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This exploratory study examined differences in students’ emotional responses to study abroad,
comparing “chaperoned” and “unchaperoned” study abroad programs (SAPs). The research study
was carried out by the author, a faculty member who administers SAPs. The participants were
100 undergraduate students at a national university in rural Japan who participated in short-term
SAPs for three to four weeks. They were given a questionnaire before and after the programs to
investigate differences between the groups in student anxiety and satisfaction with the programs.
The questionnaire included items about anxiety, adequacy of pre-departure briefing and overall
satisfaction. Eight Likert-scale items were analyzed using Mann-Whitney U tests. In the results,
both groups with and without a chaperone reported anxiety. Their satisfaction was enhanced
when the support received during the time abroad was well aligned with their conceptions of
learning. Educational interventions aimed at tackling anxiety are discussed.
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S tudy abroad programs (SAPs) are broadly acknowledged to enhance students’
autonomy and confidence through encouraging independent exploration in a
foreign country (Shibata, 2019). At Shizuoka University, short-term SAPs of three to
four weeks have been implemented, with an average of 45.5 students a year taking part
between 2009 to 2024, except in 2020 and 2021 (Shizuoka University, 2025). During the
COVID-19 pandemic (2020-2021), all study abroad programs at Shizuoka University
were suspended, and the total number of students participating in study abroad
programs remained below pre-pandemic levels in 2024 (Shizuoka University, 2025).
National statistics also indicate that the number of Japanese students studying abroad
markedly decreased during the pandemic, and it has not yet returned to pre-pandemic
levels as of 2024 (Japan Student Services Organization (JASSO), 2026). Despite a slight
increase from 2023 (JASSO, 2020), the recovery has been slow. One possible explanation
is that the current economic situation and financial burdens associated with SAPs may
discourage students from participating (Chochol & Yamamoto, 2025).

With this in mind, according to the Japan Association of Overseas Studies (JAOS)
(2025), among 70,253 Japanese students who studied abroad in 2024, 16,140 (23%)
students joined in group study tours. Following this trend, universities need to find ways
to make SAPs align with students’ perceived needs to continue attracting participation.
Hanada (2018) stated that mentoring by faculty members is particularly important in
promoting study abroad. Faculty-led programs can generally be categorized into two
types: programs with academically specific content (Herbst, 2011; Keese & O’Brien,
2011; Shibata, 2019) and programs designed for general education (Matsumura, 2007;
Yamaguchi et al., 2016). Although the details of policies and procedures governing
faculty-led SAPs vary greatly from institution to institution, faculty-led programs
continue to grow in importance (Hulstrand, 2015). The faculty-led SAPs in this study fall
into the latter type, in which a faculty member acts as a chaperone to support students’
logistics and risk management rather than teaching an academic course.
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At Shizuoka University, the programs without any chaperone were administered
by the international office of the university. In contrast, the program in Australia was
organized by a department within the university and consistently included a chaperone
to accompany students. The chaperone for the Australian program was a faculty member
of the department who had earned a degree from an Australian university and had
accompanied students since 2024. Although the author was not the chaperone, they
had served as an SAP coordinator for the department since 2023. As universities seek
to expand and diversify study abroad opportunities in support of internationalization,
particularly with the depreciation of the Japanese currency, it is essential for program
coordinators to understand students’ needs and identify factors influencing their
experiences. Understanding whether the presence or absence of a chaperone affects
students’ anxiety and satisfaction is particularly important for designing future study
abroad opportunities.

Advantages and Disadvantages of a Faculty-led Study Abroad Program

Faculty-led SAPs are effective and beneficial for both students and faculty members
because the curriculum is seamless (Shibata, 2019; Yamaguchi et al., 2016). Such
programs include extensive preparatory study that helps students apply their knowledge
abroad (Gaia, 2015). Faculty members’ participation provides students with the
opportunity to attain knowledge and international experiences from that person (Nozaki
& Shinkai, 2026). In addition, a faculty-led program usually offers credits (Fabregas-
Janeiro et al., 2012; Giedt et al., 2015; Keese & O’Brien, 2011, Nozaki & Shinkai, 2026)
because everything is pre-planned in accordance with the academic, administrative, and
logistical requirements of the university (Keese & O’Brien, 2011, Nozaki & Shinkai, 2020).
This was also the case for the programs examined in this study.

