the opportunity costs 

measured by delaying/not delaying entry into college, marital status, and parental status 

by the number of dependents]), (d) financial and academic resources, which was 

determined by the amount of financial aid received, family income, and dependency, 

grade point average (GPA), and SAT/ACT quartiles, and (e) cultural and social capital 

measured by the parents’ academic background, language use at home (English or not 

English), parents’ support, and the values of additional education after the bachelors’ 
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program. The survey results were categorized into five groups: (a) no enrollment, (b) 

submaster’s programs (i.e., certificates), (c) master’s programs, (d) first-professional 

programs (i.e., MBA, law, or medical degrees), and (e) doctoral programs. Because of the 

small sample size of the doctoral program group, the models of three of the groups 

(submaster’s programs, master’s programs, and first professional programs) were 

developed and evaluated for this study. The results indicated that adding measures of 

financial and academic resources (model 2) and cultural and social capital (model 3) to 

traditional econometric (expected costs and benefits) measures (model 1) improved the 

explanatory power of the logistic regression model of post-bachelor’s program 

enrollment. Adding measures of financial and academic resources (model 2) improved 

the percentages of the cases correctly classified from 0% to 1% for submaster’s degree 

programs, 3% to 15% for master’s programs, and 0% to 12% for professional programs 

compared to the traditional model (model 1). By adding measures of cultural and social 

capital in addition to the measures of financial and academic resources to the traditional 

model (model 3), the percentages were further improved for the submaster’s programs 

(from 1% to 2%) and master’s programs (15% to 19%). There were no statistically 

significant differences in the post-bachelor’s degree programs both by gender and 

racial/ethnic groups. For this study, the data were collected for the 1992/1993 bachelor’s 

degree receivers who had entered a post-bachelor’s degree program within four years. 

However, the 1996 National Postsecondary Student Aid Study indicated that a large 

number of the bachelor’s degree recipients chose to go to post-bachelor’s academic 

programs more than four years later. Perna stated that one limitation of the study was that 

a large population—potential enrollees of post-bachelor’s degree programs who did not 
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enroll within four years—was missing from the study. For future research, she suggested 

tracking the participants for a longer period of time. 

Perna’s findings support the idea that family educational background and family 

support contribute to graduate school entrance in addition to the financial situation, 

family situation, and undergraduate academic achievement. One interesting and 

important comment by Perna was the demographic change of the students going to 

graduate school: more non-traditional students go back to school for advanced degrees 

after several years of work experience. 

 

The Characteristics of Non-Traditional Students 

One of the early attempts to learn more about the characteristics of non-traditional 

students was conducted by Iovacchini, Hall, and Hengstler (1985). They developed and 

administered a questionnaire at a small public university in the southeastern United States 

to gather demographic data with a focus on adult and traditional university students. The 

two groups of students generally had different backgrounds. The adult students were 

about 10 years older on average (M = 32.4 years old). Most of the non-traditional 

students had experience studying at different institutions, such as junior colleges, 

community colleges, or technical institutions prior to enrolling in the university, while 

most traditional students had attended only high school. The adult students tended to have 

occupations, and their job commitments limited the time available to attend classes to 

either the early morning or evening, and there was a strong tendency for them to enroll as 

part-time students. A higher rate of adult students had a partner or family to support. 

Many of the adult, non-traditional students had experienced major life style and/or 
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environmental changes, such as getting a full-time job, marriage, or having children after 

graduating from high school, and those changes had the potential to limit their school 

selection options. Both groups of students attached a great deal of importance to 

obtaining a better job and increasing their earning power, and these were their main 

reasons for pursuing further education. However, many of the other reasons the two 

groups mentioned regarding the value of further education differed greatly. 

The findings indicated that the participants’ level of flexibility to gain access to 

the school, financial resources, and study time could influence their decision regarding 

school as well. For instance, adult students preferred very early morning classes or very 

late evening classes, while traditional students preferred early afternoon classes. Adult 

students also showed more interest in computer science than traditional students, and 

traditional students showed more interest in humanities and psychology than the other 

groups. The researchers concluded that adult students preferred practical majors that led 

them to improve their marketable skills compared to traditional students. Adult students 

indicated that they studied an average of 15 hours per week while taking relatively few 

credits, and this meant that they spent more time/credit studying than traditional students. 

Thus adult students were more committed to their studies though they had less flexibility 

in terms of study time because of other commitments. Financially, adult students tended 

to rely on government aid, such as federal loans and the GI bill, or savings from 

themselves or their partners, while traditional students tended to rely on their parents for 

financial support. Traditional students placed a great deal of importance on the cost of 

enrolling, location (close to home), and the availability of a particular academic program. 

Those findings suggest that traditional students relied on their parents; in contrast, adult 
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students often had to be self-sustaining and that meant that they frequently used some 

type of financial aid. 

Frazier (2010) conducted a study to investigate the demographic characteristics of 

407 adult students (62% response rate) and their motivations for enrolling in an evening 

graduate degree program at Pfeiffer University in North Carolina. Descriptive statistics 

were analyzed and logistic regression models were developed to evaluate the 

demographic and motivational characteristics among students in several Master’s 

programs (business administration, health administration, science in leadership and 

organizational change, and dual degrees among those programs). The results showed 

moderate differences in demographic characteristics across the programs, but overall, the 

number of female student numbers was larger (71.0%), the largest age range was 36 to 40 

(over 50% of the participants were between 26 to 45), more than half of the students were 

married (52.2%), and they were evenly distributed by race. The group was largely non-

Hispanic and Latino, the largest overall income range was $40,001 to $60,000, but the 

largest income range of students in the science in leadership program was $20,000 to 

$40,000. Approximately half of the students (46.9%) had no children at home, but the 

next largest group (total 40.5%) had two or three children at home. The descriptive data 

indicated that the majority of both male and female students (64.1%) were extrinsically 

motivated while approximately one-third of the students of both genders (30.5%) were 

intrinsically motivated. The demographic factor logistic models were significant with a 

small effect size (Psuedo-R2 of Cox & Snell = .24, Negelkerke = .26, McFadden = .10). 

The significant variables varied among the majors; however, gender, age, marital status, 
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race, and number of children were significant in some models; income was insignificant 

among all the models. The motivational orientation model was not significant. 

Gittings (2010) conducted a study to investigate student and institution 

characteristics affecting doctoral students’ degree completion at the University of 

Kentucky and the University of Louisville. A total of 275 doctoral students who attended 

the program during the academic years 1997-2003 completed the Doctoral Studies 

Questionnaire and the Survey of Earned Doctorates. Based on the pilot study results, a 

logistic regression analysis was conducted with fourteen independent variables (eight 

student attribution variables and six institutional characteristics variables) to predict the 

probability of completion of the doctoral programs. The model was significant with the 

effect size, Cox & Snell = .37, and the results showed that age (higher age, p < .05), full-

time status (having a full-time job, p < .05), and satisfaction with the dissertation chair 

variable substantially contributed to increased probability of degree completion (p < .05), 

while changing jobs after completing the comprehensive examination decreased the 

probability of doctoral degree completion (p < .05). 

The results indicated the following concerning non-traditional students: (a) more 

female students were interested in advanced degrees after gaining work experience, (b) 

students often returned to school after gaining over ten years of work experience, (c) the 

majority of the students had family and half had children at home (i.e., many non-

traditional students supported dependents), and (d) they tended to have jobs and their 

income level was near the national median income level ($50,054 in 2011, data from U.S. 

Department of Commerce, 2011). The findings also showed that potential non-traditional 

graduate students are not individuals who are privileged to have time for study after work, 
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but are “ordinary” individuals in their 30s and 40s. Thus, this could mean that those 

individuals have to find additional time and financial resources for their own education 

while supporting a family and maintaining a full-time work schedule. However, career 

changes during the program, especially when writing the dissertation, can lead to major 

life changes, and such changes can influence whether the students complete the degree or 

not. 

 

Factors Affecting Professional Graduate School Students’ Decisions to Attend 

Graduate Programs 

Unlike the student body at most graduate schools, most of the students studying at 

professional graduate schools are older, non-traditional students. Several researchers have 

investigated the factors that affect professional graduate school enrollment. Webb (1993) 

conducted a survey study of 1,499 graduate students from seven colleges and universities 

in northern Ohio and identified fifteen variables that influenced graduate business 

students’ college selections: academic reputation, accreditation, availability of evening 

classes, potential degree marketability, part-time programs, completion time, costs 

(tuition, books, and fees), faculty contact time, location, library size, reputation in the 

community, parking availability, and placement reputation. 

Jantzen (2000) investigated factors affecting the demand for U.S. graduate 

programs with a focus on graduate business programs. Jantzen developed two least-

square regression models of graduate business school demand and showed that tuition 

change, accreditation status, course of funding, and trends in enrollment exerted 
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significant influences on changes in enrollment. He also reported that the institutions that 

increased their tuition faster than others suffered from significant enrollment declines. 

 

Non-Traditional Graduate Students’ Retention and Graduation Rates 

Part-time graduate students display more retention problems and a lower 

graduation rate. The studies reviewed below were investigations of factors influencing 

non-traditional students’ retention and the enrollment patterns of students’ based on 

(non)retention. 

St. John and Andrieu (1995) examined the influence of tuition and student aid 

(grants, loans, and assistantships) on graduate students’ persistence in the first year of 

study in addition to the influence of the students’ social and economic backgrounds, 

graduate experience, aspirations, and expected earnings. Persistence was measured by 

whether the students continuously enrolled in the programs they were in (fall term 1986 

to spring term 1987). Eight logistic regression models were developed to evaluate what 

elements (independent variables) influenced the students’ decision regarding continuous 

enrollment and to investigate how the different elements were related. The data were 

taken from the National Postsecondary Student Aid Study (NPSAS-87). The survey was 

conducted with college students in the United States in October 1986, and a follow-up 

survey was administered during spring term 1987. Over 70% of all master’s, doctoral, 

and first professional program students in the United States (a total of 10,780 graduate 

students) responded to the survey. For this study, a subset of 6,529 students was selected. 

Five groups of independent variables were evaluated: (a) students’ background (ethnicity, 

mother’s education, age, employment status, dependency status, and total income), (b) 



45 
 

experiences in graduate programs (private versus public institution, full-time versus part-

time enrollment status, grade point average, program level (master’s, doctoral, or first-

professional degree levels), (c) individual aspiration (whether targeting a higher degree 

after graduating from their current program), (d) price and price subsidies (grant, loans, 

and assistantships), and (e) expected earnings. The first four groups of independent 

variables were adapted from earlier research (St. John, Andrieu, Oescher, & Starkey, 

1994). A sequential analysis of those four groups of variables with logistic regression 

models was conducted, that is, the first model only used the students’ background, the 

second one used background and experience at graduate schools, individual aspiration 

was added to the third model, and in the fourth model, all four groups of independent 

variables except for price and price subsidies were included. After confirming the 

usefulness of the four groups of variables, four combinations of price and price subsidies 

variables (tuition charged and student aid awarded) were developed and added to the 

fourth logistic regression model with the four groups of independent variables from 

previous research. The four versions of combinations of price and price subsidies were: 

(a) any type of aid awarded, (b) one of the three types of aid (grants, loans, or 

assistantships) or some combination of the two or three types of aid awarded, (c) tuition 

charged and any one of those three types of aid awarded (grants, loans, or assistantships), 

and (d) tuition charged and the aid variables in version (b). The results indicated that the 

explanatory power of the logistic regression model for graduate students’ within-year 

persistence was improved with price and price subsidies (pseudo R2 of .11 with all four 

groups of variables from the earlier research to .20 for version four of the model with 

price and price subsidies). The results of the fourth model with price and price subsidies 
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indicated that graduate school tuition has a negative impact (delta-p = -.01), and just one 

type of student aid awarded (grant, loan, or assistantship) is insufficient to support the 

students financially. However, receiving all three types of student aid might encourage 

graduate students to continuously enroll, that is, it might enhance their persistence rate 

(delta-p = .03). 

Vasigh and Hamzaee (2004) investigated the impact of tuition increases at a 

private university for both undergraduate and graduate programs. They also developed a 

time-series model of the university’s enrollment using ordinary least squares with data 

from between the first term in 1990 to the third term in 2000 for two campuses (the main 

campus and an extension campus). Eight demand equations were developed for two 

programs (undergraduate and graduate programs) and the two campuses (main and 

extended campuses). The results for the graduate programs showed that a 1% increase in 

tuition led to a .22% drop in graduate-level enrollment at the main campus. They stated 

that there had been an upward trend in enrollment at both the main and extended 

campuses though the tuition had increased in the past 10 years. They also stated that 

those increases could be partially due to the university’s reputation, significant growth in 

the aerospace industry, relatively low tuition rates when compared with other higher 

education institutions, and improvements in facilities, such as infrastructure and the 

establishment of residential campuses. 

Shapiro and Bray (2011) reviewed the enrollment pattern of graduate students at 

Northwestern University School of Continuing Studies Professional Master’s Degree 

Program, and they found seasonality in the part-time student enrollment (low summer 

quarter enrollments). They also reported that the non-enrollment in the fifth quarter had a 
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high correlation (.59) with non-enrollment in the following quarter. Based on the 

descriptive findings, they developed a probability model to predict whether eligible 

students would become non-enrollees in future quarters when they do not enroll for a 

particular quarter. The results showed that the prediction model varied by program, so the 

model they developed for the Master’s program cannot be applied to other program; 

however, the model provides important information concerning trends and issues 

uninvestigated in the past. 

Casstevens, Waites, and Outlaw (2012) investigated the effects of support for 

non-traditional student retention in a social work graduate program. A multidimensional 

scale of perceived social support was selected as pre- and posttest results to evaluate the 

effect of the treatment (attendance of structured group events). Repeated-measures 

analyses of variance were conducted with the data from 46 non-traditional students 

(control group: students who did not attend the group events). The results were 

insignificant; however, they reported that the results could be due to the small sample 

size and lack of announcement. The descriptive results indicated that the few students 

who attended the initial group event continued attending the events, and the follow-up 

survey indicated positive attitudes from the attendees of the events. 

The results confirmed the importance of financial and psychological support 

where the retention of non-traditional graduate students is concerned. Vasigh and 

Hamzaee’s (2004) results showed a potential negative impact of tuition increases on non-

traditional students’ retention, St. John and Andrew showed a potential improvement in 

persistence in a graduate program with increased financial assistance, Shapiro and Bray’s 

(2011) findings indicated the difficulties non-traditional students have sustaining 
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enrollment over a long period of time, and the results of Cervantes et al. suggested that 

administrative services can support non-traditional students’ retention in graduate school. 

Unlike many traditional students, most non-traditional students have neither financial nor 

psychological support from their parents. Although both studies were subject to 

limitations, they provided ideas about how graduate school administrators can support 

graduate students. 

 

The Effects of Opportunity Costs and Tuition on Enrollment Status, Retention, and 

Graduation Rates 

Montgomery and Powell (2006) conducted a survey study of the influence of 

opportunity costs (the income a person gave up through lost earnings) and tuition on 

MBA students’ decision to select a particular enrollment status (full-time or part-time), 

their retention rate, and graduation rate. They collected survey data from the Graduate 

Management Admission Test (GMAT), which was administered between June 1990 and 

March 1991, and the data from 1,988 test takers who applied for and were accepted by at 

least one Master of business administration program to compare the outcome differences 

for two cases: a lowered opportunity cost of US$20,000 and a tuition reduction of 

US$5,000. The lowered opportunity cost increased the proportion of full-time attendance 

and reduced part-time attendance, while the tuition reduction did not influence the 

decision regarding enrollment status. Lowered opportunity cost increased the probability 

of dropping out, but the probability of completion was not affected by either lowered 

opportunity cost or tuition reduction. Lowered opportunity cost also lowered the 

probability of degree completion and increased the probability of dropping out for both 
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genders and for Black and Latino students; however, both the probability of completion 

and dropouts were increased for Caucasian and Asian-American students. The reaction of 

the students toward their decision to seek a degree because of lower opportunity costs 

and/or tuition reduction varied depending on the level of the school. For “top tier schools” 

with a GMAT cut off score of 650 or higher, the probability of degree completion 

declined by more than 10% and the probability of dropping out increased by over 20% 

with lowered opportunity costs, but the probability of degree completion was increased 

by over 5% (with no clear change in the probability of dropping out) because of the 

tuition reduction. For the second tier schools with a GMAT cut off score of 500 or less, 

neither lowered opportunity costs nor the tuition reduction strongly impacted the students’ 

path in the program (program completion, still attending, or dropped out from the 

program). 

The results indicated that low opportunity costs have the potential to cause 

graduate students to value their graduate education less and can thereby increase the 

number of dropouts. In contrast, a small tuition decrease can make the tuition affordable 

for many students. This finding shows the importance of the balance between tuition 

level and the student’s value of the graduate program, and implies that high tuition that is 

affordable for non-traditional students can improve the retention and completion rate, but 

an unaffordably high tuition can discourage capable non-traditional students to even to 

try to go to graduate school. On the other hand, a low tuition can give the impression that 

the program’s quality is low, and students’ motivation can thereby become lower and this 

can negatively affect retention and degree completion. 
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Graduate Students’ Performance Evaluation 

The Relationship Between Students’ Attitude and Attrition 

Cooke, Sims, and Peyrefitte (1995) conducted a study investigating the 

relationship between graduate students’ attitudes and program attrition with a set of 

personal variables with the focus on variables that universities can influence. A 

questionnaire was distributed at an urban university in the southeastern United States 

during the spring term of 1992; 230 graduate students enrolled in the business, 

engineering, public administration, and education colleges voluntarily participated. The 

average age of the participants was 32.4 years old, 54.2% of the participants were men, 

and 53.5% were non-minorities. A discriminant analysis was conducted, and Wilks’ 

lamda (.74) was statistically significant (p < .001); 84.2% of the dropouts were classified 

correctly. The results showed that graduate students’ attitudes and intentions were 

significant predictors of attrition. The authors’ stated that the variables, degree 

(expectation to complete the degree), affective commitment, met expectations, and 

satisfaction with the university, had a positive relationship with persistence to obtain the 

degree. They also reported that students with lower needs for achievement tended not to 

remain at the university. 

 

Doctoral Students’ Academic Performance 

Schlesselman and Coleman (2011) developed a model to predict poor 

performance of doctoral students’ majoring in Pharmacy. The sample data were collected 

from 161 doctoral students enrolled from 2001 to 2003. They defined poor academic 

performance as (a) failure to graduate on time, (b) earning a first through third 
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professional year cumulative GPA lower than 2.7, or (c) receiving lower than a 2.7 GPA 

on any fourth professional year experimental rotation. A multivariate logistic regression 

was conducted to examine which of the demographic and pre-pharmacy admission 

criteria were independent predictors of poor student performance. The results showed that 

53 out of 161 students (32.9%) met the criteria for poor academic performance. The 

model showed that birth in the United States, each 100-point increase in SAT verbal 

score, and each 1-point increase in cumulative GPA were related to decreasing the odds 

of poor performance. Male was the only variable identified as a positive predictor of poor 

performance. 

 

Model Development to Predict Factors Affecting Students’ Decision to Go to 

Graduate School for Marketing 

Graduate education is one part of the education industry, and universities need to 

investigate how to make their graduate schools and programs marketable, particularly in 

an increasingly competitive market. McClain, Vance, and Wood (1984) investigated the 

influence of the decision to attend or not attend the Master of Business Administration 

program in University of Boston after being accepted. A logistic probability model was 

developed with aptitude variables (GMAT results and GPA), demographic data (age, 

distance from residence, gender, minority status, citizenship, type of most recent degree, 

and level of financial aid as the applicants’ financial constraints), and other variables the 

administrative office could collect (date of acceptance, wait-list status at other programs, 

competitiveness of the applicant’s undergraduate institution, type of MBA program the 

applicant was admitted). The results showed that age, citizenship, graduate degree status, 
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type of most recent degree, gender, GMAT score and percentile, and temporary residence 

distance from Boston University were insignificant. They suggested (a) focusing on 

increasing qualified female applicants even though the gender variable was insignificant, 

(b) expanding the market for qualified applicants even though the distance from the 

university was significant, (c) improving faculty quality to make the program more 

attractive, (d) devoting extra effort to increase confirmation of acceptance from minority 

applicants, and (e) seeking more resources for financial aid for students in the program. 

They emphasized the importance of financial aid awards to dramatically increase the 

probability of accepted applicants coming to the Master’s program. 

Stiber (2000) evaluated the validity of a model that was designed to investigate the 

characteristics of the decision processes of students enrolling in doctoral programs in 

business. A questionnaire was designed based on the business school enrollment process 

model (BEP), which is based on the notion that there are five processes for enrolling in 

doctoral programs in business: problem recognition (motivation to consider enrolling in a 

doctoral program), search for information (sources of information used for making a 

decision), alternative evaluation (reasons for selecting the program), applicant choice 

(program evaluation), enrollment (the number of months spent from inquiry to enrolling 

the program), and outcomes (the level of satisfaction from enrolling the program). A 70-

item survey was sent to 97 randomly selected doctoral students (population = 123) 

enrolled in a program in business in a specific one-year period at a private university in 

the southeastern United States. A total of 51 questionnaires were returned (return rate = 

52.57%). The largest proportion of the participants was managers or executives in private 

industry with approximately 14 years work experience at the current job. Six 
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motivational factors were rated by the participants, and personal satisfaction (M = 4.71) 

and preparation for teaching (M = 4.12) scored high on average. Seventeen information 

source factors were evaluated and business school brochures (M = 2.96), graduate school 

catalogues (M = 2.78), and faculty other than those in the business school (M = 2.55) 

were the highest three; none of the 17 information sources listed (e.g., information 

meetings, current students/alumni, letter from representative, website, etc.) were regarded 

as important on average. As alternative choice factors (the reason the applicants chose the 

business school), quality faculty (M = 4.88), relevant curriculum (M = 4.63), respected 

school accreditation (M = 4.63), and responsive faculty (M = 4.53) scored over 4.5 on 

average. For application choice factors (student evaluation of the business school), 

relevant curriculum (M = 4.04), high quality faculty (M = 4.01), interesting curriculum 

(M = 3.09), challenging courses (M = 3.86), and responsive faculty (M = 3.83) were the 

top five. As an enrollment factor, the length of time from inquiry to enrolling in the 

doctoral program (measured in months) was investigated; 27.0% of the participants spent 

one to three months, 46.6% spent six months or less, and the majority (77.96%) spent one 

year or less from the first inquiry to the first semester of enrolling in the program. As the 

outcome factor, the level of satisfaction in the program (1 = Not satisfied to 5 = 

Extremely satisfied) was measured. Approximately half (49.01%) of the participants 

replied 4 (Quite satisfied), and the majority (78.42%) replied either 3 (Satisfied) or 4 

(Quite satisfied). Stiber stated that the first step of effective marketing is research, and 

concluded that a model such as the BEP model would help fine-tune an academic 

institution’s marketing strategy. 
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The findings confirmed the value of developing models for program evaluation 

purposes, as the models can inform administrators about what the programs are like and 

help them decide what actions to take for improving the graduate programs. The above 

findings showed that both non-traditional and traditional students can be influenced by 

factors other than the school’s reputation. Thus knowing how they want potential 

students to view their program relative to other graduate schools can be one of the first 

steps administrators can take to improve program or graduate school quality. 

 

Program Evaluation Studies at Japanese Universities 

Because the university in this study is located in Japan, it is appropriate to review 

relevant research studies written in Japanese. Through CiNii, the database of information 

of academic articles published in academic journals, university research bulletins, and 

articles included in the National Diet Library’s Japanese Periodicals Index Database were 

accessed. Publications were searched for using the key words graduate program, 

program evaluation, enrollment, enrollment management, and teacher education. None 

of the studies identified through this process were relevant to this study, perhaps because 

many graduate schools in Japan do not publicize operational information, and studies of 

the administrative operation of Japanese graduate schools might be conducted, but never 

published. 

 

Gaps in the Literature 

The first gap concerns the complete lack of previous research on the quality of 

graduate teacher training programs. In classroom teaching, the quality of language 
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teachers strongly influences the learning that takes place in the classroom. Thus, 

developing and sustaining stable and high quality teacher education programs is one of 

the most important bases for foreign language programs. In the area of teaching English 

to speakers of other languages (TESOL) in English-as-a-foreign language (EFL) 

communities, a large proportion of language professionals enter the field with an 

educational background outside of the field of education. For this reason, developing and 

sustaining high quality graduate education programs is important, as they influence the 

quality of a community’s foreign language education. 

The second gap is that the evaluation of the overall long-term stability of graduate 

education programs has gone completely unstudied. Graduate-level education tends to be 

influenced by academic “fashion trends” less than undergraduate programs; however, 

they can be influenced by economic and financial trends because graduate programs do 

not often play the role of being a major profit generator. Thus, it is useful to investigate 

the performance of models designed to illuminate the (in)stability of the programs over a 

long time scale. Such models might be able to contribute to the long-term expansion or 

development plan of graduate programs. However, no researchers have conducted a time 

series enrollment study to investigate the growth of a graduate program in the area of 

TESOL. 

Research concerning students’ success in graduating is also missing in the area of 

graduate education programs. Enrollment studies have been conducted in the field of 

Educational administration, Economics, and Business, but not in the graduate language 

education field. However, past enrollment studies in those fields have been focused on 

the admission and description of the students who go to graduate schools. Because the 
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ratio of non-traditional students going to graduate school is increasing, and especially 

because a large portion of EFL teachers enter graduate education programs as non-

traditional students after gaining several years of teaching experience, it is necessary to 

investigate the characteristics of the non-traditional students who successfully complete 

their degrees. 

Because of an increase in the number of part-time and/or professional students, it 

is also important to investigate the relationship between the length of time spent in a 

program and success in that program. Past research has shown that potential students tend 

to attend graduate school when they have confidence in completing the program. Thus an 

investigation of the characteristics of students’ success and time spent in the program can 

lead to important findings regarding the motivation of non-traditional students to attend 

graduate school. 

Lastly, no researchers have developed a simulation model to investigate the 

possible impact of the economy and other factors on graduate school enrollment. The 

development of simulation models is still new to the fields of general education, foreign 

language education, and educational administration and enrollment management. 

 

Statement of Purposes 

A series of studies was conducted to investigate (a) ways to evaluate the nature of 

a university graduate-level language education department originally designed for 

language professionals and (b) the nature of the students in the program. Four 

independent studies were conducted to develop models to answer the following research 

questions. 
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Research Questions for Time Series Enrollment Data Analysis 

1. Is it possible to develop a time series model to analyze and evaluate the financial 

health (enrollment) of two professional Graduate Programs over one decade? 

2. Do tuition increases, students' course taking patterns, or the implementation of a new 

policy (the close monitoring of continuous enrollment) significantly influence 

enrollment besides the cyclical (seasonal) components in the enrollment of a 

professional graduate program? 

3. Do campus location moves and new doctoral cohort entry impact (intervention) and 

influence the enrollment trend over one decade? 

 

Research Questions for the Logistic Regression Analysis of Students’ Decision 

Making and Success 

4. Are there demographic characteristics and/or enrollment patterns that influence 

professional graduate students’ degree completion in the Master’s and doctoral 

programs? If so, are there any characteristics of the students school administrators can 

use to predict who will (not) have a high probability of successfully completing the 

program(s)? 

5. What are the characteristics of successful and unsuccessful students? 
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Research Questions for Event History Analysis of the Length of Time Spent for 

Graduation 

Three research questions were posed for the event history analysis of the 

relationship between the students’ success, the length of time spent for graduation, and 

their demographic characteristics. 

6. Is there a relationship between length of enrollment and graduation from the Master’s 

and doctoral programs? 

7. How long do successful students spend studying in the Master’s and doctoral 

programs? 

8. Are there (additional) demographic or enrollment pattern factors that influence the 

students’ graduation in a certain period of time? 

 

Research Question for the Dynamic Modeling to Develop a Simulation Model for 

Graduate Program Quality Control 

9. Is it possible to develop a system dynamics model that simulates the flow of student 

decision-making for obtaining a graduate degree with factors that influence the size of 

the professional graduate programs? 
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CHAPTER 3 

METHODS 

 

This chapter is made up of two major sections, the data source section and the 

analyses section. In the data source section, the historical background of the institution, 

the unique aspects of the Graduate Education Department, and the characteristics of the 

Graduate Program students are described. In the analyses section, the data used for the 

study and the research procedures are described. 

 

The Data Source 

This is a case study of two graduate programs in a College of Education in a 

highly recognized American university branch campus in Japan. The main data used for 

the analyses were collected from a single Graduate Education department. Although the 

university is located in Japan, it retains the characteristics of an American university by 

following the American curriculum and the educational policies in place on the main 

campus rather than following the guidelines of the Japanese Ministry of Education. 

Because of the unique characteristics of the institution, a relatively good understanding of 

the historical background and the nature of the department is important for understanding 

the nature of this study. 

 

Historical Background of the Institution and the Department 

The institution in which the Graduate Education Department operates is one of the oldest 

American universities in Japan as the branch campus was established in 1982. This 
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institution was originally founded only with the English as a Foreign/Second Language 

(EFL/ESL) program, whose purpose was to provide Japanese high school graduates with 

university-level English language and academic skills that would allow them to study in 

English-medium undergraduate programs. The instructors in the EFL/ESL program were 

originally sent from the main campus in the United States; however, to establish a more 

efficient operation, it became necessary to hire local language teaching experts. After the 

EFL/ESL program was founded, a Master's in Education program in TESOL was 

established in 1982. In the following year, the institution opened an undergraduate 

program (College of Arts and Science) in Japan and began offering majors such as 

English and Asian Studies. 

One year later, the department expanded to western Japan and offered the same 

Master’s program in central Osaka. As the number of graduates increased, the demand for 

higher-level education also increased. As a result, the Graduate Education department 

offered a doctoral program in TESOL for the first time in 1988 in Tokyo as a pilot case. 

The doctoral program was offered using a cohort model in which the students worked on 

their doctoral course work together and started their dissertation work around the same 

time. As the pilot case was considered successful, the Graduate Education department 

offered a new doctoral cohort in Tokyo in 1990, and the first four doctoral students 

graduated in 1992. In 1995, the Graduate Education department offered the first doctoral 

cohort in Osaka. In 1998, the department expanded to Fukuoka, the largest city on 

Kyushu Island, when it opened the third campus offering the Master’s in Education 

program. With the establishment of the Master’s Program in Fukuoka, the department 
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was offering the Master’s program in three cities and the doctoral program in two. The 

data for this study were gathered from those programs. 

In 2005, the Japanese Ministry of Education recognized the university as the first 

foreign university in Japan. Currently the university offers an intensive EFL/ESL 

program, an undergraduate program with ten majors, three graduate departments, a 

continuing education program, and a corporate education program. 

 

Unique Features of the Institution’s Business Operating System 

A two-tier operational system: Being a university and a business organization 

at the same time. Because the university came to Japan without owning any land on 

which to establish a campus, the Japanese Ministry of Education did not recognize the 

branch campus as a university. Later the law was revised and universities were permitted 

to build city satellite campuses in city areas without owning the land; this created the 

possibility of being recognized as a Japanese university. However, to maintain the home 

university’s curriculum, policies, and regulations on the Japan campus, administrators at 

the branch campus decided not to follow all the Japanese Ministry of Education 

guidelines. This decision freed the institution to follow the American educational system 

but pushed it to have two sides as an organization: Educational curricula were based on 

the American system, and the academic side was sponsored and financially supported by 

a Japanese business organization. 

Because this institution is a branch campus of an accredited American university 

and not a Japanese university, it cannot receive financial support from the Japanese 

government like institutions accredited as Japanese universities by the Japanese Ministry 
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of Education. Some of the financial support this institution loses by choosing to be an 

American university is a subsidy that is given to accredited universities and a 

consumption tax waiver. Such an additional financial burden to operate as an American 

university and the high tuition on the main campus (US$20,000 for resident students, and 

US$30,000 for non-resident students in Academic Year 2010) pushed the tuition and 

other fees to a relatively high level (total 2,418,000 yen for the Master’s degree in 

Academic Year 2010) compared to public universities in Japan. For instance, a Master's 

degree from Osaka University Graduate School of Language and Culture cost 1,383,600 

yen in 2010. 

