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ABSTRACT 

Drawing on the elements and processes in language teacher cognition (Borg, 2006), 

this study was an investigation of how four senior high school teachers perceived the 

policy of conducting English classes in English, the degree to which they conducted 

English classes that reflect the policy, and how their educational backgrounds, 

professional coursework, internal factors in the class, internal factors in the school, and 

external factors affected their cognition and classroom practice. 

To investigate the above issues, an instrumental, explanatory multiple case-study 

was employed. The data were collected from interviews with the four English teachers, 

the four head teachers of the English departments, members of Tokyo Metropolitan 

Board of Education (TMBE), and two members of the Ministry of Education, Culture, 

Sports, Science and Technology (MEXT). In addition, two Communication English 

classes and two English Expression classes the four teachers were in charge of were 

observed and a questionnaire was administered to the students in each class. 

The findings indicated that the four teachers had favorable opinions about the 

policy of conducting English classes in English; however, their opinions were not 

reflected to a large degree in two of the teachers’ classes and were reflected to a moderate 

degree in the other two teachers’ classes. The discrepancy between their positive opinions 

of the policy and their classroom practice was attributed to the influence of their 

educational background, professional coursework, internal factors in the class, internal 

factors in the school, and external factors. Major factors that prevented them from 

reflecting the policy were a lack of appropriate teacher training, the presence of 
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university entrance examinations, and the grammar-focused MEXT-approved textbooks. 

Major factors that helped their teachers reflect the policy were their positive experiences 

learning English in English communicatively, study abroad experiences, the measures 

taken by TMBE, the presence of ALTs and their students’ positive attitudes toward 

learning English in English. 

The findings of this study suggest that improvements in pre- and in-service training 

to teach English in English for communicative purposes, reforms of university entrance 

examinations, and improvements of MEXT-approved textbooks are essential to the 

implementing of the policy of teaching English in English. 
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CHAPTER 1 

INTRODUCTION 

 

The Background of the Issue 

To reflect the rapid pace of globalization, the Japanese Ministry of Education, 

Culture, Sports, Science, and Technology (MEXT) has focused on cultivating students 

who can use English as an international language. In order to achieve this goal, MEXT 

implemented the 2009 Course of Study in 2013. The overall objective of the 2009 Course 

of Study for senior high school students was “to develop students’ communication 

abilities such as accurately understanding and appropriately conveying information, 

ideas, etc., deepening their understanding of language and culture, fostering a positive 

attitude toward communication through foreign languages” (MEXT, 2009b, p. 1). One 

significant change compared to the 1989 and 1999 Course of Study was that under the 

2009 Course of Study, “When taking into the consideration the characteristics of each 

English subject, classes, in principle, should be conducted in English in order to enhance 

the opportunities for students to be exposed to English, transforming classes into real 

communication scenes” (MEXT, 2009b, p. 7). The 2009 Course of Study marked the first 

time that MEXT clearly stated that English classes should be conducted in English. This 

statement also reflected a further focus on Communicative Language Teaching (CLT) 

given that one of its characteristics is that language teaching is based on a view of 

language as communication (Berns, 1990). Prior to the 2009 Course of Study, both the 

1989 and 1999 Course of Study promoted the use of CLT; however, researchers have 
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reported that Japanese senior high school teachers have not fully implemented CLT for 

reasons such as a lack of experience with CLT when they were students (Nagamine, 

2013; Nishino, 2008), a lack of teacher training (Glasgow & Paller, 2016; Nishino, 

2012a; Steele & Zhang, 2016; Underwood, 2017), students’ low English proficiency 

(Nishimuro & Borg, 2013), the large number of students in each class (Nishino, 2008, 

2011), concerns about preparing students for university entrance examinations (Gorsuch, 

2000; Nishino, 2012a, O’Donnell, 2005; Taguchi, 2005; Underwood, 2017), the 

widespread use of the grammar-translation method for preparing students for university 

entrance examinations (Glasgow, 2014; Glasgow & Paller, 2016; Nishino, 2008, 2012a; 

Taguchi, 2005), the lack of peer support for using CLT (Nishino, 2012b; Underwood, 

2017), and the finding that many senior high school teachers are uninterested in the 

Course of Study (Nishino, 2008). 

High school teachers resist conducting English classes in English for a number of 

reasons, some of which were mentioned above. These reasons include the teachers’ 

perceptions that their students have low English proficiency (Glasgow, 2018), their 

concern about their students’ high levels of anxiety (Glasgow, 2018), and the fact that 

grammatical competence is seen as an important aspect of the English section on many 

university entrance examinations have led some senior high school teachers to engage in 

the explicit teaching of English grammar using Japanese rather than English in their 

classes. Moreover, some teachers are indifferent to the English-use policy itself and 

therefore have not adopted the policy (Glasgow, 2018). Another reason is that senior high 

school teachers who conducted English classes in Japanese before the enactment of the 
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2009 Course of Study are concerned about their ability to conduct classes in English 

given their generally low English proficiency (Glasgow, 2014, 2018) and the low 

accuracy of their spoken English (Suzuki & Rogers, 2014). 

The limited use of English in Japanese high school classrooms was confirmed in 

2014 when MEXT (2014a) announced the findings of a nationwide survey concerning the 

implementation of English education in senior high schools in the 2013 academic year. 

Among 10,096 English teachers teaching the required four-skill Oral CommunicationⅠ

course, only 15.1% answered that more than 75% of their utterances were in English, 

38.0% answered that more than half of their utterances were in English, while 46.9% 

answered that less than half of their utterances were in English. The results indicated that 

many senior high school teachers were not using a great deal of English in classes even 

after the enactment of the 2009 Course of Study. 

In 2014, MEXT (2014b) announced five proposals for improving educational goals, 

teaching and evaluation methods, the evaluation of English proficiency in senior high 

schools and universities, the methods used to select university entrants, textbooks and 

teaching materials, and teaching management systems. The proposals were based on the 

premise that English is an international language that Japanese need to ensure progress 

toward globalization. 

In 2019, MEXT administered another survey concerning the implementation of 

English courses in senior high schools. They reported that among 6,632 English teachers 

teaching the four-skill Oral Communication I course, 20.61% answered that more than 

75% of their utterances were in English, 43.22% answered that more than half of their 
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utterances were in English, and 36.15% answered that less than half of their utterances 

were in English (MEXT, 2019a). The survey concerning the implementation of English 

courses in senior high schools has been conducted every year since 2014. Compared to 

the results of the same survey gathered in 2014, which was conducted one year after the 

enactment of the 2009 Course of Study, the 2019 results showed an increase in high 

school teachers’ use of English; however, many senior high school teachers were still not 

using a great deal of English in their classes. Although the survey results indicated the 

degree to which senior high school teachers used English in their classes since the 

introduction of the 2009 Course of Study, no data concerning how or when they use 

English was gathered. In addition, the survey data were subjective impressions; thus, 

there is a strong possibility that there is a discrepancy between how much the teachers 

believe they use English and how much they actually do so in their classrooms. 

As noted above, it has been claimed that washback from university entrance 

examinations has prevented some senior high school teachers from using communicative 

activities (Glasgow, 2014; Glasgow & Paller, 2016; Nishino, 2008; Underwood, 2017) 

and using English in their classes (Glasgow & Paller, 2016). MEXT announced a plan to 

remedy this problem by introducing externally produced four-skill English tests from 

2020 (2017a). Following this plan, the National Center for University Entrance 

Examinations (hereafter NCUEE) accredited Cambridge English, EIKEN Tests, GTEC 

CBT, IELTS, TEAP, TEAP CBT, TOEFL iBT, and TOEIC L&R/TOEIC S&W 

(NCUEE, 2018a) in 2018. All these accredited four-skill English tests include a speaking 

section that might produce positive washback on classroom instruction. Shohamy (1993) 
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reported positive washback when an oral test was introduced in the Israeli educational 

system in 1986. Teachers spent more time teaching oral language as a result of the test. In 

addition, Shohamy, Donista-Schmidt, and Ferman (1996) later reported positive 

washback by slightly modifying an oral test, as the modification resulted in more oral 

teaching activities. Like these examples of the introduction of oral tests in the Israeli 

educational system, the introduction of four-skill English tests is expected to positively 

influence teachers’ classroom practice and their use of English in Japanese senior high 

schools. The four-skill tests were scheduled to be introduced in 2020, but the plan has 

been temporarily suspended. 

Though the reform of university entrance examinations by introducing four-skill 

English tests has been paused, the policy of teaching English classes in English has been 

enacted since 2020 under a new Course of Study for junior high schools (2017b) This 

Course of Study reflects the language policy of conducting English classes in English 

stated in the 2009 Course of Study for senior high schools. The same statement appears in 

both documents: “classes, in principle, should be conducted in English in order to 

enhance the opportunities for students to be exposed to English, transforming classes into 

real communication scenes” (p. 151). This statement indicates the importance of creating 

an environment in which both junior and senior high school students can improve their 

English communication skills. In 2018, MEXT (2018a) announced a new Course of 

Study for senior high school students that will be implemented in 2022. This new Course 

of Study also continues to include the policy of conducing English classes in English, 
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which shows the continuing emphasis on teachers’ use of English in their classes and 

students’ acquisition of communicative skills. 

 

Theoretical Perspective 

The theoretical perspective that guides this study is Borg’s (2006) elements and 

process in language teacher cognition model. Borg (2003) defined teacher cognition as 

“What teachers think, know, and believe and the relationships of these mental constructs 

to what teachers do in the language teaching classroom” (p. 81). Borg (2006) expanded 

his definition of language teacher cognition as “knowledge, attitudes, assumptions, 

principles, thinking, and decision making” (p. 272). In the latest definition, he added 

identities and emotion to the three constructs of what teachers think, know, and believe. 

The word cognition has been used in slightly different ways by different 

researchers. For example, Kagan (1990) defined teacher cognition as teachers’ self-

reflections; beliefs and knowledge about teaching, students and content; and awareness of 

problem-solving strategies endemic to classroom teaching. Kagan (1992) also defined 

teacher beliefs as a form of personal knowledge consisting of implicit assumptions about 

students, learning, classrooms and the subject matter to be taught. According to Kagan’s 

definitions of teacher cognition and beliefs, teacher cognition includes beliefs, which are 

also formed by personal knowledge; therefore, cognition has a broader meaning than 

beliefs. However, beliefs are defined differently by different researchers. For example, 

Pajares (1993) defined teacher beliefs as attitudes and values about teaching, students, 

and the educational process. Nishino (2009), in her doctoral dissertation about teachers’ 
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beliefs concerning CLT, defined teacher beliefs about language learning as teachers’ 

opinions and ideas about learning and teaching a second or a foreign language, 

constructed by teachers themselves as they respond to their teaching contexts. As the two 

definitions of teachers’ beliefs by Pajares (1993) and Nishino (2009) show, teachers’ 

beliefs can be broadly defined as attitudes, values, opinions, and ideas. Borg’s (2006) 

expanded definition of language teacher cognition, which includes knowledge and 

assumptions, is similar to definitions of teachers’ beliefs. However, Borg also included 

assumptions, principles, thinking, decision making, identities and emotion, which shows 

a broader concept than teachers’ beliefs defined as attitudes, values, opinions, and ideas 

by Pajares and Nishino. 

Based on the previous definitions, I have distinguished cognition and beliefs in this 

study: Cognition is what teachers think, know, and believe and beliefs is what teachers 

believe including their opinions and ideas. In this study, I investigate not only what 

teachers believe but also what they know and think because what teachers know can 

affect what they think. For example, the degree to which teachers know about the policy 

of conducting English classes in English might affect what they think about the policy, 

even if they do not have an opinion about the policy. Another example is that what 

teachers know about the introduction of four-skill English tests can affect what they think 

about the need to change their classroom practice. Teachers might not always have 

opinions about what they know, but they have ideas about what they know. Therefore, it 

is important to explore what teachers know and think as well as what they believe. In this 
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study, I focus on teachers’ cognition: what they know, think, and believe regarding 

MEXT’s policy of conducting English classes in English. 

 

Teacher Cognition, Schooling, Professional Education, and Classroom Practice 

I first discuss Borg’s (2003) framework of teacher cognition, schooling, 

professional education, and classroom practice and then discuss Borg’s (2006) revised 

framework of elements and process in language teacher cognition, which is the main 

framework of this study. Based on previous studies, Borg (2003) presented the 

framework of teacher cognition, schooling, professional education, and classroom 

practice to summarize the complex nature of teachers’ cognition. As shown in Figure 1, 

the 2003 framework is composed of five factors—Teachers Cognition, Schooling, 

Professional Coursework, Contextual Factors, and Classroom Practice. 