Moreover, meeting these university requirements can also make parents feel safer
about sending their children abroad (Keese & O’Brien, 2011). Even for students who feel
scared or hesitant about international travel, a faculty-led program could meet their
needs by offering on-site support that allows them to participate with a sense of security
(Chochol & Yamamoto, 2026; Gaia, 2015; Keese & O’Brien, 2011).

Conversely, faculty-led programs designed for general education courses could find it
challenging to set a common goal for a program or successfully guide students who range
from first-year to seniors and from any major to achieve their goal (Marajh & Onaga,
2015). From the teachers’ perspective, organizing an SAP requires additional personal
commitment, and the success of the program depends on the experience and leadership
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of the faculty member (Nozaki & Shinkai, 2026), which may put a lot of pressure on
them.

The Importance of Preparatory Activities

Detailed planning is essential for faculty-led SAPs in general education. The
preparatory course plays a critical role not only in preparing students with necessary
background knowledge but also in building a team to travel and study abroad (Kawasaki,
2025). It also enables them to formulate goals they intend to pursue throughout a
program (Manning & Dinges, 2015). Although preparatory activities vary in approaches
regarding timing, contents, assignments, and delivery modes (Chochol, 2025), students
recognize their development in perspectives and attitude through preparatory activities
(Cutting et al., 2022).

All the participants in this study also took a preparatory course. About one month
prior to their programs, they took part in hybrid sessions face-to-face and in on-demand
mode (Chochol & Yamamoto, 2024). The course consisted of four sessions: orientation,
safety abroad, useful English expressions, and academic writing (Chochol & Yamamoto,
2024). Students commented that knowledge of academic writing was not relevant in
their SAPs, while greater knowledge of cultural aspects have been useful (Chochol,
2025). Therefore, the content area of academic writing was changed into intercultural
understanding from 2025. In addition to this, students were more likely to think
that an intensive course and its contents in hybrid format were appropriate and that
the contents suited that format (Chochol, 2025). Regarding the preparatory course,
students in this study had similar experiences of preparation whether or not a chaperone
accompanied them.

Student Satisfaction with a Faculty-led Study Abroad Program

Previous studies have reported student feedback on satisfaction with faculty-led
SAPs (Fabregas-Janeiro et al., 2012; Matsumura, 2007; Sato & Kashiwazaki, 2022 ).
Students’ evaluations, especially regarding the quality of the program’s organization,
were outstanding (Fabregas-Janeiro et al., 2012). In addition, it was felt that an efficient
travel itinerary should consider the number and timing of academic activities in relation
to cultural activities (Shibata, 2019). According to Shibata (2019), since students tire
more quickly than usual in an unfamiliar environment, creating free time for individual
exploration keeps them engaged in academic activities and enhances multicultural
education. Matsumura (2007) reported that students were satisfied with the balance

ONLINE FULL SCREEN



JAPAN ASSOCIATION FOR LANGUAGE TEACHING « JALT2025 » LanguageS: Learning, Teaching, Assessing

Chochol: Impact of Faculty-led Study Abroad Programs on Student Satisfaction

among classroom activities, tours provided by host institutions, and free time. Those Table 1
students valued non-English-learning activities and wanted to know about homestays Study Abroad Programs in Which the Participants of This Study Participated

and local transportation fees early on during pre-departure guidance (Matsumura,

2007). Interestingly, some students felt satisfied when all the information they need Cohort Location Duration Period Respondent
was provided, even though they were going to “study” abroad. Matsumura (2007) also number
questioned whether providing all the information they need is supportive but not Cohort 1a Australia Three weeks Feb.- Mar. 2024 17
educational in terms of studying abroad, where students are expected to initially collect Cohort 1b Australia Three weeks  Aug.- Sep. 2024 16
local information to study on their own. Students reported that days without being .
guided were some of the most enjoyable and memorable experiences during a program Cohort 1c Australia Four weeks Feb.- Mar. 2025 28
(Shibata, 2019). Cohort 1d Australia Four weeks Aug.- Sep. 2025 5