Because the university is technically a “company” in Japan, the students could not 

receive benefits, such as a student train pass discount, for the first 23 years of its 

existence in Japan. The university’s decision to be an American university made it 

possible to sustain the American-based educational system; however, it increased the 

financial burden for both its Japanese partners and the students (or their parents). This is 

one reason the university has faced difficulties competing against Japanese universities. 

In 2005, a major change in the university’s status took place when the Japanese 

Ministry of Education recognized the branch campus as a foreign university in Japan. 

Although the university is still officially a company and not a university in Japan, 

students have received train pass discounts and other benefits since 2005. 

 

“University on wheels”. Because the university’s business operation was handled 

by sponsoring Japanese companies until 1996, the branch campus had to move from one 

location to another in the Tokyo metropolitan area and central Osaka for the first 14 years 
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of its existence due to changing sponsors or the sponsors’ convenience. Because of this 

situation, the university was sometimes called “a university on wheels.” However, in the 

mid-1990’s, administrators on the main campus determined to establish a Japanese 

company in Tokyo, and direct management by the main campus began. Since 1996 the 

Tokyo campus has been in one location, and since 2005 the Osaka campus has been 

located in central Osaka. The third campus in Fukuoka was in one location for ten years, 

as the university had established a partnership with a language school; however, in 2008, 

the language school encountered a financial crisis. Therefore, the institution had to end its 

partnership with the language school and formed a new partnership with a well-

established university in Fukuoka in 2008. 

 

The Characteristics of the Graduate Education Department 

 The main campus in the United States uses a semester system. Therefore, 

following the main campus system, the graduate education department on the Japan 

campus also uses a semester system (fall and spring semesters). In addition to the two 

semesters, there are two intensive seven-week summer sessions (May to August). Like 

many American universities, this Graduate Education Master’s Program gives students 

who wish to enter the program two choices. First, students can start taking courses and 

take up to nine credits before matriculating. Second, students can apply to the program, 

matriculate, and then begin taking courses. In contrast to this system, all doctoral students 

are admitted to a cohort, so there are no non-matriculated doctoral students. Because both 

graduate programs were designed for the professional development of local foreign 

language instructors, the majority of whom have full-time jobs, all the courses are offered 
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on weekday evenings or weekends. Due to the small scale of the institution, the number 

of local faculty members has been small, but the department has been inviting well-

known scholars from around the world for intensive weekend seminars three times every 

semester. Those seminars provide the Master’s and doctoral students with opportunities 

to learn directly from leading scholars in the field. As such, the seminars have become 

one of the unique features of the department. 

 

The Characteristics of the Graduate Students 

Almost all the students studying in the two graduate programs are working 

students (professional language teachers) teaching in academic institutions, such as 

universities, junior colleges, high schools, international schools, kindergartens, and 

private language schools. In addition, some are school administrators. Because of the 

nature of the graduate programs, most of the students are in a non-traditional age range 

(older than 24 years old). Most of the students begin with non-matriculated status 

because: (a) non-native English speaking candidates generally like to “try” a course or 

two to build their confidence to study in an English-medium program; (b) some non-

native English speaking candidates do not have a high enough TOEFL score to 

matriculate, but they would like to take one or more courses while they wait for their test 

score to increase; (c) many non-Japanese candidates or Japanese with foreign degrees 

would like to start the program, but they must request university transcripts from outside 

of Japan (thus they have to wait for one term to start as a matriculated student, but they 

prefer not to); or (d) all non-Japanese candidates have to take a standardized examination, 

the Graduate Record Examination (GRE) or the Miller Analogies Test (MAT), and it 
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often took over a month to receive the test results (with the introduction of the 

computer/Internet-based examination system, the situation was recently improved). They 

begin taking courses with non-matriculated status while waiting for their transcripts or 

test scores to arrive. Because the students are teaching professionals who have either a 

full-time or several part-time teaching jobs, most of them have limited study time. The 

majority has families, so they often have financial limitations that influence the rate at 

which they take courses. For those reasons, they overwhelmingly choose part-time status 

(i.e., they take less than nine semester hours or less than three regular courses per 

semester). Overall, the students are non-traditional in that they start as non-matriculated 

students, they usually have jobs, and they choose part-time status; however, they have 

strong motivation to come to the program. Common reasons for joining the program are 

improving teaching skills and knowledge, or wanting to earn a Master’s and/or doctoral 

degree to obtain better teaching or research positions. 

 

Data Collection Procedures 

Because this is a case study of a graduate level university department, all the 

institutional/student data were collected from one Graduate Education Department of a 

branch campus of an American university with the permission of the two individuals who 

directed the department from 1984 to 2010. Because of differences in the social and 

educational systems in the United States and Japan, the school has faced difficulty 

completely adhering to the main campus time schedule and curriculum. For instance, 

scheduling classes is one of the biggest challenges because of the differences in the 

student bodies on the main campus and the Japan campus. Thus, to sustain the level of 
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required contact hours, some modifications were made for the class session times in 

Japan. With a more computerized database system and the weekend seminar courses, 

which are unique to the Japan campus, the campus faced difficulties offering some of the 

courses or seminars in the same terms of those offered on the main campus, especially 

during the summer sessions. Therefore, before the development of the database system 

between the main campus and the Japan campus (from the late 1990s to 2010), Summer 

Session I courses were sometimes recorded as Summer Session II courses, or Summer 

Session II courses were recorded as Summer Session I courses in the main campus 

records. Because the purpose of this study is to analyze the enrollment situation of the 

local Japan campus, the enrollment data were based on the course schedule announced in 

Japan (i.e., what actually occurred), not what the main campus officially recorded. 

 

Analyses 

Time Series Enrollment Data Analysis 

In this study, five time series models are developed to determine: (a) the stability 

of four professional graduate education programs (two Master’s Programs and two 

doctoral programs) and the entire department, and (b) the contribution of seasonality and 

other factors to financial and/or overall stability. For this study, data from the Master’s 

Program in Fukuoka were not analyzed because of the small number of data points 

(maximum 44 data points; four data points per year for eleven years from Fall Semester 

1998 to Summer Session II, 2010) and irregular course offering patterns in the early 

2000s (e.g., no Summer Session II courses in 2002, 2003, and 2004). This means that the 

number of data points collected from the program in Fukuoka is less than 50, which is 
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smaller than the minimum requirement for time series analyses, especially for ARIMA 

and some regression models (Tabachnick & Fidell, 2007). Also the institution decided to 

stop offering courses in Fukuoka from Fall 2010. Thus there was no need for "predicting" 

future enrollment in that program. For these reasons, the analyses were conducted on: (a) 

the Master’s program in Tokyo, (b) the Master's programs in Osaka, (c) the doctoral 

program in Tokyo, (d) the doctoral program in Osaka, and (e) the entire graduate 

education department.  

 

Time Series Data Analysis 

Time series data is a series of data points observed sequentially over a certain 

time period. This kind of analysis has been used in various fields, such as economics, 

finance, marketing, engineering, physical science, and medical science, to investigate 

topics such as GDP, company profits, the monthly US dollar-Japanese yen exchange rate, 

or the temperature of a patient. One characteristic of the observations in a time series 

analysis is that they are successive and not independent from each other; thus, unlike 

many stochastic data analysis procedures, observing autocorrelation (i.e., a situation in 

which previous observations influence the future data) is desirable. The goals of time 

series data analysts are to identify patterns in a series of observations over time, test the 

impact of interventions on a series of observations over time, or forecast the patterns of 

future events. Traditional time series analysis concerns four components of time series 

data: (a) the trend, the long-term components of growth or decline during a certain period 

of time; (b) seasonal variation, the variation due to seasonal changes; (c) cyclic variation, 

other variations besides seasonal variation; and (d) irregular (random) fluctuations. The 
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variations of those components can be analyzed with time series analysis methods, and 

the results can be used for control (e.g., production quality control) or to predict future 

variations. 

 

The Value of Time Series Data Analysis for Program Administrators 

Many kinds of time series data available in academic institutions are potentially 

useful for school administrators. Examples include the number of inquiries over a period 

of time, the number of applications for admission, the application acceptance rate, the 

retention rate, the graduation rate, and budget-related changes. All these data are 

available over long periods of time. Time series data analyses can provide a broad picture 

of an institution’s historical path, such as periods of growth or decline or possible causes 

of changes in the institution’s financial health. Identifying financial or demographic 

trends can benefit policy makers and educational administrators by helping them make 

better judgments regarding institutional quality management. 

 

Major Types of Time Series Data Analysis Methodologies 

There are several traditional time series data analysis methodologies. Some are 

usually selected for exploratory purposes and others for making predictions. For instance, 

spectral analysis is often selected for confirming the existence of cyclical and seasonal 

variations. Seasonable decomposing is often used to explore the influences of the four 

time series components. Exponential smoothing is used either for exploratory purposes or 

prediction purposes because the model is based on the impacts of past events (i.e., 

modeling the influence of past data in the time series); the model can also be used for 
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making near future predictions. Time series regression models are used to evaluate the 

impacts (sudden decline or growth) of events and the influence of external factors, such 

as changes in the economy, into the model. ARIMA models are used to assess the 

influence of past data and to predict future trends in the time series. 

 

Model determination. Initial diagnoses were conducted before developing the 

time series model. The issues considered were: (a) the reasons for the forecast, (b) the use 

of the forecast, (c) the characteristics of the available data, (d) the time period to be 

forecast, (e) the minimum data requirement, (f) desired accuracy, and (g) the forecast cost. 

Those issues are important when defining the nature of the forecasting problem, 

explaining the nature of the data under investigation, describing the capabilities and 

limitations of potentially useful forecasting techniques, and developing predetermined 

criteria on which the selection decision can be made. As a first step, identifying and 

understanding historical patterns is the key for selecting the best model(s). Learning 

whether a trend or cyclical or seasonal patterns can be identified or not narrows the 

selection of the techniques and model(s) to be used. It is also important to determine the 

length of the periods for the analyses because different models have different strengths in 

terms of their time horizons (the number of data points in the study). Thus selecting 

appropriate techniques and model development can be narrowed by the nature of the data 

collected for the analysis. 
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Model Selection 

For this study, autoregressive error models with intervention variables were 

selected to examine the effect of seasonal variation, tuition increases, and the Japanese 

economy on the graduate education programs' enrollment levels. Autoregressive error 

models are a type of dynamic regression model with multiple independent variables (i.e., 

a type of multiple regression models with time components). Such models enable 

researchers to conduct hypothesis testing of possible influences of events or variables on 

the time series data (Yafee & McGee, 2000). Multiple input dynamic regression models 

can include seasonal and trend patterns as independent variables; they provide advantages 

in intermediate and long-term forecasts compared with many other methods (Hanke & 

Wichern, 2005; Yafee & McGee, 2000). 

Similar to regular multiple linear regression models, autoregressive error models 

are estimated with the ordinary least square method (OLS method). However, because of 

the autoregressive characteristics of time series data, the variables and residuals are 

transformed to correct (or adjust) for the autocorrelation of the residuals. Thus the 

regression equation at time t is: 

 yt = αt + β1 · x1(t) + β2 · x2(t) +···+ βk · xk(t) + et 

 εt = ρ·et-1 + vt 

Where 

εt = the error at time t 

| ρ | < 1 

ρ = autocorrelation of error 

vt = normally distributed independent error term with mean 0 and variance σt
2 
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The residual function (the equation of the error at time t) is the first order autoregressive 

(AR) model, which is one of the simplest Autoregressive, Integrated, Moving Average 

(ARIMA) (or Box-Jenkins time series) models. ARIMA models are some of the major 

models used for time series data analysis, and they have been implemented to evaluate 

the influences of past records, the existence of cyclical and seasonal trends, and formulate 

equations for short-term forecasting. Thus, autoregressive error models can be interpreted 

as autoregressive (AR) models with independent variables that have the potential to 

contribute to a better prediction of the time series, or a linear regression with an ARIMA 

component. 

ARIMA models require equal distance among the data points without missing 

values in the series (Yaffee & McGee, 2000); thus, it is the best to choose equal distance 

data points for this study. The length of the fall and spring semesters is approximately 

four months and the period for the intensive summer sessions is approximately two 

months, that is, the data sets in this study are technically equidistant. However, because 

those four terms function as independent terms that count as one of the terms in which 

students take courses to increase the speed of graduation, all four terms are regarded as 

having equal distance administratively. 

 

Major Analyses of the Enrollment Models 

For model building, 68 data points (from Fall Semester 1993 to Summer Session-

II, 2010) were used for the two Master's programs, and 60 data points (from Fall 

Semester 1995 to Summer Session II, 2010) were used for the two doctoral programs. 

This is because the Osaka doctoral program started in Fall Semester 1995, and thus no 
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data are available between Fall Semester 1993 to Summer Session II, 1995. In addition, 

observing the program's historical development, the 1995 cohort model became the base 

for the future doctoral cohorts in the institution. Thus Fall Semester 1995 was the best 

starting point of the enrollment pattern analysis for the Tokyo doctoral program as well. 

 

The Data 

The dependent variable. The total number of credits registered was calculated 

for each term (Fall and Spring semesters and intensive Summer Sessions I and II) as the 

dependent variable for the models. The main Master's program enrollees are matriculated 

students (formally admitted Master's students) and non-matriculated Master's students 

(students at the beginning of the program who have not yet formally applied to the 

program). There are occasional auditors: Some are outside auditors who pay the full 

tuition to attend a course(s), and the others are alumni auditors whose tuition is 

discounted. Because the number of auditors is very small compared to the official 

registrants who take courses for credit, and also because those auditors pay tuition for 

auditing (i.e., their registration raises the revenue), their registration is also included in 

the calculation of the total number of credits registered. 

The doctoral program limits the timing for admission, and the doctoral seminars 

are open only to admitted students. This means that there are no non-matriculated 

doctoral students in the program, and the enrollment figure is the total number of credits 

registered by the formally admitted doctoral students and the occasional alumni auditors 

who graduated from the doctoral program. 
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The total number of credits registered was selected as the dependent variable for 

investigating the graduate department’s financial stability because the major income 

source of academic institutions in higher education besides governmental support and 

grants is tuition, and the total number of credits registered by the students reflects the 

“quantity sold” of an institution’s educational services. In addition, because of the 

department’s characteristics as a graduate education department for professional language 

teachers (or working students), almost all the students study part-time. Thus, most 

students take one course per semester, and relatively few take two or more courses. For 

this reason, the number of credits is strongly correlated with the number of students. This 

means that the total number of credits indicates not only the department’s financial health 

but also the health of the institution from the view of department size. 

 

Independent variables. Considering past research for graduate school 

admissions and observing the time series plots of the data, the following independent 

variables were selected for this study: 

 Seasonal variables 

SP: if SP = 1, then Spring Semester otherwise Spring term = 0 

SI: if SI = 1, then Summer Session I otherwise SI = 0 

SII: if SII = 1, then Summer Session II otherwise SII = 0 

Therefore, if all three seasonal dummy variables are zero (SP = 0, SI = 0, and SII 

= 0) then the term is Fall Semester 
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Overall, this means that fall semester was selected as the base term to compare 

with the differences in enrollment among the four terms. This is because (a) fall 

term is the first term of the academic calendar, (b) fall term is one of the two 

regular terms under the semester system (fall and spring are the "regular" terms in 

the programs), and due to the so-called continuous enrollment policy, the students 

are required to be enrolled for at least one credit (except in summer sessions); thus 

(c) setting fall term as the base term makes the comparison of the level of 

enrollment possible between one of the "required" enrollment terms and the 

"optional" summer sessions. 

 

 Location (campus) move variables 

MOVE1996: MOVE1996 = 1 if Summer Session I, 1996 or after otherwise 

MOVE = 0 

MOVE2001: MOVE2001 = 1 if Summer Session I, 2001 or after otherwise 

MOVE2001 = 0 

MOVE2005: MOVE2005 = 1 if Spring Semester 2005 or after otherwise 

MOVE2005 = 0 

 

Financial Variable: percentage increase in tuition raise: Tuition increase rate 

Tuition increase rate (%TRAISE) 

The financial variable, tuition increase rate, was calculated as a ratio of the tuition 

of the term divided by the base term tuition (Fall 1993). Thus for instance, the 

variable is 1.00 in fall 1993 because the denominator variable (the base tuition) is 
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the same as the tuition of the term (fall 1993). As the tuition increases, the 

numerator (the tuition of the term) changes (increases) while the numerator (fall 

1993 base year tuition) stays the same. In this institution, there was no record of 

tuition reduction; thus, all the data for this variable are 1.00 (fall 1993 to the first 

tuition increase in summer 1997), and since summer 1997, the variable became 

larger than 1.00). 

 

Doctoral cohort entry variables 

Six cohort admissions were observed from Fall Semester 1993 to Summer 

Session II, 2010. 

 

Cohort entry variables 

CHTE1995: CHT1995 = 1 if Fall Semester 1995 or after otherwise CHT1995 = 0 

CHTE1998: CHT1998 = 1 if Spring Semester 1998 or after otherwise CHT1998 

= 0 

CHTE2000: CHT2000 = 1 if Fall Semester 2000 or after otherwise CHT2000 = 0 

CHTE2003: CHT2003 = 1 if Spring Semester 2003 or after otherwise CHT2003 

= 0 

CHTE2005: CHT2005 = 1 if Fall Semester 2005 or after otherwise CHT2005 = 0 

CHTE2008: CHT2008 = 1 if Fall Semester 2008 or after otherwise CHT2008 = 0 
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Cohort slope (measures of decline in the enrollment as the course work proceeds) 

variables 

CHTS1998: CHTS1998 = 1 in Spring Semester 1998, and the number increases 

by 1 as the term proceed up to the ninth term (i.e., until the end of the core cohort 

course taking term. For instance, CHTS1998 = 2 in Summer Session I, 1998, 3 in 

Summer Session II, 1998, …CHTS1998 = 9 in Spring Semester 2000). Otherwise 

CHTS1998 = 0. 

CHTS2000: CHTS2000 = 1 in Fall Semester 2000, and the number increases by 1 

as the term proceeds to the ninth term otherwise CHTS2000 = 0. 

CHTS2003: CHTS2003 = 1 in Spring Semester 2003, and the number increases 

by 1 as the term proceeds to the ninth term otherwise CHTS2003 = 0. 

CHTS2005: CHTS2005 = 1 in Fall Semester 2005, and the number increases by 1 

as the term proceeds to the ninth term otherwise CHTS2005 = 0. 

CHTS2008: CHTS2008 = 1 in Fall Semester 2008, and the number increases by 1 

as the term proceeds to the ninth term otherwise CHTS2005 = 0. 

 

Continuous enrollment variable 

Continuous enrollment for Fall and Spring Semesters has been required for all the 

graduate students on the main campus; however, the policy was not strictly 

enforced in the Japan satellite programs. The policy has been applied since mid-

2005 on the Japan campus. 

CENR = 1 in Fall and Spring Semesters from Fall Semester 2005 otherwise 

CENR = 0  
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 Economic indicator variable: Unemployment rate (UNEMP) 

Monthly unemployment rate (general) was collected from the website of the 

Ministry of International Affairs and Communications, Statistics Bureau, 

Director-General for Policy Planning and Statistical Research and Training 

Institute. For each term, the unemployment rate was calculated by taking the 

average of the months of the terms. For instance, the Fall Semester unemployment 

rate is the average unemployment rate of September to December of the year, and 

Spring Semester unemployment rate is the average unemployment rate of January 

to April of the year. 

 

Data points. The number of data points in the models differs between the two 

programs due to the unique admission system of the doctoral program. The Tokyo and 

Osaka Master’s Programs and the entire Education department models have 68 data 

points (from Fall Semester 1993 to Summer Session II, 2010). This data point range was 

selected because Fall Semester 1993 was when the two programs began to form the 

current course offering patterns, and it appeared to be appropriate to choose this term as 

the first data point of the current Master’s Program course offering pattern. The Tokyo 

and Osaka doctoral program models have six points less than the former three models; 

thus, they have 60 data points (Fall Semester1995 to Summer Session II, 2010). This is 

because the first doctoral admission in Osaka was made in Fall Semester 1995. In 

addition, the 1995 model became the base model for the institution’s doctoral cohort 

model; thus, it appeared to be appropriate to view Fall Semester 1995 as the first year that 

the current doctoral program course offering pattern was implemented in the institution. 



78 
 

Although the main time series analysis was conducted using data from Fall Semester 

1993 to Summer Session II, 2010, the enrollments from the establishment of the program 

to Summer Session II, 2010 are also briefly reported with the time series plot in Chapter 

4 supporting the time period for the data point selection described above. 

 

Data Analysis Procedures I: Initial Data Diagnosis 

An initial data diagnosis was conducted to investigate the influence of base 

components (trend, cyclical patterns, and seasonality) on the data sets. The model(s) for 

forecasting the near future was developed, and model validity was reviewed. All analyses 

were conducted with SPSS (Statistical Package for Social Science) version 19.0. 

 

Descriptive statistics. As the first step, descriptive statistics are reported, 

however, these statistics are not used for data diagnosis because as Chatfield (2004) 

stated, time series data are not based on random and independent sampling, so the 

analysis of time series descriptive statistics can be misleading. 

 

Test of normality of the original data. Tests of the normality of the data 

(dependent variable: enrollment) are examined to confirm whether a time series 

regression model is appropriate or not. Unlike regular regression analyses or other 

stochastic statistical analyses with experimental designs, the analysis of time series data 

is more meaningful when autocorrelation is observed. Therefore, the analysis is 

continued even if the data do not meet the assumption of normality. According to 

Hamilton (1994) and Kitagawa (2005), the techniques used for the analysis of time series 
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data with a normal distribution (Gaussian time series) and without a normal distribution 

(non-Gaussian time series) differ. If the enrollment data do not meet the assumption of 

normality, a non-Gaussian time series analysis will be considered. 

 

Absence of outliers. Univariate (dependent variable: enrollment) outliers among 

scores are problematic and should be detected and modified. To identify outliers, a time 

series plot (a graph of time versus the dependent variable) will be checked. 

 

Visual evaluation of the data set with time series plots/Absence of outliers. 

The first step for the time series analysis is to plot the raw data into a line graph of the 

dependent variable versus time. The time plot presents a rough picture of the data in 

terms of: (a) whether trend(s) exists or not, (b) whether the variation across time is 

constant or not, and (c) whether cyclical patterns can be checked or not. Homogeneity of 

variance is also checked. If the variance across time does not look constant, a logarithmic 

(natural log) transformation of the enrollment data will be considered (Tabachnick & 

Fidell, 2007). 

 

Evaluation of the autocorrelation function. The autocorrelation function and 

plot are reviewed to see if the autocorrelation function shows peaks at earlier lags and has 

a long exponential tail (e.g., autocorrelation) plus peaks at different times to determine 

the presence of seasonal component(s). 
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Data Analysis Procedures II: Final Selections of the Independent Variables 

For the analyses, five autoregressive error model analyses were developed and 

evaluated with SPSS version 19.0. The evaluation focus of the models was: (a) evaluation 

of autocorrelation to determine the fit of the model, (b) evaluation of the normal 

distribution of the residuals, (c) evaluation of the t-ratio(s) of the independent variables 

selected for each model, and (d) interpretation of the output and the independent variables 

including interventions. 

 

Logistic Regression: Student Success-Failure Data Analysis 

In this study, two logistic regression models were developed to investigate the 

characteristics of "successful" students in the Master's and doctoral programs. In this 

study, “success” in the programs was defined as “degree completion” because the degree 

tends to open the door to obtaining a job at a higher education institution as a language 

teaching professional. This study was conducted with the data gathered from the students 

who registered for at least one semester hour of credits in the Master's and doctoral 

programs as potential degree seekers. The purpose of this analysis is to investigate the 

differences in the characteristics of the students who formally started the programs and 

the students who left the program. 

To answer the first two research questions concerning the characteristics of 

successful students in the department, two logistic regression models were developed 

with the demographic and enrollment data of the students who were enrolled in at least 

one term between fall semester 1982 and fall semester 2007 (24 years and one semester) 

for the Master's students and fall semester 1988 and spring semester 2000 (12 years and 
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two semesters) for the doctoral students. A logistic regression model was selected for this 

part of the study because this type of regression model can accommodate not only 

quantitative data but also categorical data, such as gender or native language. Logistic 

regression is also useful for this kind of study because it can be used to predict the 

probability of success/failure of the students in the two graduate programs. 

 

Model Building for the Master’s Program: The Variables in the Study 

Dependent variable. The dependent variables were dichotomously coded. For 

this study, success means that the student is defined as graduated (= 1), and failure means 

not graduated or not graduated yet (= 0). 

 

Independent variables. The independent variables were selected from the 

documents the institution collects from the students such as the Statistical Record Form 

and Application for Graduate Study. The following independent variables were selected: 

 Campus   Tokyo = 0, Osaka = 1, Fukuoka = 2 

 Gender    Male = 0, Female = 1 

 Native Language  English = 0, Japanese = 1,  

     neither English nor Japanese = 2 

 Summer term program entry entry in either fall or spring terms = 0 

     entry in one of the summer intensive terms = 1, 

 Commuting Distance  Within ward = 0, Campus prefectural area = 1 

     Block area = 2, Overnight traveling area = 3 
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 1st semester course selection Recommended course(s) = 0, 

     Introductory course only = 1, 

     Elective course(s) only = 2, 

     Weekend seminar(s) = 3, 

     Not recommended course(s) = 4 

     Full-time level registration = 5, 

 First semester course credits 

 Direct admission  Start as non-matriculated = 0 

     Admission first (direct application) = 1 

The program was offered on three campuses located in Tokyo, Osaka, and Fukuoka. 

Approximately 59.28% (n = 1,252) of the cases are from the Tokyo campus, 36.74% (n = 

776) from the Osaka campus, and 4.02% (n = 85) from the Fukuoka campus. This uneven 

distribution of students is due to the program’s history and the population of the cities in 

which the campuses are located. The Tokyo campus is the oldest, as it was established in 

1982, the Osaka campus was established next in 1983, and the Fukuoka campus has the 

shortest history, as it was established in 1998. Tokyo (approximately 13 million people in 

2011) is the capital of Japan, and Osaka (approximately 9 million people in 2011) is the 

second largest commercial area in Japan. Fukuoka is the largest city with the highest 

population density in Kyushu (one of the major Japanese islands, approximately five 

million people in 2011); however, the student body was relatively small compared to the 

other two campuses. 

The total gender ratio is approximately the same between male and female 

students, however, the ratio between native English speakers and non-native English 
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speakers between the two gender groups differs greatly. The native English speaker/non-

native English speaker ratio for male is 64.68% to 36.32%, while the ratio for female is 

25.69% to 74.31%. One possible reason for the unbalanced ratios for native English 

speakers is due to the ratio of native English speaking immigrants by gender. 

Approximately two-thirds of the immigrants (higher in some countries such as Australia 

and Canada) in Japan are male (Ministry of Justice, 2010). The descriptive statistics 

might show some reflection of the unbalanced population distribution by gender among 

native English-speaking immigrants. One possible reason for the unbalanced ratio of non-

native English speakers is because of the structure of the job market in Japan. Except for 

some occupations that have been traditionally regarded as jobs for women (e.g., nurses in 

the medical field), the educational industry is one of the rare industries in which the 

gender ratio is well-balanced overall; however, the gender ratio varies depending on the 

level of the school. For instance, there are more female kindergarten, elementary school, 

and junior high school teachers, and more male high school and university teachers 

(National Statistics Center, 2012). Because language teaching positions are one type of 

professional occupation, the wages tend to be fair for both genders provided they have 

the same job experiences; thus, more women might be interested in becoming a teaching 

professional. The general ratio is not as extreme as the data gathered in this institution, 

however, the statistics show that female non-traditional graduate students majoring in 

education outnumber male non-traditional students at Japanese graduate schools (MEXT, 

2009). 

Native language groups were divided into three groups: native English speakers 

and non-native English speakers. Native English speakers made up 42.65% of the 
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students, while approximately 58.35% of the students in the data set were non-native 

English speakers. Of the non-native English speakers, over 90% (95.13%) were native 

Japanese speakers. Other non-native English speakers’ were from Austria, Bulgaria, 

Cameroon, Chile, China, Columbia, Ecuador, Egypt, Estonia, Finland, France, Kenya, 

Iran, Korea, Malaysia, Mexico, Pakistan, the Philippines, Poland, Russia, and Taiwan. 

One of the biggest potential challenges these non-native English speakers, including the 

Japanese students, shared was in comprehending and producing the English language in 

an academic context. 

The university in this study uses a semester system (a two-term system with fall 

and spring semesters), and it also offers two intensive summer sessions. Due to the 

Japanese school year system, a reasonably large group of students begin taking courses in 

the spring in April when almost all Japanese schools begin their school year. The closest 

program entry time to April is the first summer session starting in May. However, the 

term starting in May is an intensive summer session in which each course runs twice a 

week for seven weeks instead of once a week for fourteen weeks; thus, the study load for 

new summer students can be heavier than the one for new students who begin in a regular 

semester. This variable was examined to evaluate whether the students who begin in a 

summer term have more difficulties remaining in the program or if their program 

completion is similar to those who begin in the fall or spring term. 

 

Commuting distance. The effect of commuting distance was also considered 

because this factor has the potential to affect non-traditional students’ decisions 

concerning accessibility to the campus, as well as their commitment to their studies, the 
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time they are willing to invest, and the financial burden they are willing to take on. There 

are a reasonable number of students in the program who commute to the university using 

super express bullet trains and flights. This variable was included to examine whether 

travel time affects the students’ degree completion. The categories for travel are as 

follows: 

Within ward area: 

Tokyo: 23 ward areas; Osaka and Fukuoka: city ward areas 

Commutable areas: So-called “metropolitan areas around the three prefectures 

Tokyo campus: Tokyo, Saitama, Kanagawa, Chiba, and Yamanashi 

prefectures; Osaka campus: Osaka, Kyoto, Nara, Hyogo, and Shiga 

prefectures; Fukuoka campus: Fukuoka, Saga, Kumamoto, and Oita 

prefectures 

Overnight traveling area: Any prefectural area beyond the commutable area 

In reality, it is quite difficult to commute to the campuses from the farthest areas in the 

cities, but a review of individual cases indicated that all the students’ addresses were 

within two-and-half hours of the campus by train or bus (i.e., from the closest station to 

the campus to their local station). Thus, the prefectural boundary was used as the border 

for this area. 

 

Initial courses taken. Unlike traditional students, the students’ interest in 

obtaining a degree in language education seems to begin with their work experience as 

foreign language teachers. Thus the majority of the students begin the program with their 

bachelor’s (or quite often with Master’s as well) degree(s) from fields besides English, 
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Education, or Linguistics, and many of them begin the program with rich foreign 

language teaching experiences in Japan but without an academic background in second or 

foreign language teaching or second language acquisition. To get the students off to a 

good start in the program, advisors recommend that students initially take one or two 

required course(s) rather than taking many courses in a rush to graduate or taking more 

advanced courses in the beginning. The definitions of each category of the variables are: 

Recommended course(s): The student registered for three to six credits, and the 

course choices are one of the core courses except for the fifth (last) advanced 

course, one of the core courses plus an elective course, or one of the core courses 

plus one to three weekend seminars. 

Introductory course only: The student registered for a three-credit (elective) 

introduction course. 

Elective course(s) only: The student registered for three to six credits, and the 

course choices were one or two of the three-credit elective courses, or one of the 

three-credit elective courses plus one to three weekend seminars. 

Weekend seminar(s): The students registered for one to three weekend seminars. 

Not recommended courses: The students registered for three to eight credits, and 

the course choices are a three-credit advanced core course that is best taken at the 

end of the program, the advanced core course and another three credit course, 

and/or weekend seminars, or registering for seven or eight credits. 

Full-time student: The student registered for nine or more credits. Because almost 

all the students in the program have a full-time job or its equivalent (e.g., teaching 
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at multiple institutions as a part-time instructor), advisors do not recommended 

that students take a full-time load. 

 

First-term student status. One of the unique characteristics of the program is 

that over 95% of the students begin the program as a non-matriculated student. This 

variable was added to investigate whether the direct applicants are more successful than 

the “typical” students in the program or not, and if so, how and why. 