 

Figure 1. Teacher Cognition, Schooling, Professional Coursework, and Classroom 

Practice (Borg, 2003) 

 

 

 

  

 

 

The central factor in the framework is Teacher Cognition, which is defined as what 

teachers think, know, and believe. Schooling refers to the extensive classroom learning 

Schooling 

Classroom Practice Contextual Factors 

Professional 
Coursework 

Teacher Cognition  



 9 

experience all teachers have had as students. These experiences define teachers’ early 

cognition and affect their perceptions of their initial teacher training. Professional 

coursework includes pre-service and in-service teacher training, and teacher education 

courses at a university, and TESOL courses in graduate school. Contextual factors are 

school and classroom conditions, conditions in the society or local community that the 

school is situated in, and factors that can affect practice by modifying cognition directly. 

Examples of contextual factors in Japanese senior high schools are the English education 

policy proposed by MEXT, administrative English policies in schools, students’ English 

proficiency, and the number of students in a class. Classroom practice is influenced by 

the interaction of cognition and contextual factors and in turn, classroom experience 

affects cognition unconsciously and/or through conscious reflection. As the arrows in 

Figure 1 indicate, Teacher Cognition can be affected by Schooling, Professional 

Coursework, Contextual Factors, and Classroom Practice. At the same time, as the 

directions of the arrows from Professional Coursework and Classroom Practice indicate, 

teachers’ cognition affects their professional coursework and classroom practice. 

Schooling also influences Professional Coursework. Contextual Factors can affect 

Classroom Practice and Classroom Practice can influence Teacher Cognition. 

 

Elements and Process in Language Teacher Cognition 

Borg revised the 2003 Framework of Teacher cognition, schooling, professional 

education, and classroom practice; the revised 2006 of Elements and process in language 

teacher reflects the possible lack of congruence between teachers’ cognition and their 
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classroom practice resulting from social, psychological, and environmental factors that 

exist in schools as well as external factors beyond their control (Borg, 2006). When 

contextual factors alter teaching practice without changing the teachers’ cognition, a lack 

of congruence exists between teachers’ cognition and their classroom practice. Figure 2 

shows the relationship among teacher cognition, teacher learning through schooling and 

professional coursework, and classroom practice as seen in Borg’s 2006 framework. 

As shown in Figure 2, the central element of the 2006 framework is Language 

Teacher Cognition, which can be affected by Schooling, Professional Coursework, 

Contextual Factors, and Classroom Practice. 

 

Figure 2. Elements and Process in Language Teacher Cognition (Borg, 2006) 

 

 

 

 

 

 

 

 

Schooling means personal history and specific classroom experiences that affect 

teachers’ preconceptions of education such as preconceptions about teachers and 
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how language teachers perceive pre-service or in-service coursework can be influenced 

by their cognition. 

Contextual factors mediate cognition and practice and they can lead to changes in 

cognition or create tension between cognition and classroom practice. For example, the 

policy of conducting English classes in English is a contextual factor that affects 

teachers’ cognition about the medium of instruction. Students’ low English proficiency is 

another contextual factor that can hinder senior high school teachers from using English 

in their classes. Classroom Practice, which includes practice teaching, is influenced by 

the interaction of cognition and contextual factors, and in turn, classroom experience 

influences cognition unconsciously and/or through conscious reflection. For example, 

one teacher might believe that CLT is an effective instructional approach, while other 

teachers in the same school might oppose CLT; this situation can result in the teacher not 

using CLT tasks. Moreover, teachers’ positive perceptions of CLT can change if students 

are unwilling to communicate with other students in English. 

The most significant difference between Borg’s 2003 and 2006 frameworks is that 

contextual factors are placed around classroom practice in the 2006 framework and 

classroom practice itself becomes part of the context. In contrast, contextual factors and 

classroom practice are independent elements in the 2003 framework. I assume that Borg 

made this change because contextual factors inevitably affect classroom practice directly. 

Placing contextual factors around classroom practice also indicates that classroom 

practice can be restricted by contextual factors and there are situations in which teachers 

cannot teach what they want due to the restrictions imposed by contextual factors. 
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Contextual factors in Japanese senior high schools are related to students, other teachers 

in the same school, MEXT’s language policies. For example, an English teacher might 

hope to teach in English, but find it difficult to do so if the students can understand little 

spoken English or if other teachers in the school do not use English and pressure their 

colleagues to do the same. Another example is that changes in official language policies 

can pressure English teachers to change their classroom practice. The 2006 model better 

explains the possible constraints of contextual factors around classroom practice because 

various contextual factors such as the presence of university entrance examinations can 

affect senior high school teachers’ classroom practice directly and lead them to alter their 

classroom practice. For these reasons, I have adopted Borg’s (2006) elements and 

processes in language teacher cognition with modifications based on my preliminary 

research (Saito, 2015, 2016). 

 

Statement of the Problem 

The first problem addressed in this study is that no researchers have investigated 

Japanese senior high school teachers’ classroom practices in terms of the teachers’ use of 

English using the Communicative Orientation of Language Teaching Observation 

Scheme (COLT) by Allen and Spada (1984) after the enactment of the 2009 Course of 

Study. Regarding the policy of conducting English classes in English, Yamada and 

Hristoskova (2011) investigated senior high school teachers’ classroom practices prior to 

the enactment of the 2009 Course of Study by administering a questionnaire to 131 senior 

high school teachers in Fukui prefecture in Japan. The researchers reported that 67.9% of 
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the teachers responded that they used Japanese a lot; however, the teachers’ use of 

English in their classrooms was not investigated using the COLT. Fukunaga (2016) 

investigated senior high school teachers’ classroom practice in terms of the policy of 

conducting English classes in English before and after the enactment of the Course of 

Study by interviewing one principle from one school, interviewing five senior high 

school teachers from four schools, and conducting classroom observations. However, in 

this study, how much English senior high school teachers used in their classes was not 

investigated using the COLT. In the study by Izumitani and Sato (2016), the use of 

Japanese by one high school teacher and two junior high school teachers was investigated 

in terms of when they used Japanese by conducting classroom observations; however, the 

study did not investigate the use of English in terms of when they used English. 

The second problem is that no major investigations of senior high school teachers’ 

cognition of the policy of teaching English classes in English and factors affecting their 

cognition of the policy using Borg’s (2006) framework have been published after the 

implementation of the 2009 Course of Study. Borg’s 2003 framework was adapted by 

Nishino (2009, 2012a) in her investigation of factors that affect senior high school 

teachers’ classroom practice and their perceptions. Nishino explored the relationships 

among senior high school teachers’ beliefs, practices, and socio-educational factors 

regarding CLT. Borg’s 2006 framework was adapted by Nishino in her 2011 

investigation of senior high school teachers’ perceptions of CLT and their classroom 

practice. Suzuki and Roger (2014) also used Borg’s 2006 framework to investigate 

Japanese teachers’ foreign language anxiety in relation to their teaching practices and 
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beliefs. However, their studies were conducted under the 1999 Course of Study. No 

researchers have used Borg’s frameworks to investigate senior high school teachers’ 

cognition of the policy of teaching English classes in English and factors affecting their 

cognition after the enactment of the 2009 Course of Study. 

The third problem is that little research has been conducted to investigate senior 

high school students’ perceptions of English classes that are taught in English. In 

addition, researchers have yet to compare students’ perceptions and teachers’ cognition of 

the policy of conducting English classes in English and classroom practice. Language 

learners’ perceptions of first language (L1) and second language (L2) use have been 

explored in countries such as in Iran (Sad & Qadermazi, 2015) and Taiwan (Wei, 2013), 

and in Japan, Yamada and Hristoskova (2011) administered a questionnaire to 550 

Japanese senior high school students to (a) investigate their perceptions of English classes 

conducted in English and teachers’ opinions of the policy of conducting English classes 

in English and (b) compare the teachers’ classroom practice with the students’ 

perceptions. Ogura (2019) investigated high school teachers’ perception about Japanese 

use in English classes by conducting a questionnaire survey to high school students, 

university students, high school teachers, and university teachers. However, the data 

obtained was not compared with the data with interviews with senior high school teachers 

and classroom observations of their classes. 

The fourth problem is that no major study has been conducted concerning whether 

head teachers’ cognition and classroom practice affect senior high school teachers’ 

understanding of the policy of teaching English classes in English and their classroom 
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practice. Researchers have reported that other teachers’ cognition of CLT and classroom 

practice can affect senior high school teachers’ cognition and classroom practice both 

positively and negatively (Nishino, 2011; O’Donnell, 2005; Sato & Kleinsasser, 2004; 

Taguchi, 2005). Nagamine (2013), Suzuki and Roger (2014), Underwood (2012), and 

Yamada and Hristoskova (2011) reported that teacher peers can influence senior high 

school teachers’ cognition and their classroom practice, but their studies were conducted 

under the 1999 Course of Study. 

Fifth, no researchers have investigated the Tokyo Metropolitan Board of 

Education’s (TMBE) involvement with senior high schools and high school English 

teachers by interviewing members of the TMBE. Fukunaga (2016) investigated how a 

Board of Education in a local area in Japan interacted with MEXT’s language policies, 

senior high schools, and high school teachers, but the researcher did not investigate the 

TMBE’s involvement. Fukunaga investigated the interactions by analyzing official 

documents related to in-service teacher training and teacher employment examinations; 

however, he did not interview a member of a Board of Education. 

The sixth problem is the lack of research concerning MEXT’s objectives in 

introducing the policy of conducting English classes in English and a possible 

discrepancy among MEXT’s objectives, senior high school teachers’ understanding of 

the policy and their classroom practice. Senior high school teachers’ perceptions of 

grammar instruction with CLT under the 2009 Course of Study were investigated by 

Underwood (2014, 2017). Moreover, teachers’ perceptions of the policy of conducing 

English classes in English under the 2009 Course of Study has been investigated 
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(Fukunaga 2016; Glasgow, 2012, 2014; Yamada & Hristoskova, 2011), but in those 

studies, MEXT’s language polices were investigated with exclusive reference to 

documents published by MEXT; MEXT policy makers were not interviewed. 

The seventh problem concerns whether the plan to introduce externally available 

four-skill English tests and its suspension affect senior high school teachers’ perceptions 

of the policy of conducting English classes in English. Past studies have shown that 

negative washback from university entrance examinations has prevented some senior 

high school teachers from using communicative activities (Glasgow, 2014; Glasgow & 

Paller, 2016; Nishino, 2008; Underwood, 2017) and using English in their classes 

(Glasgow & Paller, 2016). However, positive washback has also been reported regarding 

students’ learning of productive skills through the introduction of the IELTS in a 

Japanese university (Allen, 2016). Therefore, the introduction of four-skill English tests 

was expected to bring about positive washback. However, the plan of introducing four-

skill English tests has been temporarily suspended. No researcher has investigated the 

effects of the plan to introduce four-skill English tests and its suspension on teachers’ 

cognition about the policy of teaching English classes yet. 

 

Purposes of the Study 

The first purpose of this study is to investigate four senior high school teachers’ 

classroom practice in terms of their use of English and Japanese in their classes using the 

COLT. I also investigate when the teachers use English and Japanese and what factors 

lead them to use the two languages. In addition, how they conduct English classes is 
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investigated in terms of classroom organization, communicative activities, contents such 

as reading comprehension, grammar and vocabulary, and students’ modality of listening, 

reading, speaking, and writing, and language using the COLT. 

The second purpose is to investigate what factors affect their cognition about 

conducting English classes in English adapting Borg’s 2006 framework, how they 

perceive the policy and explore whether there is a gap between the teachers’ perceptions 

and classroom practice. The degree to which the language policies proposed by MEXT 

are successfully implemented is largely determined by the teachers’ cognition of the 

policy. In addition, it is essential to explore a possible gap between the teachers’ 

perceptions of the policy of conducting English classes in English and their classroom 

practice because some teachers might think that they conduct English classes in English, 

but this perception might be incorrect to a degree. How senior high school teachers 

perceive the policy of conducting English classes in English and what factors affect their 

classroom practice are investigated by conducting semi-structured interviews with four 

senior high school teachers and by comparing the data gathered from the classroom 

observations and the interviews. 

The third purpose is to investigate senior high school students’ perceptions of 

English classes in English and compare the students’ perceptions and teachers’ cognition 

of the policy and their classroom practice. This issue is important because students’ 

perceptions as participants in classes can affect teachers’ cognition and classroom 

practice. This issue is investigated by administering a questionnaire to the students in 

each class that participant teachers teach and by comparing the results with the interviews 
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with senior high school teachers and the classroom observations. It is important to 

explore students’ perceptions as a potentially influential factor that can affect senior high 

school teachers’ cognition and classroom practice. 