As shown above, several studies have reported student feedback on faculty-led SAPs. Cohort le Australia Four weeks Feb.- Mar. 2026 5
However, studies focusing on the differences in emotional responses to study abroad T

otal chaperoned 71

: “ ” (3 ” . . .
comparing “chaperoned” and “unchaperoned” programs remain scarce. Examining and

reporting the group differences in student anxiety and satisfaction are significant to Cohort2a  United Kingdom  Four weeks Feb.- Mar. 2024 3
develop and design SAPs, contributing to the strategic promotion of SAPs and student Cohort 2b  United Kingdom  Four weeks Feb.- Mar. 2025 1
learning in thc? context of universit)f internationalizati.on. Therefore, this exploratory Cohort2¢  United Kingdom  Four weeks Feb.- Mar. 2026 4
study aims to investigate the following research questions:
RQ1. Do student anxiety levels differ between groups with and without a chaperone? Cohort 2d Canada Four weeks Aug.- Sep. 2024 >
RQ2. Do levels of student satisfaction differ between groups with and without a Cohort 2e Canada Four weeks Aug.- Sep. 2025 3
chaperone? Cohort 2f Canada Four weeks Feb.- Mar. 2026 1
Cohort 2g Malaysia Three weeks  Aug.- Sep. 2024 4
Methods Cohort 2h Malaysia Three weeks ~ Aug.- Sep. 2025 5
Participants Cohort 2i Hawaii Four weeks Feb.- Mar. 2026 3
All the 100 participants in this study attended a pre-departure course led by the

Total unch. d 29

author and the chaperone, held in the hybrid format which Chochol and Yamamoto Otd” uhichaperone
(2024) elaborated. Of the 100 students, 59 completed pre-survey and 30 completed both Total 100

the pre- and post-surveys (Table 1). The student-year levels and number of participant Notes. Cohort 1: with a chaperone, Cohort 2: without a chaperone.
responses are presented in Table 2. Their majors included interdisciplinary science,
humanities, social sciences, education, agriculture, engineering, and informatics.
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Table 2

The Number of Responses from the Participants
Year Pre-survey Post-survey Total Re-
level With a Without a With a Withouta responses spondent

chaperone chaperone chaperone chaperone number

1st year 20 10 31 6 67 49
2nd year 15 10 17 15 57 47
3rd year 2 0 1 0 3 2
4th year 2 0 1 0 3 2
Total 39 20 50 21 130 100

Before completing the surveys, the participants received a written explanation of
the purpose of the study, procedures, and data handling. They were informed that
participation was entirely voluntary, that they could withdraw at any time without
penalty, and that their responses would not influence their academic evaluation in the
SAPs or any other courses. After this explanation, all the participants provided informed
consent. Ethical approval for the study was obtained from the university’s institutional
review board.

Data Collection

The participants were asked to complete an online survey in Japanese, their native
language, which was administered using Microsoft Forms before and after their SAP.
The questionnaire consisted of nine multiple-choice questions (see Appendix). In both
pre- and post-surveys, students first selected the SAP in which they participated. The
responses of “A program in Australia” were interpreted as an SAP with a chaperone, and
responses of other programs were SAPs without a chaperone, based on current practices
offered by the participants’ university.

Then, Q1-3 asked them to indicate the extent to which they agree with each
statement regarding pre-departure preparation of the SAP on a four-point Likert scale,
ranging from 1 “Disagree” to 4 “Agree.”
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Next, at the pre-survey, Q4-8 asked which describes their feeling of anxiety or
excitement about the SAP settings on a four-point Likert scale, ranging from 1 “Anxious”
to 4 “Excited.” On the other hand, at the post-survey, Q4-8 asked their satisfaction about
the same items as pre-survey on a four-point Likert scale, ranging from 1 “Dissatisfied” to
4 “Satisfied.”

Data Analysis

Since the data were ordinal and the sample size was small, Mann-Whitney U-tests
were used to compare responses between two groups: the groups with and without a
chaperone. The median (Mdn) and interquartile range (IQR), which is a measure that
indicates the range within which the middle 50% of the data lies, of each group were
reported along with indicators showing the differences, such as U-value, Z-value, and its
effect size (r). The U-value represents the test statistic based on the ranks of observations,
whereas the Z-value is the standardized test statistic used to calculate statistical
significance (Hata & Tanaka, 2022). Following the guidelines of Hirai (2017), effect size (r)
values around 0.10 were considered small, around 0.30 moderate, and around 0.50 large.
The significance level was set at p < .05 (two-tailed). The data were analyzed using SPSS
version 32.