 

Model Building for the Doctoral Program: The Variables in the Study 

Dependent variable. The dependent variable was dichotomously coded. For this 

study, success means that the student is defined as graduated (= 1), and failure means not 

graduated or not graduated yet (= 0). 

 

Independent variables. The independent variables were selected from the 

documents the institution collects from the students, such as the Statistical Record Form 

and Application for Graduate Study. The following independent variables were selected: 

 Campus   Tokyo = 0, Osaka = 1 

 Gender    Male = 0, female = 1 

 Native Language  English = 0, non-English = 1,  

 Commuting Distance  Within ward = 0, commutable prefectural area = 1 

     Beyond the commutable prefectural area = 2 

 1st semester course selection Recommended course(s) = 0, 

 Age of program entry 
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 First semester course credits 

 Course-taking pattern  Required course only = 0, 

     Non-standard course taking pattern = 1 

 Advanced standing  No advanced standing at the institution = 0, 

     Advanced standing at the institution = 1 

 

Doctoral programs on the Tokyo and Osaka campuses. Approximately 

69.10% (n = 123) of the cases are from the Tokyo campus, and 30.90% (n = 55) are from 

the Osaka campus. This relatively large size difference between the two campuses is 

partly due to the program’s history. The doctoral program was offered in Tokyo in 1988 

for the first time, and three doctoral cohorts (in 1988, 1990, and 1993) were offered at 

Tokyo campus prior to the establishment of the first Osaka doctoral cohort in 1995. 

Native language groups were divided into two groups, native English speakers 

and non-native English speakers, instead of three groups as done in the Master’s program 

model. This is due to a much smaller number of cases for the doctoral program model (n 

= 178) compared with the Master’s program model (n = 2,112). Approximately 49.44% 

of the students in the data set were male students, and approximately 50.56% of the 

students were female students. Approximately 49.44% of the students in the data set were 

native English speakers, and the other 50.56% of the students were non-native English 

speakers. One of the admission requirements for non-native English speaking applicants 

was to submit a paper-based TOEFL score of 600 or higher or a computer-based score of 

250 or higher. There was no Internet-based TOEFL yet for the cohorts admitted in 2000, 

who are the newest groups in this study. Many of the non-native English-speaking 
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doctoral students earned graduate degrees from institutions in North American 

universities or Europe where English is the language of instruction. Thus, the students 

tend to have both high receptive and productive English language skills. This variable 

examined whether non-native English speaking background was a handicap for students 

pursuing the doctoral degree. 

The effect of commuting distance was also considered because some students 

were travelling approximately 60 to 350 miles for their course work every week in almost 

every single cohort since the establishment of the program. The categories were simpler 

than those for the Master’s program as two categories, commuting areas and overnight 

travelling areas, were merged. This was done due to the much smaller number of cases 

for this model and the very small number of cases in the overnight travelling area 

category. 

The doctoral program uses a cohort system in which the students take their 

required doctoral seminar(s) in the first two and half years of the program. While most 

students follow the curriculum, some take additional credits (i.e., elective credits) from 

the first term, and others register for fewer credits because of family, job, or health 

reasons. These students are aware that their decision will slow down their degree 

completion (the second case is very rare). Two variables, first semester credits and 

course-taking pattern, were added to the model to investigate whether the students’ first 

semester decision to follow (or not follow) the cohort cycle affected their success in the 

program. 

Because the department starts a new doctoral cohort every two to three years, 

many applicants were eager to start taking elective courses before being formally 
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admitted to the program. The program accepted up to nine elective advanced standing 

credits once they were admitted. This variable is included in the study to investigate the 

influence of course work completed prior to admission on successful completion of the 

doctoral program. 

Summer term entry and direct application variables were eliminated from the 

doctoral program model development because there has been no summer admission in the 

past and because in the cohort system, all the doctoral students are admitted prior to 

taking the doctoral courses (i.e., There are no non-matriculated students in the doctoral 

program). 

 

The Data 

The entire data set was from the students registered for the professional graduate 

program in the period from fall semester 1982 to summer 2010. For the Master's program, 

the students' data whose program entry was in or after spring semester 2008 were 

eliminated from the data analysis and thus they were not used to develop the model. This 

is because of (a) the model characteristics and (b) the students' enrollment characteristics. 

Unlike event history analysis, a logistic regression model can deal with events 

"completed" but not events "in process." Of the 158 degree-seeking students, 101 

(63.92%) of students enrolled as new students in spring semester 2008 or after were 

matriculated and continuously enrolled, and 27 out of 80 the students (30.82%) who were 

not matriculated in the program in summer 2010 or earlier completed the program by 

August 2010. Thus including those students would cause misentry of the original data 

(i.e., students are coded as "unsuccessful" though they eventually graduated.) To avoid 
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this problem, a cut point was made at the end of fall semester 2007 for the Master’s 

program, and fall semester 2002 for the doctoral program. The cut point for the Master’s 

program was selected because of the median number of terms the students spent in the 

Master's program for their degree completion (i.e., eight terms). The eighth term going 

back from the last term the data were collected (summer 2010) was spring term 2008. 

Also reviewing the data in August 2012, the descriptive data indicated that only 13 out of 

2,252 students were coded as "unsuccessful" though they completed the program as of 

August 2012. Thus the data point selection was based on an effort to maximize the 

number of students in this study while maintaining reasonably accurate coding. The cut 

point for the doctoral program was based on the seven-year time limit in the program.  

The original data size for the Master’s program (for entry from fall semester 1982 

to fall semester 2007) was 2,541 cases. Of those cases, 1,402 were matriculated students 

and 894 were non-matriculated students, and of the 1,402 matriculated students, 1,232 

graduated from the program (87.87%). This is a very high graduation rate compared to 

the average graduation rate in American university graduate programs. Because of 

missing data for two of the independent variables, birth date to calculate age of entry and 

address to code commuting distance, the data for 289 students were eliminated from the 

original data set. In addition, 140 non-matriculated students in the following five 

categories were grouped as a “non-degree seeking group” and eliminated. Those five 

types were (a) auditors, (b) students who clearly declared that they were taking the 

Master’s elective course as advanced standing for their future doctoral study in the 

department, (c) students who clearly declared that they had no intention of earning the 

Master’s degree from the program but instead wished to use the credits for other purposes, 
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(d) students who clearly declared that they were taking courses based on personal interest, 

and (e) students who transferred between the Japan campus and the main campus in the 

United States so that the record in Japan appears incorrect (e.g., It appears that they 

graduated with 6 credits in Japan). As a result, the success-failure logistic regression 

analysis was run with a total of 2,112 students. A summary of the student data categories 

is shown in Table 1. The data were analyzed using SPSS Binary Logistic Regression. 

 

Table 1 

Summary of the Allocation of the Student Data in the Study (Master’s Program) 
Label   Number of students   % of students 
Entry before 2008  2,252     88.66    
 Tokyo   1,345     59.72   

  Male    586     43.57  
   NES     379     64.68
   NNES     207     35.32
  Female    759     56.43  

   NES     195     25.69

   NNES     564     74.31

 Osaka   819     36.37   
  Male    369     45.05  

   NES     238     64.50

   NNES     131     35.50

  Female    450     54.95  

   NES     78     17.33

   NNES     372     82.67

 Fukuoka   88     3.91   
  Male    39     44.32  
   NES     34     87.18
   NNES     5     12.82
  Female    49     55.68  

   NES     14     28.57

   NNES     35     71.43

Entry after 2007  289    11.37    

Grand Total   2,541 2,252 2,252 2,252   100.00 100.00     

 

For the doctoral program, the students whose program entry was in or after spring 

semester 2003 were eliminated. The doctoral program on the main campus in the United 
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States was designed as a seven-year program; thus, despite the fact that all the students in 

Japan are non-traditional students, the program follows the base policies in force on the 

main campus. The students can extend their time after seven years upon request, but 

seven years is the first official cut point for their degree completion. In the data used in 

this study, the cohorts started in fall semester 1988, fall semester 1990, spring semester 

19993, fall semester 1995, spring semester 1998, fall semester 2000, spring semester 

2003, fall semester 2005, and fall semester 2008. The time limit for spring 2003 cohort 

was fall semester 2010, which is beyond the term of data collection for this study. Thus, 

the model was developed with the data from the 1988, 1990, 1993, 1995, 1998, and 2000 

cohorts. 

 

Table 2 
Summary of the Allocation of the Student Data in the Study (Doctoral Program) 
Label   Number of students   % of students
Data included  178     54.27    
 Tokyo   123     69.10   
  Male    64     52.03  
   NES     46     71.88
   NNES     18     28.13
  Female    59     47.97  
   NES     16     27.12
   NNES     43     72.88
 Osaka   55     30.90   
  Male    24     43.64  
   NES     16     66.67
   NNES     8     33.33
  Female    31     56.36  
   NES     5     16.13
   NNES     26     83.87
Data excluded  150     45.73    
Grand Total   328 178 178 178   100.00 100.00     

 

The original data set for the doctoral program (for entry from fall semester 1988 

to fall semester 2000) included 187 cases. Of those cases, 180 (96.26%) cases were 
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matriculated, degree-seeking students, and seven cases (3.74%) were non-degree seeking 

students (e.g., auditors, students who clearly declared that they were taking a course for 

personal interest). One hundred five of the 180 cases (58.33%) graduated, and 72 of the 

105 cases (68.57%) graduated within the seven-year time limit. There were two cases 

with missing data for one of the independent variables in this study (address to code 

commuting distance). Thus, a total of nine cases (the seven non-degree-seeking cases and 

the two missing data cases) were eliminated from the original data set, and the logistic 

regression success-failure analysis was run with a total of 178 cases. The summary of the 

student data categories is shown in Table 2. For both the Master’s and doctoral cases, the 

data were analyzed using SPSS Binary Logistic Regression. For the categorical predictors, 

indicator (standard dummy) coding was selected. 

 

Data Analysis Procedures 

The data used in the Master’s model are all the student data available in the 

branch campuses in Japan except for the 429 cases (2,541 minus the cases of (a) program 

entry in 2008 or after, (b) non-degree-seeking students, and (c) missing cases, that is, a 

total of 2,112 cases), and the data used in the doctoral mode are also all the cases 

available in the database except for the two cases with missing variables (i.e., a total 178 

cases). As for the initial assumptions and data evaluation, the ratio of cases to variables 

and missing data and the adequacy of expected frequencies were reviewed. For the major 

analysis, (a) the evaluation of overall fit and an evaluation of (b) significance tests for 

each predictor, (c) parameter estimates, and (d) the effect size for the model are reported. 

As the post-analysis assumption confirmation, (a) outliers in the solution (if the fit is 
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inadequate), (b) multicollinearity, and (c) linearity in the logit were reviewed. SPSS 

version 19.0 was used for the analyses. 

 

Event History Program Duration Time Analysis 

In this study, two event history Cox regression models were developed to 

investigate the length of time students spent in the program and some potential 

characteristics of the graduate students. The Cox regression model, which is one of the 

most frequently used forms of event history modeling, shares characteristics with time 

series and regression models. The dependent variable is the duration of an event with 

categorical status (e.g., a person died with a disease or survived) and potential covariates 

(e.g., medicine type, gender, the health history of the patient). In this study, an attempt 

was made to use the graduate students’ length of time in the program to predict their 

success in the program. Demographic and admission variables were used as covariates. 

To answer research questions 6 to 9 concerning the length of time students spent 

studying in the program and the characteristics of successful/unsuccessful students, two 

event history Cox regression models were developed with the demographic and 

enrollment (admission decision) data of the matriculated students who were enrolled 

between fall semester 1982 and summer session II, 2010 (27 years). 

 

Model Building for the Master’s Program: The Variables in the Study 

Dependent variable. The dependent variables were number of terms in the 

program (continuous variable). 
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Predictor variables (covariates). The predictor variables were selected from 

information on the documents the institution collects from the students, such as the 

Statistical Record Form and Application for Graduate Study. The following independent 

variables were selected: 

 Campus   Tokyo = 0, Osaka = 1, Fukuoka = 2 

 Gender    Male = 0, Female = 1 

 Age of program entry 

 Native Language (L1)  English = 0, non-English = 1, 

 Marital status   Single = 1, married = 2, used to be married = 3 

 Commuting Distance  Within Ward = 0, Campus prefectural area = 1 

     Block area = 2, Overnight traveling area = 3 

 Admission type  Start as non-matriculated = 0, 

     Admission first (direct application) = 1 

All of the predictors except for marital status are the same variables used in the logistic 

regression model for the Master’s program. Marital status was not based on official 

governmental records but on the students’ voluntary responses. Single was intended to 

indicate a person who has never been married, but potentially other types of not married 

now cases are also involved. The used to be married category means (a) divorced, (b) 

separated, or (c) widowed. The student status begins from censored (in the program) once 

the person is entered into the database. Their status was changed to "uncensored" once 

they completed the program. 
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Model Building for the Doctoral Program: The Variables in the Study 

Dependent variable. The dependent variable was the number of terms in the 

program (continuous variable). 

 

 Predictor variables (covariates). The predictor variables were selected from the 

documents the institution collects from the students such as the Statistical Record Form 

and Application for Graduate Study. The following independent variables were selected: 

 Gender    Male = 0, Female = 1 

 Age of program entry 

 Native Language (L1)  English = 0, non-English = 1, 

 Marital status   Single = 1, married = 2, used to be married = 3 

 Commuting Distance  Within Ward = 0, Campus prefectural area = 1 

     Block area = 2, Overnight traveling area = 3 

 Advanced Standing  No advanced standing credits before admission = 0, 

     Advanced standing elective credits = 1 

Gender, age of program entry, native language, and commuting distance are the same 

predictors used in the logistic regression model for the doctoral program. As stated above, 

marital status was not based on official governmental records but on the students’ 

voluntary responses. The doctoral program uses a cohort model; thus, no students can 

take “required” doctoral seminars prior to admission. However, the program accepts nine 

credits of elective units from its own graduate courses as advanced standing credits. 

Students rushing to complete the degree often take elective credits before they began to 

taking the doctoral seminar credits; thus, for this event history analysis, the variable 
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indicating whether the student started the program with advanced standing credits or not 

was also included in the event history analysis. The campus variable was eliminated from 

the doctoral model because both the Tokyo and Osaka program offered the same 

course(s) each term for all the cohorts. The censored/censored status variables are defined 

in the same way as in the Master's models. 

 

The Data 

The entire data set was from the students registered in the professional graduate 

program between fall semester 1982 and summer session II, 2010 (27 years). One of the 

unique characteristics of event history analysis is the presence of both left-censored cases 

(cases who received a treatment before the first time period of the data collection started) 

and right-censored cases (the cases whose final results did not come on or before the last 

data collection point). However, because the data include students who entered the 

program when the program was established in fall 1982, no left-censored cases were 

included in the analysis. Thus for this study, the student data is comprised of individuals 

who had no missing data. 

The original data size of the Master’s program (first course registration during fall 

semester 1982 to summer session II, 2010) was 3,043 cases. Of those cases, 2,508 were 

in the potentially degree-seeking category and 535 were clearly in the non-degree-

seeking category. Of the potential degree-seeking cases, 1,471 were formally admitted 

(matriculated) during the data collection period, and 1,222 cases (83.07%) had no 

missing variables. Two out of the 1,222 cases were outliers for the age of program entry 

category (aged 64 and 68, using the criterion |z| = 3.3, Tabachnick & Fidell, 2007); those 
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cases were eliminated from the data set for the Master’s model. Therefore, a total of 

1,219 cases (82.87%) of matriculated students were used in the final Cox regression 

model. Table 3 shows the summary of the data distribution in the categories of all the 

categorical variables in the model. 

 
Table 3 
Summary of the Allocation of the Student Data in the Study (Master’s Program, n = 1,219) 

Label 
Number of 
students %  

Degree completion   
 Not completed yet 176 14.44 
 Completed 1,043 85.56 
Admission style   
 From non-matriculated 1,128 92.53 
 Direct application 91 7.47 
Campus   
 Tokyo 734 60.21 
 Osaka 415 34.04 
 Fukuoka 70 5.74 
Gender   
 Male 593 48.65 
 Female 626 51.35 
First language   
 English 612 50.21 
 Not English 607 49.79 
Marital status   
 Single 518 42.49 
 Married 651 53.40 
 Used to be married 50 4.10 
Commuting distance   
 Within ward 427 35.03 
 Campus prefectural area 703 57.67 
 Block area 56 4.59 
  Overnight travelling 33 2.71 

 

Table 4 
Descriptive Statistics of Age of Program Entry (Master’s Program, n = 1,219) 

Variable N Min Max M SD Skew SES Kurt SEK 

Age of program entry 1,219 21.00 61.00 34.87 8.06 0.64 0.07 -0.19 0.14 
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The original data size for the doctoral program (first course registration during fall 

semester 1988 to summer session II, 2010) was 324 cases. Of those cases, 307 were in 

the potentially degree-seeking category and 18 were clearly in the non-degree-seeking 

category. Of those 307 cases, the marital status information of 28 cases (9.12%) was 

missing; thus, a total of 279 cases was used in the event history Cox regression model. Of 

the 279 cases, 213 cases began to take courses in the first semester of the coursework, 

and 66 took credits as advanced standing prior to the beginning of the cohort to which 

they were admitted. Table 5 shows a summary of the data distribution for all the 

categorical variables in the model. 

 

Table 5 
Summary of the Allocation of the Student Data in the Study (Doctoral Program, n = 279) 

Variable 
Number of 
students  %  

GNDR   
 Male 138 49.46 
 Female 141 50.54 
L1   
 English 135 48.39 
 Non-English 144 51.61 
MARST   
 Single 94 33.69 
 Married 173 62.01 
 Used to be married 12 4.30 
CMTGDSTNC   
 Within ward 70 25.09 
 Campus prefectural area 165 59.14 
 Block area 14 5.02 
 Overnight travelling 30 10.75 
ADV   
 No advanced standing 213 76.34 
  Advanced standing 66 23.66 

 

Table 6 

Descriptive Statistics of Age of Program Entry (Doctoral Program, n = 279) 
Variable N Min Max M SD Skew SES Kurt SEK 
Age of program entry 279 23 63 39.08 7.43 0.43 0.15 -0.06 0.29
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Data Analysis Procedures 

For the Master’s program, all the matriculated students in the program without 

missing data between fall semester 1982 and summer session, II 2010 were used to 

develop the Cox regression model. For the doctoral program, all the admitted students in 

the period between fall semester 1988 and fall semester 2008 (the last cohort admitted 

within the data collection time) were used to develop the Cox regression model. The 

following initial assumptions and data evaluation were checked using Tabachnick and 

Fidell’s (2007) guidelines: (a) accuracy of input, adequacy of sample size, missing data, 

and distributions, (b) outliers, (c) differences between withdrawn and remaining cases, 

(d) change in survival experience over time, and (f) absence of multicollinearity. For the 

major analysis, (a) the evaluation of overall fit and an evaluation of (b) significance tests 

for each predictor, (c) parameter estimates, and (d) the effect size for the model are 

reported. SPSS version 19.0 was used for the analyses. 

 

System Dynamics Model of a Future Enrollment Scenario 

System Dynamics 

System dynamics is a mathematical approach used to understand the dynamic 

system behavior of complex systems. This approach has been implemented in many 

fields such as environmental studies, economics, engineering, ecology, and business. 

While static models provide a better understanding of momentary events, dynamic 

models can provide insights into system change over time using a so-called stock-flow-

feedback structure. The model developed for this section is a dynamic system simulation 

model designed to predict the graduate department size using factors that are based on the 
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results of the prior chapters, public resources, and informal conversations with students in 

the program. 

One dynamic system model was developed to simulate how the graduate 

department grows/declines due to changes in the language teacher labor market (i.e., the 

population of individuals interested in graduate education study) to predict the enrollment 

of the graduate education department over the next ten years. 

 

Model Building 

Dynamic system models consist of four elements: (a) stocks (state variables), (b) 

the flows (the pipe line connecting stocks or stocks and clouds) and the bulbs (control 

variables), (c) the clouds (the source and exit of the water flow in the models), (d) the 

converters (translation variables [represented as a circular shape] that show the 

definitions or information of the function necessary for the model), and (e) the connectors 

(the thin arrows showing the origin and the destination of the elements in the model). 

Below are the elements in the simulation model in this study. 

 

Stocks. There are four stocks in the model. 

Population of language teachers (Lang Tchr Population). Because this study 

concerns the health of the graduate department (Master’s and doctoral programs) in Japan, 

the population group was defined as foreign language instructors in the language teacher 

labor market who hold a bachelor’s degree. Junior and senior high school teachers, 

college language instructors, and language school teachers were considered to be in this 

stock. 
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Population of graduate language teacher education degree interest group 

(Program Interest Population). This population is a part of the population of language 

teachers interested in studying in the Master’s or doctoral program in (foreign language) 

education. Because universities and colleges are almost the only institutions that require a 

graduate degree, it is assumed the proportion of the language teachers population group 

interested in a graduate degree is still very small. 

 

Student population of the graduate education program in this study (Grad Ed 

Student Population). This population is a subset of the program interest population, and 

it is the group of foreign language teachers who are specifically interested in the graduate 

programs and who entered one of the programs. 

 

Student population of other graduate education programs (Other Grad 

Program). This is the population stock of language teachers interested in a graduate 

(foreign language) education program, but not in the graduate programs that are the focus 

of this study. Thus the sum of the Grad Ed Student Population and Other Grad Program is 

the population of foreign language teachers interested in studying in a graduate language 

education program. 

 

  



104 
 

Bulbs and converters. There are eight bulbs that control inflow to the four stocks, 

and 17 converters that affect the eight bulb’s tightness/looseness for the inflow. 

 

New entry to the language teacher labor market (Lang Tchr MKT Entry). This 

bulb represents new language teachers who enter the language teacher labor market each 

year. This was calculated by multiplying the language teacher market entry rate (a 

converter) and the current language teacher population. If the new entry to the language 

teacher market exceeds the total number of language teachers leaving the market, the 

number of language teachers in the market should grow. Conversely, if the number of 

language teachers leaving the market exceeds the number of new entries, then the 

population should shrink. 

 

Interest in studying in a graduate education program (Interest in Grad Ed 

Degree). In this model, it is assumed that there are three main factors (converters) that 

lead or discourage language teachers to enter the Program Interest Population stock: (a) 

public information available to the language teachers, (b) feedback from the students or 

graduates of graduate programs, and (c) whether they already have graduate degree(s) or 

not. Public information in this model means geographic information (where the campus is 

located), what academic level the program is (or the image of the program academic 

level), public review of the programs, career development record after graduating, and 

other information potential graduate students can find through advertisements, Internet 

websites, and other public sources. (Positive) feedback from students or graduates means 

the evaluation of the graduate education programs by the students and graduates who 
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actually experienced the programs that reached individuals in the interest population. 

Thus if most of the students and graduates had positive experiences in the program, there 

is a high probability that the interest group has heard positive reviews from them. 

However, if they had negative experiences, the factor can block the inflow of language 

teachers to the program from the interest population. The last factor, degree-holding rate, 

indicates the proportion of graduate degree holders in the teacher market. Some language 

teachers enter the teacher labor market after earning a Master’s degree, while others have 

already earned a graduate degree during the time period under investigation. Those 

foreign language teachers are assumed to have an interest in graduate degree programs, 

but they tend to have less interest in earning another graduate degree at the time period. 

In other words, the percentage of graduate degree holders negatively affects the inflow to 

the program interest population. 

 

Decision-making to enter the graduate education programs (Program Entry). 

The program entry bulb controls the inflow of foreign language teachers interested in 

graduate studies in (foreign language) education to the graduate education programs 

investigated in this study. Six major factors (converters) influence the interest group’s 

decision to enter the programs: (a) program selection rate, (b) time constraints (Time 

Const), (c) financial constraints (Fin Const), (d) undergraduate academic achievement 

(Past Academic Achievement), (e) language requirement for non-native English speakers 

(Lang Req), and (f) the programs’ reputation (Program Reputation). The program 

selection rate is the proportion of foreign language teachers in the interest population who 

choose to seek a graduate degree and to come to one of the programs investigated in this 
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study. Time constraints include commuting time, study time, and other time-related 

opportunity costs that are part of graduate study. This factor is considered based on the 

results of the time series analysis (location move variable) and logistic regression 

success-failure analysis (commuting distance variables). Financial constraints include 

tuition level, other program-related costs (e.g., expensive imported textbooks, commuting 

expenses.), possible self-investment, and other household finance-related opportunity 

costs that potentially affect the students’ decision to invest in graduate study. This factor 

is considered based on the results of the time series analysis (tuition increase rate) and the 

total tuition (approximately 2.5 million yen for the Master’s program) relative to the 

average annual income of persons in Japan in their 30s (4.12 million yen for both 

genders, The National Tax Administration Agency, 2010). Academic achievement means 

interested individuals’ undergraduate GPA and standardized test (GRE or MAT) results. 

Language requirement means the TOEFL results of non-native English speakers. The 

program reputation involves the students’ and graduates’ review of the program to other 

language teachers who are interested in the program. As noted above, if the students and 

graduates had more positive experiences than negative experiences, it is assumed that 

they provide positive reviews of the program to people they know. However, if they have 

more negative experiences, their review of the program is assumed to be negative. Thus 

the sources for the program reputation factor are assumed to be the students and 

graduates’ program satisfaction levels (Program Satisfaction converter). 

 

Graduation from the programs in this study (Graduation). Graduation from the 

program is calculated by the graduation rate and the graduate education program 
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population. If new student entry to the programs is more than the annual number of 

graduates from the programs, the student population will increase. Conversely, if new 

student entry is less than the number of graduates, the number of students in the program 

will decrease. 

 

Decision-making to enter other graduate programs (Other Program Entry) and 

graduation (Graduation from Other Grad Program). Other Program Entry and 

Graduation from Other Grad Program are the two converters influencing the inflow and 

outflow of language teachers who are interested in graduate studies at different 

institutions besides the programs investigated in this study. In this model, no specific 

factors besides the entry rate for Other Program Entry and graduation rate for Other 

Program Graduation were entered. 

 

Model Building Procedures 

The model was developed to simulate one possible trend in the number of 

students in the graduate programs assuming a conservative scenario (i.e., no radical 

changes in any of the situations, including the Japanese economy, enrollment patterns, 

students’ background, and the campus location.). STELLA 9.1.2 was used for the 

simulation model development. 
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CHAPTER 4 

RESULTS 

 

In this chapter, the results of four independent studies are reported. The first study 

is a time series enrollment analysis of cyclical factors influencing the enrollment patterns 

and interaction factors that potentially influence unexpected increases or decreases in the 

enrollment. The second study is a success-failure analysis that investigates the effects of 

student demographic background and the first-term enrollment pattern. The third study is 

the second success-failure analysis that is designed to investigate the relationship 

between the duration of the program study and some demographic factors. The fourth 

study is the trend analysis of the total number of students in student the programs (i.e., 

the entire graduate education department) and a simulation model of the student head 

count change in the next ten years. 

 

Time Series Enrollment Data Analysis 

Initial Diagnosis 

 Descriptive statistics. Table 7 shows the descriptive statistics for the five groups 

in this study. All the skewness and kurtosis statistics are within +/- 2.00 except for the 

skewness statistic for the Tokyo Master’s program (2.52) and the kurtosis statistic for the 

department total (2.54). The skewness statistic indicates that the Tokyo Master’s program 

has a slightly positively skewed distribution, and the kurtosis statistic of the department 

total shows that slightly more data points of the total enrollment of the department cluster 

around the mean compared to a standard normal distribution (i.e., slightly leptokurtic).  
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Table 7 
Descriptive Statistics of the Enrollment Data by Groups 

Group N Range Min Max M SE SD Skew SES Kurt SEK 

M1 68 516 91 607 276.29 15.22 125.54 0.73 0.29 0.07 0.57 
M2 68 315 41 356 157.68 9.77 80.59 0.48 0.29 -0.62 0.57 
D1 60 219 8 227 108.20 7.36 57.04 0.45 0.31 -0.87 0.61 
D2 60 181 6 187 82.32 5.87 45.45 0.54 0.31 -0.53 0.61 
TTL 68 928 171 1,099 644.04 31.93 263.27 -0.01 0.29 -1.45 0.57 
Note. MC1 = Enrollment of the Tokyo Master’s program; MC2 = Enrollment of the Osaka Master’s 
program; DC1 = Enrollment of the Tokyo doctoral program; DC2 = Enrollment of the Osaka 
doctoral program; TTL = Total enrollment of the department. Because TTL is the enrollment total 
of the department, it includes the enrollment of Fukuoka Master’s program. 
 

Overall, the descriptive statistics indicate that the enrollment data are normally 

distributed. Observing the standard deviation and the minimum and maximum enrollment 

values of all the groups, most of the observed values are within two standard deviations, 

and all values are within three standard deviations. Thus, there are no extreme outliers 

that have the potential to disturb the accuracy of the model building and the data analysis. 

The mean enrollments indicate that the Tokyo Master’s program is the largest among all 

the programs observed, and it accounts for approximately 42.70% of the total enrollment 

in the department. The second largest program is the Osaka Master’s program, which 

accounts for approximately 24.48% of the department total enrollment. Following the 

two Master’s programs, the Tokyo doctoral program constitutes approximately 16.80%, 

and the Osaka doctoral program accounts for approximately 12.78% of the total 

department enrollment. Thus, because of its size, the Tokyo Master’s program can have 

the strongest impact on departmental enrollment. Compared to a typical Master’s 

program, a doctoral program tends to be much smaller due to the need for intensive 

supervision of dissertation writers, and for this reason, the fluctuations in doctoral 

enrollments have a relatively minor impact on the departmental enrollment in most 

institutions. However, in case of the institution in this study, the doctoral programs are 
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relatively large, and on average, the enrollments on the two campuses account for 29.58% 

of the total departmental enrollment. Therefore, the impact of the doctoral programs on 

departmental enrollment can be quite large. 

 

Visual Inspection of the Time Series Data Patterns. Figure 1 shows the time 

series plots of the enrollment of all five programs (Tokyo, Osaka, and Fukuoka Master’s 

programs, Tokyo and Osaka doctoral programs), and the total enrollment in the 

department. The enrollments for all the groups are generally peaked in the regular 

semesters (fall and spring semesters), and they decline dramatically during the intensive 

summer sessions (summer sessions I and II). This tendency shows that the enrollment 

data for all the groups have seasonal cycles. The plots and the descriptive statistics show 

that the Tokyo Master’s program is the largest of the five programs, and it displays the 

largest fluctuation between the regular semesters and the intensive summer sessions. 

While the enrollments in the two doctoral programs are stationary (no clear positive or 

negative trend is observed), the enrollments in the three Master’s programs visually 

indicate a gradual negative trend, especially after the mid-1990s. The department total 

line shows that the overall departmental enrollment increased from 1982 to 1993, became 

relatively stationary for couple of years, and then began to decline gradually since around 

1996 and continued to do so to the end of the observed data points. The time series plots 

show that the differences between the enrollments in the Tokyo Master’s program and the 

enrollments in the other programs widened as the department expanded between the mid-

1980s and mid-1990s, and it became increasingly narrow during the decline from the 

mid-1990s to 2010. Those data indicate that the Tokyo Master’s program enrollment is
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more sensitive to internal or external factors than the other programs, and the impact of 

enrollment increases or declines in the Tokyo Master’s program is one of the key issues 

for stable enrollment in the department. Also the relatively large size of the doctoral 

programs shows the importance of the programs in terms of total department enrollment; 

thus, offering or not offering doctoral cohorts regularly influences the enrollment level 

significantly. 

 

Results of Autoregressive Error Models with Intervention Variables 

Five autoregressive error model analyses were conducted to predict graduate 

education program enrollment with the enrollment data from Fall Semester 1993 (from 

Fall Semester 1995 for the doctoral programs) to Summer Session II, 2010 for two 

Master’s programs, two doctoral programs, and the department total enrollment. The data 

were collected for 68 terms (17 years) for the Master’s programs, and 60 terms (15 years) 

for the doctoral programs. The results show that there is no significant autocorrelation 

problem for the Tokyo Master’s program, R² = .92, Q(17) = 2.36, p = .17, Osaka Master’s 

program, R² = .91, Q(17) = 20.40, p = .25, Tokyo doctoral program, R² = .89, Q(17) = 

19.18, p = .32, Osaka doctoral program, R² = .89, Q(17) = 21.13, p = .22, and for the 

department total, R² = .94, Q(17) = 20.63, p = .24. The effect sizes of all five models are 

between 86 and 91%. Tables 8 to 11 show the results. 