The fourth purpose is to investigate how head English teachers in the same school 

perceive the policy of teaching English classes in English and whether their cognition and 

classroom practice affect senior high school teachers’ cognition. This issue is important 

because head English teachers can influence senior high school teachers’ cognition of the 

policy of teaching positively and negatively. This issue is investigated by conducting 

semi-structured interviews with a head English teacher in each school that each English 

teacher is teaching in and comparing the results of the interviews to those provided by the 

senior high school teachers and classroom observations. 

The fifth purpose of this study is to investigate the TMBE’s involvement with 

senior high schools and high school English teachers. Specifically, I investigate how a 

member of the TMBE perceives the policy, what measures the government officials take 

to have the policy implemented by senior high school teachers and whether the measures 

affect the public high school teachers. This issue is explored by conducting semi-

structured interviews with a member of the TMBE. Whether discrepancies exist or not 

between the TMBE and senior high school teachers’ perceptions and classroom practice 

is also explored using the interview data gathered from both parties. 

The sixth purpose is to investigate MEXT’s purpose for introducing the policy of 

conducting English classes in English and explore possible discrepancies among MEXT’s 

view of the policy, senior high school teachers’ understanding of the policy, and their 
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classroom practice. It is important to investigate this issue because if a discrepancy exists, 

senior high school teachers conduct English classes based on an inaccurate understanding 

of the policy. Possible discrepancies are investigated by conducting interviews with 

members of MEXT and by comparing those data with the interviews with senior high 

school teachers and with the observations of their classes. 

The seventh purpose is to explore whether the plan to introduce external four-skill 

English tests and its suspension affects the senior high school teachers’ perceptions about 

the policy of conducting English classes in English. This purpose is significant because 

past studies have shown that the presence of university entrance examinations has kept 

some senior high school teachers from conducting English classes in English (Glasgow, 

2018; Underwood, 2017). Therefore, the change in the university entrance examinations’ 

systems was expected to bring about positive changes in teachers’ classroom practice and 

their use of English in classrooms. However, the plan has been suspended; thus, it is 

important to investigate whether the introduction plan and its suspension affect teachers’ 

cognition about the policy. This issue is investigated by interviewing senior high school 

teachers before and after MEXT’s announcement of the suspension. 

 

The Audience for the Study 

Language policy makers, Japanese senior high school teachers, and Japanese senior 

high school administrators are the main audiences of this study. First, the results of this 

study can benefit language policymakers, especially those working in MEXT. If the 

policy of conducting English classes in English in the 2009 Course of Study is not fully 
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understood and implemented by teachers, measures need to be taken to implement the 

policy effectively. Policymakers can address factors that prevent teachers from 

conducting English classes in English such as the teachers’ lack of English proficiency, 

students’ low English proficiency, and the current university entrance examinations. 

This study can benefit Japanese senior high school teachers because they can see 

how other teachers perceive the 2009 Course of Study and the policy of conducting 

English classes in English and how they conduct their English classes. In addition, 

teachers can learn how other teachers perceive classes conducted in English. This study 

also offers senior high school students’ perspectives about English classes conducted in 

English, which benefits teachers who hope to understand and reflect students’ views 

concerning English classes taught in English. 

The third audience is Japanese senior high school administrators. The results offer 

suggestions regarding issues such as teacher training and insights into other schools’ 

policies, other teachers’ perceptions of the 2009 Course of Study, the policy of 

conducting English classes in English, and their classroom practice. Japanese senior high 

school administrators who have not implemented the policy of English classes in English 

might learn what roles administrators can take after reading about other cases. 

 

Delimitations 

There are five main delimitations to this study. The first delimitation is that the 

recruitment of the participants is limited to those teaching in Tokyo, Japan. There might 

be a discrepancy in perceptions of the policy of teaching English classes in English and 
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the classroom practice of senior high school teachers who work in different areas in 

Japan.  

The second delimitation is that this study is limited to senior high school teachers’ 

perception of the policy and their classroom practice in Japan. Thus, the results might not 

apply to teachers’ cognition and classroom practice in other countries. 

The third delimitation concerns the academic levels of the four senior high schools 

in this study. All of the schools’ hensachi, which is defined as a norm-referenced test 

score standardized to have a mean of 50 and standard deviation of 10 (Goodman & Oka 

2018, p. 2), is over 50 and the highest one among the four schools is over 70. Teachers’ 

perceptions and classroom practice at schools with lower hensachi might be different 

from teachers’ perceptions and classroom practice in this study. 

The fourth delimitation is that the four teacher participants were chosen by either 

the school principals or the head English teachers. They might have selected individuals 

they believe are good teachers. This might have affected the results of the study. 

The fifth delimitation is that the main part of this study is a qualitative case study of 

four senior high school teachers. Because of the small number of participants, the results 

might not be applied to other cases.  

 

Organization of the Study 

Chapter 2, Review of the Literature, is made up of four sections. First, I review 

changes in MEXT’s Course of Study from the past to the present. Second, I review 

research based on Borg’s 2003 and 2006 frameworks. Third, I explain the adaptation of 
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Borg’s 2006 framework based on my previous research (2015, 2016). Fourth, I review 

five factors possibly affect teachers’ cognition and classroom practice: educational 

background such as their learning experience at schools, professional coursework such as 

pre-service and in-service training, internal factors in classes such as students’ English 

proficiency, internal factors in schools such as classroom practice of other teachers in the 

same school, and external factors such as the presence of university entrance 

examinations. I also review teachers’ cognition regarding conducting English classes in 

English and classroom practice. At the end of the chapter, the gaps in the literature, the 

purposes of the study, and the research questions that guide this study are presented. In 

Chapter 3, Methods, I first describe the context of study with an explanation of the 

Japanese educational system, the teaching practicum system and licensing requirement in 

Japan, the hiring process for senior high school English teachers in Tokyo, and Japanese 

English levels. Second, I describe the participants, the case study design, the 

instrumentation, the procedures, and how I collected data for the observations, 

interviews, and questionnaire. At the end of Chapter 3, I describe how I analyzed the data 

to answer each research question and how the data were triangulated. In Chapter 4, 

Results, the results of observations, interviews, and the questionnaire are presented. At 

the end of Chapter 4, the summary of the commonalities and differences of the four 

teachers’ perception toward the policy of conducting English classes in English, their 

classroom practice, and factors affecting their perception and classroom practice is 

presented. In Chapter 5, Discussion, the findings of the interviews, classroom 

observations, and questionnaire are interpreted and theoretical, methodological, and 



 23 

pedagogical implications are presented. In Chapter 6, Conclusion, the results of the study 

are summarized, the limitations of the study are described, directions for future research 

are proposed, and concluding comments are provided. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

 

In this chapter, first, changes in MEXT’s Course of Study from the past to the 

present are reviewed. The Course of Study implemented by MEXT contains the official 

principles for English education in Japan as well as the overall curriculum goals (Tahira, 

2012). Thus, it is important to review changes in the past, present, and upcoming Course 

of Study to describe the directions English education has taken in Japan. Second, I review 

research based on Borg’s 2003 and 2006 frameworks. Third, I explain the adaptation of 

Borg’s 2006 framework based on my previous research (2015, 2016). Following the 

adaptation of Borg’s 2006 framework, I review five factors affecting teachers’ cognition 

and classroom practice: educational background, professional coursework, internal 

factors in classes, internal factors in schools, and external factors. I also review teachers’ 

cognition regarding conducting English classes in English and classroom practice. 

Finally, I summarize factors affecting teachers’ cognition and classroom practice in the 

Japanese EFL context. At the end of the chapter, the gaps in the literature, the purposes of 

the study, and the research questions that guide this study are presented. 

 

The MEXT Course of Study from Past to Present 

Compulsory education in Japan extends from the first through the ninth grades. 

Attendance in a senior high school is optional; however, almost all students attend a 

senior high school (Underwood & Glasgow, 2019). MEXT sets a standard for school 
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curricula, called the Course of Study (MEXT, n.d), in order for Japanese students to 

obtain a certain level of education. In the Course of Study, objectives and the contents of 

required courses are stipulated for elementary schools, junior high schools, and senior 

high schools. 

The Course of Study was drafted as a tentative plan immediately after the end of 

World War II and it was first issued in the form of the Minister’s notice in 1958 (National 

Institute of Educational Research, hereafter NIER, 2011). Since that time, it has been 

revised approximately every ten years and phased in nationwide. Foreign language in the 

Course of Study has been a required school subject for senior high schools since 1989, 

and in 1999 it was made compulsory for junior high schools. English has been offered as 

the only foreign language in most high schools and English has been the de facto 

language (Oda, 2019). 

Below, I review the past and present versions of the Course of Study, and briefly 

describe the next Course of Study as well as action plans announced by MEXT. First, I 

review 1989 Course of Study and the 1999 Course of Study. I then describe the 2003 

Five-Year Action Plan, followed by a review of the 2009 Course of Study and the policy 

of teaching English classes in English in that document. Following that, I discuss five 

proposals for English education reforms published in 2014, a plan to reform English 

entrance examinations, and the recent suspension of that plan. The 2018 Course of Study, 

which will be enacted in the 2022 academic year, is also discussed. Finally, I summarize 

the MEXT Course of Study from past to present. 
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The 1989 Course of Study 

In the 1978 Course of Study (NIER, n.d), one goal was to improve students’ basic 

ability to listen to, speak, read, and write English and to cultivate positive attitudes to 

understand and express ideas in English. Including the idea of cultivating students’ 

communicative ability, which was a major goal in the 1989 Course of Study, marked a 

significant change in English education (MEXT, 1989). The overall goal of the 1989 

Course of Study was for students to understand a foreign language, cultivate their ability 

to express themselves in that language, have a positive attitude to communicate in the 

language, promote the understanding of languages and cultures, and deepen international 

understanding (MEXT, 1989). 

The emphasis on students’ acquisition of communicative skills in the 1989 Course 

of Study was an attempt by MEXT to change from the widespread use of the grammar-

translation method to communicative methods. The grammar-translation method, which 

is focused on having students learn grammar rules and translate sentences by applying 

those rules (Brown, 2001), has been the prevalent pedagogical approach in Japan since 

the Meiji era (Underwood & Glasgow, 2019). 

With the emphasis on students’ acquisition of communicative skills in the 1989 

Course of Study, English became required in senior high schools (Underwood & 

Glasgow, 2019). Table 1 shows seven courses offered in senior high schools from 1994: 

English I, English II, Oral Communication A, Oral Communication B, Oral 

Communication C, Reading, and Writing. The goals of the required English I course were 

for students to understand the intentions of speakers and writers, cultivate the basic 
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ability to express ideas in English, and nurture a positive attitude to communicate. The 

objective of English II was to develop the ability to express ideas in English, while the 

goal of Oral Communication A was to cultivate students’ ability to talk about their ideas 

in English and to foster a positive attitude to communicate verbally with other people in 

everyday contexts. The goals of Oral Communication B were to cultivate students’ ability 

to comprehend speakers’ intentions and nurture an attitude to communicate actively. The 

goal of Oral Communication C was to cultivate students’ ability to organize and present 

ideas, discuss ideas with others, and communicate actively. 

 

Table 1. The English Courses in the 1989 Course of Study for Senior High School 

Subject Skills Focus 

English I * Four skills Understand a speaker’s and 
writer’s intentions and express 
opinions. 

 
English II  Four skills Understand a speaker’s and 

writer’s intentions and express 
opinions. 

 
Oral Communication A Speaking and listening Engage in daily conversation 

 
Oral Communication B Speaking and listening Understand a speaker’s intentions 

 
Oral Communication C Speaking and listening Engage in public speaking and 

discussions 
 

Reading Reading Understand a writer’s intentions 
 

Writing Writing Write about themselves 
Note. * indicates a required course. 

 

The Oral Communication classes were meant to cultivate students’ communication 

ability focusing on listening and speaking, improve their ability to comprehend writers’ 

intentions, develop a positive attitude to understand English, write ideas accurately, and 
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nurture a positive attitude to express ideas in English. Improving students’ proficiency in 

the four main skills of English—listening, speaking, reading, and writing—was the goal 

of both of the 1978 Course of Study and the 1989 Course of Study. 

 

The 1999 Course of Study 

The 1999 Course of Study (MEXT, 1999a) was enacted in senior high schools in 

2003 and was the official policy until March 31, 2013. The overall goals of the 1999 

Course of Study were to deepen students’ understanding of languages and cultures 

through the study of foreign languages, cultivate an attitude to communicate positively, 

foster practical communication ability in terms of understanding information and other 

people’s intentions, and express opinions (MEXT, 1999b). To cultivate an attitude to 

communicate positively was a core goal in both the 1989 and 1999 Course of Study; 

however, further emphasis on acquiring communicative ability in English was part of the 

1999 plan, and one objective was to foster practical communication ability, which was 

not in the 1989 Course of Study. 