Results
Students’ Responses to the Pre-Departure Questionnaire
The participants were informed of the pre-departure questionnaire at the first pre-
departure session as an orientation and answered online approximately one to two weeks
before their departure. Table 3 presents the Mann-Whitney U test results of groups with
and without a chaperone at pre-survey.
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Anxiety and Excitement Levels at Pre-Survey Comparing Groups With and Without a

Students’ Responses to the Post-Program Questionnaire

Approximately one to three weeks after their arrival back in Japan, post-survey

Chaperone requests were informed by email when they arrived and in-person at a wrap-up session.
ltem With a Without a U VA p - Table 4 presents the result of the Mann-Whitney U-test at the post-survey.
chaperone chaperone
(n=39) (n=20) Table 4
Mdn IQR Mdn IQR Satisfaction Level at Post-survey Comparing Groups With and Without a Chaperone

1. Briefings 4.00 3-4 4.00 3-4 397.00 050 .617 0.07 Item With a Without a U Z p r
2. Informationin  3.00 3-4 300 3-4 41850 091 .365 0.12 chepeivie  EiEmeone

advance (n=50) (n=21)

3. Home 400  3-4 400 325-4 35200 -0.75 455 -0.10 vles )R MEm U

administrative 1. Briefings 4.00 3-4  4.00 3-4  557.00 0.48 .635 0.06
services 2. Informationin 400  3-4 300 3-4 57350 0.67 .500  0.08
4. Host campus 400 3-4 400 3-4 39500 0.0 921 001  advance

environment 3. Home 400  4-4 400 3-4 65500 231 .021% 027
5. English classes 300  2-4 300 2-4 40550 026 792 003  administrative

6. Accommodation 4.00 3-4 3.50 3-4  395.00 0.09 .929 0.01 services

7. Activities outside ~ 4.00  3-4 400  4-4 309.50 -191 .056 -025 4 Hostcampus 400  3-4 400 3-4 63500 165 .098 020
the classroom environment

Notes. N = 59. Mdn = median, IQR = interquartile range (25th-75th percentiles), U = Mann-

Whitney U statistic, Z = standardized test statistic.

No significant differences were reported between the two groups at the pre-survey

(Table 3). Also, the effect sizes were quite small, which indicated that the difference
between the two groups were considered to be practically negligible. However, the

difference of Item 7 “Activities outside the classroom” approached significant level (U =
309.50, Z=-1.91, p = 0.056) with a small-moderate effect (r = -0.25).
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6. Accommodation  4.00 3.5-4 4.00 3-4 519.50 051 .610 0.06

7. Activities outside  4.00 2-4 4.00 4-4 398.50 -195 .051 -0.23
the classroom

8. Overall program  4.00 4-4 4.00 3.5-4 50050 -0.40 .688 -0.05

Notes. N = 71. Mdn = median, IQR = interquartile range (25th-75th percentiles), U = Mann-
Whitney U statistic, Z = standardized test statistic. “p < .05.

In the post-survey, presented in Table 4, Item 3 “Home administrative services”
showed a significant difference (U = 655.00, Z = 2.31, p = .021) with a moderate effect size
(r=0.27), indicating that the chaperone group reported higher appropriateness ratings
for administrative services. Also, ltem 7 “Activities outside the classroom” displayed
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a near-significant pattern (U = 389.50, Z = -1.95, p = .051) with a medium effect size
(r=-0.23), reflecting a tendency for lower ratings of activities outside the classroom
among participants in the chaperone group. Additionally, although it is not statistically
significant, ltem 4 “Host campus environment” showed a marginal trend toward group
differences (U = 635.00, Z = 1.65, p = .098), also with a small-to-medium effect size (r =
0.20). The group with a chaperone was slightly more positive (M = 3.68, SD = 0.51) on
host campus environment than the group without (M = 3.38, SD = 0.74). All other items
showed no significant differences.

Discussion

RQ1. Do student anxiety levels differ between groups with and without a
chaperone?

Regarding RQ1, Mann-Whitney U test results showed no significant differences
between the two groups at the pre-survey, suggesting that initial levels of anxiety and
expectations were comparable. Importantly, both groups reported experiencing anxiety
to a considerable extent. Thus, there is a need to increase the feeling of having support in
the environment, whether there is a chaperone or not.