The five predictors of the Tokyo Master’s program were significant, except for 

the spring semester variable. Thus summer terms (summer 1: t(65) = -13.47, p < .001; 

summer 2: t(65) = -19.09, p < .001), the campus move in 1996 (t(65) = -4.10, p < .001), 

and tuition increase rate (t(65) = -5.00, p < .001) significantly contributed to predict 
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program enrollment. The results indicate that enrollments in summer terms are lower, and 

campus had a large negative impact (98.49) on enrollment. Percentage increase in tuition 

is likely to lower enrollments as well, though the impact was relatively small (3.71). 

 
Table 8 
Predictors of Tokyo Master’s Program Enrollment (n = 68) 

Variable B SE B t 

Constant  869.12 78.01      11.14* 

SP  18.12 9.89 1.83 

SI -151.20 11.22    -13.47* 

SII -191.30 10.02    -19.09* 

MOVE1996  -98.49 24.02      -4.10* 

%TRAISE  -3.71 .74      -5.00* 

AR  .47 .12       4.03* 

Stationary Rsq  .92   

Ljung-Box Q  2.36     
Note. SP = Spring Semester; SI = Summer Session I; SII = Summer Session II; MOVE1996 = 
campus move in 1996; %TRAISE = tuition raise in percentage from the base year in Fall 
Semester 1993. 
*p < .05. 
 

Table 9 
Predictors of Osaka Master’s Program Enrollment (n = 68) 

Variable B SE B t 

Constant 749.17 104.39       7.18* 

SP 21.88 8.34       2.62* 

SI -93.85 8.82    -10.64* 

SII -111.01 8.39    -13.23* 

MOVE1996 -35.25 12.76      -2.76* 

MOVE2001 -13.33 12.06 -1.11 

MOVE2005 33.67 16.77 2.01 

%TRAISE -4.61 1.04      -4.44* 

AR .13 .14  0.97 

Stationary Rsq .91   

Ljung-Box Q 20.40     
Note. SP = Spring Semester; SI = Summer Session I; SII = Summer Session II; MOVE(year) = 
campus move in 1996, 2001, and 2005; %TRAISE = tuition raise in percentage from the base 
year in Fall Semester 1993. 
*p < .05. 
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Of the seven predictors for the Osaka Master’s program, all except for the moves 

in 2001 and 2005 were significant. Spring term (t(61) = 2.62, p = .01), summer terms 

(summer 1: t(61) = -10.64, p < .001), summer 2: t(61) = -13.23, p < .001), the campus 

move in 1996 (t(61) = -2.76, p = .01), and tuition increase rate (t(61) = -4.44, p < .001) 

contributed significantly to predict enrollments. The results indicate that spring term 

tends to have the largest enrollment of the four terms, the summer terms have lower 

enrollments than regular semesters, and the campus move in 1996 lowered the enrollment. 

Also the significant result of tuition increase rate shows that enrollment in the Master's 

program decreases slightly (4.44) as tuition increases by 1%. 

Adding unemployment rate to the model was considered in the same cases as the 

doctoral models as an economic indicator; however, for the Master's models, 

unemployment rate was eliminated from the final models because the tuition increase 

rates and the unemployment rates were strongly correlated (r = .61 for the Tokyo model 

and r = .62 for the Osaka model). A decision was made between including tuition rates 

and unemployment rates. The correlation with the dependent variable (enrollment) was 

similar between the two independent variables (for the Tokyo Master's data: 

unemployment rate r = -.53, tuition increase rate r = -.52; for the Osaka Master's data: 

unemployment rate r = -.53, tuition increase rate r = -.58), but the literature indicated that 

tuition level was the more important consideration for persons returning to school. Thus 

for these models, tuition increase rate was retained and the unemployment rate was 

eliminated from both models. Adding the slope (time) variable was also considered; 

however, it had an extremely high correlation with tuition increase rate (r = .98 for both 

Master's models). Thus the slope-specific variable was eliminated from the final models. 
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Table 10 
Predictors of Enrollment in the Tokyo Doctoral Program (n = 60) 

Variable B SE B t 

Constant 199.60 39.47    5.06* 

SP 2.22 7.71  0.29 

SI -63.74 9.54   -6.68* 

SII -71.85 9.06   -7.93* 

CHTE1998 53.72 19.38    2.77* 

CHTS1998 -4.79 3.62 -1.32 

CHTE2000 94.16 20.96   4.49* 

CHTS2000 -5.42 3.52 -1.54 

CHTE2003 105.04 24.45    4.30* 

CHTS2003 -10.28 3.28   -3.13* 

CHTE2005 73.59 21.45    3.43* 

CHTS2005 -5.39 3.27 -1.65 

CHTE2008 81.27 23.78    3.42* 

CHTS2008 -2.92 4.10  -0.71 

CENR 40.13 12.76    3.14* 

UNEMP -18.97 8.73   -2.17* 

AR 0.15 0.17   0.87 

Stationary Rsq 0.89   

Ljung-Box Q 19.18   
Note. SP = Spring Semester; SI = Summer Session I; SII = Summer Session II; CHTE(year) = 
doctoral cohort entry in 1998, 2000, 2003, 2005, and 2008; CHTS(year) = cohort slope (decline in 
the enrollment number due to the time) for 1998, 2000, 2003, 2005, and 2008 doctoral cohorts; 
CENR = continuous enrollment enforcement during regular (Fall and Spring) terms; UNEMP = 
unemployment rate. 
*p < .05. 
 

Of the fifteen predictors of Tokyo doctoral program enrollment, all except for 

spring semester, and the long-term intervention (slope) variables of the 1998, 2000, 2005, 

and 2008 cohorts were significant. Summer terms (summer 1: t(45) = -6.68, p < .001; 

summer 2: t(45) = -7.93, p < .001), the entry of the doctoral cohorts in 1998 (instant 

effect: (t(45) = 2.77, p = .01), 2000 (instant effect: t(45) = 4.49, p < .001), 2003 (instant 

effect: t(45) = 4.30, p < .001; long-term intervention: t(45) = -3.13, p < .001), 2005: 

(instant effect: t(45) = 3.43, p < .001), 2009 (instant effect: t(45) = 3.42, p < .001), and 

the Japanese unemployment rate: (t(45) = -2.17, p = .04) significantly predicted the 
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enrollment. The results indicate that enrollment in summer terms are lower, new doctoral 

cohort entry raises enrollment, and an increase in the Japanese unemployment rate lowers 

enrollment. 

 

Table 11 
Predictors of Enrollment in the Osaka Doctoral Program (n = 60) 

Variable B SE B t 

Constant 213.14 27.06        7.88* 

SP -3.11 6.61     -0.47 

SI -61.57 7.46      -8.26* 

SII -58.31 7.55     -7.72* 

CHTE1998 68.19 12.87      5.30* 

CHTS1998 -2.82 2.45   -1.15 

CHTE2000 43.68 14.68     2.98* 

CHTS2000 -0.31 2.31  -0.14 

CHTE2003 88.05 16.74    5.26* 

CHTS2003 -8.86 2.22   -3.99* 

CHTE2005 98.37 14.56    6.76* 

CHTS2005 -10.62 2.22   -4.79* 

CHTE2008 65.08 16.83    3.87* 

CHTS2008 0.07 2.74   0.03 

CENR 13.93 9.81  1.42 

UNEMP -25.49 6.10   -4.18* 

AR -0.06 0.17 -0.36 

Stationary Rsq 0.89   

Ljung-Box Q 21.13   
Note. SP = Spring Semester; SI = Summer Session I; SII = Summer Session II; CHTE(year) = 
doctoral cohort entry in 1998, 2000, 2003, 2005, and 2008; CHTS(year) = cohort slope (decline in 
the enrollment number due to the time) for 1998, 2000, 2003, 2005, and 2008 doctoral cohorts; 
CENR = continuous enrollment enforcement during regular (Fall and Spring) terms; UNEMP = 
unemployment rate. 
*p <.05. 
 

Of the fifteen predictors of the Osaka doctoral program enrollment, ten variables 

were significant: summer terms (summer 1: t(45) = -8.26, p < .001; summer 2: t(45) = -

7.72, p < .001), entry of the 1998 doctoral cohort (t(45) = 5.30, p < .001), entry of the 

2000 doctoral cohort (t(45) = 2.98, p = .01), entry of the 2003 doctoral cohort (t(45) = 
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5.26, p < .001), slope since the entry of the 2003 doctoral cohort (t(45) = -3.99, p < .001), 

entry of the 2005 doctoral cohort (t(45) = 6.76, p < .001), slope since the entry of the 

2005 doctoral cohort (t(45) = -4.79, p < .001), and entry of the 2008 doctoral cohort 

(t(45) = 3.87, p < .001), and the Japanese unemployment rate (t(45) = -4.18, p < .001). 

The results indicate that enrollment in summer terms are lower, a new doctoral cohort’s 

entry raises the enrollment, and enrollment tends to decline as the doctoral course taking 

process moves forward (especially for the 2003 and 2005 doctoral cohorts), and as the 

Japanese unemployment rate increases. 

Of the ten predictors of enrollment in the entire education department, four 

variables were significant: summer terms (summer 1: t(57) = -16.47, p < .001; summer 1: 

t(57) = -21.64, p < .001), the entry of the 1998 doctoral cohort (t(57) = 3.56, p < .001), 

and the Japanese unemployment rate (t(57) = -4.96, p < .001). The results indicate that 

enrollment in summer terms and an increase in the Japanese unemployment rate 

contribute to predict lower enrollment. Although the descriptive statistics indicate that a 

new doctoral cohort entry contributed to increased enrollment, the test results show that 

those variables are statistically insignificant. The insignificant results of cohort entry time 

shows that approximately same number of students (or credits registered) entered the 

cohort coursework phase when the previous cohort was completing their coursework and 

they therefore started taking fewer credits. The results suggest how the cohort cycle 

works: Without beginning a new cohort when the previous cohorts' core course study 

period is ending, enrollments fall dramatically after the previous cohort’s coursework 

ends. This occurs because each doctoral student has to be enrolled for a minimum of six 

credits in regular semesters and a minimum of three credits per each summer session for 
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two and half years; however, the students can maintain continuous enrollment by 

registering for one credit during fall and spring terms (summer registration is optional) 

after the core coursework has been completed. By accepting a relatively large new 

doctoral group for each location when the previous cohort’s coursework is ending, the 

total enrollment level can be sustained at the same level as the past. 

 

Table 12 
Predictors of Entire Education Department Enrollment (n = 60) 

Variable B SE B t 

Constant 1160.83 70.86     16.38* 

SP 37.43 22.38 1.67 

SI -400.26 24.30   -16.47* 

SII -492.47 22.75   -21.64* 

CHTE1995 61.27 36.16 1.69 

CHTE1998 121.59 34.12      3.56* 

CHTE2000 71.45 37.79 1.89 

CHTE2003 71.73 36.64 1.96 

CHTE2005 22.82 33.96 .67 

CHTE2008 -3.30 71.26 -.05 

UNEMP -67.10 13.54     -4.96* 

AR (Residual) .22 .14 1.59 

Stationary Rsq .94   

Ljung-Box Q 20.63     
Note. SP = Spring Semester; SI = Summer Session I; SII = Summer Session II; CHTE(year) = 
doctoral cohort entry in 1998, 2000, 2003, 2005, and 2008; UNEMP = unemployment rate. 
*p < .05. 
 

Adding tuition increase rate to the model was considered in the same cases as the 

Master's models to investigate that factor; however, for the doctoral models, it was 

eliminated from the final models because the tuition increase rates was strongly 

correlated with both variables for cohort 9 (CHT2008 r = .62 and CHTS2008 r = .57 for 

Tokyo; CHT2008 r = .63 and CHTS2008 r = .58). In addition, including the tuition 

increase rate caused the models to fail (Ljung-Box Q p < .05, i.e., the models have a 
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significant autocorrelation problem). For the same reason, the slope (time) variable was 

eliminated from the final models for the Master's program. 

 
Logistic Regression: Student Success-Failure Data Analysis 

Descriptive Statistics 

Master’s Program. A total of 2,541 students were enrolled in the Master’s 

program for at least one credit from fall semester 1982 until fall semester 2007 (24 years 

and one semester), and a total of 328 doctoral students were enrolled as new students or 

auditors between fall semester 1988 and summer 2010. 

Table 13 shows a summary of the status of the students who graduated from the Master’s 

program. Some interesting characteristics of the program can be observed in the summary 

table. The male-female percentages, 44.31% and 55.69%, are reasonably well balanced 

despite the fact that the native English speaker and non-native English speaker ratio by 

gender is unbalanced, as was reported in the previous chapter (There is a high ratio of 

male native English speakers and a high ratio of female non-native English speakers). A 

typical admission process in many academic programs is for students to apply for 

admission to the program, to be accepted, and to start taking courses. One unique aspect 

of this Master’s program is that most students (1,302 students out of 1,394 [93.40%]) 

who were admitted to the program came to the program as non-matriculated students, 

which means that they took some courses, applied to the program, and then matriculated. 

The graduation rates for both direct applicants (overall graduation rate of 77.17%) and 

indirect applicants (overall graduation rate of 88.63%) are very high, and especially high 

for the students who entered the program as non-matriculated students. 
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Table 13 
Summary of the Students/Graduates’ Program Status (Master’s Program) 
Label   Number of students    % of students   

Total number of cases 2,541          
Gender 2,541          
 Male  1,126     44.31    

 Female  1,415     55.69    
Graduation status 2,541          
 Graduated  1,225      48.48   

 
Matriculated not 
graduated  169      6.69   

 Not matriculated  1,147      44.82   

Matriculation status 2,541          

 Matriculated  1,394     54.86    
  Graduated   1,225     87.88   

  Not graduated   169     12.12   

 Not matriculated  1,147     45.14    

  Degree seeking   957     83.44   

  No degree seek   190     16.56   

   Audit-only    47     24.74  

   
Credit not for 
degree    143     75.26  

By entry, gender, & 
graduation status 2,541          
 Admitted  1,394     54.86    
  Directly admitted   92     6.60   
   Male    57     61.96  

    Graduated     46     80.70

    
Not 
graduated     11     19.30

   Female    35     38.04  

    Graduated     25     71.43

    
Not 
graduated     10     28.57

  Indirect admission   1,302     93.40   

   Male    608     46.70  
    Graduated     545     89.64

    
Not 
graduated     63     10.36

   Female    694     53.30  
    Graduated  609   87.75

    
Not 
graduated     85     12.25

  Not admitted   1,147         45.14       
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Table 14 
Summary of the Students/Graduates’ Program Status (Doctoral Program) 

Label  Number of students  % of students 

Total number of students  328

By campus  328

Tokyo  207 63.11 

Osaka  121 36.89 

By gender  328

Male  164 50 

Female  164 50 

By graduation status  328

Graduated  115 35.06 

Not graduated after seven years  75 22.87 

Degree in progress  126 38.41 

Interest only/Intra‐transfer  4 1.22 

Audit  8 2.44 

By commuting distance  328

Within wards  79 24.09 

Within major prefectural area  195 59.45 

Beyond major prefectural area 52 15.85 

Missing data  2 0.61 

By course‐taking patterns  328

Degree‐seeking  315 96.04 

Required courses only  173 54.92 

Non‐standard course taking patterns 142 45.08 

Non‐degree seeking  13 3.96 

By advanced standing status  315

Took courses in advance  72 22.86 

   Begin taking course when cohort began        243    77.14 

 

Table 14 shows a summary of the status of the students who graduated from the 

doctoral program. Similar to the Master’s program, the male-female ratio was 50.00% to 

50.00%. As of summer 2012, 115 cases (35.06%) had graduated. Of those students, 80 

cases (69.57%) graduated within the seven-year time limit, and 35 cases (30.43%) needed 

more than seven years to complete the degree. As of August 2012, four more cases in the 

category of “not graduated after seven year limit” completed the program. Thus, over 

two-thirds of the students completed the degree in seven years, while one-third had the 
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potential to graduate, but they needed more time. Over 80% of the cases commuted from 

the prefecture where the campuses were located or the neighboring prefecture, and over 

15% of the students commuted long distance using express trains, bullet trains, flights, 

ferry, or a long-distance bus. Over 20% of the admitted students chose to take elective 

credits as advanced standing prior to admission. 

 

Table 15 
Matriculated Students by Gender and Native Language (Master’s Program) 

Label Number of students  % of students 
Male 665   47.70  
 NES  479   72.03 

 NNES/Japanese  181   27.22 
 NNES/Non-Japanese  5   0.75 
Female 729   52.30  
 NES  198   27.16 

 NNES/Japanese  497   68.18 

 NNES/Non-Japanese  34   4.66 

Matriculated students total 1,394 1,394   100.00   

 

Table 15 shows the summary statistics for students who showed a clear intention 

to seek a degree (matriculated students) by gender and native language in the Master’s 

program. Overall, the descriptive statistics show that more female (52.30%) than male 

students (47.70%) enrolled as matriculated students. Thus, the male-female ratio in the 

program is well balanced. The native and non-native English-speaking ratios between 

male and female students differ considerably. Only 27.22% of the male students were 

Japanese, 72.03% of the male students were native English speakers, and .75% of the 

students were non-native English-speaking, non-Japanese students. It is an interestingly 

low Japanese student ratio given that the university is in Japan. The majority of the 

female students are Japanese (68.18%), about one-third (27.16%) are native English-

speakers, and 4.66% are non-native English-speaking, non-Japanese students. Thus 
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48.57% of the matriculated students are native English speakers, 48.64% are native 

Japanese speakers, and only small number of the students (approximately 2.80%) are 

non-native English and Japanese speakers. 

 

Table 16 
Doctoral Students by Gender and Native Language 

Label Number of students  % of students
Tokyo 207    63.11   
 Male  99    47.83  
  NES   72    72.73
  NNES   27    27.27
 Female  108    52.17  
  NES   22    20.37
  NNES   86    79.63
Osaka 121    36.89   
 Male  65    53.72  
  NES   51    78.46
  NNES   14    21.54
 Female  56    46.28  
  NES   9    16.07
  NNES   47    83.93
Grand Total 328 328 328   100.00     

 

Table 17 
First-Semester Course Registration of Matriculated Students (Master’s Program) 

Registered course(s) 

Graduated  Not graduated 

Total Total% NES NNES  Total Total% NES NNES
Recommended course(s) 633 51.67 356 277  86 50.89 34 52
Introductory course only 207 16.90 20 187  40 23.67 0 40

Elective course(s) only 226 18.45 147 79  25 14.79 10 15
Weekend seminars only 91 7.43 58 33  8 4.73 1 7
Not recommended 
course(s) 43 3.51 33 10  4 2.37 2 2
Full-time level registration 25 2.04 13 12  6 3.55 3 3

Total 1,225 100.00 627 598   169 100.00 50 119
Note. The introductory course is mainly for non-native English speakers, and one weekend 
seminar is a one-credit course. 
 

Table 17 shows the number of credits the matriculated students registered for. 

Regardless of their future status (graduated or not graduated), approximately 70% of the 
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students (970 out of total 1,394 students [69.58%]) registered for a three-credit course in 

the first semester. Almost all the students (1,363 out of 1,394 students [97.78%]) 

registered for fewer than 9 credits in their first semester. This means that almost all the 

students chose part-time status when they began studying in the program. 

Due to the heavy load of required courses for the first two years, the majority of 

the doctoral students, 173 cases out of 315 cases (54.92%), took only required doctoral 

courses. The remaining 142 cases (45.08%) chose a non-traditional course-taking pattern: 

Most of them took additional (elective) credits, and a small group decided to take fewer 

credits and chose the "slow track" (they had to take required courses they missed with the 

next cohort). 

 

Table 18 
Age of Entry and First-Semester Number of Credits Registered by the Students in the Study 
(Master’s Program) 

Variable n Range Min Max M SD Skew SES Kurt SEK
Age of entry 2,112 52 19 71 35.13 8.50 0.69 0.05 -0.02 0.11
 Male 946 41 21 62 34.63 7.71 0.82 0.08 0.46 0.16
  English 617 37 21 58 34.17 6.78 0.79 0.10 0.43 0.20
  Japanese 314 41 21 62 35.39 9.04 0.69 0.14 -0.03 0.27
  Not E nor J 15 34 22 56 37.53 11.64 0.37 0.58 -1.19 1.12
 Female 1,166 52 19 71 35.54 9.07 0.59 0.07 -0.34 0.14
  English 265 32 22 54 33.81 7.76 0.59 0.15 -0.63 0.30
  Japanese 853 52 19 71 36.20 9.38 0.53 0.08 -0.40 0.17

  Not E nor J 48 32 22 54 33.42 8.82 0.80 0.34 -0.04 0.67
1st-term credits 2,112 12 1 13 3.42 1.39 1.77 0.05 4.45 0.11
 Male 946 8 1 9 3.55 1.47 1.52 0.08 2.46 0.16
  English 617 8 1 9 3.67 1.57 1.19 0.10 1.19 0.20
  Japanese 265 12 1 13 3.56 1.69 1.79 0.15 5.08 0.30
  Not E nor J 314 8 1 9 3.34 1.21 2.45 0.14 7.64 0.27
 Female 1,166 12 1 13 3.31 1.32 2.02 0.07 6.92 0.14
  English 853 8 1 9 3.22 1.15 1.95 0.08 6.51 0.17
  Japanese 15 8 1 9 3.33 1.68 2.96 0.58 11.00 1.12
    Not E nor J 48 8 1 9 3.35 1.55 1.45 0.34 3.13 0.67
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Table 18 shows the descriptive statistics of age of entry and the number of credits 

registered in the first semester in the Master’s program. The age range varies from late 

teens to early 70’s, and the average age of entry was 35.13 years. The skewness (.69) and 

kurtosis (-.02) statistics show that the age of entry has a well-balanced normal 

distribution. The overall average number of credits registered in the first semester was 

3.42 with a standard deviation of 1.39. Thus, the descriptive statistics table also shows 

that the students tend to take just one regular course (a 3-credit course) in the first term. 

The kurtosis (4.45) statistics show a distribution with higher frequencies at the peak 

compared to the standard normal distribution. 

 

Table 19 
Age of Entry and First-Semester Number of Credits Registered by the Students in the Study 
(Doctoral Program) 

Variable N Range Min Max M SD Skew SES Kurt SEK
Age of entry 178 40 23 63 39.32 7.69 .49 .18 .22 .36
 Male 88 37 23 60 38.58 7.00 .50 .26 .99 .51

  English 62 37 23 60 38.42 7.44 .40 .30 .66 .60

  Non-English 26 30 27 57 38.96 5.92 1.13 .46 2.69 .89

 Female 90 37 26 63 40.04 8.29 .42 .25 -.27 .50

  English 21 32 26 58 41.10 7.58 .10 .50 .23 .97

  Non-English 69 37 26 63 39.72 8.52 .52 .29 -.26 .57
1st-term course 178 7 3 10 5.58 1.29 -1.07 .18 1.02 .36
 Male 88 5 3 8 5.43 1.37 -1.05 .26 -.33 .51
  English 62 5 3 8 5.39 1.41 -.95 .30 -.51 .60

  Non-English 26 4 3 7 5.54 1.30 -1.38 .46 .52 .89
 Female 90 7 3 10 5.73 1.19 -1.03 .25 3.07 .50
  English 21 4 3 7 5.52 1.29 -1.45 .50 .71 .97
    Non-English 69 7 3 10 5.80 1.16 -.88 .29 4.14 .57

 

Table 19 shows the descriptive statistics of age of entry into the program and the 

number of credits registered in their first semester in the doctoral program. The age range 

varies from early 20’s to the early 60’s, with an average age of entry of 39.32. This is 

approximately four years older than the average age of entry into the Master’s program. 
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The skewness (.49) and kurtosis (.22) statistics show that the age of entry has a well-

balanced normal distribution. The overall average number of credits registered in the first 

semester was 5.88 with a standard deviation of 1.29. The descriptive statistics table 

shows that the students take about 6 credits (two required courses offered in the term). 

One possible reason why the average did not exceed 6.00 (two three-credit required 

courses) is that the fact that over 40% of the students took additional elective credits in 

the first term was due to the curriculum difference of the first and the second cohorts 

(1988 and 1990 cohorts) from the later cohorts. In the first terms of the two first cohorts, 

only one three-credit required course was offered. The skewness (-1.07) and kurtosis 

(1.02) statistics show the data distribution is in the normal distribution range. 

 

Confirming the Assumptions of the Analysis 

The following six assumptions were evaluated following the procedures in 

Tabachnick and Fidell (2007) and Field (2005). 

 

Ratio of cases to variables. Tabachnick and Fidell (2007) stated that the 

existence of extremely high parameter estimates and standard errors should be identified. 

As Table 20 (for the Master's programs) and Table 11 (for the doctoral programs) show, 

no such cases were observed in the model. 

 

Adequacy of the expected frequencies and power. Tabachnick and Fidell 

(2007) stated that it is best if all expected frequencies are greater than 1.0, and that no 

more than 20% are less than 5.0 to sustain the power of the analysis. Otherwise, 
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categories for variables with more than two levels must be collapsed, discrete variables 

must be deleted to reduce the number of cells, or a goodness-of-fit criterion that is not 

based on observed versus expected frequencies of cells formed by categorical variables 

must be used. For this study, the expected frequencies in each cell were required for both 

the Master's and doctoral logistic regression models. For the final models, all cells had 

expected frequencies greater than 1.0, and less than 20% of the cells contained expected 

frequencies less than 5.0. 

 

Linearity in the logit. One of the assumptions of logistic regression is a linear 

relationship between continuous independent variables and the logit transformation of the 

dependent variable. Field (2005) suggested evaluating linearity by running the logistic 

regression with predictors that are the interaction between each predictor and the log of 

the original variable. Any significant interaction indicates that the main effect has 

violated the assumption of linearity. Two continuous variables were originally considered 

for both the Master's and doctoral models, age at program entry and the number of credits 

registered in the first term. All the interactions were insignificant except for age at 

program entry for the Master's program (the Wald Chi-square test of interaction for age 

of entry variable, χ2 = 8.14, p < .01); thus, the age of entry variable was eliminated from 

the Master’s program model. 

 

Absence of multicollinearity. Using SPSS, the presence or absence of 

multicollinearity was reviewed by running the linear regression collinearity diagnostic. 

Tolerance less than .1 indicates a serious collinearity problem, and a VIF value greater 
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than 10 is cause for concern (Field, 2005). All the tolerance values were between .81 

and .99 (Master' program) and .77 and .99 (doctoral program), and all the VIF values 

were between 1.00 and 1.23 (Master's program) and 1.01 and 1.30 (doctoral program). 

Thus, the absence of multicollinearity for all eight independent variables was confirmed. 

 

Absence of outliers in the solution. The absence of outliers is also an important 

assumption in regression models. Field (2005) stated that only 5% of the residuals should 

lie outside +/-1.96, only 1% should lie outside of +/- 2.58, cases above +/-3.00 are cause 

for concern, and cases close to 3.00 warrant inspection. The SPSS binary logistic output 

casewise list for the Master's program shows that four cases (.0019%) misfit the model, 

and two cases (1.12%) misfit the doctoral model. However, reviewing the residuals for all 

the cases, none of the cases in the Master's model had residuals above 1.96, and the two 

cases in the doctoral model had residuals between 1.96 and 2.58. Thus, those misfitting 

cases did not seem to be outliers that could cause significant problems with model 

development. 

 

Independence of errors. Logistic regression assumes the independence of each 

case. Cook’s distance, leverage, standardized residual, and DfBeta for the constant from 

the SPSS save option were evaluated. Cook’s distance, leverage, and DfBeta for both 

models were all less than 1.00, and the standardized residual was within +/- 1.96. Thus 

this assumption was met for both of the final models. 
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Model Evaluation 

Two direct logistic regression analyses were performed with SPSS LOGISTIC to 

assess the prediction of completion of the Master’s and doctoral programs. The 

dependent variables for the Master's program were dichotomous (1 = graduated, 0 = not 

graduated (yet)) on the basis of the program location predictor (Tokyo, Osaka, and 

Fukuoka), three demographic predictors, and four program entry choice predictors. The 

demographic predictors were gender (male or female), first language (English, non-

English), and commuting distance (within the ward area, metropolitan area, commuting 

area, and overnight traveling area). The program entry choice predictors were whether the 

entry timing was in the intensive summer sessions or not, first semester registration 

pattern (recommended course(s), the introductory course, elective course(s), 1-credit 

weekend seminar(s), not-recommended course or course combinations, and full-time 

equivalent course load), the number of credits the students registered for the first term, 

and whether the students were direct applicants or not. For the doctoral program model, 

two of the program entry choice variables, summer session entry and direct admission, 

were replaced by two other program entry choice variables, first-term course selection 

and advanced standing. 

A test of the full model with all eight predictors against a constant-only model 

was statistically significant for the Master's model, χ2 (16, N = 2112) = 183.45, p < .001, 

indicating that the predictors, as a set, reliably distinguished students who did not 

graduate (or have not graduated) and those who graduated from the Master’s program. 

The variance accounted for by matriculation status was small, Nagelkerke’s R2 = .11. The 

classification accuracy was reasonable, with 52.90% of the students who have not 
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graduated and 70.26% of the students who graduated predicted correctly, for an overall 

percentage correct of 62.88%. Table 20 shows the regression coefficients, Wald statistics, 

and 95% confidence intervals for the odds ratios for each of the four predictors. 

According to the Wald criterion, first language, (2, N = 2,112) = 67.86, p < .001; first 

semester course selection, χ2(5, N = 2112) = 11.38, p = .04; first semester credits 

registered, χ2(1, N = 2112) = 6.63, p = .01; and direct admission, χ2(1, N = 2,112) = 17.95, 

p < .01, reliably predicted graduation status. Overall, the students’ first language, the 

number of first semester credits registered, and direct admission distinguished students  

 

Table 20 
Logistic Regression Analysis of Graduation Status with Student Background Variables (Master’s 
Program) 

        Wald Chi-
square 

Odds 
ratio 

    95% CI 
Variable B SE df P LL UL 

Campus 3.49 2   .17   
  Campus(1) .00 .10 .00 1.00 1   .97 .82 1.22
  Campus(2) .49 .27 3.46 1.64 1   .06 .97 2.76

Gender .10 .10 .86 1.10 1   .35 .90 1.35
First language 67.86 2   .00*  
  L1(1) -.93 .11 67.86 .40 1   .00* .32 .49
  L1(2) -.61 .27 4.94 .55 1   .03* .32 .93

Commuting distance 4.68 3   .20   
  Commuting distance(1) -.04 .11 .12 .96 1   .73  .78 1.19
  Commuting distance(2) .30 .25 1.38 1.35 1   .24 .82 2.21
  Commuting distance(3) -.42 .26 2.67 .66 1   .10 .40 1.09
Summer session entry -.09 .10 .73 .92 1   .39  .75 1.12
First term course selection 11.38 5   .04*  
  F-T course selection(1) -.17 .13 1.81 .84 1   .18  .65 1.08
  F-T course selection(2) -.42 .13 10.89 .66 1   .00* .52 .85
  F-T course selection(3) -.28 .20 2.09 .75 1   .15 .51 1.11
  F-T course selection(4) .00 .31 .00 1.00 1 1.00 .54 1.84

 F-T course selection(5) .02 .55 .00 1.02 1   .97 .35 2.99
F-T registration credits .13 .05 6.63 1.13 1   .01* 1.03 1.25
Direct admission 1.73 .41 17.95 5.66 1   .00* 2.54 12.61
Constant .54 .22 6.01 1.72 1   .01*     

*p < .05.                
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who did and did not graduate. However, first semester course selection distinguished the  

two groups relatively weakly (all insignificant except for the elective courses category). 