Six English subjects were included in the 1999 Course of Study: Oral 

Communication I, Oral Communication II, English I, English II, Reading, and Writing 

(See Table 2). The overall goal of Oral Communication I, which was a required subject, 

was to develop students’ basic abilities to understand and convey information and ideas 

by listening to or speaking English, and to foster a positive attitude toward 

communication through dealing with everyday topics. The goal of Communication II was 

to develop the ability to organize information and ideas and present and discuss them in 
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English and foster an attitude to communicate actively (MEXT, 1999b). In English I, 

another required course, the goal was to develop students’ ability to understand listening 

and reading texts, convey information through speaking and writing, and foster a positive 

attitude toward communication (MEXT, 1999b). 

 

Table 2. The English Courses in the 1999 Course of Study for Senior High School 

Subject Skills Focus 

Oral Communication I* Speaking and 

listening 

• Listen to and speak about daily 

activities 

• Understand and convey 

information and ideas 

 

Oral Communication II 

 

Speaking and 

listening  

 

• Make a presentation and discuss 

information and ideas about 

various topics 

 

English I* Four skills • Listen to and read about daily topics 

and speak and write information 

and opinions 

 

English II Four skills • Listen to and read about daily topics 

and speak and write information 

and opinions 

 

Reading  Reading  • Understand information and 

intentions of writers by reading 

English 

 

Writing  Writing • Write information and ideas 

depending on the situation and 

purpose 

Note. * indicates a required course. 

 

The goal of English II was to further develop students’ ability to understand oral 

input on a variety of topics, speak and write about ideas in English, and cultivate an 

attitude to communicate actively. The goal of the Reading course was to further improve 
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the students’ ability to understand information and writers’ intentions and develop the 

attitude to communicate actively by utilizing this ability. The goal of the Writing course 

was to further develop students’ ability to write ideas in English according to scenes and 

purposes and develop an attitude to communicate actively by utilizing this ability. 

Cultivating students’ communication ability was further emphasized in the 1999 Course 

of Study and in the 1999 Course of Study, the objective of fostering a positive attitude 

toward communication was emphasized in all six subjects. 

Furthermore, the following communicative activities involving receiving and 

producing information and ideas were listed: (a) listen to English, understand the 

contents, and respond appropriately depending on the situation and purpose of the 

communication; (b) ask and answer questions; (c) convey information and ideas 

appropriately depending on the situation and purpose of the communication; (d) 

summarize and present information that has been heard or read, and; (e) present original 

ideas and understand what others present. The above communication activities were not 

provided in the 1989 Course of Study; thus, an increasing focus was placed on cultivating 

students’ communicative abilities. Although communicative language teaching (CLT) 

was not explicitly mentioned, the above activities can be considered CLT activities; 

therefore, the importance of CLT was implied in the 1999 Course of Study. 

 

The 2003 Five-Year Action Plan 

In 2003, reflecting rapid globalization and the importance of learning English as an 

international tool in the globalized society, MEXT (2003) proposed a five-year action 
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plan titled To cultivate Japanese with English ability (hereafter the Action Plan). 

According to MEXT (2003), the rapid pace of globalization in many fields such as 

economics and sociology has made information and capital move across borders. This 

movement has deepened dependence on other countries. Under the current status of 

globalization, English has taken a central role as an international language that bridges 

people with different mother tongues. However, many Japanese cannot speak English 

well, and this limitation restricts exchanges with foreigners (MEXT, 2003). The Action 

Plan was proposed to cultivate Japanese people’s English communication skills, an 

achievement that had not been accomplished through revisions of the Course of Study. 

The English skills required in the proposals were for all Japanese citizens, including 

junior and senior high school students, university students, and business people. The 

specific goals were as follows. 

• English ability is required for all Japanese: If you graduate from a junior and 

senior high school, you can communicate in English. For junior high school 

graduates, the expected practical English proficiency is Level 3 on the STEP 

(Eiken) test and for senior high school graduates, the expected practical English 

proficiency is Level Pre 2 or Level 2 on the STEP (Eiken) test. 

• English ability is required for business people who work internationally: After 

graduating from college, you can use English at work. 

The following seven proposals the Action Plan were to be achieved over a five-year 

period (2003-2008): 
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• Improve English classes by increasing students’ use of English and conducting 

most English classes in English; 

• Improve the teaching ability of English teachers and upgrade the teaching 

system by having a native English teacher in a class once a week and utilizing 

local residents who can speak English fluently; 

• Improve students’ motivation for learning English; 

• Improve the evaluation system for selecting senior high school and university 

applicants; 

• Provide support for English conversation activities in elementary schools; 

• Improve Japanese language abilities; 

• Promote practical research. 

The seven proposals were based on the assumption that revisions to the Course of Study 

focusing on basic English communication skills were insufficient and would not lead to 

improvements in students’ English proficiency. One noteworthy point was that in the first 

proposal, most English classes were to be conducted in English and activities in which 

students communicate in English should be implemented (MEXT, 2003). This position 

reflects the importance of focusing more on CLT, one of whose characteristics is that 

language teaching is based on a view of language as communication (Berns, 1990). 

 

The 2009 Course of Study 

The present Course of Study (MEXT, 2009a) was implemented in senior high 

schools in 2013. Its overall goal is “to develop students’ communication abilities such as 
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accurately understanding and appropriately conveying information, ideas, etc., deepening 

their understanding of language and culture, and fostering a positive attitude toward 

communication through foreign languages” (MEXT, 2009b, p. 1). This Course of Study 

again emphasized the cultivation of communicative ability and to do so, the following 

three pillars were proposed: (a) deepen students’ understanding of languages and 

cultures, (b) foster a positive attitude to communicate in foreign languages, and (c) 

develop abilities such as accurately understanding and appropriately conveying 

information and ideas (MEXT, 2010). Table 3 shows the subjects, skills, and goals and 

focuses presented in the 2009 Course of Study. 

 

Table 3. The English Courses in the 2009 Course of Study for Senior High School 

Subject Goals and focuses 

Basic 

Communication 

English 

Goals: Develop students’ basic listening, speaking, reading and writing 

abilities, while fostering a positive attitude toward communication through 

the English language 

 

Communication 

English I* 

Goals: Develop students’ basic abilities such as accurately understanding 

and appropriately conveying information and ideas, while fostering a 

positive attitude toward communication through the English language. 

• Listening and understanding information and ideas, and understanding an 
overview and main ideas. 

• Reading explanations and stories, understanding information, ideas, an 
overview and main ideas and reading aloud to have a listener 
understand. 

• Talking about and exchanging opinions about information and ideas 
based on listening and reading texts and what has been learned and 
experienced. 

• Writing concisely about information and ideas based on listening and 
reading and what has been learned and experienced. 

 
Communication 

English II 

 

Goals: Further develop students’ abilities such as accurately understanding 

and appropriately conveying information and ideas while fostering a 

positive attitude toward communication in English. 

• Listening to reports, dialogues, or debates, and understanding 

information, ideas, overviews and main ideas. 

Table 3 (continues). 
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Table 3 (continued). 

 • Reading fast or thoroughly in different genres and reading aloud or 
reciting to have a listener understand. 

• Concluding through discussions based on what students heard and read 
and what they learned and experienced. 

• Writing about information and ideas based on listening to and reading 
texts and what has been learned and experienced in an organized 
manner. 

 

English 

Expression I* 

 

Goals: Develop students’ abilities to evaluate facts and opinions from 

multiple perspectives and communicate through reasoning and a range of 

expression, while fostering a positive attitude toward communication 

through the English language. 

• Speaking promptly about given topics. 

• Writing concisely depending on readers and purposes. 

• Organizing and presenting information and ideas based on listening to 

and reading texts, what has been learned and experienced. 

 

English 

Expression II 

Goals: Further develop students’ abilities to evaluate facts and opinions 

from multiple perspectives and communicate through reasoning and a 

range of expression, while fostering a positive attitude toward 

communication through the English language. 

• Speaking promptly about given topics and speaking logically. 

• Writing in various genres. 

• The same as above (3) in English Expression I + asking questions. 

• Expressing opinions and making an opinion to persuade. 

 

English 

Conversation 

Goals: Develop students’ abilities to hold conversations on everyday topics, 

while fostering a positive attitude toward communication through the 

English language. 

• Listening to and understanding the other speaker’s talk and responding 

appropriately depending on different scenes and purposes. 

• Asking and answering questions about interests. 

• Conveying information and ideas appropriately depending on different. 

scenes and purposes based on listening to and reading texts, and what 

has been and experienced. 

• Making a conversation using basic essential expressions to live abroad. 

Note. * indicates a compulsory subject; Goals are taken directly from the official abridged 

translation of the Course of Study 2009 (MEXT, 2009); Focuses indicated by bullet points 

represent my summary of the curriculum content. 

 

The courses in the 2009 Course of Study were Basic Communication English, 

Communication English I, Communication English II, Communication English III, 

English Expression I, and English Expression II. These courses were offered in place of 
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English 1, English 2, Oral Communication 1, Oral Communication 2, and Reading and 

Writing in the 1998 Course of Study. One new characteristic of the 2009 Course of Study 

is that it stated that English classes are to be conducted in English. In the 1999 Course of 

Study, Reading and Writing, were also excluded and the four skills of listening, reading, 

speaking, and writing were integrated in each subject in the 2009 Course of Study. 

A greater use of English as a medium of instruction in English classes was 

recommended as part of the new curriculum. MEXT (2009b) stated, “classes, in 

principle, should be conducted in English in order to enhance the opportunities for 

students to be exposed to English, transforming classes into real communication scenes” 

(p. 7). The guidelines (MEXT, 2010) also stated that language activities should be 

conducted in English in all courses, which is shown in Table 4. 

 

Table 4. Descriptions of English Use in the 2009 Course of Study 

Subject Description of English Use 

Basic Communication 

English  

 

 

 

 

Communication English I, 

II, and III, English 

Expression I, II, and English 

Conversation 

 

“Based on 1, Objective, appropriate language 

activities should be conducted in English, with the 

reference to the language activities stated in *Chapter 

2, Section 9, II.2. (1) of the Course of Study for Lower 

Secondary Study.” 

 

“The following language activities, designed for 

specific language-use situations in order to encourage 

students to apply their abilities to understand and 

convey information, ideas, etc., should be conducted 

in English.” 

Note. *In Chapter 2, Section 9, II.2. (1) in the Course of Study for Lower Secondary Study, 

detailed listening, speaking, reading, and writing activities to promote practical communication 

abilities of understanding and expressing in English are presented. 

 

The phrase “classes, in principle, should be conducted in English” means that 

communicative language activities should be the center of classes and that students and 
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teachers should use as much English as possible in English classes (MEXT, 2009b). 

However, the guidelines also allow for the judicious use of Japanese. Japanese can be 

used to explain grammar as long as listening, speaking, reading, and writing activities 

that promote practical communication abilities are at the center of the classes; thus, the 

policy does not mean that classes must be conducted only in English (MEXT, 2010). The 

focus of each English course is to offer students opportunities to be exposed to English 

and to communicate in English, not to produce translations or focus on grammar as the 

center of course (MEXT, 2010). 

Regarding the policy that English classes should be conducted in English in the 

2009 Course of Study, Kanatani (2012) listed four reasons why English classes cannot be 

conducted entirely in English. The first reason is a gap between the difficulty of English 

textbooks and students’ English proficiency. If the level of the English textbooks is too 

high, teachers must spend class time explaining the contents and students have little time 

to use English. The second reason is that the quality and quantity of pre-service and in-

service teacher training is insufficient; thus, many Japanese English teachers are poorly 

trained in the use of communicative tasks. The third problem lies in the difficulty in 

reaching a consensus about classroom practice. Some teachers hope to change traditional 

classroom practice and increase the number of activities in which English is used, but 

they cannot gain approval from colleagues, and in the context of Japan, that makes it 

difficult for them to make the change. The fourth reason is that classroom practice cannot 

change without changing the English sections on the university entrance examinations. 
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However, there is a response to each of these reasons. First, it is possible for 

teachers to make some explanations in simplified English, an approach that would 

increase students’ exposure to aural English. In addition, the gap between textbook 

difficulty and students’ English proficiency can be addressed with pre-activities and other 

types of scaffolding. Third, pre-service and particularly in-service teacher training can be 

improved so that current teachers have training in using communicative tasks. Teachers 

can be also encouraged to increase their use of communicative activities, even if they do 

so gradually. Finally, the focus of English courses should be to support the learners’ 

attempts to acquire English, not to prepare for university entrance examinations. 