RQ2. Do levels of student satisfaction differ between groups with and without
a chaperone?

Regarding RQ2, student satisfaction was reported in a few patterns. The results show
the possibility that students in faculty-led programs tend to be satisfied with more
organized programs, whereas those in programs without a chaperone may prefer less
structured settings. Further qualitative research is needed to explore these patterns in
greater depth.

Next, implications are discussed in relation to students’ anxiety, the need for
interventions and considerations regarding students’ conception and learning practices.

Tackling Students’ Anxiety

The pre-survey of this study found that levels of anxiety did not significantly differ
between students with or without a chaperone, and all of them need further reassurance.
However, as shown in Table 4, students in faculty-led programs evaluated home
administrative services more positively than those in programs without a chaperone in
the post-survey. This pattern may indicate that not only onsite support from a faculty
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member but also services by their administrative office contributed to a more secure and
supportive environment, leading to higher satisfaction with administrative procedures.
Taken together, these results suggest that while initial levels of anxiety were similar
across groups, the support structure provided in faculty-led programs may have played a
meaningful role in shaping students’ perceptions of administrative procedures after the
program. Thus, two practical recommendations will be noted below.

The first recommendation is to provide potential participants with information and
advice based on real experiences. Depending on the location, students may feel unsafe
because of the information they receive through news and the Internet. However, such
concerns can be removed by talking with students and sometimes with their families
(Herbst, 2011) about the details of the program and tips on traveling the area based on
experienced staff’s stories, thus reassuring students and families. Even during an SAP,

a faculty member can recognize students’ physical and mental health statuses through
casual conversations (Shibata, 2019). In the Australian programs in this study, the faculty
chaperone talked about local customs, culture, transportation, and so on, by sharing
personal experiences. For students participating in non-led SAPs at Shizuoka University,
experienced students shared advice and experiences during pre-departure orientation.

The second recommendation is encouraging the use of social media as a platform
for real-time communication between students studying abroad and those interested
in future. A communication platform that allows students to ask questions, receive
guidance, and connect with faculty or administrative staff may help to create a sense of
security for students in both programs with or without a chaperone. One of the good
practices of widely showing it to potential participants who feel anxious is by sharing
their experiences using social network services. Ishii (2025) describes how a faculty
member occasionally reported onsite activities in real time to faculty and students at the
home university through Instagram, providing real images and enormous information
for students who were interested in the SAP. Moreover, the practice created a
communication platform between participating students and students interested in SAP,
promoting active inquiries from potential participants (Francis et al., 2025; Ishii, 2025)
and reassuring them.

Educational Interventions

Along with tackling student anxiety, the necessity of further educational interventions
both at pre-departure and during a program should also be noted. Tran et al. (2025)
stated that a transformative experience is guaranteed through SAP. However, self-
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formation and social and professional development may not automatically occur but
needs to be nurtured and enabled through institutional support in the home and host
countries (Tran et al., 2025). Reflecting this, the results of this study suggest that students
in faculty-led programs may have perceived the host campus environment slightly

more positively than those in programs without a chaperone (Table 4). If the students

in such programs had the opportunity to talk about their feelings toward the learning
environment during the SAP, they might have been able to recognize their feelings
objectively and enhance their critical thinking.

As lkeda (2014) stated, educational interventions must be consistently implemented.
By providing interventions that enable students to reflect on daily events, articulate
and confront them, students can internalize their experiences (lkeda, 2014). Just as the
faculty member serving as the chaperone in this study interacted with participants,
educational interventions were often conducted by a faculty member in a faculty-led SAP
(Ishii, 2025; Shibata, 2019; Yamaguchi et al., 2016). However, educational interventions
can be conducted online (lkeda, 2014), particularly for students in programs without a
chaperone when they experience uncertainty and are seeking reassurance and guidance.
Francis et al. (2025) introduced hybrid advising centers at multiple universities which
allowed students to communicate with not only their peers but also advisor staff online.
Although there is no resource to implement online interventions at the university in this
study, the practices of Francis et al. (2025) are desirable for a student group without a
chaperone onsite, which should be considered in the future.