However, a test of the full model with the eight predictors against a constant-only 

model was statistically insignificant for the doctoral model, χ2 (9, N = 178) = 14.15, p 

= .12, indicating that the predictors, as a set, failed to distinguish between students who 

did not graduate (or have not graduated) and those who graduated from the doctoral 

program. Matriculation status accounted for a small amount of variance, Nagelkerke’s R2 

= .10, while classification was reasonable, with 41.10% of the students who have not 

graduated and 78.10% of the students who graduated predicted correctly, for an overall 

percentage correct of 62.92%. Table 21 shows the regression coefficients, Wald statistics, 

and 95% confidence intervals for the odds ratios for each of the four predictors. 

According to the Wald criterion, all the independent variables except for number of 

credits registered in the first semester, (1, N = 178) = 4.37 p = .04, and course selections  

 

Table 21 
Logistic Regression Analysis of Graduation Status with Student Background Variables (Doctoral 
Program) 
        Wald Chi-

square
Odds 
ratio

    95% CI
Variable B SE df P LL UL

Campus .47 .39 1.50 1.60 1 .22 .75 3.41
Gender .10 .36 .08 1.11 1 .78 .55 2.26
First language -.04 .36 .01 .96 1 .92 .47 1.97
Commuting distance   .65  2 .72   

 Commuting distance(1) -.22 .39 .32 .80 1 .58 .37 1.73

 Commuting distance(2) .12 .57 .04 1.12 1 .84 .37 3.45
Age of program entry -.01 .02 .35 .99 1 .55 .95 1.03
First term credits registered -.30 .15 4.37 .74 1 .04* .56 .98
Course-taking pattern 1.99 .82 5.87 7.30 1 .02* 1.46 36.40
Advanced standing .58 .37 2.52 1.79 1 .11 .87 3.66
Constant 2.20 1.13 3.81 9.02 1 .05     

*p < .05.    
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in the first term, χ2(1, N = 178) = 5.87, p = .02, were insignificant and did not contribute 

to predict students who successfully completed the degree. 

 

Event History Duration Data Analysis 

Confirming the Assumptions of the Analysis 

The following assumptions were evaluated following the procedures in 

Tabachnick and Fidell (2007). 

 

Accuracy of input, adequacy of the sample size, missing data, and normality 

of the distributions. Tabachnick and Fidell (2007) suggested a minimum sample size of 

60 if five or fewer parameters for covariates (including the treatment) are to be estimated; 

larger sample sizes are needed with more covariates (Eliason, 1993). The data size in this 

study is 1,221, after deleting cases with missing data; thus, the sample size assumption 

was met. Tabachnick and Fidell stated that deleting data is reasonable if the pattern 

appears to be random and if only a very few cases have missing data. For this study, 238 

(16%) cases of missing data were found for marital status and commuting distance; thus, 

the number of missing cases was considered “very few.” However, because the data 

represented virtually the entire population of the Master’s program, and conducting the 

analysis without replacing data for the missing cases was desirable, the 238 missing cases 

were deleted from the analysis. Of the 238 cases, 12 cases were missing both variables, 

and the remaining 226 cases were missing one of the two variables. These cases did not 

show any clear pattern such as being male, in their 20s, or attending a particular campus 

(i.e., no specific sub-group(s) had an inordinate number of missing variables). There were 



133 
 

no serious skewness and kurtosis problems; thus, no transformations were made for any 

of the predictor variables. 

For the doctoral program model, 279 cases were analyzed with five covariates 

including the treatment (advanced standing); thus, the sample size assumption was met. 

There were 28 cases (9.12% of 307 cases) missing marital status. These cases were 

eliminated from the analysis. 

 

Table 22 
Descriptive Statistics of the Predictor Variables (Master’s Program) 

Variable N Min Max M SD Skew SES Kurt SEK 
Gender 1,221 1 2 1.51 0.50 -0.06 0.07 -2.00 0.14
Age of program entry 1,221 21 68 34.92 8.15 0.69 0.07 0.01 0.14
L1 1,221 1 2 1.50 0.50 0.01 0.07 -2.00 0.14
Mar status 1,221 1 3 1.62 0.56 0.22 0.07 -0.80 0.14
Commuting distance 1,221 1 4 1.75 0.67 0.88 0.07 1.72 0.14
Campus 1,221 1 3 1.46 0.60 0.96 0.07 -0.09 0.14
Admission Style 1,221 0 1 0.07 0.26 3.24 0.07 8.54 0.14

Note. All the variables except for age of program entry are categorical data. 

 

Table 23 
Descriptive Statistics of the Predictor Variables (Doctoral Program) 
Variable N Min Max M SD Skew SES Kurt SEK 
Gender 279 1 2 1.51 0.50 -0.02 0.15 -2.01 0.29
L1 279 1 2 1.52 0.50 -0.07 0.15 -2.01 0.29
Marital Status 279 1 3 1.71 0.54 -0.06 0.15 -0.56 0.29
Commuting Distance 279 1 4 2.01 0.86 1.01 0.15 0.75 0.29
Age of program entry 279 23 63 39.08 7.43 0.43 0.15 -0.06 0.29
Advanced standing 279 0 1 0.24 0.43 1.25 0.15 -0.45 0.29

Note. All the variables except for age of program entry are categorical data. 

 

Outliers. The descriptive statistics indicated that age of program entry included 

two outliers based on Tabachnick and Fidell’s (2007) guideline of |z| = 3.30 (case 2382, 

age = 68; case 1742, age = 63). Those two cases were eliminated from the model and are 

discussed below. Mahalanobis distance was reviewed to identify multivariate outliers. 
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Four cases had values in excess of χ2 = 24.32, df = 7, α = .001. The summary results show 

that two cases (case numbers 2629 and 2770) were significant in the regression for 

marital status (used to be married), and two other cases (case numbers 262 and 1761) 

were significant in the regression for commuting distances (overnight travelling) but not 

for the continuous variable independent variable, log of age of program entry. Thus, the 

four cases were retained in the data set. The final analysis for the Master’s model was run 

with 1,219 cases. 

In the doctoral models, the descriptive statistics show that age of program entry 

has no outliers beyond |z| = 3.30. Mahalanobis distance was reviewed to assess 

multivariate outliers. No cases were identified in excess of χ2 = 22.46, df = 6, α = .001. 

Thus no cases were modified, and a total of 279 cases were used for the doctoral model. 

 

Differences Between Withdrawn and Remaining Cases. Censored cases should 

not differ systematically from those whose fate is known at the conclusion of the study. 

With the data used for both models, there was no obvious systematic difference between 

censored (graduated) cases and uncensored (not graduated) cases; thus, the assumption 

was met. 

 

Change in Survival Experience over Time. There was no indication in the data 

set or documentation of change in the degree-seeking and course-taking procedures over 

the period of time in this study for both programs (i.e., for the two models); thus, the 

assumption was met. 
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Absence of multicollinearity. Tabachnick and Fidell (2007) stated that event 

history analysis programs protect against statistical problems related to multicollinearity, 

but it is best not to use covariates that are strongly correlated. To evaluate this possibility, 

squared multiple correlation (SMCs) were evaluated using SPSS FACTOR. Initial 

communalities (SMCs) for all the covariates were less than .90 (SMCs in excess of .90 

are regarded as problematic) for the data set for both models; thus, this assumption was 

met. 

 

Model Evaluation 

Two Cox regression event history analyses were performed to assess the length of 

time students spent in the program with potential elements that affect graduation, the 

effects of (a) seven covariates as potential predictive of graduation (admission type, 

campus location, gender, age of program entry, native language, marital status, and 

commuting distance) for the Master’s program, and (b) six covariates (advanced standing 

credits, gender, age of program entry, native language, marital status, and commuting 

distance) for the doctoral program. 

In the Master’s model, there was no statistically significant effect of admission 

type after adjusting for the six covariates, G2(1) = 1.44, p = .23. The model was 

significant for the Master’s program, χ2(11, N = 1,219) = 41.84, p < .001; however, the 

relative association between program duration time and covariates was quite low, R2 

= .03. Of the seven predictor variables (campus location, gender, age of program entry, 

first language, marital status, commuting distance, and admission type), only the students’ 

first language (whether the student is a native English speaker or not) was significant, 
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χ2(1, N = 2112) = 28.70, p < .01 at α = .05; graduation = -.37 (L1). Table 24 shows the 

regression coefficients, degrees of freedom, p value, and odds ratios for each covariate. 

The odds ratio shows that non-native-speaking status increases the probability of longer 

program duration by approximately 31%. At the mean of the covariate, the first five-term 

(one year and two terms) survival rates (students still studying in the program) for both 

native language groups are over 90%. The ten-term (three years and one term) survival 

rate of native English speakers is less than 40% while that of non-native English speakers 

is over 50% (see Figure 2). This indicates that the difference between the proportion of 

the students who graduate is over 10% in 10 terms. The students’ first language can 

contribute to predicting the survival (or program duration) time in the Master’s program. 

 

Table 24 
Cox Regression Analysis of on Program Duration Time (Master’s Program) 

Variable B df p Odds Ratio 

Campus  2 .78  

 Osaka -0.03 1 .71 0.98 

 Fukuoka 0.07 1 .59 1.07 

Gender 0.07 1 .30 1.07 

Age of program entry -0.01 1 .10 0.99 

L1 -0.37 1 .00 0.69 

MARST  2 .84  

 Married 0.00 1 .97 1.00 

 Used to be married 0.09 1 .58 1.10 

Commuting distance  3 .19  

 Campus prefectural area 0.12 1 .10 1.12 

 Block area -0.09 1 .57 0.92 

  Overnight travelling area -0.10 1 .64 0.91 
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Figure 2. Survival function at mean by first language groups (Master’s program). 
 

In the doctoral model, there was no statistically significant effect of taking 

advanced standing credits after adjusting for the five other covariates, G2(1) = .59, p = .44. 

The model was significant for the doctoral program, (8, N = 279) = 18.69, p < .02, 

however, the relative association between program duration time and covariates was 

extremely low, R2 < .001. Of the five predictor variables (gender, age of program entry, 

first language, marital status, commuting distance, and admission type), only the students’ 

marital status (whether the students were single, married, or used to be married) was 

significant, χ2(2, N = 279) = 16.52, p < .01 at α = .05. Table 25 shows the regression 

coefficients, degrees of freedom, p value, and odds ratios for each covariate. The odds 

ratio shows that marital status (being married) increases the probability of graduation by 

approximately 185%. At the mean of the covariate, the first 10-term (three years and one 

term) survival rates (students still studying in the program) for the three marital status 

groups were almost 100% for all categories of marital status. By the time the students 

2
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reached the 21st term (seven year program duration limit), the survival rate (still 

remaining in the program) of married students was less than 60%, the rate of used-to-be-

married students was over 75%, and the rate of students who started the program as 

single was over 80% (see Figure 3). After ten years (i.e., the 30th term), over 70% of the 

students who started the program remained in the program; however, less than 50% of the 

participants in the used-to-be-married group and less than 40% of those in the married 

group remained in the program. Thus, initial marital status at program entry predicted the 

survival (or program duration) time in the doctoral program. 

 

Table 25 
Cox Regression Analysis of on Program Duration Time (Doctoral Program) 

Variable B Df p Odds Ratio 

Gender 0.30 1 .21 1.34 

Age of program entry -0.01 1 .36 0.99 

L1 -0.13 1 .59 0.88 

Marital Status  2 .00  

 Married 1.05 1 .00 2.85 

 Used to be married 0.49 1 .35 1.62 

Commuting distance  3 .24  

 Campus prefectural area -0.46 1 .06 0.63 

 Block area -0.71 1 .25 0.49 

  Overnight travelling area -0.47 1 .20 0.63 
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Figure 3. Survival function at mean by marital status (doctoral program). 

 

Dynamic Modeling for a Future Enrollment Scenario 

Assumptions of the Trends of the Components in the Model 

The following assumptions act as characteristics of the components in the model. 

 

Stocks. The stocks require an initial value to run the model. For the foreign 

language teacher population stock, the sum of junior and senior high school English 

language teachers plus 5% of the entire population of university teachers were reviewed 

through the Ministry of Education website statistics in 2007 (MEXT, 2007). The 5% 

figure for the university teachers was an estimate because no specific public statistics of 

university English language teachers is available. Also one-third of the total number of 

junior and senior high school English language instructors was added as an estimate of 

the number of foreign language teachers in the private sector (language schools and 

English conversation schools). The initial value of program interest population stock was 
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estimated as approximately 1% of the foreign language teacher population group. Such a 

small percentage of the foreign language teacher population was selected because of the 

small proportion of students who teach in junior and senior high schools in the program. 

It was also assumed that most of the university foreign language teachers have at least a 

Master’s degree; thus, only a small percentage of the university teachers are interested in 

investing in a higher (doctoral) degree. The initial value of the graduate education student 

population was set as the total number of the students in 2010. Because the number of 

students fluctuates each term, the headcount between the fall 2009 and spring 2010 was 

selected. 

 

Converters. Converters determine the volume of the flow by controlling the 

bulbs. All except two converters work positively in the direction of the arrow from the 

cloud so that the flow can be less when it goes through the bulbs, but none of the pipes 

flow backwards. Two of the converters that were assumed to work negatively are degree 

holding rate, which is connected to the interest in graduate education degree bulb, and 

program satisfaction, which is connected to the program reputation converter. Degree 

holding rate is negative (it blocks the flow) because graduate degree holders tend to be 

less interested in obtaining another degree because they typically do not need an 

additional graduate degree. Program satisfaction can be negative because the students and 

graduates can provide negative reviews of the programs if they had negative experiences 

in the programs. 
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Simulation Results of the Model 

Figures 4 and 5 show the flow of the model and the connections of the 

components (See Appendix C for the Stella equations used for the simulation model 

development). The results show a gentle declining trend for the three stocks (foreign 

language teacher labor market population, graduate program interest group population, 

and graduate education program student size). Thus the scenario shows the potential of a 

shrinking foreign language teacher labor market, and this downsizing of the market 

means negative growth in the group interested in graduate study for professional 

development or promotion. This leads to negative growth in the student body of the 

programs. 

 

Figure 4. Graduate student population flow from the entry in the language teaching market to 
program graduation. 
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Figure 5. Stella simulation results indicating graduate education student population declines in 
the next ten years. 
 

To evaluate the trustworthiness of the simulation results, an autoregressive error model 

with seasonal and trend variables in the period of fall 1995 to summer session II, 2010 

(60 data points) was developed as a comparison result. This model used the same 

seasonal (or term) dummy variables for spring, summer-I, and summer-II terms to 

determine the impact of seasonality on enrollment. For this comparison model, the trend 

variable (time, or slope variable) was selected instead of other financial/economic 

indicators, such as tuition increase rate or unemployment rate. Table 26 shows the model 

development results. 

The results indicate no significant autocorrelation problem for the department 

total model with the trend and term variables, R2 = .94, Q(17) = 18.42, p = .36. 

Theoretically, the time (trend) variable implies that as the term moves forward by one 

unit of term (e.g., from fall 1995 to spring 1996), enrollment falls by 3.80 semester hour 

credits. Theoretically, this means, ceteris paribus, the department enrollment decreases by 

approximately 152 (3.80 credit/term x 4 terms x 10 years) semester hour credits. Because 

this enrollment includes both Master’s and doctoral students, assuming that each student 
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takes an average one regular 3-credit course, the equivalent number of students for the 

152 semester credits is approximately 50 students. Thus the autoregressive model 

predicts a decline of approximately 50 students. This decline was smaller than the decline 

predicted by the system dynamic model (the decline of 70 as a student head count). 

However, both models predict a mild decline in enrollments in the next ten years, ceteris 

paribus. 

 

Table 26 
Predictors of Graduate Education Department Enrollment Total (N = 60) 
Variable B SE B t 
Constant 965.65 24.44  39.51* 
Time -3.80 0.59  -6.48* 
SP 45.53 22.57 2.02 
SI -416.86 24.06  -17.32* 
SII -506.22 22.74  -22.26* 
AR 0.16 0.14 1.16 
Stationary Rsq 0.94 
Ljung-Box Q 18.42     

*p < .05. 
Note. Time = term number (e.g., fall 1995 = 1; summer-II, 2010 = 60); SP = Spring Semester; SI 
= Summer Session I; SII = Summer Session II. 
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CHAPTER 5 

DISCUSSION 

 

 In this chapter, the results of the four studies presented in Chapter 4 are 

summarized and interpreted. 

 

Time Series Enrollment Data Analysis 

 Through the analysis of the time series enrollment data, the contribution of six 

types of independent variables was examined to predict the program and departmental 

enrollment level. In the following section, the results of the independent variable analyses 

are discussed. 

 

Seasonal Variation in Enrollment 

 The results of the time series (autoregressive error) models indicated a significant 

decline in enrollment for all programs in the department in both Summer Session I and 

Summer Session II compared to Fall Semesters, while the significance of the differences 

between regular semesters (the differences in enrollment levels between Fall and Spring 

Semester) depended on the program. This means, in general, that the enrollment level in 

Fall and Spring terms are similar across the programs and campuses, but the student 

enrollment is significantly lower during intensive summer terms compared to the 

enrollment level in the two regular terms (fall and spring terms). Table 26 summarizes 

the contribution of the seasonal variables (the dummy variables SP, SI, and SII) to the 

enrollment prediction, the R² for the final models, and the R² improvement (changes) with 
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other predictors added as the final models of this study. The R² values in the first column 

from the left, "with seasonal only" shows the strong influence of those three seasonable 

variables (between .67 in the Osaka doctoral model and .92 in the department total) 

though the models still face autocorrelation problems when only with the seasonal 

variables are included (i.e., the autocorrelation function, ACF, is beyond the 95% 

confidence interval at some lags). Thus the model residuals are not random when only the 

three seasonal variables are included and the model therefore is not valid for predicting 

future enrollments. The time series plot (Figure 1) shows the strong, predictable patterns 

of fall-spring high enrollment and summer I-summer II low enrollment patterns over the 

period of the study, and the summary shown in Table 26 supports the strength of the 

seasonal patterns. Three potential factors lead those variables to be powerful predictors of 

enrollment in the graduate programs: (a) the enrollment options, (b) the institutional term 

system, and (c) financial constraints. 

 

Table 27 
R² Changes from Models with the Seasonal Variable Only to the Final Models 

Models With Seasonal Only Final Model Model Improvement 

Master's in Tokyo .87 .92 .05 

Master's in Osaka .84 .91 .07 

Doctoral in Tokyo .69 .89 .20 

Doctoral in Osaka .67 .89 .22 

Department Total .92 .94 .02 
 

 Enrollment options. Following the main campus term system, this department 

follows a semester system made up of fall and spring semesters. The students are 

required to be continuously enrolled for both of these semesters. Therefore, almost all 

current students are enrolled during those two regular terms. Summer sessions are, on the 
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other hand, optional terms; thus, the students can register for credits during the summer 

sessions to earn more credits to graduate faster, but they do not have to pay an extra fee, 

such as a leave of absence fee, to leave a program during the summer sessions. As 

reported by Ethington and Smart (1986), adult/non-traditional students tend to have full-

time occupations and have partners and children. That means that almost all the students 

have other important priorities besides their graduate study. The majority of the graduate 

students in this study are professional foreign language teachers teaching at MEXT-

approved elementary, junior high, senior high schools, junior colleges, colleges, or 

universities. Because the school year in Japan begins in April, and the majority of the 

students in the programs are school teachers, the beginning of Summer Session I 

(beginning of May) is one of the busiest seasons for them. Therefore, many students in 

the past commented that it is difficult to attend class sessions twice a week during 

Summer Session I. Spring terms at schools in Japan finish toward the end of July or the 

beginning of August. Thus the past students often commented that it is easier to find time 

for studying in Summer Session II (the last week of June to the second week of August). 

However, the majority of the graduate students in the programs are non-Japanese, and 

many of them return to their home countries during summer vacation, and they prefer to 

leave Japan soon after summer vacation begins at their work place or before the airfare 

dramatically increases during the summer vacation season in Japan in the middle of 

August. Therefore, many students are in unable to take the Summer Session II courses. 

Such factors lead to the drastic decline in enrollments during the summer sessions. 
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The institutional term system. Following the main campus system, the summer 

sessions are viewed as additional intensive terms to the regular semesters. At the Japan 

campus, regular courses are offered in half of the normal 14-week period, and the course 

meetings for each course are scheduled twice a week while the classes in regular 

semesters (Fall and Spring) meet once a week. This means that the Master’s students 

come to the campus twice a week to complete a course instead of once. Because many of 

the students are professional foreign language teachers, it is difficult for them to create 

time to attend class and to study, so almost all of them choose to be part-time students. 

Taking two courses during a summer session means that they have to come to the campus 

four days a week, and the study load is also doubled due to the shorter term period. As a 

result, there is strong tendency for the students to take fewer courses during the summer. 

A similar case applies to the doctoral students. A seven-week doctoral course was 

offered in each summer session from 1989 to 2006 as well during most of the period of 

this study; thus, one doctoral course had been offered during each summer session. 

Because of the intensive course schedule in which all classes are on weekends (Fridays, 

Saturdays, and Sundays), almost no doctoral students enrolled in elective courses in 

addition to the regular doctoral course during the summer terms. Therefore, the total 

number of credits registered during the summer sessions drops to about half of the regular 

fall and spring semesters. However, since the admission of the 2008 doctoral cohorts, the 

summer term system was restructured, and the doctoral seminars are currently running 

under a trimester system (three semesters per year). This change began toward the end of 

the data collection period, and at that time, half of the budget and enrollment was 

allocated to Summer Session I and the other half to Summer Session II and the doctoral 
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core course enrollment was also split and allocated equally between Summer Session I 

and II in 2009 and 2010. The models were developed with the modified data. Therefore, 

the doctoral course enrollments might appear differently in the models. If the model 

building continues in the department as part of enrollment analysis, the summer doctoral 

course enrollment for the past might need to be modified to fit the current system in order 

to make more accurate future enrollment predictions. Modifications might include giving 

up the term names, Summer Session I and II, and adding all the doctoral core course 

enrollments for the two summer sessions to make a single summer semester for the past 

data. 

 

Students’ financial constraints. Because the university in this study is a branch 

campus of an American University, like typical universities in the United States, the 

students pay tuition for the course(s) they enroll in each term and they have to complete 

their payment for the courses before the term ends. This institution has been offering a 

deferred payment plan to lighten the students’ monthly financial load by splitting the 

payments into two or sometimes more installments over the term. During the summer, 

because of the shorter period of time for each term, the time allowed for the students to 

pay their tuition becomes shorter as well. As some previous researchers (Ethington & 

Smart, 1986; Remus & Isa, 1983) have reported, professional graduate students’ budget 

for their own academic study tends to be limited because they often have to support a 

family while studying. The summer enrollment records of the programs in this study also 

support this idea: Most of the students take one course each during the two summer 
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sessions, or take one course in one of the summer sessions and take a break during the 

other session. 

 The main campus of this institution offers Master’s and doctoral courses for 

degree-seeking students only during the regular terms, and the summer terms are used for 

students who are working for teacher’s certificates. The students can graduate within the 

time limit without taking summer courses because they are mostly full-time students. 

However, almost all the students in Japan are professionals who have job commitments 

during the daytime. Thus, it is important to offer summer courses even though the class 

meeting schedules are tighter compared to regular semesters. If the program 

administrators seek more stable enrollments for the summer terms, further investigation 

of the students’ needs, such as their preferred course offerings in two intensive terms 

versus one term with the same number of weeks (i.e., 14) as the regular semesters during 

summer should be conducted. 

 

Campus Move 

The results of the model analyses showed a significant decline in enrollment for 

the Master’s program in Tokyo, a significant decline after the first campus move, and an 

insignificant decline or increase after the second and third campus moves for the Master’s 

program in Osaka. The results indicate that commutability matters to working adult 

students. 

 

The impact of increased commuting time. The Tokyo campus was located in 

one of the largest commercial areas in the 23-ward area in Tokyo (Shinjuku ward) from 
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1987 to the beginning of 1996. The campus was relocated to the other side of the loop 

line (the ground train line that runs around the inner city area of the Tokyo Metropolitan 

area) in mid-1996. The distance between the closest station to the old campus and the 

closest station to the new campus is approximately 26 minutes by train (10 kilometers in 

linear distance, 11 stops between the stations). There were two ground lines and one 

subway line connecting to the station closest to the old campus. Therefore, despite the 

walking distance from the station to the campus (approximately 1.2 kilometers, 15 to 20 

minutes on foot), the campus offered relatively good rail access for adult working 

students. The current location could have better access to the eastern side of the Tokyo 

metropolitan area (e.g., Kanagawa and Chiba prefectures), but the access from some 

western parts of the Tokyo metropolitan area (e.g., some parts in Saitama prefecture) 

became less convenient because of a lack of good train connections. However, the 

distance was short enough to allow many of the adult working students who could 

manage to come to the old campus at 6:00 p.m. to commute to the new location. 

A similar case applies to the Osaka campus move in 1996. The old campus was 

located in the Umeda area, which is the center of commercial and business activities in 

the Kansai area, and it is a hub of more than five train and subway lines. Due to the 

change in management systems in 1996, the Osaka campus also had to move to another 

location. The Osaka campus move was not as distant as the one in Tokyo (approximately 

5.2 kilometers in linear distance, and three stops by the ground train line). However, the 

analyses indicated that the three stops from the hub station had a negative impact on the 

current and potential students’ commutability. The Osaka campus also moved in 2001 

and 2005. In 2001, the campus returned to a location near the Umeda area (one subway 
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stop away from the Umeda area), and in 2005, the campus returned to central Umeda 

again. Thus those two moves of the Osaka campus in the early- and mid-2000s eventually 

brought it back to the area where it was originally located for nine years. Unlike the 1996 

move, and despite moving locations every four or five years, the results for the two 

location move predictor variables for 2001 and 2005 were insignificant. The results 

indicated the importance of locating the campus where it presents easy access to working 

individuals, and they support the results of the studies by Malaney (1987) and Poock and 

Love (2001). 

Unlike the two Master’s programs’, the impact of moving the two campuses was 

insignificant in the correlation analyses for the initial model predictor variable selection 

process (Tokyo location move in 1996: r = -.15, p = .27; Osaka move in 1996: r = .05, p 

= .73; Osaka move in 2001: r = -.16, p = .23; Osaka move in 2005: r = .04, p = .79). Thus 

those variables were dropped from the models for the two doctoral programs. The 

doctoral programs are the only on-sight, English-medium doctoral programs in education 

using a western (American) educational system model in Japan. They allow foreign 

language professionals to study on-site without leaving their current jobs. The alternative 

is for them to study for the doctoral degree is through distance learning from a university 

located in the United Kingdom, the United States, Australia, New Zealand, or other 

English-speaking countries. Thus the doctoral programs in the institution in this study are 

distinctively different from other English-medium doctoral programs in Education 

offered in Japan, and they have advantages when competing against other programs 

under a monopolistic market. Some of the students in each doctoral cohort have 

commuted long distances; some traveled over 700 kilometers (e.g., from Aomori 
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prefecture to Tokyo and from Kumamoto prefecture to Osaka) to study in the doctoral 

program. The weak and insignificant correlation between enrollments and location moves 

indicates an inelastic demand of the students toward the programs due to the doctoral 

program’s unique position in the higher education market in Japan. This factor is also 

related to the stationary (no significant positive or negative slope) time series pattern of 

the enrollment. 

 

Decline in the popularity of foreign universities in Japan. Another possible 

factor that caused the decline in enrollment due to the campus move was the drastic 

decline in the popularity of foreign universities in Japan in the 1990s. After the launch of 

the first American university in Japan in 1982, foreign universities established over 40 

branch campuses throughout Japan in the 1980s. However, partially due to a lack of 

accreditation from the Ministry of Education, and partially due to the burst of the Bubble 

Economy, the popularity of foreign universities in Japan declined rapidly. As a result, 

many of those branch campuses closed and left Japan. The campus moves of the Tokyo 

and Osaka branches in 1996 took place under these circumstances. These campus moves 

gave the impression to some potential students that the university had closed its Japan 

campus.  

 

Tuition Increase 

The results of the analyses showed a significant decline in enrollments as tuition 

increases were made in the Master’s program in both Tokyo and Osaka. Thus, despite the 

fact that the decline in enrollments due to tuition increases is small compared to seasonal 
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variables, given that the tuition was increased by 1% (B = -3.71 for Tokyo Master’s 

program, and B = -4.61 for Osaka Master’s program), tuition increases have the potential 

to predict fluctuations in the programs’ enrollment. Similar Vasigh and Hamzaee’s 

(2004) study, the small influence of tuition increases might be due to the programs’ 

unique position in Japan. This university offers on-site Master’s and doctoral programs in 

Education that allow candidates to earn an American University graduate degree while 

living in Japan. This unique position leads the programs to be under monopolistic 

competition. Thus potential students are sensitive to tuition increases, but their demand 

for the educational services provided by the program does not appear to be very elastic 

because in some sense, the students have to accept the price (tuition) while exerting some 

control over the number of credits they register for each term. Also for students who are 

already enrolled, because of the programs’ position in a market under monopolistic 

competition and because of the large self-investment they have already made for the 

degree, it is possible that after they have matriculated, the students tend to make a strong 

commitment to the program and continue studying in the program until they graduate. 

The initial correlation analysis for the doctoral programs showed an insignificant 

relationship between enrollments and tuition increases (r for the Tokyo doctoral program 

= .16, p = .23; r for the Osaka doctoral program = .02, p = .89). This indicates that the 

doctoral students have a strong commitment to the program once they have enrolled. This 

could also be due to the unique position of the doctoral program. As noted above, the 

doctoral program has been the only on-site doctoral program where the candidates earn 

an American doctoral degree in Education living in Japan. Thus for qualified doctoral 

candidates who are Japanese residents, this university is their only choice if they wish to 
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study in an American university while keeping their jobs in Japan. This could be one of 

the strongest reasons for the strong commitment shown by the doctoral students to 

completing the program course work. 

Although the regression model results show a relatively small impact of tuition on 

enrollment, this variable should be interpreted cautiously because the student/potential 

student’s decision to enroll or not enroll to the program can change as the tuition 

increases. In the United States, university students can apply for various types of 

financial aid (e.g., federal loans) thus the initial cost of attending a university is relatively 

low. However, most of the students in this institution are not eligible to apply for 

financial aid, such as scholarships from the Japanese government, because the university 

is not a Japanese university. In addition, many of the students are not eligible to apply for 

federal loans from the United States because most of the native and non-native English 

speakers do not have US citizenship. Thus most of the students have to pay the tuition 

using their savings, and whether the tuition is presently affordable or not is one of the 

keys influencing their decision to attend the program. 

Figure 6 shows the average salary for junior and senior high school teachers, 

university instructors, and university faculty (instructor level, full-professor level, and 

overall average) in Japan from 1989 to 2010. The numbers are the average of all the 

teachers, including school principals/university chairs and first year teachers, and the 

figures are real income (i.e., the pre-tax amount; thus, their disposable income is lower 

than the amount shown in the figure). In 2010, the average senior high school teacher’s 

monthly salary was 372,800 yen. In 2010 fall, the tuition for a 3-credit course on the 

Tokyo campus of the graduate program was 241,800 (64.86% of the monthly salary 
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before taxes). Having a family, children, and/or a mortgage, while paying the tuition 

three or four times a year present an economic burden for persons with this income level. 

A similar situation can be applied to university instructors. The National Statistics Center 

reports that the monthly base salary (before taxes) of instructor-level university faculty, 

which is a typical position many of the doctoral students have, is 392,700 yen. Doctoral 

students have to take six 3-credit courses per year. Thus for them, although the tuition is 

weakly correlated with the enrollment in this study, even a small increase in the tuition 

has the potential to make the program difficult to afford. 