In both the 1999 Course of Study and the 2009 Course of Study, the main goal was 

to cultivate students’ English communication skills. The primary difference was that in 

the 2009 Course of Study, the policy of conducting English classes in English was 

included for the first time in order to cultivate students’ communication skills in English 

and create an environment in which students can be exposed to larger amounts of 

English; thus, more importance was placed on communicative language teaching in the 

2009 Course of Study. 

 

Five Proposals for English Education Reforms in 2014 

MEXT announced five proposals to improve English education based on the 

implementation plan of English education reform discussed in nine meetings attended by 

advisory experts (MEXT, 2014b). These proposals were made based on an increasing 
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need to improve English education, given that English is an international language 

needed to ensure progress toward globalization. A summary of the five proposals are: 

1. Improvement of educational goals and contents as outlined by the Japanese 

government: In the Course of Study, consistent educational objectives are 

indicated in terms of connecting learning in elementary, junior high, and senior 

high school in terms of what students will be able to do using English. When 

students graduate from senior high school, they will have acquired the ability 

to use the four skills of English (listening, reading, speaking, writing) actively 

throughout their lifetime. 

2. Improvement of teaching and evaluation methods: Based on the Course of 

Study, each school will improve teaching methods and evaluation by setting 

learning goals by asking “What can you do with English?” in terms of the four 

skills. In principle, English classes are to be conducted in English in junior and 

senior high school while taking students’ comprehension into consideration. 

3. Improvement of the evaluation of English proficiency in senior high school and 

university and the methods of selecting university entrants: Investigate and 

analyze students’ English proficiency and their learning context and use the 

results to improve teachers’ instruction and student’s English proficiency. In 

selecting university entrants, the four skills of English communication ability 

need to be evaluated. 

4. Improvement of textbooks and teaching materials: In teaching English as a 

subject at elementary schools, materials including ICT (Information and 
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Communication Technology) with high learning effects must be developed, 

examined, and utilized. Criteria for selecting textbooks for cultivating students’ 

abilities to think, judge, and express themselves must be reviewed. Introducing 

digital textbooks and materials including audio and video must be considered. 

5. Improvement of teaching management systems at schools: Training for in-

service teachers to improve their English proficiency and teaching ability and 

improving workshops and training curricula for in-service teachers need to be 

considered. 

In the 1999 Course of Study, classes are to be conducted in English in senior high 

schools; however, in the second of the five proposals shown above, the same policy is 

stated. Reflecting the second proposal, the new Course of Study for junior high schools, 

which was issued in 2017 and enacted in 2020, also includes the policy of conducting 

English classes in English (MEXT, 2017b). 

 

A Plan to Reform University Entrance Examinations and Its Suspension 

National Center Test scores reported by the National Center for University 

Entrance Examinations (hereafter NCUEE) were widely used until 2020 by senior high 

school students when applying to public and private universities. In 2018, 546,712 

examinees took the NCUEE English examination and 82 national universities, 89 public 

universities, 526 private universities used the National Center Test for selecting entrants 

(NCUEE, 2018b). Reflecting MEXT’s 2003 five-year action plan titled To Cultivate 

Japanese with English Ability, which stressed the need to cultivate English proficiency 
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among Japanese, the English Test of the National Center Test was revised in 2006 by 

adding a listening section. However, the listening section made up only 20% of the total 

score; thus, the focus remained on the reading section. The main part of the reading 

section was composed of questions concerning vocabulary, grammar, word-order, and 

reading comprehension, which do not reflect the main goal of the past Course of Study to 

cultivate high school students’ communicative abilities. 

One of the 2014 proposals was to improve the evaluation systems used to assess 

students’ acquisition of the four skills and the methods used to select university entrants. 

It has often been claimed that the current state of university entrance examinations has 

hindered senior high school teachers from adopting CLT (Nishino, 2008; O’Donnell, 

2005; Taguchi, 2005). The National Center Test was replaced by the Common Test for 

University Admissions in 2021 and the English Test has been changed since 2021 

(NCUEE, 2020). Full scores of both the reading and listening section in the English Test 

are worth 100 points each; though there are no plans to add a speaking section to the 

English Test of the Common Test for University Admission, listening skills have become 

more important on this test than on the National Center Test. 

The university entrance examination system was scheduled to change from 2020 

with the introduction of externally available four-skill English tests (MEXT, 2017a). 

These tests were selected in terms of how well they provide a well-balanced evaluation of 

the four skills, their consistency with the Course of Study, and their correspondence to 

the Common European Framework of Reference for Languages (Council of Europe, 

2001, hereafter CEFR) (MEXT, 2017a). The CEFR framework can be used for 



 41 

syllabuses, curriculum guidelines, examinations, and textbooks designed for basic users 

(Level A1) to highly proficient users of the foreign language (Level C2) (Council of 

Europe, 2001). The plan was for the CEFR levels to be used with the results of each test. 

In 2018, the NCUEE accredited Cambridge English, EIKEN Tests, GTEC CBT, IELTS, 

TEAP, TEAP CBT, TOEFL iBT, and TOEIC L&R / TOEIC S&W as 4 skill-English 

tests (NCUEE, 2018a). 

However, in 2019, the Minister of MEXT (MEXT, 2019b) announced the 

suspension of the introduction of the four-skill English tests in 2020 to ensure equal 

opportunities for students with different economic status or domicile. Entrance 

examination system reforms and the introduction of four-skill English tests were 

expected to bring about changes in classroom practice and senior high school teachers’ 

use of English in the classroom. Thus, the suspension might lead teachers to continue 

ignoring the development of students’ speaking skills because speaking is not currently 

assessed by university entrance examinations. 

 

The 2018 Course of Study 

The 2018 Course of Study will be implemented in senior high schools in 2022. Its 

overall objective is to foster the ability to understand information and ideas accurately 

and express and convey information appropriately by engaging in listening, reading, 

speaking, writing, and integrated language activities. The following is a summary of three 

general goals set by MEXT (2018a):  
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1. To deepen the understanding of foreign language pronunciation, vocabulary, 

expression, grammar, and language’s functions and to acquire skills to use the 

knowledge in real communication of listening, reading, speaking, and writing 

appropriately according to purposes, scenes, and situations. (p. 15) 

2. To cultivate skills to be able to understand, express, and convey summary, 

outline, and details of information and ideas and writers’ or speakers’ intentions 

accurately about daily and social topics depending on purposes, scenes, and 

situations. (p. 15) 

3. To develop an attitude to deepen the understanding of the culture behind foreign 

languages and to communicate using foreign languages subjectively and 

autonomously while considering listeners, readers, speakers, and writers. (p. 17) 

The new courses in the 2018 Course of Study are English Communication, English 

Communication I, English Communication II, English Communication III, Logic and 

Expression I, Logic and Expression II, and Logic and Expression III. The Logic and 

Expression courses are offered in place of English Expression I and English Expression 

II. The 2018 Course of Study was influenced by CEFR (Council of Europe, 2001). For 

example, the objectives of English Communication I are to cultivate the skills mentioned 

in (1) and (2) above and to develop students’ desire to deepen their understanding of the 

foreign language culture and to use foreign languages in the domains of listening, 

reading, speaking [interaction], speaking [presentation], and writing. 

Regarding the policy of conducting English classes in English, the same statement 

from the 2009 Course of Study stated, “classes, in principle, should be conducted in 
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English in order to enhance the opportunities for students to be exposed to English, 

transforming classes into real communication scenes” (MEXT, 2018a, p. 240). In 

addition, MEXT also stated that teachers should use English according to the degree of 

the students’ understanding (MEXT, 2018a). 

One significant difference between the 2009 Course of Study and the 2018 Course 

of Study is that the latter has been influenced by CEFR and has used the five CEFR 

domain descriptors as a reference for establishing goals. However, the focus on 

cultivating students’ English communication skills is the same in the 2009 and 2018 

Courses of Study and the policy of conducting English classes in English has been 

retained in the 2018 Course of Study. 

 

Summary of the MEXT Course of Study from Past to Present 

The Course of Study enacted by MEXT is an important guideline in shaping 

English education in Japan. Since the 1989 Course of Study, the primary goal has been 

for students to acquire communicative skills; however, it has been claimed that 

communicative language teaching for senior high school students to acquire 

communicative skills has not been implemented (Nishino, 2008, 2011; Taguchi 2005; 

Underwood, 2017). Several measures have been taken to deal with the problem of 

students not improving their English communicative skills. One measure was the 

inclusion of the listening section in the English section of the National Center Test in 

2006, which had previously been composed of only a reading section. A second measure 

was the inclusion of the policy of conducting English classes in English in the 2009 
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Course of Study; however, the policy has not been fully implemented by senior high 

school teachers for several reasons, including the presence of university entrance 

examinations. To address this problem, the university entrance examinations were to be 

changed by introducing four-skill English tests administered by external institutions from 

2020 and abolishing the English test of the National Center Test after the 2023 academic 

year. The new 2018 Course of Study will be enacted in 2022. The main goal of the new 

Course of Study is to cultivate students’ communicative skills. Under the present 

situation, it is important to investigate why students’ communicative skills have not 

improved and the degree to which the policy of conducting English classes in English 

stated in the 2009 Course of Study has been implemented. Exploring teachers’ cognition 

and classroom practice is important for the successful implementation of CLT and the 

policy of conducting English classes in English. 

 

Borg’s Teacher Cognition Frameworks and its Application for this Study 

Curricular implementation and teachers’ classroom practice can be influenced by 

teachers’ cognition and factors such as their educational experience as learners, 

professional coursework such as in-service and pre-service training, and contextual 

factors. This complexity is explained by Borg’s 2003 and 2006 frameworks, which were 

used to explain the relationship among senior high school teachers’ beliefs, practices, and 

socio-educational factors regarding CLT in Nishino’s 2009 and 2012a studies, senior 

high school teachers’ perceptions of CLT in Nishino’s 2011 study, and Japanese 

teachers’ foreign language anxiety in relation to their teaching practices and beliefs in 
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Suzuki and Roger’s 2014 study. In the next section, I review studies using Borg’s 

frameworks and present the application of Borg’s framework in this study. 

 

Research Based on Borg’s Frameworks 

Nishino (2011) administered a questionnaire to 139 senior high school teachers to 

investigate how they regarded CLT and conducted communicative language teaching. 

She used Borg’s (2009) revised framework of language teachers’ cognition to produce 

questionnaire items. The results showed that many teachers were in favor of CLT and 

they hoped to conduct communicative lessons. Regarding points of improvement to 

conduct CLT, 20 out of 75 teachers who answered favorably regarding CLT stated that 

large class sizes make it difficult to implement CLT, ten teachers chose entrance 

examinations, six chose the surrounding educational environment, and two chose teacher 

training. Only one teacher chose English proficiency as a point to be improved. Less than 

1% of the teachers participated in teacher-led research groups. 

Another investigation of the relationship among senior high school teachers’ 

beliefs, their practices, and socio-educational factors regarding CLT by Nishino (2009, 

2012a) was based on the Teacher Cognition framework (Borg, 2003). The path model 

analysis showed that the teachers’ CLT beliefs did not have a direct effect on classroom 

practice. Teachers’ CLT self-efficacy had a weak, but direct effect on classroom practice. 

In order to better understand the results of the path model, interviews and observations 

were conducted. The interviews showed that the students’ conditions affected the 

teachers’ classroom practice. For example, one teacher indicated that he introduced 
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difficult activities first such as debates, essay writing, and group writing project in his 

first year at the new school, but after a few years, his teaching approach changed as he 

took his students’ English proficiency into consideration. One teacher’s experience 

studying English in a university’s English-Speaking Society (ESS) club and another 

teacher’s experience of studying abroad for one year enabled them to incorporate 

communicative activities to some extent. The interview data also revealed that entrance 

examinations affected the two teachers’ cognition and classroom practice, as they 

believed that preparing students for entrance examinations was important. This 

understanding was reflected in their classroom practice in which they focused on teaching 

grammar and reading comprehension. 

Using Borg’s (2006) framework, Suzuki and Roger (2014) investigated Japanese 

teachers’ foreign language anxiety in relation to their teaching practices and beliefs. The 

researchers interviewed four Japanese senior high school teachers on Skype and collected 

a written questionnaire from 11 Japanese senior high school teachers. They reported that 

English was used less than 10% of the time in 58.0% of the classes. The results also 

demonstrated that 13 out of 15 teachers experienced anxiety. For example, the teachers 

felt pressured not make mistakes in front of their students and they lacked confidence in 

their English proficiency. The teachers were also concerned about their students’ low 

English proficiency, and their perceived inability to deal with communicative tasks in 

English classes in English. Finally, the teachers were concerned with the presence of 

returnees who might threaten their status and their students’ preference for studying 

English for entrance examinations. 
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The Application of Borg’s Framework in this Study 

Previous studies by Nishino (2009, 2011, 2012a) and Suzuki and Roger (2014) 

have shown that Borg’s frameworks enable the complex nature of teachers’ cognition to 

be investigated. In this study, I use the Borg’s 2006 framework of the elements and 

process in language teacher cognition because my previous studies (2015, 2016) showed 

that contextual factors such as students’ English proficiency and the presence of entrance 

examinations affected and constrained teachers’ classroom practice and led to changes in 

their classroom practice. 