Conception and Practice of Learning

Since students’ capabilities vary and their activities are dynamically and divergently
different (Tran et al., 2025), a supportive learning environment should take several forms.
Students in this study expressed a range of different needs. Some students expected
an SAP to be fully set up with sufficient information and organized guidance by home
administrative services. These characteristics align with Fabregas-Janeiro et al. (2012),
in which students evaluated the quality of the program’s organization highly. The
other students felt satisfied with sufficient space to plan activities on their own. These
students seemed to feel satisfied with less structured settings, aligning with the findings
of previous studies that autonomy increased student engagement (Herbst, 2011; Shibata,
2019).

Graham and Crawford (2012) found that students in a faculty-led SAP recognized
learning outside the curriculum the least, indicating that they tended to perceive
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learning opportunities as built into the study-abroad curriculum. However, engagement
in SAPs has changed students’ conceptions and practices of learning and brought

about a broader awareness of learning styles and techniques (Graham & Crawford,
2012). Through SAPs, with or without a faculty member, students recognized multiple
pathways to learning (Graham & Crawford, 2012), that may be facilitated by educational
interventions or discovered through individual exploration without being guided.
Providing continuous support in ways that align with the students’ concepts of learning
is essential to enhance their satisfaction with SAPs.

Conclusion

This study found that students in both short-term SAPs with and without a chaperone
reported similar levels of pre-departure anxiety and showed few differences in
satisfaction across program components, with only administrative support and activities
outside the classroom. These results suggested that the presence of a chaperone alone
does not substantially shape student experiences. Instead, consistent support and
thoughtful program design play a more essential role. This study was significant in terms
of helping to design a program better aligned with students’ needs to eventually promote
internationalization at one university.

However, the sample size of this study was very limited, and the survey lacked detailed
investigation of gender information and program destinations. These factors probably
influenced the selection of destinations and satisfaction with faculty-led SAPs. Future
research should include those elements and also analyze students’ free descriptions,
enabling a mixed-method approach with qualitative insights to examine the impact of
faculty-led SAPs from multiple perspectives.

Acknowledgement
This study was supported by JSPS KAKENHI Grant Number 24K06125.

Bio Data

Akiko Chochol is an assistant professor at the Faculty of Global Interdisciplinary Science
and Innovation, Shizuoka University, and is currently in charge of study abroad programs
in the faculty. Her research interests include study abroad, roles of local English language
teachers, and supplementation for their teaching materials.
<chochol.akiko.a@shizuoka.ac.jp>

ONLINE FULL SCREEN


mailto:chochol.akiko.a@shizuoka.ac.jp

References

Chochol, A. (2025). Student feedback on pre-departure learning through hybrid sessions for study
abroad programs. PanSIG Journal, 11(2), 316-325. https://doi.org/10.37546/JALTPanS1GJ11.2-35

Chochol, A. & Yamamoto, Y. (2026). Factors influencing Japanese students to study abroad in
a short term: A case study of students in the Faculty of Global Interdisciplinary Science and
Innovation at Shizuoka University. Journal of Shizuoka University Education, 22, 1-15. https://doi.
org/10.14945/0002002182

Chochol, A. & Yamamoto, Y. (2025). An opinion survey on university students’ perception of
study abroad programs. In B. Lacy, M. Swanson, & P. Lege (Eds.), Moving JALT into the Future:
Opportunity, Diversity, and Excellence, 336-344. https://doi.org/10.37546/JALTPCP2024-40

Chochol, A. & Yamamoto, Y. (2024). Pre-departure learning through hybrid sessions for
effective preparation for study abroad programs. PanSIG Journal, 10(1), 184-190. https://doi.
org/10.37546/JALTPanS1G]10.1-23

Cutting, M., Goda, Y., & Suzuki, K. (2022). Evaluation of pre-departure training for study abroad by
adapting Kirkpatrick’s model. International Journal of Educational Media and Technology, 16(1),
27-37.

Fabregas-Janeiro, M. G., Fabre, R. L., & Rosete, R. T. (2012). Developing successful international
faculty led program. US-China Education Review B 4, 375-382.

Francis, A. M., Uehara, S., Vye, S., & Thornton, K. (2025). Evolutions in self-access language
learning: Report on the JASAL Forum at JALT2024. JASAL Journal, 6(1), 71-84.

Gaia, A. C. (2015). Short-term faculty-led study abroad programs enhance cultural exchange and
self-awareness. The International Education Journal: Comparative Perspectives, 14(1), 21-31.