 

 

Figure 6. Average monthly base salary of junior and senior high school teachers and university 
faculty (instructor and full professor level and overall average) in Japan (1989-2010). National 
Statistics Center. 
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Short- and Long-Term Impacts of the New Cohort Entry 

The significance of all the cohort entry variables (CHTs) showed that the start of 

the doctoral cohorts significantly impacts enrollment in the programs. This is because the 

doctoral programs initially accept 18 to 23 students in both Tokyo and Osaka, and they 

begin taking required courses together. As times passes, each cohort has experienced a 

small number of drop-outs. However, one characteristic of the cohort model is that the 

doctoral students tend to encourage each other to complete the course work. As a result, a 

new cohort entry “lifts” the enrollment level during their course taking state. The 

insignificant results of seven out of ten cohort slope variables (CHTxSs) indicated the 

strong tendency of the students to enroll each semester for the first two years when taking 

the required courses. Because of the program design, not registering for courses offered 

to a cohort can mean that the student has to be enrolled for the missed requirement(s) 

with the next cohort, and that potentially leads to a significant delay in graduation. The 

students in the cohorts tend to work co-operatively with their classmates while taking 

courses, and many of them successfully complete the course work together.  

 

Stronger Enforcement of Continuous Enrollment  

Due to the distance from the main campus, the monitoring system of continuous 

enrollment for the regular semesters (Fall and Spring semesters) had been relatively lax 

compared to the Master’s programs. The significant result of enforcement and closer 

monitoring of the doctoral students’ continuous enrollment from late 2005 created 

improved stability in doctoral program enrollments. Since mid-2004, the program office 

has been increasing the number of administrators, and that has enabled a closer 
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monitoring of the students. Thus the increased capacity of the office operation made it 

possible to provide more support for the students to follow the university policy. 

 

Japanese Unemployment Rate 

The unemployment rate is one of the primary indicators of the health of an 

economy, and the rate was around or below the natural unemployment rate (around 5%) 

in Japan until late 1990s. With some fluctuations, the unemployment rate in Japan has 

been gradually increasing since then. The results showed that a rise in the unemployment 

rate exerted a negative impact on enrollments for the doctoral programs and the overall 

department. This finding indicates that the potential professional students’ decision to go 

to a graduate program can be influenced by the overall health of the Japanese economy. 

As is the case of the participants in Ethington and Smart’s (1986) study, many of the 

students in this program have a partner and one or more children, and because of the 

students’ ages (most of the students in the Master’s programs are in their late 20s to 30s 

and most of the doctoral students are in their 30s or 40s upon entry into those programs), 

the children tend to be in elementary or secondary school. Thus, students in the past 

commented that investing in their child's education tends to be a higher priority than 

investigating in their own education, despite the fact that the latter is a key to career 

development and career change. Some students have to control the pace at which they 

take courses (e.g., take fewer courses to reduce their per-term tuition payment) or they 

have to give up their graduate education in some cases. 

It is also important to point out that most students in the program receive no 

financial assistance and this makes it difficult for them to manage their family budget and 
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allocate resources for their education. As mentioned above, the tuition of the institution is 

higher than other graduate schools in Japan, and the students are not eligible to apply for 

most of the scholarships available to graduate students in Japanese institutions. Therefore, 

for most of the students, the only way to receive financial support is to obtain an 

educational loan from the private sector, such as a commercial bank (US citizens are 

eligible to apply for federal loans). 

The number of full-time tenured positions has been declining since the reform of 

the university faculty hiring policy in 1997, and the size of the student population has 

been shrinking due to the low Japanese birth rate. This means that the probability that 

graduate school graduates must look for one contracted job after another every few years, 

even after earning a graduate degree, has increased compared with the past. In addition, 

due to the long-term recession, which has continued for over a decade, there has been a 

decrease in the overall job market in Japan. Therefore, from a purely monetary point of 

view, the value of the educational investment by potential and current students has been 

decreasing because of a reduced gap between expected lifetime earnings with and without 

the graduate degree. 

Conventional wisdom suggests that as the unemployment rate increases, tertiary 

level enrollments increase, and advanced programs, such as graduate schools, are not 

exceptions. This has been regarded as a natural phenomenon in the United States 

(Adeyeye, 2009), and it appeared to be true for professional schools given the increased 

graduate school admissions due to the recession in the late 1990s and early 2000s 

(Mangan, 2002). This phenomenon was thought to take place because (a) new graduates 

do not want to enter the labor market during a recession when there are few good-paying 
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full-time positions available, or (b) a higher degree makes them more marketable by 

enhancing their employability. However, despite governmental support in the form of 

federal loans to unemployed individuals who had earned income in the previous year, the 

number of persons returning to school has not increased as much as expected in the 

United States. 

Theoretically, people make the decision to return to school by comparing their 

present income potential to what they might earn with a(nother) university degree. 

Returning to school means that the students have to pay the tuition and associated 

expenses (e.g., commuting and textbook expenses), invest study time, and lose expected 

earnings while in school (i.e., the time spent in school cannot be spent earning a salary; 

thus, they encounter an opportunity cost). Considering only monetary issues, the 

additional educational investment does not make sense unless the expected lifetime 

earnings increase as a result of obtaining the higher degree. In addition, returning to 

school does not guarantee degree completion. For this reason, potential students must 

also consider the risk of failure, which does not lead any improvements in their lifetime 

income and adds additional costs (Cannon & Gascon, 2012). Thus it is natural that people 

currently in the labor market hesitate to invest in further education when the economy is 

in a potentially long recession and when they perceive a lower expected return on their 

educational investment. 

In the United States, numerous forms of support are provided to citizens wishing 

to go to school. One is the relatively inexpensive tuition available for residents in a state. 

Another is student financial aid in the form of federal loans. Thus, educational 

opportunities are available at various levels, from junior college to graduate schools. 
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However, the average U.S. college tuition rose by 150% in the 20-year period between 

1980 and 2000 (Cannon & Gascon, 2012), thus, making college degrees prohibitively 

expensive for some. While such increases have not yet led to declines in undergraduate 

enrollments, graduate school enrollments have been declining for the past two years 

(Cannon & Gascon, 2012). 

Rampell (2012) proposed two reasons for the decline in graduate school 

enrollments in the United States. The first concerned the increasing debt from 

undergraduate studies and the second was reduced aid for graduate students by tertiary 

institutions due to state budget cuts. The first reason is not supported, however, by the 

results of Schapiro, O'Malley, and Litten’s (1991) study, which indicated that 

undergraduate debt did not affect the decision to attend graduate school. Thus, recent 

reports about the relationship between the on-going recession and graduate school 

enrollment could mean that graduate schools have become more expensive than in the 

past several decades in terms of both immediate costs, such as higher tuition coupled with 

less financial support, and lower perceived long-term earning potential as a result of 

obtaining a graduate degree. For these reasons, the result in this study do not appear to be 

unique to either Japan or the institution investigated in this study. This could be a result 

of changes in the expectations of individuals regarding the merits of educational 

investment relative to the concerns generated by national economic downturns. 
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Logistic Regression: Student Success-Failure Data Analysis 

The logistic regression model was used to investigate the contribution of location, 

demographic, and enrollment pattern factors to the prediction of the Master's and doctoral 

students successful completion of the programs. In this section, the results of the 

descriptive statistics and the independent variable analyses are discussed. 

 

Master's Program 

Overall model evaluation. The model was developed to investigate the potential 

for a university graduate program administrator to predict the Master’s students’ success 

based on their background, which is reported as a part of the application documents they 

complete when entering the program either as non-matriculated or matriculated student. 

Although the model was significant, the effect size, Nagelkerke’s R2 = .11, indicated that 

the model was not particularly powerful in terms of predicting the students’ success and 

failure. Below is an interpretation of the model results with a focus of each individual 

predictor variable. 

 

Campus location. The insignificant result regarding the contribution of the 

location variable to predict students’ success indicates that there are no significant 

differences in the probability of the students’ success based on the campus at which they 

are studying. This suggests that the degree-seeking students’ average academic level is 

similar among the campuses, assuming that the educational quality provided at all the 

three campuses over the period of this study was similar. Given that the majority of the 
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courses at the three campuses were taught by the same instructors, educational quality 

should have been similar. 

 

Gender. The insignificant contribution of the gender variable to predict students’ 

success indicates that the academic level of the male and female students in the program 

is similar. The descriptive odd ratio, which is slightly higher than 1.00 (1.10), shows that 

female students had a slightly higher probability of success than the male students. This 

is an interesting result because the majority of male students (72.03%) were native 

English speakers, and the majority of female students (68.18%) were non-native English 

speakers. Given that the odd ratio is a descriptive result, further investigations of gender 

and its relationship with the students’ success have the potential to further illuminate the 

characteristics of successful students. 

 

First language. The significant result of the first language variable indicates the 

possible existence of a higher hurdle to complete the degree for non-native English-

speaking students compared with native speakers of English. It is an interesting result 

because a larger portion of the Japanese students, who make up the majority of non-

native English-speaking students in this program, tend to have disadvantages compared to 

the native English-speaking students in terms of their academic background. Informal 

interviews with the students show that a much higher rate of Japanese students have a 

bachelor’s degree in English, English or American Literature, or Linguistics and have 

experienced a teaching practicum in an undergraduate program compared to the native 

English-speaking students. Thus while almost all the students with a native English 
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language background have teaching experience before entering the program, the 

academic background of many Japanese students in terms of English language education 

and certification in Japan frequently exceeds those of many native English speakers prior 

to the start of the program. Two reasons address the issue of the lower probability for 

non-native English speaking students. One is the language requirement, and the other is 

the severe work environment for junior and senior high school teachers. 

Although almost all the non-native English-speaking Master's students are 

English language teachers, some of them had difficulty meeting the language (TOEFL) 

requirement. Many of them passed the courses as non-matriculated students with 

acceptable or good grades, however, they were unable to meet the TOEFL requirement, 

and eventually dropped out of the program without matriculating. There were at least 

three exceptional cases in which a student took the TOEFL 8 to 12 times over one or two 

years and ultimately fulfilled the language requirement for formal admission. Those cases 

illustrate how capable non-native English speakers can successfully meet the language 

requirement by persevering. However, as those students were professional language 

teachers, it might have been difficult for them to repeatedly fail a language examination; 

for this reason, they continued taking the examination until they passed. Instead of 

meeting an English-language requirement, native English speakers are required to take an 

standardized academic test, the Miller Analogies Test (MAT) or the Graduate Record 

Examination (GRE). The cut point for admission has been a score of at least the 50th 

percentile, which places them above 50% of the persons who have taken the examination. 

The admission records showed that very few applicants could not meet the cut-point. This 
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indicated that the requirement for native English speakers was easily achievable for the 

native English-speaking students. 

In the case of non-native speakers of English, male students tended to graduate at 

a much lower rate (33.33%) than female students (62.50%). Because of the small N-size 

(male students = 15, female students = 48), it is difficult to draw strong conclusions, but 

the raw data show that over two-thirds of the non-native English speaking male students 

were not language teachers upon entry into the program as non-matriculated students, 

while the majority of female students were either teaching in Japan or they had teaching 

experience and/or teaching credentials in their home countries. Because the relationship 

between student success in a graduate program and career background is not part of this 

study, this issue was not investigated further. However, it is a potentially fruitful area for 

further study. 

One somewhat unique group of students in this study was high school teachers. 

Their workload is particularly heavy, with many of them routinely working 12-14 hours 

per day. Understandably, this made it difficult, even for extremely diligent individuals, to 

continuously enroll and complete all the requirements for the degree. High school 

teachers must often serve as homeroom teachers and take care of over 40 students in 

addition to a heavy teaching load. Those teachers are also often responsible for 

supervising club activities (e.g., baseball club, tennis club), and they often have to be 

present at morning practice sessions, after-school practice sessions, and games that are 

held on the weekends. They also have to attend school events, such as sports day and 

culture festivals, and the practice sessions for those events. Those work responsibilities 

are in addition to normal homeroom work and teaching. Many high school teachers who 
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start the Master’s program dropped out within a year or so, even after being matriculated. 

This is a serious problem, because Japanese secondary school teachers wishing to 

upgrade their education are barred from doing so by unreasonable work demands. 

Providing opportunities for motivated high school English teachers to increase their 

professional qualifications is necessary if overall educational quality in Japan is to 

increase. Because the high schools seem to be unable to change the current system, it 

might be necessary for the government to intervene at some point in the future. 

In sum, the test results of this independent variable indicate that native English 

speakers have advantages over non-native English speakers in the program for degree 

completion, but the descriptive results of the tests for the gender variable show a 

contradictory result. 

 

Commuting distance. The graduation rate of the students in the program was not 

significantly related to their commuting distance to the campus. This indicates that the 

students in the graduate program make a strong commitment to completing the program 

regardless of the commuting distance and that their commitment to the program is more 

important than the campus location once they have decided to formally enroll. Past 

literature reported that financial constraints and the campus location (convenience to 

commute) were major factors affecting graduate students’ decision to join a program. 

This is reflected in this study as well, given the small proportion (7.58%) of students who 

traveled by long-distance vehicles (e.g., super express bullet train, long-distance bus, and 

flights). Those students were determined to study in the program, and despite the long 

commuting distance to the campus, their graduation rate was high. Despite the 
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insignificant results for this variable, one interesting descriptive result of the model was 

the higher odds ratio of 1.35 for the third category of commuting distance (i.e., the “block 

area,” students who are commuting from outside of the prefectures where the campuses 

are located, but who do not have to travel overnight). Most of the students in this 

category can attend classes until 9:00 p.m. and return home without staying overnight 

away from home, but most of them have to travel a much longer distance (e.g., taking a 

long-distance bus or express trains) than the other students in the program. Thus, the 

students in the third category in this study might have a stronger commitment to 

completing the program, and this might lead them to achieve a higher graduation rate. 

The weight (number of cases) in the four categories was very unbalanced (n-size of 

category three = 84, n-size of category four = 76) compared to the students with normal 

commuting distance (n-size for category one = 691 and n-size for category two = 1,286). 

Thus it is difficult to compare the success rates of the four groups with the current data 

set. Adding more recent cases might give more insight into the relationship between 

commuting distance and the students’ success. 

 

Summer session entry. The summer session program entry variable was 

insignificant with the odds ratio for the variable being .92. This indicates that the success 

of the students who entered the program in one of the intensive summer terms did not 

show a significant drop compared to those of the students who entered the program in a 

regular semester (fall or spring semester). This is an interesting result because my 

subjective impression was that students have higher chance to be overwhelmed if they 

begin taking courses in a summer session because of the higher frequency of the classes 
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(twice a week instead of once a week) in a shorter period of time. However, those who do 

well at that increased pace might feel that it is relatively easy to keep up with the pace of 

classes in the regular (fall and spring) terms. In addition, slightly more students take 

electives rather than regular/recommended courses in the summer sessions. The 

descriptive data do not show any clear differences in the characteristics of students who 

start the Master's program in a regular term and those who begin in a summer session. 

 

First-term course selection. The first-term course selection variable was 

significant, and the test of significance of the categories showed that the graduation rate 

of the students who chose to take elective course(s) was significantly lower than students 

who chose other patterns. The students who selected the introductory course as the first 

choice had a slightly low odds ratio (.80), but the graduation rate was not statistically 

significantly lower than that of the students who selected core course(s) or recommended 

course(s) (the base category). This is an interesting result because most of the students 

who have not met all of the program requirements, such as non-native English speaking 

new students who do not have a TOEFL score that meets the minimum admission 

requirement, have been sent to the introductory course in their first term, though it should 

be recognized that many new students who can fulfill all the admission requirements 

autonomously choose to take the introductory course. Thus, this result implies that the 

students can have a good start in the program with the introductory course. Another 

noteworthy descriptive result is the relatively high odds ratio of success of the students in 

the categories “not recommended course(s)” (category four, n = 61) and “full-time course 

load” (category five, n = 31). Those choices are quite rare in the program (4.36% of the 
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entire sample size), and most of the students should have either (a) received sufficient 

warning about the heavy study burden, or (b) registered as full-time students because they 

were visa students. Thus the results imply that many students in this category have a 

strong commitment to completing the degree. 

 

First-term number of credits registered. The predictor variable of the first-term 

course credits registered was significant. This indicates that the students who take more 

credits in the first term tend to be more successful in the program. Because it is an on-site 

graduate program with relatively high tuition compared to other graduate schools in 

Japan, the students tend to (a) have time to commute to the campus more often than other 

working students and are able to allocate time for additional study, and (b) have sufficient 

financial resources to make this educational investment. The descriptive statistics for the 

overall Master’s program first-semester number of credits registered (M = 3.42, SD = 

1.39, Skewness = 1.77, Kurtosis = 4.45) shows that the students clustered around 3 

credits with a positive distribution and extremely high kurtosis. Thus, the students who 

chose to take more than one regular 3-credit course in the first term are rare cases with 

more confidence in their success or more time and financial flexibility. However, it 

should be noted that the number of cases for this observation is quite small (n = 293 when 

registered for more than 3 credits, that is, more than one regular course; n = 54 when 

registered for more than 6 credits, that is, more than two-regular courses) compared to 

“standard” cases (n = 928). 
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Direct admission. The direct admission variable was significant and displayed a 

high odds ratio (5.66). This implies that students who chose to be formally admitted from 

the first term have a stronger commitment to the program. This finding might be due to 

the way the data were coded in this study. In this model, non-matriculated cases include 

both students who were never matriculated and those who eventually matriculated. The 

former categories for the direct applicants are made up of program inquirers who were 

interested in the program but who never applied. Thus for “direct” comparison between 

students who were “admitted” differently, a separate data analysis of the graduation rate 

between the direct applicants and matriculated students who started the program as non-

matriculated students should be conducted. This hypothesis is supported by a post 

descriptive case analysis conducted after the model was developed. The completion rate 

calculation result shows that the degree completion rate of the students who were 

matriculated after the first term was 89.30% while the rate for students who were never 

admitted (including non-matriculated students) was 56.19% (the direct applicants’ 

completion rate = 91.03%). Thus the descriptive results show the possibility of no 

difference in the degree completion rate by program admission timing status. However, to 

reach a more solid conclusion about the effects of the program admission timing status, 

further investigations are needed. 

 

High graduation rate once matriculated. One of the unique characteristics of 

the graduate program is that most students enter the program with non-matriculated status. 

The graduation rate after matriculation is close to 90%, however, about 45% of the 

Master’s students left the program without being matriculated. Many of them had trouble 
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completing the courses in the first or the second terms, some had trouble with the 

language or standardized test requirements (Test of English as Foreign Language, Miller 

Analogies Test, or Graduate Record Examination), and some left for financial or family 

reasons. Some students decided to go to another graduate school, however, there are less 

than ten known cases of this occurring in the past 22 years. Thus, the students who 

matriculated (a) were determined to pursue the degree, (b) could successfully complete 

courses with an acceptable grade point average (non-matriculated students should earn 

GPA 3.25 or higher for the courses they take as non-matriculated students), and (c) 

passed all the hurdles required for admission (course completion requirements, 

standardized examination level, and the achievement in the undergraduate program(s) or 

successful completion of the graduate courses as non-matriculated students). According 

to the second program director, who led the program for over twenty years, potential 

students have been encouraged to start the program as non-matriculated rather than 

directly applying to the program because this allows them to experience the program 

prior to deciding to formally enter it. Thus, non-matriculated students can apply for 

matriculation with clear knowledge of the quality of educational services in the program. 

Further investigations are needed to conclude whether giving more autonomy where 

program entry is concerned to graduate program applicants is the main reason for the 

high graduation rate in the program or not. However, high student commitment to 

obtaining the degree (being matriculated to the Master’s Program) seems to significantly 

influence degree completion. The results suggested that by providing more autonomy to 

students to join higher education programs and by encouraging a non-matriculated 

program entry option, students’ success in the program is improved. 
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However, there is a possible downside to this admission system as well; this 

system might increase the number of students who join the beginning courses without 

having the required qualifications in terms of undergraduate GPA or English language 

proficiency. Thus for program quality control, a careful screening of those cases is 

needed. Also because the administrators cannot know how many new students they 

should expect until the registration period ends, financial control and budget management 

might be more challenging. Therefore, program administrators considering adapting this 

type of program entry system need to investigate the effect on program management in 

terms of both academic and financial quality. 

 

Potential predictor variables for future model improvement (master’s model). 

Because of the unique characteristics of program admission (i.e., most students enter the 

program with non-matriculated status) and because of the restriction of the predictor 

variable selection from the administrative database, several potentially strong predictor 

variables had to be eliminated from the study: language test scores, undergraduate GPA, 

attendance patterns, career background, family organization, and motivation-related 

variables. 

Although the dispersion of GPA is narrow (0.00-4.00), the literature shows that 

undergraduate program GPA is frequently a significant predictor of graduate students’ 

decision to attend graduate school and their retention rate. However, because non-

matriculated students are not required to submit admission documents, about half of the 

students (e.g., approximately 45% of the students in the Master’s logistic regression 

model) left the institution without being matriculated or submitting their undergraduate 
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university transcripts. I considered it untrustworthy to add a variable with over 40% of 

the data missing, so it was eliminated from the analyses. For better monitoring of the 

program and to obtain information on all students’ backgrounds, it would be ideal to 

require students to submit a transcript (e.g., a photocopy would be acceptable before 

matriculation) when entering the program as a non-matriculated student. A similar 

argument can be made for the language test score submission. As with the undergraduate 

GPA data, there are too many missing data points for the English-language test scores 

from students who left the program before matriculating. Both the logistic regression and 

event history analysis indicate that there was a significant influence of the first language 

variable on the students’ success. Even practice TOEFL scores submitted at program 

entry might help program administrators better advise new students on what courses they 

should take.  

Non-continuous enrollment is a signal that students have difficulty attending 

courses or that they have lost interest in the program. Therefore, the number of terms a 

student takes a leave of absence (LOA) is also a potential predictor of student success. 

However, not taking a course for one term with non-matriculated status is not counted as 

an LOA because non-matriculated students do not have to register every term. In addition, 

because summer sessions are optional for all Master’s students, not registering for the 

two intensive terms does not require that the students take an official LOA. Thus for this 

program, one challenge concerns deciding the number of LOAs matriculated and non-

matriculated students can take. 

The matriculation application form includes a category for listing work 

experience. Although the models did not include a predictor related to student career 
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background, the raw data indicated the potential influence of career background on the 

students’ success. Creating a category on the new student information form in which 

applicants provide information about their work experience might provide data that can 

be used to enhance the model.  

Another variable that might be useful is motivation to attend graduate school, or 

to study in the program. Some literature shows that the majority of graduate students 

returning to school are career-oriented; thus, they are extrinsically motivated. However, 

there are also many cases in which students enrolled in the program for professional 

development; these students continue working at the institution where they were working 

when they entered the program. The influence of a motivational variable on student 

enrollment prediction model is difficult to predict. However, adding this type of variable 

might provide new insight into an important characteristic of the non-traditional students 

who make up the overwhelming majority of the student body. 

 

Descriptive Results of the Model for the Doctoral Program 

The overall model was insignificant and all the predictor variables except for the 

first-term registration credits and first-term course taking pattern variables were 

insignificant. This indicates that neither the students’ demographic background nor their 

decision about what to take in the first semester were powerful predictors of the doctoral 

students’ degree completion. 

One potential reason for this result was that undergraduate and Master’s program 

GPAs, standardized test scores (e.g., the MAT, GRE, and TOEFL) were not included in 

the doctoral program model. Thus for future modeling, collecting more data on the 
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admission documents might improve the model. These results might be related to the 

characteristics of doctoral level education in that other more powerful factors affect 

students’ success in the program besides those concerned with the first semester of the 

program. The students spent the first two and half years of the program completing their 

course work, and they spent the rest of the program writing their dissertation proposal 

and then completing the dissertation. The fastest any of the 178 doctoral students in this 

study completed the program was three years and one semester, and the longest was 14 

years and one semester. The average age at the time of entry into the program was M = 

39.32 years (SD = 7.60), and at that age, many of them faced important turning points in 

their lives, such as marriage, promotions at work, changes in their career (e.g., from part-

time university instructors to full-time university faculty members with committee work 

and other responsibilities), having children, purchasing a house, or caring for aging 

parents. Those changes often lead to time and/or financial restrictions where their 

educational investment is concerned. Also because many of the students are non-Japanese 

or Japanese with a non-Japanese spouse, over 5% of them had to return to their home 

countries during or after the course work. Those life changes often seemed to cause the 

students to slow down, or give up pursuing their degree in the middle of their educational 

investment. Thus the presence of a long-term commitment is plausibly a more powerful 

predictor of degree completion. 

The potential influence of the need for a long-commitment can also be observed 

from the record of the students who failed to complete the program. Of the 69 students 

who did not complete the program as of fall 2012, 42.03% (n = 29) of them gave up 

before completing the course work, and 57.97% (n = 40) gave up while working on the 
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dissertation proposal or dissertation writing after the course work had finished. This 

means that those 57.97% of the students intended to complete the program, spent two and 

half years completing the course work, completed the qualifying examination, spent time 

after completing the course work writing their proposal or dissertation, but they still 

dropped out of the program at some point after the course work ended. This also shows 

the potential importance of an individual characteristic, long-term commitment to the 

program, where degree completion is concerned. In casual conversations among program 

administrators, three factors that predict degree completion have been identified: 

intelligence, financial resources, and perseverance. Of those three, the first appears to be 

relatively unimportant, and the latter two very important. Once the students are admitted, 

in spite of the small number of full-time faculty members, students who work hard to 

complete the degree are provided with a great deal of advising support. Thus, the history 

of the program indicates that diligent, persistent students with adequate financial 

resources eventually graduate. The same cannot be said for students who appear to be 

extremely intelligent, as intelligence is only useful when applied over the relatively long 

period of time needed to write a doctoral dissertation. Unfortunately, this type of 

personality-related factor cannot be measured on an application admission form. 

Therefore, investigating such personal variables through a survey or interviews might be 

useful. 

In sum, some potential predictors are related to life changes, such as marital status, 

number or age of children, whether they live with or support their parents, or the 

possibility of leaving Japan. However, those are all personal issues, and it is difficult to 

collect such data from students when they enter the graduate programs. For this reason, it 
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is difficult to develop an adequate model that predicts doctoral students’ success using 

only the information provided at the beginning of the program. 

 

Event History Program Duration Time Data Analysis 

Event history Cox regression models were developed to predict the length of time 

Master’s and doctoral students spent in the programs using demographic and program 

entry decision-making factors. In this section, the results of the descriptive statistics and 

the independent variable analyses are discussed. 

 

Master's Program 

Overall model evaluation. The model was developed to investigate the time the 

graduates spent in the program before their degree completion and the factors affecting 

the time needed for degree completion. Although the model was significant, the effect 

size indicator (for event history analysis, the effect size means relative association 

between program duration time and covariates) was extremely low, R2 = .03. This shows 

that the model was quite weak in terms of predicting program duration time with the 

covariates. Below is an interpretation of the model results with a discussion of each 

individual predictor. 

 

Campus location. The size of the three campuses varied greatly. The main 

campus in Tokyo was the largest of the three, and each required course is offered twice a 

year compared with once a year at the Osaka campus, and once every two years at the 

Fukuoka campus. The Tokyo campus also offers more elective courses than the Osaka 
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and Fukuoka campuses. Thus it appears that the Tokyo students have advantages in terms 

of course registration and choice of when to complete both the required and elective 

credits. However, the results showed that the campus covariate was insignificant (p = .78), 

a finding that might be a reflection of the characteristics of part-time, non-traditional 

working students and their course taking patterns. As Figure 2 showed, as part-time 

graduate students, over 95% of the students in the program were still “censored” and in 

the program after six terms (two full years), and about 40% of the native-English-

speaking students and 30% of the non-native English-speaking students completed the 

degree in nine terms (three years). Therefore, even the schedule offered to the Osaka 

students provides them with more than one opportunity to take all the required courses 

(and twice the opportunities the Fukuoka students had to take some of the required 

courses). Full-time students must take nine or more credits (three courses or more) per 

term and complete the program in one year or one year and a term. Thus more course 

choices every term for full-time students can be important, but the results indicate that the 

schedule that has been offered in the past it is not a problem for the part-time students, as 

they often spend more than two years in the program. 

 

Gender. The gender covariate used to predict the Master’s students program 

duration time was also insignificant. The median ages were 33 years for the male students 

and 34 years for the female students (mode age was 28 years for both). With the peak at 

the age of 28, the age distributions for both genders have negatively skewed distributions. 

Thus, as foreign language teaching professionals, the majority of the students in both 

gender groups come to the program after being in the profession for several years. The 
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insignificant result indicates the relative equality of the time potentially allocated for their 

professional development regardless of their gender. 

 

Age of program entry. The insignificant result for this covariate might indicate a 

limitation of non-traditional students’ time allocation or time investment for academic 

work or professional development. The average age of the students at their program entry 

time is 34.87 years with a negatively skewed distribution. The majority of the Master’s 

students have either part-time teaching positions or a full-time position when entering the 

program; thus, most of them spend at least one-third of their time during weekdays 

working. While engaged in their job(s), the students have to “create” time for graduate 

level study. Some individuals completed the degree in a shorter period of time in the past; 

however, those cases were typically either students who had the cooperation of their work 

place, and this allowed them to obtain the degree quickly, or they were able to intensively 

take courses as a full-time or almost full-time student (e.g., the students took a sabbatical 

or became temporarily unemployed). The fact that almost all the students take one or two 

courses per semester as a part-time student, and those who matriculate have a high 

completion rate, suggest that students in the age distribution in this study can complete a 

graduate degree in approximately one year and two terms (when they take two courses 

per regular terms and one course in each intensive summer session) or two years and two 

terms (when they take one course per term, i.e., complete four courses per year), and that 

this constitutes a reasonable pace for non-traditional students with full-time work 

responsibilities. 
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First language. The first language covariate was significant; this indicates that 

non-native English-speaking students tend to spend a longer time in the program 

compared with native speakers of English. This result is related to the English language 

proficiency requirement all non-native speakers of English must satisfy to matriculate in 

the program. In addition to all the admission requirements for program applicants, non-

native English speaking applicants have to submit an official TOEFL score of over 575 

(paper-based test). For most Japanese EFL learners, this score is quite high and many 

non-matriculated students struggled to earn the score after completing the maximum 

number of credits (9) they can take with non-matriculated status. Another factor that can 

lead the study duration time differences are the different course-taking patterns of native 

and non-native English-speakers. One of the unique characteristics of the program is the 

weekend seminars, which allow students to earn one elective credit for each seminar, 

which is offered in one intensive weekend session. Because the seminar lecturers are 

guest speakers invited from other universities (mostly from overseas), students are 

usually graded on their performance on a single written assignment. Students must 

complete the assignment relatively quickly (typically within one month) and they 

therefore need to be well organized and have good writing skills. Thus, the seminars can 

be a risky option for some students. Observing the enrollees in the seminars, it is clear 

that more native English speakers are likely to enroll in the seminars perhaps because 

they have confidence in their academic writing skills and because the seminars allow 

them to earn three credits (three weekend seminars) in three weekends. This is sometimes 

viewed as more desirable than commuting to the campus 14 times for a regular 3-credit 

elective course. Taking seminars in addition to regular courses also allows some native 
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English-speaking students to accumulate credits faster and graduate more quickly. In 

addition to registering for the weekend seminars, more native-English speaking students 

register for more than one regular course in a single semester. This might be because they 

are confident or comfortable taking courses taught in their native language.  

Other reasons for faster graduation by native speakers of English are that an 

increasing number of those students have received federal loans or are on the GI bill. 

Furthermore, the university is able to sponsor student visas after being recognized as a 

foreign university in Japan. Such students have minimum course registration 

requirements that force them to take more than three credits per semester. Therefore, they 

often complete the course requirements faster than local students without any special 

status. Most of the students in the above categories are native English speakers; thus, they 

increase the gap between the amount of time native- and non-native English-speaking 

Master's students' spend in the program. 

 

Marital status. The marital status covariate was an insignificant predictor of the 

students’ time spent studying in the program. This indicates that there are no significant 

differences among single, used to be married, and married individuals in terms of the 

level of financial and/or time investment they can make for their professional 

development in the program. As the age distribution at the program entry shows, the 

majority of the students in the graduate program are in their 30s or older, and many 

individuals at that age have many job responsibilities. Therefore, having or not having a 

spouse or dependent might not necessarily increase their study time or financial ability to 

invest in their professional development. 
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Commuting distance. Commuting distance is related to a student’s accessibility 

to the program or the degree, and it was originally hypothesized that easier access to the 

campus would result in a faster graduation, but the result was insignificant. Once the 

students are committed to the program (i.e., matriculated), they tend to be continuously 

enrolled regardless of the commuting distance, and they keep taking one or two courses 

every term as a part-time continuously enrolled student. Most of the students chose part-

time status so that they can take less than nine credits every term. Also there is a tendency 

for students with a long commute to take weekend seminar credits to earn elective credits. 