Although contextual factors form one broad category in Borg’s 2006 framework, I 

have adapted it and added three sub-categories of contextual factors: internal factors in 

the class, internal factors in the school, and external factors as shown in Figure 3. 

 

Figure 3. Adaptation of Borg’s (2006) Framework 
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The adaptation is based on Saito’s studies (2015, 2016) , which reported that 

multiple types of contextual factors exist; internal factors in classes such as students’ 

English proficiency, internal factors in schools such as the English policy adopted by the 

high school and other teachers’ cognition of the policy of conducting English classes in 

English, and external factors such as the MEXT Course of Study. These different 

contextual factors need to be distinguished from one another and investigated separately. 

Thus, I needed to adapt Borg’s 2006 framework in this study. 

Based on the adaptation of Borg’s (2006) framework, I review past research in 

terms of educational background, professional coursework, internal factors in the class, 

internal factors in the school, and external factors. I also review teachers’ cognition on 

teaching English in English, and classroom practice. Finally, I summarize factors 

affecting teachers’ cognition and classroom practice. 

 

Factors Affecting Teachers’ Cognition and Classroom Practice 

Although it has been more than 20 years since the use of CLT was advocated in the 

previous Course of Study, factors that prevent teachers from conducting CLT continue to 

exist. Nishino and Watanabe (2008) mentioned four reasons why senior high school 

teachers have difficulty implementing CLT. First, many teachers major in English 

literature and have no training in conducting communicative activities. Second, most 

teachers’ English proficiency is not high. Third, because of their relatively low English 

proficiency, they are afraid of making mistakes. Fourth, some teachers believe that for 

students to pass entrance examinations, detailed grammatical knowledge and intensive 
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reading skills are needed. They also indicated that senior high school students have few 

chances to use English outside of class, are accustomed to teacher-centered classes 

without communicative activities, and they focus primarily on improving reading 

comprehension. The same reasons why CLT has not been fully implemented can be 

applied to the reasons why the policy of conducting English classes in English has not 

been implemented. Past studies have shown that senior high school teachers do not fully 

implement the policy because of their concern about their low English proficiency 

(Glasgow, 2014, 2018), low accuracy in their spoken English (Suzuki & Roger, 2014), 

students’ low English proficiency and anxiety toward the use of English (Glasgow, 

2018), the presence of university entrance examinations focusing on assessing test-takers’ 

grammatical competence (Glasgow & Paller, 2016), and some senior high school 

teachers’ indifference to the policy itself (Glasgow, 2018). Another possible reason is the 

prevalence of the grammar-translation method, which focuses on the instruction of 

detailed grammar rules and the comprehension of difficult texts (Brown, 2001). 

Using an adaption of Borg’s 2006 framework shown in Figure 3, I organize the 

review in terms of (a) educational background (junior high school, high school, and 

university), (b) professional coursework (university teacher training courses, pre-service 

training, teaching practicum, in-service training, TESOL courses, and classroom 

observations), (c) contextual factors (internal factors within classes, internal factors 

within schools, external factors) (d) teachers’ cognition of teaching English in English, 

and (e) classroom practice.  
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Educational Background 

How teachers have learned English can affect their cognition and classroom 

practice. The results of a study of senior high school teachers’ beliefs, practices, 

interactions, and relationship between their beliefs and practice by Sato and Kleinsasser 

(2004) indicated that how the teachers learned English affected how they conducted 

English classes. The researchers interviewed 15 Japanese teachers and four native 

English teachers and conducted classroom observations of the 12 teachers and the four 

native English teachers. In the interview, one participant said, “After all, the way I teach 

is based on how I learned English in classes” (p. 802). Another participant stated that he 

was influenced by his junior high school teacher who was a wonderful teacher and he 

imitated that teacher’s teaching style. Another teacher mentioned that he used activities 

such as listening to songs that he learned from his senior high school teacher. As the 

researchers indicated, personal experience learning English influences senior high school 

teachers’ instructional approach and classroom practice. 

Nishimuro and Borg (2013) investigated three Japanese high school teachers 

through interviews and classroom observations. The results showed that the participants 

believed that students should learn grammar before they use English. Their belief was 

reflected in their classroom practice, as they spent much time teaching grammar in 

Japanese. The researchers reported that one contributing factor for their focus on 

grammar was attributed to their English learning history as students, which was similar to 

their classroom practice. 



 51 

Another example of the influence of teachers’ learning experience as students is the 

influence of learning English through the yakudoku-method (yaku means translation and 

doku means reading). According to Gorsuch (1998), the main focus of yakudoku is to 

translate a foreign language text into Japanese while grammar instruction is the secondary 

focus. There are three steps in yakudoku: translating an English text word-by-word, 

reordering the translation to match Japanese syntax, and then making fine adjustments to 

produce natural-sounding Japanese (Hino, 1998). In Nishino’s (2009) investigation of the 

relationship among senior high school teachers’ beliefs, practices, and socio-educational 

factors regarding CLT, the interview results with four senior high school teachers showed 

that their experience learning English through the yakudoku method in secondary school 

influenced them and they used the yakudoku method initially and later changed their 

teaching styles by learning from their colleagues, books, and workshops. 

How teachers learn English affects how they perceive the policy of conducting 

English classes in English (Nagamine, 2013). Nagamine explored senior high school 

teachers’ perceptions of the policy through conducting semi-structured interviews with 

one male pre-service, one female pre-service, one male in-service, and one female in-

service teacher. The teachers’ lack of experience learning English taught in English 

affected their perceptions of the policy of conducting English classes in English. One 

participant indicated that she learned through the grammar-translation method in junior 

and senior high school, so it became the most familiar method to her. The study showed 

that how teachers learned English as students affected not only what they teach but also 

how they perceive the policy of conducting English classes in English. 
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How teachers learned English as students can also affect teachers’ confidence in 

conducting English classes in English. Suzuki and Roger (2014) investigated Japanese 

teachers’ foreign language anxiety as it related to the policy of conducting English 

classes in English using Borg’s 2006 framework. Thirteen out of 15 teachers experienced 

foreign language anxiety attributed from their perceived lack of English proficiency and 

their perceptions of their students. The researchers claimed that one teacher’s belief of 

not wanting to feel ashamed by making a mistake in front of the students might have been 

influenced by participating in teacher-centered classrooms as a student. 

In addition, how senior high school teachers perceive the policy of conducting 

English classes in English can be affected differently by how they learned English as 

students (Saito, 2015). Japanese senior high school teachers’ perceptions regarding the 

policy of teaching English classes in English were investigated through interviews with 

three female Japanese teachers, one of whom was in her 20s, one was in her 30s, and one 

in her 50s, one year after the enactment of the 2009 Course of Study. The three teachers’ 

educational backgrounds affected their cognition and classroom practice. The youngest 

teacher’s experience studying English through the grammar-translation method in junior 

and senior high school and majoring in English literature at the university led her to have 

a negative view of the policy. In addition, she lacked confidence teaching in English; 

therefore, she was unwilling to teach in English before the enactment of the 2009 Course 

of Study. The teacher in her 30s studied English from a junior high school teacher who 

introduced communicative activities, which gave her a good impression of learning 

English through such activities. The teacher in her 50s had learned English through the 
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grammar-translation method at junior and senior high school; however, taking university 

classes conducted in English made her think that she would like to teach more in English. 

This study shows how experiences learning English as students affects how senior high 

school teachers perceive the policy of conducting English classes in English differently. 

Learning English communicatively as a student positively affects teachers’ 

perceptions and classroom practice while learning through the grammar-translation 

method affects their perceptions of CLT, the policy of conducting English classes in 

English, and their classroom practice negatively (Nagamine, 2013; Nishimuro & Borg, 

2013; Sato & Kleinsasser, 2004; Suzuki & Roger, 2014). Therefore, it is important to 

explore senior high school teachers’ experience of learning English as students. 

 

Professional Coursework 

How teachers perceive the policy of conducting English classes in English and how 

they conduct English classes can be influenced by pre-service university training and 

ongoing professional learning experiences after becoming teachers. Most Japanese junior 

and senior high school teachers have had few opportunities to study communicative 

approaches in pre-service education at colleges and universities (Takahashi, 2010), a 

situation that can result in senior high school teachers not adopting CLT. 

As part of their pre-service training, university students take a teaching practicum 

course for two to three weeks in the final year of their studies. Observing other teachers’ 

classes during the teaching practicum provides them with a limited opportunity to learn 

teaching methodology. For example, three participants in Saito’s (2015) study said that 
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the classes in their practicum were mainly conducted in Japanese with the grammar-

translation method. All three teachers stated that observing other teachers’ classes during 

the teaching practicum was not helpful in developing their teaching skills. The content 

and quality of teacher training is inconsistent, so it is difficult for teachers taking in-

service training to acquire pedagogical skills to teach following the Course of Study 

(Underwood & Glasgow, 2019). Regarding the policy of conducting English classes in 

English, survey results of teachers’ understanding about the Course of Study (Yoshida, 

Fujita, Mori, & Kano, 2017) have shown that English teachers in their 20s, who the 

researchers assumed are familiar with communicative lessons, conduct English classes in 

English less often than teachers who are in their 40s and 50s. The researchers noted that 

teachers who are in their 20s learn about English education in pre-service education, but 

they do not have chances to teach English in English in the teaching practicum, which 

leads to their not teaching English classes in English. 

Glasgow (2018) investigated senior high school teachers’ perceptions of their 

language choices and language use by administering a questionnaire to 40 Japanese 

senior high school teachers and conducting interviews with two Japanese teachers. The 

results confirmed the lack of teacher training related to teaching English classes in 

English. One teacher indicated that teachers do not have opportunities to learn how to 

teach English in English. In order for senior high school teachers to conduct English 

classes in English, teacher trainees should use as much English as possible during the 

teaching practicum period if they are to ultimately employ English in the classroom 
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(Takahashi, 2010); however, there has been little improvement in pre-service teacher 

training that helps teachers learn how to conduct English classes in English. 

After student trainees become English teachers, they continue to have professional 

learning opportunities such as observing other teachers’ classes. Classroom observations 

of other teachers’ classes can exert both positive and negative effects. One positive effect 

is that observers can learn how to teach and often develop their teaching styles following 

other teachers’ classroom practice (Sato & Kleinsasser, 2004). The interview data of 15 

Japanese and four native senior high school teachers in their study (Sato & Kleinsasser, 

2004) showed that observing other teachers’ classes was another way of learning how to 

teach in addition to their prior experience of learning English as students. However, 

observing other teachers can influence novice teachers negatively. For instance, the 

interview results also showed that classroom observations led novice teachers to use the 

grammar-translation method. 

Teachers can also participate in teacher training courses and workshops, which can 

affect their cognition and classroom practice. However, it is often difficult for senior high 

school teachers to take part in training courses and workshops because they are too busy 

to attend workshops (Sato & Kleinsasser, 2004). The claim that teachers’ lack of learning 

opportunities results from their being too busy is also supported by Underwood (2017), in 

which senior high school teachers’ perceptions of integrating grammar teaching with 

communicative approach and their classroom practice regarding the 2009 Course of 

Study were investigated through interviews with four senior high school teachers and 

classroom observations. One teacher said that too many administrative and 
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extracurricular duties made it impossible for her to change her grammar-focused 

instruction though she wanted to use a different approach. 

However, even when teachers can attend workshops and teacher-training courses, 

the training is not always helpful. Teachers sometimes stop participating in workshops 

because the knowledge they gain cannot be applied to their classroom teaching (Sato & 

Kleinsasser, 2004). On the contrary, Glasgow and Hale (2018) demonstrated that a 

tailored professional program can be beneficial. They administered an online 

questionnaire to investigate teachers’ views of three-day professional development 

seminars after the completion of the seminars. Five identical seminars were offered from 

2014 to 2016 by the researchers, who were working as teacher trainers at a Japanese 

campus of a university in the United States. The seminars, which were conducted entirely 

in English, included topics such as how to conduct classes in English. About 80% of the 

154 participants said that the seminars focusing on a balanced and practical approach to 

CLT in Japanese contexts using MEXT approved textbooks and including micro-teaching 

were useful. This study shows that offering opportunities for tailored professional 

programs conducted in English that can meet teachers’ needs and help them experience 

teaching and learning English in English is important. 