Giedt, T., Gokcek, G., & Ghosh, J. (2015). International education in the 21 century: The
importance of faculty in developing study abroad research opportunities. Frontiers: The
Interdisciplinary Journal of Study Abroad, 26, 167-186. https://doi.org/10.36366/frontiers.
v26i1.365

Graham, N., & Crawford, P. (2012). Instructor-led engagement and immersion programs:
Transformative experiences of study abroad. Journal of Higher Education Outreach and
Engagement, 16(3), 107-109.

Hanada, S. (2018). Approaches to analyzing the effect of studying abroad. In M. Yokota, H. Ota, & Y.
Shimmi (Eds.), The Impact of Studying Abroad on Career and Life: Measuring the Effects of Studying
Abroad through a Large-Scale Survey (pp.48-66). Gakubunsha.

Hata, S., & Tanaka, T. (2022). Introduction to SPSS (3" ed.). Tokyo Tosho.

Herbst, M. T. (2011). Building a faculty-led study abroad program: From development to history
pedagogy in Istanbul. The History Teacher, 44(2), 209-220.

MA(FRONT PAGE <4 PREVIOUS PAGE

NEXT PAGE »

JAPAN ASSOCIATION FOR LANGUAGE TEACHING « JALT2025 » LanguageS: Learning, Teaching, Assessing

Chochol: Impact of Faculty-led Study Abroad Programs on Student Satisfaction

Hirai, A. (Ed.). (2017). Introduction to data analysis for educational and psychological research (2nd
ed.). Tokyo Tosho.

Hulstrand, ]. (2015). Best practices for short-term, faculty-led programs abroad. International
Educator, 24(3), 58-62.

lkeda, N. (2014). A study for developing an effective study-abroad program. Language, Culture, and
Communication: Journal of the College of Intercultural Communication, 6, 17-30.

Ishii, K. (2025). Report from the attending teacher for the 2024 overseas medical and cultural
studies: Australia overseas study program. Bulletin of Nagoya University of Arts and Sciences, School
of Nursing, 4, 12-18.

Japan Association of Overseas Studies [JAOS]. (2025, May 29). JAOS 2024 Statistical Report
on Japanese Studying Abroad. https://www.jaos.or.jp/wp-content/uploads/2026/01/JAOS-
Survey-2024_-250529.pdf

Japan Student Services Organization [JASSO]. (2026, May 29). Results of the 2024 JASSO Survey on
the Study Abroad Status of Japanese Students. https://www.studyinjapan.go.jp/ja/_mt/2026/05/
data2024n.pdf

Kawasaki, N. (2025). Study on the innovations in the class design of an overseas training program
for engineering students. Journal of JSEE, 73(3), 40-44. https://doi.org/10.4307 /jsee.73.3_40

Keese, J. R., & O’Brien, ]. (2011). Learn by going: Critical Issues for faculty-led study-abroad
programs. The California Geographer, 51(1), 3-24.

Manning, S., & Dinges, C. (2015). Go long or go short, but go: Study away as curricular
requirement. In N. W. Sobania (Ed.), Putting the local in global education: Models for transformative
learning through domestic off-campus programs (pp. 188-197). Stylus Publishing.

Marajh, O., & Onaga, E. (2015). Beyond Waikiki: Discovering the Aloha Spirit in Hawai ‘i. In N.
W. Sobania (Ed.), Putting the local in global education: Models for transformative learning through
domestic off-campus programs (pp. 178-187). Stylus Publishing.

Matsumura, M. (2007). The first short-term English training program in Australia: Aiming to
balance credit recognition and overseas experiential learning. Journal of the International Student
Center Nagasaki University, 15, 1-16.

Nozaki, N., & Shinkai, Y. (2026). Report on the 2025 academic year overseas English language
training program at the University of California, Irvine, The Bulletin of Tokyo University of
Pharmacy and Life Sciences, 29, 56-64.