Thus, the unique course offering system for the elective credits might help students with 

a long commute to earn more credits without sacrificing commuting time during 

weekdays. 

 

Admission type (direct admission). Unlike typical university admission, 

choosing direct admission is quite rare among the students in the Master’s program. 

Direct admission means that the students have cleared all the admission requirements, 

such as the English language score requirement, from their first semester in the program. 

Thus initially it was hypothesized that the students who chose to be admitted first and 

then start taking courses would graduate faster. However, unless the students were visa 

students, those students who chose direct admission tended to choose part-time status and 

take less than nine credits per term. Therefore, there was little difference in the number of 

terms they spent in the program compared to the number of terms students who started as 

non-matriculated students spent. Since the university was recognized as a foreign 

university in Japan by the Ministry of Education in Japan in the late 2000s, the number of 
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visa-sponsored students has gradually increased. If the number of visa-sponsored students 

significantly increases in the coming years, there is a possibility that the effect of this 

covariate will become significant. 

 

Descriptive Results of the Model for the Doctoral Program 

The overall model was insignificant and all the predictor variables except for 

marital status were insignificant. Although the Cox regression model was significant, the 

effect size indicator showing the relative association between time spent in the program 

and the covariates was extremely low, R2 < .001. This indicates that the model was 

extremely weak in terms of predicting the student program duration time with the 

covariates. This indicates that neither the students’ demographic background nor their 

decision about what to take in the first semester were powerful predictors of the doctoral 

students’ degree completion. Due to the characteristics of the program, there are several 

potential reasons for the insignificant results. 

One reason for this result is the difficulty of predicting a part-time student’s 

achievement in a seven-year program using only data obtained from the admission 

records. Almost all the students are middle aged (median age at the program entry for 

both genders was 38), and only 35% of the students complete (uncensored) the degree 

within the seven-year limit (21 terms). This seven-year limit is for the main campus full-

time students, and as the descriptive results show, approximately 65% students have not 

graduated at the seven-year mark; thus, a student who enters the program at the median 

age of 38, will still be writing their dissertation at the age of 45. 
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It was hypothesized that gender might change the time spent in the program, 

especially for female students because several female students had to take maternity leave 

from the program one or more times. Age of program entry was considered because older 

inquirers tended to show a strong desire to complete the program as quickly as possible. 

First language was considered because writing skill in English could potentially influence 

the speed at which they can complete their dissertation, which requires a high level of 

academic writing ability. Commuting distance was also considered because students who 

travelled overnight from far away were often concerned with travelling costs, and 

completing the degree faster was one way for them to reduce travelling costs. The sense 

of some members in the admissions office was that early start of the program with 

advanced standing was not an effective way to complete the degree faster; however, to 

statistically evaluate the hypothesis, this covariate was also examined. The results 

showed that all five of these covariates were insignificant. 

The only covariate that was significant was marital status. It was initially 

hypothesized that single students potentially have more “private time” to study and that 

they therefore had a higher probability of completing the program quickly. However, as 

the survival function at the mean for marital status (Figure 3) shows, married students 

tended to graduate (uncensored) in a shorter time, and single students tended to stay in 

the program the longest on average. A review of the cohorts who had at least one student 

who had completed the doctoral degree by the end of data collection period, revealed that 

10 individuals had completed the degree in each cohort. The descriptive statistics show 

that six of them were married, one was divorced, two were single, and one did not report 
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her marital status. Therefore, the majority of the first students to complete the program in 

each cohort were married. 

There are several potential reasons for this result. One is the degree of life style 

change among students in the three marital status categories. Approximately 23% (23 out 

of 99 students) of the students who officially reported that they started the doctoral 

program as single or who unofficially reported to the administrative office that they got 

married before completing the program were married when they graduated. Some 

students not only got married, but they also had one or more children while in the 

program. Also many of the younger single students changed from working at several 

part-time university teaching jobs to a full-time limited contract or tenured position while 

studying in the program. Such changes in their personal and professional lives might have 

slowed down their progress on their academic work. On the other hand, there were many 

unofficial self-reports from married students that they were mildly or strongly pressured 

by their spouse to complete the program. Perseverance is a key to achieving a long-term 

goal such as completing a doctoral degree as a part-time student while working full time, 

and mental support and reasonable pressure to reach the goal from somebody very close 

could become fuel to move forward. 

 

Dynamic Modeling for a Future Student Enrollment Scenario 

The dynamic system simulation model indicated the probability of a decline in 

enrollments in the size of the graduate programs over the coming decade. In this section, 

the results of the simulation model are discussed. 
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The Language Teacher Labor Market in Japan 

The first stock introduced in the model (Figure 4, p. 141) was the foreign 

language teacher population, which is an estimate of the number of teachers who can join 

a graduate education program. Based on past experience with individuals inquiring about 

the graduate programs, it is quite difficult to imagine a large group of foreign language 

teachers newly entering the job market after earning a doctoral degree in education. Thus 

it is assumed that virtually all foreign language teachers enter the labor market from the 

cloud at the left side and enter the first stock. There are two outflow paths from language 

teacher population, (a) the group that flows into the next box, program interest 

population, and (b) the group that leaves the market for some reason. Thus the group that 

is in the market and who has no interest stays in the language teacher population stock. If 

inflow and outflow are equal, the number of teachers in the stock should be almost the 

same over the coming ten years. However, if the inflow is less than the outflow or vice 

versa, the population in the stock will decrease or increase. The simulation results for this 

model show a gradual decline in the number of foreign language teachers in the stock. 

This prediction was made due to the potential for the overall Japan education market to 

shrink in the next decade. Figure 7 shows the number of full-time teachers in junior and 

senior high schools and universities in Japan. For the university instructor numbers, the 

number of full, associate/assistant professors, and instructors are listed. The number of 

junior and senior high school instructors has been declining for two decades, while the 

number of university teachers has been steadily increasing. This increased number of 

university teachers in the past two decades might be partially due to more temporary 
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(e.g., 3- or 4-year), contracted positions being offered as a result of changes in university 

faculty hiring policies. 

 

 
Figure 7. Number of full-time teachers of junior and senior high schools and universities. 
Note Jr. HS = junior high school; Sr. HS = senior high school; Univ. Instructor = university 
instructor; Assist/Associate Prof. = assistant or associate professor; Full Prof. = full professor; 
Univ. Ttl = university faculty total. 
 

One reason for the declining trend is the expectation that a smaller number of 

foreign language teachers can enter the stock and some current foreign language teachers 

must leave the stock. The statistical records of MEXT show a gradual decline in the 

number of students and teachers at all the levels (kindergarten, elementary school, junior 

and senior high schools) except for the university level (the most recent records were 

collected in 2009). This is mainly due to the continuous decrease in the birth rate in 

Japan. The numbers of new university entrants and teachers were still growing in 2009, 
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partially because of the increased number of 18-year olds attending a university. 

However, it is expected that the number of university admission seats available will equal 

or soon exceed the number of applicants; thus, this might be the beginning of a gradual 

decline in the number of universities and therefore a decline in the number of university 

teachers. The mass media in Japan has been reporting the potential for this to occur in 

Japan for years; thus, there is high probability that not only foreign language teachers, but 

also teachers and potential teachers at all the levels will become aware of the situation. 

Therefore, in the long run, the shrinking labor market can discourage new entries and 

potentially increase layoffs due to school closures and the down-sizing of educational 

institutions. 

Another possible factor affecting the labor market concerns the revision of 

university faculty hiring policies that have made university teaching positions unstable. In 

June 1997, the law of university faculty employment status was revised, and this change 

made it possible for universities to hire all faculty positions (full professor to instructor or 

assistants) as non-tenured, short-term contract positions. This change encouraged 

universities to hire more contracted university teachers with one- to five-year contracts (a 

few are renewable, most are non-renewable). Extreme cases were the recent shift to all 

faculty members being hired as limited contracted status at Yokohama City University 

and Tokyo Metropolitan University in 2009. Hiring more short-term employees allows 

universities to keep faculty salaries low and to keep the faculty positions filled with 

relatively young or new faculty members. However, from the faculty side, for example, if 

an individual is hired on a three-year contract with the possibility of renewing the 

contract twice, that person can teach at the same institution for a maximum of nine years, 
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regardless of how good her/his performance is. This new system, which has now been in 

place for 15 years, can discourage potential university teachers who value employment 

stability from entering the field, and a certain proportion of university instructors who 

had to move from one university to another each time the contract was terminated to 

leave the market might leave the teaching profession. Since around 2007, some Japanese 

universities have shifted to hiring tenure-track faculty members, and if the movement 

becomes more widespread, there is a potential to motivate more prospective university 

faculty members to enter the market. However, there are some cases (e.g., the medical 

science department of Kumamoto University in 2007) of universities implementing 

tenure-track instructors or assistant professors without preparing potential future tenured 

positions (tenured associate and full professor positions); thus, the new tenure-track 

faculty hired had no promised position regardless of their accomplishments. 

Overall, university teaching employment conditions are more unstable than 

several decades ago when the graduate education program was established. In addition, 

the opportunity cost of and the price of investing in one’s career by obtaining a Master’s 

or doctoral degree has become more expensive in the past 15 years or so. This situation 

has led to a gradual decline in the population of the graduate education program interest 

group in the model. 

Potential Size Shifts in the Graduate Education Program Interest Group in Japan 

Most foreign language teaching positions available in Japan, such as junior and 

senior high school positions and language school teaching positions, do not require a 

graduate degree. Thus, unless foreign language teachers are willing to work for university 
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positions or they would like to upgrade their teaching certificate (specialized teaching 

certificate), they do not need a graduate education degree. In addition to those teachers 

who need a graduate degree, some students who came to the graduate education programs 

are motivated only by a desire for professional development. 

One of the major reasons for the projected decline in the size of the graduate 

education program is that the source of inflow, the language teacher population group, is 

assumed to shrink; thus, the subgroup of the population, the graduate education program 

interest group, is also expected to shrink. Therefore, changes in the inflow level are 

expected to primarily depend on the primary population, the language teacher population 

group. 

The other main reasons are the increased number of graduate programs that are 

competitors to the program investigated in this study. When the Master’s program opened 

in 1982 and the doctoral program in 1988, almost no universities offered a graduate 

TESOL program in English in Japan. However, in Tokyo, a major Japanese university 

opened a graduate TESOL program in 2006, and in the Kansai area (the area where the 

Osaka campus is located), several Japanese universities opened graduate programs in 

fields related to English language or foreign language education in the 2000s; as a result, 

the market has been shifting from a monopolistic to more competitive market. This 

means that applicants’ choices for such graduate programs increased, and therefore, 

attracting high quality graduate students has become more difficult for the program. 

The third major reason is the increased opportunity cost to study in the program 

due to more competition. Having more competition means that consumers (foreign 

language teachers who are interested in studying in a graduate education program or a 
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related program) have more choices of where to study. Although educational cost is not 

the only reason to choose a particular graduate program, the monetary costs students bear 

to earn a graduate degree, such as the entrance fee, tuition, commuting expenses, and 

textbook expenses, as well as the time they invest in their study and commuting, 

plausibly influence their decision regarding what school to attend. Unlike those Japanese 

universities that receive subsidies from the government, the graduate program in this 

study does not receive any subsidies because it is not a Japanese university. Also because 

the institution is officially a company in Japan, it has to pay the consumption tax on its 

revenue. Thus, the give-back rate of the tuition to the students naturally became low, and 

to sustain enough revenue to maintain the institutional operation, the tuition became 

relatively high compared to that of Japanese universities. Despite the fact that Japan has 

been in a long-term recession since the burst of the bubble economy in the late 1980s, the 

institution (and the graduate programs as well) has increased tuition annually every year 

(except for the 2007-2008 academic year) since 2003. Even if the tuition increase each 

time is small, students who entered the graduate program in 2003 or after have 

experienced a gradual tuition increase virtually every year, and this has taken place in the 

environment described above in which the number of tenured university positions has 

been shrinking since 1997. Thus, students considering the program might come to the 

conclusion that an already expensive program will become increasingly expensive the 

longer they are in it, while the opportunities to obtain a tenured position are 

simultaneously dwindling. Also because historically, the majority of the new students in 

the graduate programs have had contact with and received feedback from graduates, the 

positive or negative impression those graduates have of the program can influence the 
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impression of potential students, and if that impression is negative (e.g., the tuition is 

extremely high), it has potential to encourage them to consider other options for their 

graduate studies. 

For future model development, it is necessary to investigate the effects of other 

factors that potentially influence interested individuals’ decision-making about why they 

do or do not select the graduate programs. In this study, tuition increases and the location 

moves influenced student enrollments negatively. Therefore, further investigations of the 

level of their effects should be conducted. 

 

Summary 

Overall, the results indicate the strong influence of the institutional term system 

on student enrollment, and with intensive terms in the system, seasonal variation exerts 

the strongest influence on the number of enrollments. In the case of this professional 

graduate education program, commutability to the campus either from the students' 

residence or workplace impacts the Master’s programs, while new cohort entry has the 

greatest impact on the doctoral programs. Factors affecting the students’ financial 

conditions, such as tuition increases and the Japanese unemployment rate, have relatively 

minor impacts on overall enrollment levels. This could be due to the unique position of 

the programs the department offers in Japan. 

The results of the logistic regression analyses indicate a weak relationship 

between the student data at their program entry in the administrative office and the 

students’ success in the graduate education programs. In terms of the doctoral program, 

the model was not significant. However, the significant result of the language variable in 
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the Master’s program indicates a potential linguistic handicap even for non-native 

English speakers with high English proficiency. Supporting and/or screening non-native 

English-speaking students’ for language-related issues, such as reviewing standardized 

test requirements or providing academic writing support, might enhance the chances of 

graduation for academically capable students who need support for academic writing or 

other language skills. Also the occupation type differences and career background might 

be another factor that is related to the different language groups and that can affect the 

students' graduate program success. The significant results for first term course selection 

suggested actions administrators and advisors can take for new students’ first-term course 

registration; a good academic advising system can support more potential students to 

complete the degree. The insignificant results of commuting distance indicate that 

distance does matter for potential graduate students when they make the decision to 

enroll in the program. In addition, once they decide to enroll, the distance to the campus 

does not significantly influence their probability of graduating. For further study, 

investigating students’ decisions concerning issues such as course taking patterns after 

the first semester will enhance this area of study. The weak results of the models indicate 

that other factors affect non-traditional graduate students’ success in the Master’ and/or 

doctoral programs. These factors are likely found in their private lives and it is these 

factors that influence their decisions during their time in the program. 

The results of the event history analyses indicate a weak relationship between the 

data gathered in the administrative office and the length of time the students spent 

studying in the program and the probability of degree completion. However, as with the 

logistic regression model for the Master’s program, the significant result of the first 
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language covariate indicates a potential linguistic handicap even for non-native English 

speakers with a high level of English proficiency and the potential influence of the 

students’ enrollment status (e.g., visa sponsored students) or financial status (e.g., federal 

loan receivers). There was also a potential influence of risk-taking personality for speed 

of degree completion, though further research is needed to confirm this possibility. Both 

the results of the logistic regression and event history Cox model partly showed the 

importance of the relationship between the language of instruction and the students’ first 

language. It is important that students, instructors, and administrators know the potential 

interaction of the students’ language proficiency and the academic language of classroom 

instruction, especially because majority of the students in the program are non-native 

speakers of English. The significant result of marital status for the doctoral program 

model indicates that there are more important difficult-to-collect, personal factors that 

might strongly affect the length of the students’ time in the program. The insignificant 

results of the campus and admission type covariates in the Master’s model, advanced 

standing covariate in the doctoral model, and the commuting distance covariate in both 

models show the difficulty of proceeding through the program significantly faster than 

the core group with part-time student status. Overall, the small effect sizes for both 

models imply that important factor(s) influencing the students’ time spent in both 

graduate programs, and thus the data the typical university admission office collects on 

new student admission forms, cannot be used to predict how non-traditional graduate 

students proceed through the programs. Further investigations are needed to learn more 

about the factors that underlie non-traditional graduate students success in the graduate 

programs. 
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The simulation model showed a potential decline in the language teacher labor 

market and a gradual decline in the graduate program interest group due to the negative 

growth in the teacher market, and a gradual decline in the number of students in the 

graduate education program in the decade from 2010-2019. This is a rather conservative 

prediction, as the economic conditions that existed in 2010 are assumed to hold steady 

over the decade, and in all likelihood, this will not be the case. However, both the 

simulation model and the time series autoregressive error model predicted gradual but 

steady declines in enrollments. System dynamics models can help policy makers to view 

the environment as a system in which future events, such as enrollment changes, can be 

predicted. The results of the model present one possible scenario of enrollment changes 

in the next decade. They also provide a more extended macro-level picture of the 

enrollment issue that allows administrators to plan and take action to ameliorate negative 

future scenarios. Because the model in this study is a first step to learn how enrollment 

level is influenced by factors that are not directly controllable by the institution, the 

model should be adjusted periodically to predict future enrollments more precisely. 

Therefore, investigations of other factors that can influence the flow of foreign language 

teachers in Japan to attend or not attend graduate programs, and a more precise measure 

of the level of influence of each factor (converter) in the current model will lead to the 

development of a more realistic educational marketing system dynamics model in the 

future. 
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CHAPTER 6 

CONCLUSION 

 

In this chapter, the findings of the four studies are summarized, the limitations of 

the study are reported, and potential future research ideas related to this study are 

suggested. 

 

Summary of the Findings 

Four independent studies were conducted and for each study, one or more models 

were developed to answer nine research questions concerning the health of two graduate 

education programs, the investigation of student characteristics related to degree 

completion, and a simulation of potential changes in program enrollments caused by 

factors in the external environment. In the time series enrollment analysis, relatively 

strong enrollment prediction models were developed, and the results showed stable 

enrollment patterns with strong seasonal fluctuations in part caused by the programs’ 

course offering pattern (large enrollments during regular terms and smaller enrollments 

during optional summer terms). Because of the department’s unique characteristics as a 

foreign university in Japan, the university experienced multiple campus moves. The 

results showed that moves toward the center of commercial or business areas had small, 

statistically insignificant impacts on enrollments. However, moves away from the central 

area significantly hurt enrollments, a finding that showed the sensitivity of the non-

traditional, working students to commutability. Significant negative results for the tuition 

increase rate indicate that the tuition level is already relatively high for the students the 
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program attracts and difficult for many to afford. The significant negative result for the 

unemployment rate implies that the combination of the two-decade recession in Japan 

and the high tuition relative to rival Japanese universities lowers the expected lifetime 

earnings for students’ who earn the degrees. 

The logistic regression success/failure analysis and event history program 

duration time analysis results showed that the first language factor was significant both 

for predicting the students’ success (degree completion) and their study duration time in 

the Master’s program. This finding highlighted the importance of non-native English 

speakers having high English language proficiency when they begin Master’s level 

education. However, a review of the records of each non-native English-speaking student 

who did not graduate showed that factors such as an extremely demanding job also 

played a role in failure to graduate. This review indicated that further model development 

could be made if more detailed information on the students’ work and family 

environment were available. The significant results of the new students’ course selections 

in the logistic regression model indicated potential administrative actions that can 

increase the probability that new students will get off to a good start in the program. The 

insignificant results of the logistic regression success/failure model and event history 

program duration time models, which were run with data collected from the students 

application documents, indicated the difficulty of predicting non-traditional doctoral 

students' success in the program based on those types of data. 

The enrollment analyses showed the possibility of evaluating the overall health of 

the graduate programs using the data the university administrative section gathers. The 

model confirmed the value of conducting a macro-analysis of graduate program 
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enrollments as one way to investigate the impact of national economic indicators, such as 

the unemployment rate, which also served as a proxy for estimating the severity of the 

recession in Japan. Such information is useful when making institutional or departmental 

policy decisions, such as those concerning tuition increases, the term system, campus 

relocation, and admission procedures. However, the overall results imply a limitation in 

terms of predicting student characteristics influencing their success/failure and their pace 

of progress through the program only using the information the admission office collects 

from new students. The results of the student success/failure and student program study 

duration time analyses demonstrated the difficulty of identifying factors that can identify 

which students will successfully complete the graduate programs. The student 

backgrounds vary, and some factors hypothesized to be significant predictors, such as 

gender, commuting distance, and the term of entry, were insignificant, while the students' 

first language and their first term course selection were significant predictors. In addition, 

the effect of first language on the length of time the students spent in the program was 

significant. Those results indicate the need for a high English-language requirement for 

non-native speakers of English because of the high-level language proficiency required 

for persons pursuing advanced degrees. The findings also suggest that program 

administrators can enhance student services by improving new student academic advising 

procedures. They should focus on providing language support for those who need it and 

recommending first-term course selections that increase the probability of success. This 

would reduce the risk of failure as students would be better informed of the language 

requirements and they could make better choice of courses at the beginning the program. 
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The system dynamics simulation model provided a new view of the program 

enrollments with external environmental effects as one system influencing how the 

program enrollment changes as a result of fluctuations in the elements directly and 

indirectly related to the graduate programs. In addition to the factors investigated as 

predictors in the first three studies, external factors that potentially directly or indirectly 

influence enrollment were included in the model. The simulation results indicated the 

potential for enrollment declines due to a declining number of language teachers and 

persons interested in graduate level education studies in Japan in the next ten years. The 

result was supported by the significant negative slope coefficient of the time series 

regression enrollment model for the department. The model quantified the complex 

relationship between factors that potentially influence enrollments, and as such, can help 

program administrators better predict future enrollments. Both the introduction of the 

program evaluation/operation approach using system dynamics and dynamic modeling 

and the estimated future enrollment information allows administrators to formulate plans 

to ameliorate the situation. 

 

Limitations of the Study 

This series of four studies was carefully conducted, however, there are several 

limitations. One major limitation is that this series of analyses was a case study of two 

unique graduate education programs in an American university located in Japan. 

Therefore, the findings are not directly applicable to either typical graduate programs in 

Japanese universities or American universities in the United States. Also graduate 

programs are typically much smaller than undergraduate programs, and the programs 
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differ from most undergraduate programs because of their greater degree of specialization. 

Despite these limitations, it is hoped that this study provides hints for useful approaches 

for program evaluation.  

There are two limitations of the time series enrollment data analysis, the seasonal 

patterns and admission patterns. In Japan, the academic year starts in April, almost all 

universities admit students once a year (in April), most universities are on a semester 

system (some use a trimester system like primary and secondary schools in Japan), and 

most have no intensive summer courses. Also because of the once-a-year admission 

system, enrollments for the spring semester are much higher than those in the fall term. 

This is considerably different from the enrollment pattern of the university in this study. 

A limitation of the logistic regression study concerned the coding system of the 

commuting distance variable. The students’ addresses and potential routes and 

commuting distances were reviewed prior to conducting the analyses. To define the 

distance to the campus in a straightforward way, prefectural and ward borders were 

selected as the borders of the categories (e.g., within the ward of Tokyo, Osaka, and 

Fukuoka). Although the data did not include cases with poor access to the central city 

areas where the campuses are located, the categories might have led to misleading 

outcomes because actual access to the central cities even within one prefecture (e.g., 

commuting to Osaka campus from JR Amagasaki Station to Osaka [six to eight minutes] 

and JR Akashi Station to Osaka [38 to 52 minutes]) can differ greatly. Thus, for future 

research, measuring the distance by kilometers and reviewing potential commuting routes 

might clarify the influence of commuting distance on program completion. 
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One limitation in both the logistic regression and event history analyses was the 

potential variables selection. Because one of the purposes of the two studies were to 

investigate the possibility of predicting successful graduation from an administrative 

point of view, the variables were limited to those that could be collected from the 

university records. However, as the model effect sizes showed, some important factors 

related to the students' success were missing in the model. However, one important 

finding is that the admission information has little potential for predicting students’ 

success. 

 

Suggestions for Future Research 

A quantitative approach was adopted for all four studies partly because the 

purpose was to investigate the overall picture of the programs’ health. Although there 

were a number of interesting findings, as mentioned in the limitations section, many 

factors that influence non-traditional students success in the graduate programs are still 

unknown.  

The first suggestion for future research concerns methodology. Using a mixed 

methods approach would be useful, as the addition of a qualitative component would 

illuminate some of the quantitative results. This could mean adding student surveys and 

interviewing students and graduates. Both of these approaches can provide more insight 

into the difficulties the students encounter as well as the conditions underlying the 

success that most students have in the program. Overall, this series of studies shows the 

limitations of quantitative studies for providing detailed findings that suggest specific 
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actions to be taken. Mixed method approaches have the potential to produce richer 

findings and to allow the students’ voices to be heard. 

Another suggestion is to more closely investigate the factors found to be 

influential in the four studies. For instance, first language influenced both the students’ 

program completion and their speed of completion, but the raw data hinted that other 

factors might influence the success of specific language groups. Further investigations of 

the job and study environment for native-English speakers, Japanese, and non-native 

English-speaking, non-Japanese groups can potentially provide program administrators 

with information that can help them support students in the program more effectively. 

Also a more detailed understanding of the characteristics of new students who begin 

taking courses in the summer sessions will help academic coordinators adjust the course 

offerings for the intensive summer sessions. Finally, investigating the leave-of-absence 

patterns of the non-matriculated students might provide more insight into the 

characteristics of (un)successful students. 

 

Final Comments 

The past thirty years of the program's history was also the history of gradual yet 

significant changes in the field of English language education. This period also witnessed 

the challenges faced by "foreign university enterprises" as they arrived in Japan and tried 

to survive and prosper in a rather conservative climate that is in some ways reluctant to 

accept new and "alien" educational cultures. The small organization that started providing 

American-style educational services in 1982 was not even regarded as a "school" by the 

Japanese Ministry of Education after twenty years in the country. During that same 
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period, over thirty of other foreign universities came and went from the educational 

landscape. One anecdotal report states that a MEXT employee told the parent of a student 

in the undergraduate program that the university investigated in this study was regarded 

as a vocational school and that the graduates of the Japan campus were regarded as high 

school graduates who had simply attended a juku (a cram school). Thus, the education 

offered at the Japan campus was not officially recognized as university level work. 

Despite the fact that the students in the graduate programs were (and are) studying 

current theories and practices in the field of TESOL/SLA from leading experts in the 

field through semester-long courses and the weekend seminars, many of the pioneering 

students in the early years suffered from discrimination for many years against the 

American degree they had earned. Also because of cultural differences in the 

conceptualization of "who" teachers are in some parts of Japan (i.e., a university teacher 

should not be a student studying for a more advanced degree), some students were 

threatened by university administrators and told that they must leave the graduate 

program or be fired. Some of these students continued studying in the program secretly, 

and only acknowledged being in the program after earning their degree. In most cases, 

the same university administrators were suddenly proud of their achievement and were 

happy to list their names with the new title of Doctor. 

Because of past students’ diligence, hard work, and sincere efforts to improve the 

quality of English language education in Japan, their contribution to the field of education 

in Japan was finally recognized, to the extent that at least one graduate from the program 

can be found teaching in scores of Japanese universities. The graduate programs 

flourished through the collaborative efforts of many diligent professional language 
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teachers who chose to come to the programs, the hard work of the faculty and 

administrative staff members, and the second program director, who devoted 24 years of 

his career to developing two unique graduate programs.  

Because of the uniqueness of the programs, some of the findings of this study are 

not generalizable to programs in other institutions. However, I sincerely hope that this 

work will be read by not only researchers investigating advanced degree programs, but 

also by educators involved in teacher education program development in other countries, 

as this is a report of one successful case of graduate program development. 
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APPENDIX A 

SAMPLE COURSE LISTS AND DESCRIPTIONS 

 

Below are sample course descriptions of the Master’s and doctoral programs 

investigated in this study. 

 

Course Descriptions of the Master’s Program 

The course descriptions of the five required courses and fourteen elective courses 

that have been offered frequently are listed below. The descriptions for the required 

courses differ slightly by semester or by location due to (a) changes in the field and (b) 

slight differences in the focus of the instructor teaching the course. The descriptions were 

selected from late 1990s and early 2000s as “typical” course descriptions for each course 

title of the time period analyzed in this study. 

 

Required Courses (5 courses, total 15 credits) 

TESOL Methods and Materials, Part I 
This course aims at enabling participants to become aware of the relationship between 
theory and practice in English language teaching. Issues to be investigated include the 
elements of a language learning curriculum and their relation to current knowledge of the 
processes by which learners acquire language; the organization of content in a language 
teaching curriculum; current approaches/methods of teaching language; and types of 
teaching materials and activities. Participants will be encouraged to consider how these 
issues might relate to their own classroom contexts. Sessions will cover topics such as 
conceptions of good teaching; product/process syllabuses, needs analyses; implicit and 
explicit approaches; and task types. In addition to doing extensive reading, participants 
will take one examination, write a paper for a course project, do one short in-class 
presentation, and write a series of reaction papers related to the required readings.  
 
TESOL Methods and Materials, Part II 
This course surveys the theories and practices currently employed in teaching the four 
language skills (reading, writing, listening, and speaking) and three linguistic 
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competencies (vocabulary, grammar, and pronunciation). Discussion of theoretical issues 
(how language users process the various macro-skills and how they acquire proficiency in 
them) as well as practical issues (e.g., development of learning materials and activities, 
and assessment of learner progress) will be the focus. Course requirements include 
reading the course textbook and relevant articles, a writing assignment for each topic 
unit, and successfully completing a mid-term and final examination. In addition, a course 
project and a presentation on that project will be required. 
 
New Grammars 
The last fifty years have seen a double revolution in linguistic theory: first the triumph of 
structural linguistics over traditional grammar, then the ascendancy of generative-
transformational analysis over structural linguistics. Today, textbooks and teaching 
materials based on structural linguistic theories and G-T theories are regularly published, 
even as traditional grammar continues to exert a strong influence on EFL methods and 
materials. This course will explore in some detail the theories and practices of traditional 
grammar, structural linguistics, and generative-transformational analysis. From that 
technical base, we will study the ways in which each theory influences the authors of 
textbooks and teaching materials and how an EFL or ESL teacher can decide which 
grammatical theory best explains the way language works and which approach offers the 
best techniques for the classroom. We will also consider current notions of case grammar, 
functional grammar, UG, and Chomsky's newest government and binding and minimalist 
theories. Participants in the course should expect to do regular assignments in 
grammatical analysis, take a final examination, design teaching activities, and write a 
final paper or project. 
 
The Sound System of American English 
This is an introduction to English phonetics and phonology, with an emphasis on areas of 
interest to language teachers. The course objectives are: (1) to introduce the basic 
concepts of phonetics and phonology; (2) to provide practice in transcribing and 
analyzing the sound systems of native speakers and learners of English; (3) to explore the 
principal historical developments that have led to the English sound system; and (4) to 
examine theoretical and practical aspects of the teaching of pronunciation, with a focus 
on Japanese learners of English. Students will complete a number of weekly assignments, 
a mid-term examination, a final examination, and a paper or project.  
 
Applied Linguistics 
This course will provide a survey of research on second language acquisition (SLA). It 
will consider the following topics: (1) the role of the first language; (2) error analysis; (3) 
developmental sequences; (4) the L2 = L1 hypothesis; (5) the age factor; (6) variability; 
(7) social determinants of SLA; (8) input/interaction; (9) formal instruction; and (10) 
current theories of SLA. The aims of the course are to give the students an understanding 
of how SLA research has developed over the last twenty or so years and of the central 
theoretical concepts which have motivated this research. The relationship between SLA 
research/ theory and language pedagogy will be considered. The course will also aim to 
provide opportunities for analyzing L2 data. Students taking this course will be required 
to 1) build up a folder of notes on a set of key readings to be provided; and 2) write an 
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essay surveying research in a particular area of SLA. This course is required for the 
Master of Education degree. The course is best taken by students who have already 
completed most of the courses for the M.Ed. degree. 
 

Elective Courses/Credits (5 courses or total 15 credits) 

Successful completion of five regular courses (total of 15 credits) of elective 

credits are required for the Master’s degree in the program investigated in this study. 