Attending professional programs offered in English can be beneficial for senior 

high school English teachers; therefore, participating in study abroad programs as a part 

of professional training can be another source of teachers’ professional learning. Cook 

(2009, 2010) conducted a mixed-method longitudinal case study of two Japanese junior 

high school teachers’ and three Japanese senior high school teachers’ application of what 
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they studied in a six-month study abroad program for teachers. In a six-month follow-up 

investigation, the junior high school teachers reported that they were applying what they 

had learned in the program in their Oral Communication courses, while the three senior 

high school teachers did so to a lesser degree. One of the three senior high school 

teachers reported that she had adopted few communicative activities. One year after 

completing the program, the other two high school teachers reported that they abandoned 

most of the communicative activities that they reported using in the six-month follow-up. 

For example, one teacher had reported that he introduced activities such as pre-reading, 

pre-writing, task-based learning, and pair work in the six-month follow-up; however, he 

reported in the one-year follow-up interview that he had abandoned all of them because 

of contextual factors such as university entrance examinations, MEXT-approved 

textbooks, and students’ negative attitudes to communicative activities in English. This 

study indicated that though taking part in study abroad programs is expected to help 

teachers introduce what they studied abroad in classrooms, what they studied abroad only 

had a short-term effect on their teaching because of contextual factors. 

Limited positive influence of professional study abroad programs on teachers’ 

classroom practice has been reported; however, teachers can have opportunities for 

professional development through online professional courses. Freeman (2017) 

investigated the effect of a self-access professional development course to teach English 

with an in-service cohort of 102 teachers from Hachioji city in Tokyo and a pre-service 

cohort of 51 students from two universities. First, the participants were asked to rate their 

confidence in conducting various classroom tasks in English. The course introduced 
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classroom English to carry out classroom tasks with various forms of practice including 

speech-recognition practice. In the speech recognition practice, the participants were able 

to rehearse oral language and receive automated feedback on their accuracy. After the 

course, the amount of time they spent on the course was analyzed. The results showed 

that in-service teachers spent 121 minutes on average on the speech-recognition 

activities, while the pre-service teachers spent 113 minutes. The results of a post-course 

survey indicated that most of the respondents in both groups were less inclined to use 

Japanese in the classroom and more willing to teach in English and 89% of the teachers 

from both cohorts stated that the program would be useful in the future. The results 

showed positive effects of the self-access professional teacher training course on 

teachers’ perceptions of English use in classrooms. 

Courses of Teaching English to Students of Other Languages (TESOL) can 

positively influence teachers. Regarding the effects of TESOL Masters’ programs, 

Nguyen (2017) investigated the beliefs and attitudes to “native-speakerness” of 

Vietnamese teachers who completed TESOL programs in 15 Master’s overseas programs 

and four Master’s programs in Vietnam where topics related to English as an 

International Language (ELI) had been incorporated in the courses and the teachers were 

exposed to readings and research about EIL. Survey results administered to 85 teachers 

showed that 92.2% supported the linguistic diversity of English and 73.4% disagreed that 

native English speaker teachers were better at teaching English than non-native speakers. 

The results indicated that teacher education in these TESOL programs strengthened the 

teachers’ beliefs about the linguistic diversity of English. After the survey, in-depth 
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interviews with 20 participants were conducted. One teacher who wanted to acquire an 

American accent came to value her own English pronunciation after reading articles 

about a nondiscriminatory view toward varieties of English. Although this study was 

designed to explore the effects of TESOL programs on Vietnamese teachers, the results 

showed that TESOL programs can affect teachers’ beliefs about being non-native 

teachers positively. 

In another case study, Baker (2014) showed that participating in TESOL courses 

can affect teachers’ cognition and classroom practice. The researcher investigated the 

complex connections between five English language teachers’ cognition and classroom 

practice regarding pronunciation instruction by interviewing five teachers with Master’s 

degrees in TESOL and observing each teacher’s classes four times in a North American 

intensive English teaching program. Three teachers had taken a course focused on 

pronunciation pedagogy, one teacher had completed a course in which speaking, 

listening, and pronunciation pedagogy were integrated, and the other teacher had not 

taken any course focusing on pronunciation pedagogy. The results showed that the three 

teachers who had completed the course devoted entirely to pronunciation pedagogy 

incorporated pronunciation instruction in their classes. In contrast, the teacher who had 

not taken a course focusing on pronunciation pedagogy believed that teaching 

pronunciation was boring. This finding indicates that what teachers study in TESOL 

courses can affect significantly their classroom practice. 

The positive influence of taking TESOL courses in Japan and Teaching English as 

a Foreign Language (TEFL) courses in the United States on Japanese senior high school 
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teachers’ perceptions of the policy of conducting English classes in English was reported 

by Saito (2017). Three senior high school teachers’ understanding of the policy of 

conducting English classes in English and their classroom practice were investigated 

through interviews and classroom observations in 2014, three years after the enactment of 

the 2009 Course of Study. The interview results and observations showed that although 

the three teachers had studied English through the grammar-translation method in senior 

high school, all of them were in favor of the policy of conducting English classes in 

English and they did not adopt the grammar-translation method in their classrooms. 

However, all three teachers had professional learning experience after they became 

teachers and one teacher’s experience in a TEFL course in the United States and two 

teachers’ experience in a TESOL Master’s course in Japan helped them hold positive 

views of the policy of conducting English classes in English. The results showed that 

their professional learning experience in TESOL and TEFL courses affected their 

perceptions of the policy and classroom practice positively. 

Teachers can continue to learn by teaching at different schools. In Nishino’s (2009) 

investigation of senior high school teachers’ beliefs about CLT and their classroom 

practice, one teacher interviewee said that she was using the yakudoku method at the first 

school because it was the only method she knew at that time. However, she started 

thinking that she should teach in English after moving to the second school where oral 

communication classes were taught in English; as a result, she tried not to use Japanese at 

the school.  
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As previous research has shown, teachers can have various professional learning 

experiences that can exert positive and negative effects on them. Saito (2015) showed 

that university teacher-training courses and observing teachers’ classes in a teaching 

practicum as a part of pre-service training in which the grammar-translation method was 

used did not positively influence their use of classroom English. A lack of pre-service 

training might be another reason why even young teachers fail to teach classes in English 

(Yoshida, Fujita, Mori, & Kano, 2017). Observing other teachers can have both positive 

and negative influences on teachers’ classroom practice (Sato & Kleinsasser, 2004) and 

observing the classes of other teachers teaching in English and participating in study 

groups allowed the teachers to learn how other teachers conduct classes in English and 

how and when they use English and Japanese (Saito, 2015). Past studies have indicated 

that teachers have various opportunities to improve themselves professionally such as 

taking part in professional study abroad programs (Cook, 2009, 2010), online 

professional development courses (Freeman, 2017), and TESOL courses (Baker, 2014; 

Saito 2017); however, not all the opportunities positively influence teachers’ classroom 

practice. Therefore, it is important to investigate how professional experiences influence 

teachers’ cognition and classroom practice. 

 

Contextual Factors 

Internal Factors in Classes 

Teachers’ beliefs and classroom practice can be affected by internal factors in 

classes such as the number of English class hours, the number of students in one class, 
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the students’ English proficiency, and their expectations for their English classes. If there 

are more students in one class than a teacher expects, it affects teachers’ classroom 

practice. Nishino (2008) investigated Japanese senior high school teachers’ beliefs and 

practices about CLT by conducting a survey with 21 Japanese senior high school 

teachers. To the question, “What do you think is important for students in CLT 

classrooms?” (p. 48), 13 out of the 21 teachers chose communicating effectively in the 

L2, and 11 out of the 21 teachers chose enjoying communicating in the L2. This finding 

indicated that they understood how CLT classrooms should be conducted. However, to 

the question, “What do you think should be changed first in order for you to apply CLT 

more effectively in your lessons?” (p. 37), 8 out of the 21 teachers responded that the 

number of class hours needed to be increased, while seven participants stated that small 

class sizes were needed. Thus, the above results indicated that the teachers thought that 

contextual factors needed to be changed. This finding was supported by Sakui (2007), 

who interviewed two junior high school teachers and one senior high school teacher to 

investigate problems managing English classes in which communicative activities were 

used. The teachers indicated that having too many students in one class made it difficult 

to manage the classes. 

Not only class size, but also students’ English proficiency influences teachers’ 

decisions about classroom practice. Sato and Kleinsasser (2004) investigated teachers’ 

beliefs, practices, and interactions of 15 native Japanese teachers and four native English 

teachers through interviews, class observations, documents of teaching materials, 

examination papers, curricula, department goals, and school handbooks. The main 
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finding of the interviews shows that teachers’ beliefs are affected by their English 

learning as students and teaching experience. However, students also influence the 

teachers’ beliefs and classroom practice. The observation results showed that one teacher 

used English to some extent during pair work, but did not use English during the latter 

half of the class in which routine grammar-translation activities were the focus. In the 

interview, the teacher said “their (students’) abilities are limited and it is not easy for 

them to communicate in English for the whole hour” (p. 806). The results implied that 

teachers’ choice of teaching approach can be also affected by students’ English 

proficiency. This finding is supported by Nishimuro and Borg’s (2013) study, in which 

they investigated three Japanese senior high school teachers’ perceptions of grammar 

teaching and their classroom practice. In the lessons observed, grammar was taught in 

Japanese and one teacher said the reason for that was that the teacher was worried about 

the students’ low English proficiency, which might prevent them from understanding 

grammar rules. Suzuki and Roger (2014) used Borg’s 2006 framework to investigate 

Japanese teachers’ foreign language anxiety in relation to their teaching practices and 

beliefs. The researchers conducted Skype interviews with four teachers and administered 

a written questionnaire to 11 teachers. One teacher interviewee was concerned about 

students falling behind because of their inexperience taking classes conducted in English. 

Regarding the policy of conducting English classes in English, Glasgow (2018) reported 

that one senior high school teacher stated that he teaches English entirely in Japanese 

taking students’ low English proficiency into consideration, though he thinks that 
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teaching in English is preferable. Past studies have shown that students’ English 

proficiency affects what teachers teach in classes and their language choices. 

Students play a vital role in teachers’ perceptions, as students’ expectations of 

English classes influence classroom practice. Taguchi (2005) investigated teachers’ 

perceptions and classroom practice by administering a questionnaire to 92 Japanese 

senior high school teachers and conducting four classroom observations. The 

questionnaire results showed that many of the teachers included activities and non-

communicative dialogue practice in their classes. However, the results of the 

observations showed that the listening activities usually involved listening to dialogues 

and filling in missing words and the focus of the dialogue practice was repeating the 

dialogues and key expressions chorally; thus, the classes were teacher-centered. The 

teachers were familiar with the grammar-translation method and they applied the method 

even when teaching listening and speaking. Taguchi mentioned that the teachers did not 

implement CLT because the students lacked an immediate need to communicate in 

English. This study showed that some teachers assume that students’ lack of an 

immediate need to communicate in English prevents teachers from conducting classes in 

English. However, students’ lack of an immediate need should not be a reason why 

teachers do not implement CLT because secondary school students learn English as a 

school subject, they are to learn English to be able to communicate in English, and they 

will have a need to use English for communication. The classes in the study were 

operating under the 1999 Course of Study and its objective was to cultivate students’ 
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English communication skills; thus, the students were to study English for 

communicative purposes. 

Students’ low expectations of communicative activities can also affect teachers’ 

classroom practice. In Cook’s (2009, 2010) longitudinal mixed-method case study, three 

senior high school teachers who had completed a six-month study program in Canada 

reported that they had adopted few communicative activities after one year and one 

reason for the difficulty incorporating communicative activities was that senior high 

school students do not expect to use such activities. For example, one teacher said that his 

students did not interact with other students during communicative activities even though 

the students’ test scores were high. Students’ lack of interest in communicative activities 

is also supported by Gorsuch (2000), who argued that senior high school students might 

think that communicative activities are not useful because they expect to prepare for 

entrance examinations. This study shows that teachers’ assumption that students do not 

want to engage in communicative activities led teachers not to adopt such activities; 

however, communicative reading and listening skills are also needed to prepare for 

entrance examinations activities. 