Sato, K., & Kashiwazaki, K. (2022). Review of ‘Learning English Abroad’ program, 2017-2020.
Journal of Regional Development Studies, 25, 127-140. https://doi.org/10.34428/00013252

Shibata, D. (2019). Short-term, faculty-led study abroad program in Japan. Athletic Training
Education Journal, 14(4), 259-268. https://doi.org/10.4085/1404259

ONLINE FULL SCREEN


https://doi.org/10.37546/JALTPanSIGJ11.2-35
https://doi.org/10.14945/0002002182
https://doi.org/10.14945/0002002182
https://doi.org/10.37546/JALTPCP2024-40
https://doi.org/10.37546/JALTPanSIGJ10.1-23
https://doi.org/10.37546/JALTPanSIGJ10.1-23
https://doi.org/10.36366/frontiers.v26i1.365
https://doi.org/10.36366/frontiers.v26i1.365
https://www.jaos.or.jp/wp-content/uploads/2026/01/JAOS-Survey-2024_-250529.pdf
https://www.jaos.or.jp/wp-content/uploads/2026/01/JAOS-Survey-2024_-250529.pdf
https://www.studyinjapan.go.jp/ja/_mt/2026/05/data2024n.pdf
https://www.studyinjapan.go.jp/ja/_mt/2026/05/data2024n.pdf
https://doi.org/10.4307/jsee.73.3_40
https://doi.org/10.34428/00013252
https://doi.org/10.4085/1404259

Shizuoka University. (2025, November 12). Number of Outbound Study Abroad Students. https://
ir.shizuoka.ac.jp/graph/83

Tran, L. T., Bui, H., & Nguyen, D. T. B. (2025). Key issues in study abroad. In Australian Student
Mobility to the Indo-Pacific Through the New Colombo Plan: Impacts, Challenges, and Regional
Engagement (pp. 24-43). Routledge. https://doi.org/10.4324/9781003611790-2

Yamaguchi, S., Inadome, N., Yatsushiro, R., & Shinchi, H. (2016). Roles of faculty members and
future directions in student overseas training. Bulletin of the School of Health Sciences, Faculty of
Medicine, Kagoshima University, 26(1), 73-81.

Appendix

Pre-Survey Instruments
(originally in Japanese language, translated by the author)
1. Which program will you participate in?

A program in Australia (with a chaperone)

A program in United Kingdom (without a chaperone)

A program in Canada (without a chaperone)

A program in Malaysia (without a chaperone)

A program in Hawai‘i (without a chaperone)

11. Regarding the study abroad program in which you will participate:

Q1-3: Rate the degree to which you agree with the following statements on a scale of
1 (Disagree), 2 (Somewhat disagree), 3 (Somewhat agree), or 4 (Agree).
Q1. The number and content of the pre-departure briefings were adequate.
[Briefings]
Q2. The materials distributed prior to the program contained all the necessary
information. [Information in advance]

Q3. The administrative service counter at the home university provided prompt
and appropriate assistance. [Home administrative services]

Q4-8: Choose the answer that best describes your feelings on a scale of 1 (Anxious),
2 (Somewhat anxious), 3 (Somewhat excited), or 4 (Excited).
Q4. About university environment (campus facilities, transportation access, etc.)
[Host campus environment]
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Q5. About English classes [English classes]

Q6. About accommodation (homestay/hotel) [Accommodation]
Q7. About activities after school or on weekends [Activities outside the classroom]
Q8. About overall program [Overall program]

Post-Survey Instruments
(originally in Japanese language, translated by the author)
1. Which program did you participate in?

A program in Australia (with a chaperone)

A program in United Kingdom (without a chaperone)
A program in Canada (without a chaperone)

A program in Malaysia (without a chaperone)

A program in Hawai‘i (without a chaperone)

11. Regarding the study abroad program in which you participated,
Q1-3: Rate the degree to which you agree with the following statements on a scale of

1 (Disagree), 2 (Somewhat disagree), 3 (Somewhat agree), or 4 (Agree).

Q1. The number and content of the pre-departure briefings were adequate.
[Briefings]

Q2. The materials distributed prior to the program contained all the necessary
information. [Information in advance]

Q3. The administrative service counter at the home university provided prompt
and appropriate assistance. [Home administrative services]

Q4-8: Choose the answer that best describes your feelings on a scale of 1 (Dissatisfied),

2 (Somewhat dissatisfied), 3 (Somewhat satisfied), or 4 (Satisfied).

Q4. About university environment (campus facilities, transportation access, etc.)
[Host campus environment]

Q5. About English classes [English classes]

Q6. About accommodation (homestay/hotel) [Accommodation]
Q7. About activities after school or on weekends [Activities outside the classroom]
Q8. About overall program [Overall program]
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