Students have three ways to complete the requirements: (a) take five 3-credit regular 

elective courses, (b) take a combination of 3-credit regular elective courses and 1-credit 

weekend seminars (take Saturday-Sunday weekend lectures by visiting scholars) that 

totals 15 credits, (c) take 15 weekend seminars, or (d) take a total of 15 credits with the 

combination of 3-credit courses, 1-credit weekend seminars, and a maximum of 6-

semester-hour transfer credits from other educational institutions. 

 

Adapting and Developing Language Teaching Materials 
High quality language teaching materials are a critical component of any language-
teaching curriculum. This course will initially review literature on the four major skills of 
listening, speaking, reading, and writing. In addition, contrasts will be drawn between 
traditional structural syllabuses, layered syllabuses, and task-based syllabuses. Following 
this, the focus will turn to the analysis and evaluation of current ESL materials from a 
number of perspectives which take into account past and current research into SLA and 
specific principles and values of language education. Thirdly, options available in the 
adaptation of commercially produced textbooks will be explored and opportunities for 
adapting texts will be provided. Finally, a framework for materials writing will be 
presented, and participants will plan and produce several teaching units in an area of their 
choice (e.g., listening, speaking, reading, or writing). At this stage in the course, the focus 
will be on creating materials which are in accord with current SLA research, which 
facilitate learner investment in the learning process, and which have a positive effect on 
affective factors such as learner confidence and motivation. 
 
Contexts for Content Teaching and Learning 
The role of content—how much does it belong in the foreign language class and how it 
should be integrated with language learning outcomes to promote language learning has 
been a debate since the 1980’s (Pally, 1999). Since this time an extensive body of 
research has demonstrated that, “content-based instruction (CBI) is typically more 
effective than ‘text-based’ instruction across a wide range of L2 instructional contexts.” 
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(Brinton, et al., 2006, p. 2). Content-based Foreign Language Instruction is the 
integration of particular content with language teaching aims. It is an innovative, 
instructional approach in which an “additional language” is interwoven with content to 
promote second language acquisition. It is based on the principle that successful language 
learning occurs when students are presented with target language material in meaningful, 
contextualized forms with the primary focus on acquiring information and knowledge. 
Content is the organizing principle, and other aspects of language (linguistic structures, 
vocabulary, functions) are presented as needed (Snow et al., 1989). Although content-
based instruction (also known as “content and language integrated learning” or CLIL) is 
multifaceted and complex, the goal of the course is to clarify some of these complexities 
and serve as a basis for identifying key features of effective content-based programs. 
Participants in the course will not only explore the theoretical underpinnings of CBI they 
will also learn how to develop content-based units of instruction and develop the 
knowledge and skills necessary to be an effective CBI teacher—skills and knowledge that 
can be applied in a wide range of foreign language teaching contexts. 
 
History of the English Language 
This course will be a survey of the origin and development of the English language, from 
its roots in Indo-European some six thousand years ago to its present-day varieties in 
North America, Britain, and the rest of the world. The survey will focus on the principal 
historical events that shaped the language, and will include study of the Old English of 
Beowulf, the Middle English of Chaucer's Canterbury Tales, and the Early Modern 
English of the King James Bible and the works of Shakespeare. The primary focus of the 
course will therefore be on the early periods in the development of the English language, 
between AD 650 and 1650. Among the issues to be explored: how to classify the 
languages of the world; how to account for the variety of writing systems in the world; 
how to explain the origins and dramatic dispersal of Indo-European languages; how to 
explain the diversity of the English vocabulary (which contains thousands of loan-words 
from French, Latin, Greek, and dozens of other languages); how to make sense of our 
peculiar English spelling system; and, of course, how to decide whose English is best, 
anyway, the Queen’s, the President’s, or the Prime Minister’s! 
 
Individual Differences in Second Language Acquisition 
Some people learn languages faster than others even under the same conditions. The 
influence of individual differences has been widely researched in SLA and the list of 
variables is ever expanding. How do they affect language learning and what can we do 
about them? The primary goal of the course is for participants to become familiar with 
the state of the art of research into the role of individual differences (IDs) in SLA. In 
order to deepen the understanding of some of the variables and how they are 
operationalized, students will try out and assess the instruments used in research. By the 
end of the course, participants should be able to describe and critically discuss how 
learners’ IDs are researched. They will also be encouraged to develop ideas about how to 
enhance their language teaching and learning in their own contexts by giving 
considerations to learners' individual differences. 
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Intercultural Communication 
Successful intercultural communication in the future is an implicit goal of most foreign 
language learning and teaching around the world. Intercultural communication in the 
present, with widely varying success, is what goes on every day in Japan between non-
Japanese language teachers and their Japanese students and colleagues. This course will 
make explicit the factors that most often influence the success of interactions between 
people who differ in cultural backgrounds. In doing so, it will broaden the notion of what 
communicative competence for our students involves, and will provide directions for 
seeking more rewarding relationships in our own intercultural personal and professional 
contexts. General topics to be considered include: cross-cultural and interlanguage 
pragmatics; identity and self; power and politeness systems; nonverbal communication; 
the influences of language and culture on thought patterns; ethnocentrism and 
stereotyping; intercultural adaptation, relationships, and conflicts; and the development of 
intercultural competence. Supplementary readings will focus on intercultural 
communication in Japan and involving Japanese outside of Japan. Another rich source of 
learning in the course will be the participants’ own experiences and reflections. Course 
requirements include a term project pursuing a particular interest within one of the 
subtopics, and a short oral presentation introducing class members to an additional 
intercultural resource (article, film, organization, website, textbook, etc.). 
 
Introduction to Second Language Research Methodology 
This course is designed for those M.S.Ed. students who would like to round out their 
professional development by learning some of the basic language research skills. As such, 
the course will cover the principal research design and statistical procedures used in 
second language research methodology. We will also examine the different types of tests 
and observation procedures used specifically in second language research. Students will 
be afforded an opportunity to work with computer programs that can do any statistical 
analysis that they might need. However, the focus will be on students' own research 
projects, which will be worked out along the way. The projects will be set up by the 
students on any issue that interests them personally. The final product will be either a full 
research report (for those students who have data or can get them in time) or a clearly 
written "proposal for research" (for those students who are unable to gather data). We 
will discuss these projects in class and the teacher will work individually with the 
students as appropriate.  
 
Introduction to Sociolinguistics 
In this course, we will consider the curricular implications of linguistic variation and 
diversity. Topics to be covered include regional, stylistic and social variation, language 
and social identity, bilingualism and multilingualism, educational policy, and evolving 
perspectives on communicative competence. Through this survey, participants will be 
introduced to different research approaches used in sociolinguistics. While the 
overarching goal of this course is to review early foundational work and current issues in 
the field of sociolinguistics, the practical aim is to reflect on how work in this area can 
inform English teaching and research on language teaching in the Japanese context. 
Accordingly, class lectures and readings will provide a survey of the field, while group 
discussions and written assignments will offer a forum for participants to apply the 
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themes and principles covered to their teaching contexts. Participants in the course are 
expected to prepare for and participate in class discussions, write a series of reaction 
papers related to the required readings, and take a series of short tests.  
 
Introduction to the Study of TESOL 
The purpose of this course is to help new students develop the special skills they will 
need to succeed in the graduate TESOL program. The course will focus on such skills as 
how to (1) take notes and organize academic lecture material; (2) read academic articles 
in Applied Linguistics and TESOL; (3) access materials in the library; (4) understand the 
special vocabulary needed to learn about TESOL; (5) interpret and write appropriate 
answers to test questions; and, (6) use appropriate conventions for citation, paraphrase, 
and bibliographic reference. This course is designed to provide the critical academic 
skills needed for successful performance in the Master of Education program. This course 
is designed for students who are new to the Master of Education program and who have 
little or no experience studying in an English language university. It is recommended as a 
first course in the M.Ed. curriculum for such students. 
 
Language Testing 
This course will provide students with a working knowledge of the basic principles of test 
construction and testing procedures, with an emphasis on second language settings. 
Students will look critically at a variety of first and second language tests, including 
standardized tests, integrative language tests, discrete-point tests, and tests of 
communicative competence. No previous knowledge of statistics or higher mathematics 
is required. Students will learn the necessary statistical procedures to use in "testing the 
tests." This will enable them to read test manuals with understanding and analyze their 
own examinations. 
 
Psychology for Language Teachers 
A teacher’s conception of what is meant by "learning" and what affects learning will 
influence everything he or she does in the classroom. This course aims to help teachers 
make more informed decisions in their day-to-day teaching by (1) raising their awareness 
of what their beliefs about learning and teaching are; and (2) introducing key issues and 
recent developments in relevant areas of educational psychology. The psychology of both 
the learner and the teacher will be given equal emphasis in seeking an understanding of 
how they co-construct the reality of the classroom language learning experience. 
Individual differences will be one focus of the course, but instead of examining the 
relatively stable differences among learners, we will concentrate on more dynamic 
differences that can change from day to day or at least from course to course, as learners 
attempt to make sense of their learning in interaction with all facets of the learning 
environment. Therefore, special attention will be devoted to motivation, learning 
strategies, and the compatibility of teaching/learning styles. Depending on the level of 
student interest, 1-4 sessions late in the course will feature a basic introduction to 
psycholinguistics, the study of the processes by which language is comprehended, 
produced, and acquired. Course requirements include a term project on one of the sub-
topics of the course; several short written assignments in preparation for class 
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discussions; and a short oral presentation introducing a supplementary reading or a 
relevant teaching/learning experience. 
 
Teaching English to Young Learners 
A new course called "Foreign Language Activities" was implemented in public 
elementary schools in Japan this April. Accordingly, only fifth and sixth grade Japanese 
students started learning English words and expressions once a week. This course is one 
indication of how teaching English to young learners has become very popular 
throughout the world, both in non-English-speaking and English-speaking countries. This 
course will provide an introduction to theory and practice in the teaching of English as a 
second language to young learners, from the ages of three to twelve, dealing especially 
with English education for Japanese children. The objectives of the course are to develop: 
1) an understanding of the psychology of young learners and their language acquisition 
and 2) a working knowledge of methodologies and classroom practices for teaching 
English as a second language. Course topics will include: (1) developmental psychology, 
(2) early childhood pedagogy, (3) critical period hypothesis, (4) language development, 
and some practical issues such as (5) total physical response, (6) songs and chants, (7) 
storytelling, (8) literacy development, and (9) vocabulary building. We will consider 
methods, materials, techniques, problems, and research, using collaborative learning 
activities, class discussions, and assigned readings. This course is intended for native and 
non-native English speakers who are interested in exploring the issues involved in 
teaching English as a foreign language (EFL) to children, especially in Japan. We will 
create classroom activities built on the strengths and insights offered by the participants 
using a wide range of background knowledge and experience. 
 
Teaching and Learning Vocabulary 
This course looks at the role played by direct learning and meaning focused activities in 
the teaching and learning of vocabulary. It examines the statistical nature of vocabulary 
and research-based principles of vocabulary learning in order to help teachers plan the 
vocabulary-learning component of language courses. By the end of the course, course 
members should be able to discuss some of the important current issues in teaching and 
learning vocabulary, describe important areas for research in vocabulary, comment 
critically on research and practice, design the vocabulary component of a language course, 
and advise teachers and learners on vocabulary learning. 
 
Teaching Listening and Speaking 
In this course participants will explore theoretical and practical issues in the teaching of 
second language listening and speaking. We will briefly examine current theories of 
language comprehension and production, spend time looking at the characteristics of an 
"acquisition rich" listening/speaking classroom, and consider specific activities designed 
to encourage the acquisition of various facets of listening and speaking ability in a 
foreign language. These discussions will be framed by the notion that language learning 
is based on five major principles: gaining access to sufficient quantities of 
comprehensible input, producing both controlled and communicative output, engaging in 
activities that have a focus on linguistic form, having opportunities to develop fluency, 
and possessing motivation to engage in learning tasks. Students will participate in 
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numerous group discussions, lead several discussions, write brief reactions to the issues 
raised in the course readings, and take two in-class tests. 
 
Teaching Reading and Writing 
While the ability to comprehend spoken language and speak a language is achieved by 
virtually all people, such is not the case with the two literacy skills of reading and 
writing. Tens of millions of people in the world are illiterate or semi-literate, a situation 
that has powerful implications for their ability to function successfully in modern 
technological societies in which increasingly sophisticated literacy skills are required. 
The first purpose of this course is to consider a “what:” What are reading and writing? 
What are the component parts of these skills, and how does our understanding of those 
component parts influence our teaching of the skills? The second purpose of the course is 
to consider a second “what:” What reading and writing tasks and activities are available 
to teachers? In this portion of the course, we will consider a wide variety of tasks that 
have been developed for teaching these two skills and their probable effectiveness in the 
light of our understanding of what reading and writing are. The third purpose of the 
course is to consider a “how:” How can we synthesize our knowledge of what we believe 
reading and writing to be with the tasks that are available to us in order to produce an 
effective and coherent reading or writing course? This final purpose will allow course 
participants to design their own reading and writing courses and modify existing ones to 
make them more effective. Students taking the course will lead and take part in numerous 
group discussions, take a midterm and final test, and produce written responses to many 
of the ideas presented in the course readings. 
 

Course Descriptions of the Doctoral Program 

The course descriptions of the required courses for the doctoral program of the 

institution in this study were listed below. The program has been operated under so-called 

“cohort” model, and, virtually all the students take 13 required courses (36 credits) with 

their cohort in 2.5 years, and earn nine elective credits before being elevated to the 

dissertation writing and oral defense stages. The sample course descriptions below are the 

thirteen required courses offered for the most recent 2008 cohort that completed all the 

required courses. Research methodology courses shown were offered for most of the 

doctoral cohorts in the past, but there were some variations in the content courses (e.g., 

advanced SLA course was offered in 2008, not in 2005, but Psychology of the learner 

course was offered in 2005 but not in 2008). Three earlier cohorts in Tokyo (1988, 1990, 
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and 1992) had a little more flexibility in required courses. The current cohort model was 

fully established from the 1995 cohort and after. 

 

Research Design and Methodology 
This course will introduce students to social science research methods while adopting a 
mixed mode approach to combining qualitative and quantitative methods. The course will 
run in tandem with Introduction to Educational Statistics, and will strive to interlink with 
that course to integrate design with statistical analysis techniques. Emphasis will be 
placed on developing sound design principles that can be applied to a wide range of 
language learning and language use research questions. In addition to the main course 
text, published research articles will be provided for ‘reverse engineering’ practice. 
Students will learn to critically read specimens of published research while identifying 
the main design structure, variables, hypotheses, and analysis assumptions of the 
specimen articles. We will also aim to simulate wherever possible the same types of 
designs with authentic data sets so that students learn how to apply design principles and 
integrate them into analytical strategies suitable for experimental, quasi-experimental, 
correlation, and causal modeling purposes. The long-term goal is to equip doctor of 
education students with a useful set of research tools they can apply to language 
education research projects. 
 
Introduction to Educational Statistics 
The primary goal of the course is to provide an intensive overview of the basic statistical 
procedures used in second language quantitative research. The course will be divided into 
two related strands that will occur simultaneously throughout the semester. In the first 
strand of the course, we will focus on the construction of interval measures that form the 
basis of further statistical analyses. These measures will be constructed using the 
dichotomous and partial-credit Rasch models. We will study various aspects of what it 
means to measure something well, including fit to the Rasch model, dimensionality, and 
invariance. In the second strand of the course, we will cover a number of conventional 
statistics such as (a) descriptive statistics (e.g., mean, confidence intervals, and standard 
deviation), t-tests, Pearson correlation, and basic types of Analysis of Variance 
(ANOVA) (e.g., one-way ANOVA and repeated-measures ANOVA). Because one of the 
goals of the course is to create capable users of statistics, students will have extensive 
opportunities to use the SPSS and WINSTEPS statistical computer packages. Learning 
will be assessed through participation in in-class activities and two take-home tests 
requiring the analysis of various sets of data. 
 
Intermediate Educational Statistics 
The intermediate statistics course will build from the foundations laid in the research 
design and basic statistical methods courses. It will in particular aim to expand the 
participants' expertise in using SPSS and other analysis software by extending their 
repertoire of analysis techniques to include multiple linear regression, analysis of 
residuals, logistic regression, discriminant function analysis, exploratory factor analysis, 
intra-class correlation analysis, analysis of variance models such as randomized block 
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designs, analysis of covariance, factorial repeated measures, multivariate analysis of 
variance models, and instrumental variables regression. The course will 
also explore longitudinal research methods such as survival analysis, mixed (hierarchical) 
regression, and time series regression analysis. This course will establish a springboard 
from which participants can extend into advanced research methods such as hierarchical 
linear regression, confirmatory factor analysis, structural equation modeling, and growth 
curve modeling. Selected exemplars from the research literature as well as a core text will 
be utilized. 
 
Advanced Research Methods and Data Analysis 
The advanced research methods course will build on the foundations established in the 
basic and intermediate quantitative research methods courses. The early portion of the 
course will involve a comprehensive review of research methods such as linear 
regression, exploratory and confirmatory factor analysis, structural equation modeling, 
and growth curve modeling with explanatory variables. Participants will get to refresh 
their working knowledge of EQS during the review portion of the course. The latter part 
of the course will introduce methods for accounting for the influence of contextual 
factors through the use of multilevel modeling. Students will add to their analysis 
repertoire applications of multilevel modeling, with the use of EQS and Hierarchical 
Linear Modeling (HLM) software. Sample data sets will be provided by the instructor 
and a website. 
 
Introduction to Qualitative Research 
This course introduces doctoral students to the theoretical concepts and practical 
techniques associated with qualitative research. We will begin by surveying the historical 
and philosophical roots of qualitative inquiry. We will examine different approaches to 
qualitative research and how these approaches have been used in the area of applied 
linguistics. As we review the literature on research techniques, we will explore topics 
such as negotiating access, ethics, interview and observation strategies, data management 
and analysis, representation, and criteria for assessing qualitative studies. Building on our 
readings and discussions, participants will conduct a small scale study to obtain practical 
experience working within this research tradition. Course activities include experiential 
learning, lectures, group discussions, and student presentations. Assignments include a 
brief summary and presentation of a qualitative study in applied linguistics, and three 
writing assignments involving data collection (interviewing and observation), analysis, 
and the final report of the participants’ research project. 
 
Dissertation Proposal Writing for Quantitative, Qualitative, and Mixed-Methods 
Research. 
The first major goal of this course is to familiarize participants with the requirements and 
organization of quantitative and mixed-methods doctoral dissertations at Temple 
University by closely analyzing the formal macro-organization of doctoral dissertations as 
well as more detailed aspects of individual dissertation chapters and sections. This will 
involve looking closely at (a) the introductory chapter, (b) the construction of an effective 
academic literature review, (c) the organization and content of the methods chapter, with a 
particular emphasis on research design, (d) the reporting of statistical results, (d) strategies 
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for discussing and interpreting those results, and (e) the conclusion chapter. The second 
major course goal is to assist the participants in becoming more independent users of the 
WINSTEPS computer program, as the construction of linear, interval measurement must 
precede univariate and multivariate data analyses. The focus of this part of the course will 
be on instrument validation. To this end, we will cover issues such as determining the 
appropriateness and effectiveness of an instrument for a particular group of participants 
and the establishment of statistical unidimensionality and measurement invariance. The 
ultimate goal of the course is for each participant to produce a well-organized and 
reasonably complete dissertation proposal that can be successfully defended within one 
year of the completion of the course. In order to accomplish that goal, it is necessary for 
each participant to arrive at the first class session with one or more specific research ideas 
that they can forward with during the semester. 
 
Advanced Second Language Acquisition 
This is a course designed for students who are already familiar with basic concepts of 
second language acquisition. The course provides an in-depth view of current theories of 
second language acquisition, as well as a brief historical review of the research on which 
it rests. Topics covered will include the nature and development of learner interlanguage, 
the effect of the first language on the acquisition process, characteristics of and factors 
affecting developmental sequences, the role of variability in the acquisition process, the 
nature of focus on form, the effect of interaction on language acquisition, and classroom 
applications of current research. Students will also master techniques used to analyze 
second language achievement and development. Finally, students will assess the 
applicability of SLA theories to language teaching. In addition, students will conduct 
research involving the collection and analysis of data from a learner or group of learners 
over time. Grades will be determined by homework, quizzes, classroom exercises, three 
examinations, and a final research project. 
 
Analysis of Spoken Discourse 
The ability to detect interactional patterns in spoken discourse is an essential skill in most 
qualitative research. This course will explore one of the most promising and widespread 
approaches to describing spoken interaction–conversation analysis. Students will learn 
standard transcription systems and then the class will focus primarily on characteristics of 
NS-NNS (Japanese-English in English or Japanese) conversation and NNS-NNS 
discourse (e.g., Japanese students speaking English in pair or group classroom tasks). 
Students will collect, transcribe, and analyze spoken texts in terms of characteristics such 
as adjacency pairs, listener response tokens, repair, and preference, as well as additional 
sequence types. The content of the course will be covered through lecture, discussion, 
assigned reading, intensive study of transcribed texts, and transcription and analysis of 
data collected by members of the class. Assessment will be by several tests and quizzes, a 
series of short assignments, and a paper examining some aspect of the data which 
students have collected and analyzed during the course. 
 
Conceptual Modeling in Second Language Acquisition 
Research in the field of second language acquisition nearly always requires that 
researchers carve the inner and outer worlds of foreign language learners into discrete 
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concepts, such as identity, working memory capacity, comprehensible input, or social 
strategies, in order to better discuss the effect of such constructs on educational 
achievement or some other outcome. Whether the approach is quantitative or qualitative, 
or a combination of the two, it is important that educational researchers be adept at 
conceptual modeling, which involves attempting to clearly understand how variables of 
interest interact and influence one another. The primary purposes of this course are to (a) 
introduce approaches to conceptual modeling, (b) apply the approaches to both 
quantitative and qualitative studies, (c) consider the pitfalls of the approaches, (d) and 
provide criteria for evaluating the quality and completeness of conceptual models. We 
will explore conceptual modeling by looking at a number of variables that have been 
investigated in general education, educational psychology, and cognitive psychology, but 
which have received little or no attention in the field of second language acquisition. 
Course participants will write a number of short reaction papers to course readings, lead 
group discussions several times, and write a major course paper in which they apply what 
they learned in the course to a research topic of their own choosing. 
 
Contexts for Curriculum 
This course provides a broad overview of traditional and contemporary considerations for 
the effective planning and development of second language educational curricula. In the 
first half of the course, we will examine fundamental issues related to pedagogy and 
language education including (1) the influences of educational philosophy on the 
purposes of education, its goals, and content; (2) the impact of social forces on 
curriculum design; (3) the use of human development and learning theories in designing 
developmentally appropriate curricula; and (4) the role of theory in language teaching 
and curriculum development. In the second half, we will review current approaches to the 
teaching of foreign languages, examine their impact on the development of language 
curricula, and explore the specific ways in which relevant and appropriate language 
curricula can be designed, constructed, and implemented to meet student needs and 
provide effective learning opportunities. Through discussions, group activities, and an in-
depth examination of relevant case studies, students taking this course will develop critical 
perspectives on important issues in language curriculum development and consider their 
implications for instruction as well as for improving the quality of language programs. 
Students will also develop skills for the critical reading of methodologically sophisticated 
research literature, for organizing and synthesizing results from disparate studies, for 
posing questions that are yet unanswered in existing research, and for systematically 
analyzing curriculum development practices. Students will be evaluated on the basis of 
class participation, weekly assignments, and a final project describing a language 
curriculum designed for a specific educational institution. 
 
Individual Differences in Second Language Acquisition 
This course surveys the state-of-the-art research on individual differences in SLA, toward 
a better understanding of how individual learners differ in their abilities, orientations, and 
strategies, and how these interact to yield different patterns of learning. Specific course 
topics include (1) personality, temperament, and mood factors in learning in general and 
second language learning in particular; (2) language aptitude, not only in its overall 
effects, but also in how sub-components may interact with particular learning tasks; (3) 
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motivation, the factor intuitively felt by many teachers and learners to be the most 
important determinant of L2; (4) anxiety and willingness-to-communicate; (5) language 
learning strategies; (6) self-regulation; (7) learner beliefs; (8) self-esteem; and (9) 
creativity. Session 12 will be left open for participant suggestions, and Sessions 13 and 
14 will be devoted to progress reports on participants' research projects. Throughout the 
course, promising areas for research projects will be suggested, and techniques for 
making such research doable will be presented. This will of course include adapting 
successful methodology from existing studies, and avoiding the problems of less 
successful previous research. The course features extensive hands-on experience with the 
measurement tools that have been most widely used in the published research. 
 
Performance Scaling and Assessment Methods 
This course will focus on the design and analysis of surveys, questionnaires, performance 
tasks, and interviews common to applied linguistics research. Emphasis will be placed on 
developing the criteria for ascertaining the reliability and validity of direct and indirect 
methods of assessing performance. Students will read and discuss specimen articles from 
the assessment literature, and will develop expertise in data analysis with authentic data 
sets. Particular focus will be placed on developing expertise in using the Many-Faceted 
Rasch Model for judgments of performances such as essays, simulations, and interviews. 
Assessment will be task-based data analysis and interpretation made available through 
Blackboard. 
 
Researching Vocabulary 
This course looks at how to do research on vocabulary. It focuses on a wide range of 
vocabulary research topics, such as, learning vocabulary through reading input, learning 
vocabulary through spoken output tasks, making wordlists, doing corpus-based studies, 
and examining vocabulary teaching techniques. It also covers a range of issues in 
vocabulary research, such as, measuring partial vocabulary knowledge, ethical 
considerations in vocabulary research, the use of vocabulary tests which require no 
productive demonstration of knowledge, the use of multiple tests looking at the same 
words, and the choice of vocabulary test item types. 
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APPENDIX B 

SUMMARY OF HISTORICAL EVENTS OF THE EDUCATION DEPARTMENT 

Year Tokyo Tuition Osaka Tuition Fukuoka Tuition Econ Event 
1982 Master’s Program 

established in Shiba 
(Minato Ward) 

No 
clear 
record 

 No clear 
record 

   

1983   Master’s Program 
established in Dojima 

    

1984  115,000  115,000    
1985 Location move from 

Shiba to Shibuya 
130,00  130,000   Plaza Accord 

1986       Yen 
appreciation 

1987 Location move from 
Shibuya to Kami Ochiai 
(Shinjuku Ward) 

145,000 Location move from 
Dojima to Nakanoshima 

145,000    

1988 Doctoral program offered 
as a pilot case 

150,000  150,000   The Bubble 
Economy 

1989  154,500 Location move from 
Nakanoshima to 
Nishitenma 

154,500    

1990  164,800  164,800    
1991 Doctoral cohort 2 

admission 
     Burst of 

bubble 
economy 

1992 Location move from 
Kamiochiai to T’Baba 
(w/in Shinjuku Ward) 

 Location move from 
Nishitenma to Namba 

   Beginning of 
the “lost 
twenty years” 

1993 Doctoral cohort 3 
admission 

173,040 Location move from 
Namba to Umeda 
(Pasona OS) 

173,040    

1994        
1995 Doctoral cohort 4 

admission 
 Osaka doctoral cohort 1 

admission 
    

1996 Location move from 
T’Baba to Azabu (Minato 
Ward, current location) 

 Location move from 
Umeda to Bentencho 
(Minato Ward) 

    

1997  180,000  180,000    
1998 Doctoral cohort 5 

admission 
186,000 Osaka doctoral cohort 2 

admission 
186,000 Master’s 

Program 
established in 
Tenjin (Central 
Fukuoka) 

186,000  

1999        
2000 Doctoral cohort 6 

admission 
194,000 Osaka doctoral cohort 3 

admission 
190,000    

2001   Location move from 
Bentencho to Tosabori  

 Floor move 
from 4F to 3F 

  

2002        
2003 Doctoral cohort 7 

admission 
204,000 Osaka doctoral cohort 4 

admission 
201,000  195,000  

2004        
2005 Doctoral cohort 8 

admission 
213,000 Moving from Tosabori to 

Umeda 
Osaka doctoral cohort 5 
admission 

210,000  204,000  

2006  222,000  213,000    
2007     Location move 

from YMCA to 
FJ Satellite 

  

2008 Doctoral cohort 9 
admission 

231,000 Osaka doctoral cohort 
admission 

222,000    

2009  236,700  227,700    
2010  241,800  232,800  216,000  

Notes. All monetary amounts are in Japanese yen.  
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APPENDIX C 

STELLA EQUATION COMMAND 

 

Below is the screen output of Stella equations to develop the system dynamics 

simulation model (Figures 4 and 5). 

 

Grad_Ed_Student_Population(t) = Grad_Ed_Student_Population(t - dt) + 
(Program_Entry - Graduation - Dropput) * dt 
INIT Grad_Ed_Student_Population = 230 
INFLOWS: 
Program_Entry = 
Program_Interest_Popultion*Program_Entry_Rate*Program_Reputation*(1-
Fin_Const+Lang_Req+Past_Academic_Achieve+Time_Const) 
OUTFLOWS: 
Graduation = Grad_Ed_Student_Population*.50*graduation_Rate 
Dropput = Grad_Ed_Student_Population*Drop_Out_Rate 
Lang_Tchnr_Population(t) = Lang_Tchnr_Population(t - dt) + 
(Lang_Tchng_MKT_Entry - Interest_in_Grad_Ed_Degree - Leave_the_MKT) * dt 
INIT Lang_Tchnr_Population = 100000+147000*.05 
INFLOWS: 
Lang_Tchng_MKT_Entry = Lang_Tchnr_Population*Lang_Tchr_MKT_Entry_Rate 
OUTFLOWS: 
Interest_in_Grad_Ed_Degree = 
Lang_Tchnr_Population*(Public_Information_Availability*(1-
Degree_Holding_Rate)*Positive_Feedback_from_Student_or_Graduate) 
Leave_the_MKT = Lang_Tchnr_Population*MKT_Leave_Rate 
Other_Grad_Programs(t) = Other_Grad_Programs(t - dt) + (Other_Program_Entry - 
Graduation_from_Other_Grad_Programs) * dt 
INIT Other_Grad_Programs = 1000 
INFLOWS: 
Other_Program_Entry = Program_Interest_Popultion*Other_Program_Entry_Rate 
OUTFLOWS: 
Graduation_from_Other_Grad_Programs = 
Other_Grad_Programs*Other_Program_Grad_Rate 
Program_Interest_Popultion(t) = Program_Interest_Popultion(t - dt) + 
(Interest_in_Grad_Ed_Degree - Program_Entry - Other_Program_Entry - 
Lose_Interest_in_the_Program) * dt 
INIT Program_Interest_Popultion = 1000 
INFLOWS: 
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Interest_in_Grad_Ed_Degree = 
Lang_Tchnr_Population*(Public_Information_Availability*(1-
Degree_Holding_Rate)*Positive_Feedback_from_Student_or_Graduate) 
OUTFLOWS: 
Program_Entry = 
Program_Interest_Popultion*Program_Entry_Rate*Program_Reputation*(1-
Fin_Const+Lang_Req+Past_Academic_Achieve+Time_Const) 
Other_Program_Entry = Program_Interest_Popultion*Other_Program_Entry_Rate 
Lose_Interest_in_the_Program = Program_Interest_Popultion*Interest_Losing_Rate 
Degree_Holding_Rate = .05 
Drop_Out_Rate = .025 
Fin_Const = .05 
graduation_Rate = .0125 
Interest_Losing_Rate = .01 
Lang_Req = .10 
Lang_Tchr_MKT_Entry_Rate = .025 
MKT_Leave_Rate = .025 
Other_Program_Entry_Rate = .03 
Other_Program_Grad_Rate = .20 
Past_Academic_Achieve = .05 
Positive_Feedback_from_Student_or_Graduate = .025 
Program_Entry_Rate = .001 
Program_Reputation = Program_Satisfaction*.0075 
Program_Satisfaction = (Grad_Ed_Student_Population-
Dropput+Graduation+Graduation)/(Grad_Ed_Student_Population+Dropput+Graduation) 
Public_Information_Availability = .005 
Time_Const = .05 
 