Another study by Nishino (2012a) showed that students’ positive attitudes toward 

classroom practice can affect teachers’ classroom practice positively. Nishino 

investigated the relationship among Japanese senior high school teachers’ beliefs, 

practices, and socio-educational factors regarding CLT through a multimethod approach 

with a questionnaire, interviews, and classroom observations. The questionnaire data 

were collected from 139 out of 188 senior high school teachers who were randomly 
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selected. Classroom observations were conducted in 12 classes taught by four senior high 

school teachers, who were also interviewed. A path model based on the questionnaire 

data showed that Student-Related Communicative Conditions had a relatively strong 

direct effect on Classroom Practice. This result shows that if senior high school teachers 

think that students’ expectations for communication are high, then the teachers are likely 

to introduce communicative activities. However, whether the influence of student 

attitudes is negative or positive, teachers must think carefully before turning over control 

of the curriculum to untrained students. 

The studies by Taguchi (2005), Cook (2009, 2010), and Nishino (2012a) showed 

that Japanese senior high school teachers tend not to conduct communicative activities 

based on their assumption that their students do not expect to have communicative 

language classes; however, it is important to learn how senior high school students 

themselves perceive communicative classes. Kurihara (2008) introduced two language 

activities, Group Talk and Presentation Project, to examine changes in students’ attitudes 

in an oral communication class with 38 second-year students in a Japanese senior high 

school. In Group Talk, the students were presenters who chose an English magazine 

article and prepared three quizzes related to the content, reporters who reported what they 

discussed in a group to the class, and listeners. After nine periods of group talk, the 

students prepared a skit, a comedy, or a speech in each group. The students wrote 

reflection journals during the project and the researcher administered a pre-questionnaire 

at the beginning of the study and a post-questionnaire at the end to investigate students’ 

expectations and goals in an English communication class. About 77% of the students 
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answered that the most effective way to improve English oral communication skills was 

to speak as much as possible; however, only 10% of the students answered that they did 

this. The researcher mentioned that the students did not speak English much because 

there was a gap between their high expectations of themselves and the difficulty of the 

material used in the class. This study showed that there is a gap between what Japanese 

senior high school students think they should learn and what they study in classrooms and 

it is important to understand students’ expectations and the gap between their 

expectations and learning in classrooms. 

Regarding the use of English, students’ perceptions of L1 and L2 use in classrooms 

needs to be investigated because whether they understand lessons conducted in English or 

not needs to be taken into consideration. Sad and Qadermazi (2015) investigated learner 

perceptions on L1 use in EFL classes conducted with an English-only policy in Iran. The 

participants were 60 elementary-proficiency male EFL learners aged between 14 and 22. 

The researchers conducted classroom observations, semi-structured focus group 

interviews with 40 participants, and they administered a questionnaire to all 60 

participants. The observation results showed that the teachers opposed the students’ use 

of L1 by saying “No Persian,” but the questionnaire results showed that 48 out of the 60 

student participants (80%) agreed with the use of the L1. One participant said, “I do 

understand better when the teacher uses Persian sometimes when I don’t get what he 

says. But when only English is used in the classroom, I sometimes get confused” (p. 

168). Although this study concerned EFL learners’ perceptions of an English-only policy 

in Iran, it shows that many learners believe that the L1 should be used sometimes because 
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of their lack of English comprehension. If students cannot understand what is taught 

when classes are conducted only in English, their learning will likely be diminished; thus, 

it is important to investigate whether they can understand classes conducted in English or 

not and why they cannot understand them. 

Students’ preference of learning English in their L1 in some situations is supported 

by Wei (2013), who investigated EFL university students’ perceptions of L1 use at a 

college in Taiwan where an English-only policy was introduced. The researcher 

administered a questionnaire to 279 students and interviewed six students. The 

questionnaire showed that 18 out of 279 students (6.5%) strongly agreed and 134 students 

(48%) agreed that it was challenging to respond in English, though 238 students approved 

of the English-only policy. According to one student, using English is challenging 

because it is difficult to understand some grammatical constructions when the teacher 

teaches them in English. This study indicated that students experience difficulty in 

English-only classes in an EFL context even when the students are in favor of an English-

only policy; therefore, it is important to explore when students find it difficult to 

understand classes conducted only in English. 

In Saito’s (2018) study, senior high school students’ perceptions of English classes 

being taught in English were investigated by administering a questionnaire to the 

students. The questionnaire, which was followed by interviews with three senior high 

school teachers, was designed to investigate the students’ opinions of the policy of 

conducting English classes in English. In addition, classroom observations were 

conducted to explore to what extent they used English and Japanese in their classrooms 
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and what affected their choice of language. The questionnaire results showed that most of 

the students thought it was very good or good that English classes are conducted in 

English. However, many of them wanted their teacher to use Japanese to some extent. 

For instance, they wanted their teachers to use Japanese when they study grammar, when 

English explanations are difficult to understand, when reading English texts, when they 

need to understand difficult vocabulary and sentence patterns, as well as when they study 

new words. In addition, even though the students were studying in three schools with 

three different teachers, they produced similar responses. The results of the interviews 

and classroom observations also showed that the teachers used Japanese after taking the 

students’ English proficiency and their expectations for English classes into 

consideration. It is important to investigate when and why senior high school teachers use 

Japanese and to explore students’ expectations of their English classes as internal factors 

that affect teachers’ classroom practice directly. 

In Ogura’s (2019) study in which perception about Japanese use in English classes 

was investigated. Ogura conducted a questionnaire survey to 173 university students, 36 

high school students in English courses, 36 high school students in general courses, nine 

high school teachers, and 18 teachers belonging to the association of experts of English 

classes. More than 95% of the students in general courses think that teachers should use 

Japanese while about 50% of the students in English course think that teachers should use 

Japanese. Nearly 45% of the students in general courses and about 3% of the students in 

English courses think that they want teachers to use much Japanese. The results show 

more students hope teachers to use Japanese in general courses than students in English 
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courses, which indicates that students’ English level can affect their preference for 

teachers’ use of Japanese. The results of the questionnaire also show that more than 75% 

of the students in English courses and more than 50% of the students in general courses 

want teachers to use Japanese when the teachers define new words or abstract words, 

more than 90% of the students in general course and 75% of the students in English 

courses want teachers to use Japanese in explaining grammar. 

Past researchers have shown that internal factors in classes such as the number of 

students in one class, their English proficiency, and their expectations regarding CLT 

affect teachers’ classroom practice. Teachers take students’ expectations into 

consideration and it affects their classroom practice. Though students’ expectations can 

affect teachers’ classroom practice, most researchers have reported that students’ 

expectations are based on teachers’ assumptions about what their students want to learn. 

Though Ogura (2019) investigated how students perceive Japanese use in English classes, 

students’ perception about classes conducted in English was not investigated. 

 

Internal Factors in Schools 

In this section, I discuss factors that can affect teachers’ cognition and classroom 

practice in schools: other teachers’ classroom practice and opinions about English 

education, the presence of native English teachers in the same school, and administrative 

policies concerning English education in the school where a teacher works. Other 

teachers in the same school can affect teachers’ cognition and classroom practice both 

positively and negatively. Nishino (2012b) investigated how a Japanese senior high 
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school teacher generated context-appropriate pedagogy and how multi-membership in a 

community of practice influenced this teacher’s learning through interviewing one senior 

high school teacher and conducting classroom observations. A community of practice 

(CoPs) is defined as a group of people sharing social practices and working together 

toward common goals (Lave & Wenger, 1991; Wenger, 1998). The interview results 

showed that the teacher belonged to multiple communities of practice such as Japanese 

teachers of English, a group of colleagues, and teachers’ associations. The teacher 

learned from and was influenced by other teachers in those communities. For example, 

his way of teaching incorporating the grammar-translation method was influenced by 

teachers in the community of Japanese teachers of English, his willingness to learn 

student-centered pedagogy was influenced by ALTs (Assistant Language Teachers) in the 

community of English teaching colleagues, and his adoption of the method of reading 

aloud activities was affected by an encounter with Professor Kunihiro, who promoted 

oral reading in the New English Teachers’ Association. The results indicated that the 

teacher was able to learn from other teachers through talking to them, observing them, 

and sharing teaching activities with them by belonging to multiple communities of 

practice. The researcher concluded by emphasizing the importance of multi-membership 

in communities of practice. 

Senior high school teachers’ perceptions and classroom practice in the same school 

can be affected both negatively and positively by other teachers’ perceptions and 

classroom practice. Cook (2009) investigated Japanese junior and senior high school 

English teachers’ change in their beliefs and practice after attending a six-month program 
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of language and pedagogy study in Canada. In the six-month follow-up interviews with 

five teachers, one teacher mentioned that he could not incorporate task-based learning 

and communicative activities related to the textbook. One reason was a demand to keep 

pace with colleagues. Cook also mentioned that Japanese senior high school teachers 

often feel pressured to follow their colleagues’ use of the grammar-translation method, 

even when they prefer not to use the method. 

Teachers’ tendency to keep pace with other teachers was also reported by Sato and 

Kleinsasser (2004). In their investigation of 15 native Japanese teachers and four native 

English teachers’ beliefs, practices, and interactions, the participant teachers showed that 

they were unwilling to criticize other teachers’ ways of teaching, especially if they were 

experienced teachers. For example, one teacher who studied abroad as an exchange 

student hoped that students would learn English by using it, but she used the lesson plans 

focused on vocabulary, translation, and grammar that more experienced teachers had 

made. The results showed an educational culture in senior high schools in Japan where 

younger teachers follow older teachers’ classroom practices notwithstanding the younger 

teachers’ preference to teach communicatively. This situation also implies that younger 

senior high school teachers might find it difficult to teach English classes in English if 

senior teachers conduct classes in Japanese. 

In contrast to the above findings, Underwood (2017) reported resistance to 

following other teachers’ classroom practice as well as the influence of other teachers in 

the same school. The researcher investigated senior high school teachers’ perceptions of 

integrating grammar teaching with communicative work. Interview results with four 
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senior high school teachers in different schools showed that the two teachers’ negative 

beliefs were influenced by other teachers’ negative attitudes toward communicative 

activities. However, one teacher maintained a positive perception of communicative 

activities despite her colleagues’ strong disapproval. In the interview, she said “There 

were many criticisms from other teachers that “this kind of lesson is pointless” (p. 9). Her 

resistance to conforming to other teachers was also observed in the classroom where she 

had students use grammar in communicative speaking tasks. This study shows that some 

senior high school teachers choose to teach how they wish notwithstanding pressure from 

other teachers in the same school. 

A school culture in which English teachers move toward the same goal such as 

helping students to communicate in English might enable senior high school teachers to 

conduct classes in English communicatively. Saito (2015) showed that collaboration with 

other teachers in the same school who have the same goal can exert a positive effect on 

teachers’ opinions of the policy of conducting classes in English and their classroom 

practice. In the study, teachers’ perceptions of the policy of conducing classes in English 

were investigated by interviewing three senior high school teachers one year after the 

enactment of the 2009 Course of Study. One teacher said that her colleagues were in 

favor of CLT, so they worked cooperatively to make handouts and share opinions about 

how to conduct CLT classes. These activities helped her promote her way of teaching 

English communicatively and hold positive perceptions of the policy. Collaboration with 

native English teachers in the same school can also influence teachers’ perceptions of the 

policy and classroom practice positively. Another participant teacher who was not 
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confident speaking English was able to gain confidence conducting classes in English by 

having opportunities to talk to a native English teacher who was a team-teaching partner. 

Other English teachers in the same school and native team teachers can also exert 

negative influences. Glasgow (2018) investigated senior high school teachers’ language 

choices by administering a questionnaire to 40 Japanese teachers in six private high 

schools and conducting interviews with two of the teachers. One teacher expressed a 

feeling of isolation from his colleagues, who appeared comfortable with the current 

situation and showed little interest in upgrading their teaching methods. This situation 

made it difficult for him to conduct English classes in English. This study showed that 

teachers’ positive attitude toward the policy of conducting English classes in English can 

be affected negatively by other teachers. 

 

External Factors 

External factors, such as the promotion of CLT in the Course of Study, the MEXT 

policy of conducting English classes in English, and the presence of university entrance 

examinations, are located outside of the classroom. The presence of external factors such 

as the promotion of CLT by MEXT and university entrance examinations put senior high 

school teachers in a dilemma. According to Sakui (2007), Japanese senior high school 

teachers are often challenged with two academic goals: cultivate students’ 

communication skills and prepare them for university entrance examinations. 

One influential external factor is the presence of university entrance examinations. 

Gorsuch (2000) investigated contextual factors that influenced senior high school 
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teachers’ approval of communicative activities by testing a hypothesized structural 

equation model using data gathered from 876 Japanese senior high school teachers. She 

identified four latent variables, CLT Approval (writing, and speaking activities), 

Formal/Local School (preservice teacher education, colleagues, school principal, and 

English I & II syllabus), Informal/Classroom (class size, students’ expectation, students’ 

English abilities, and teachers’ English-speaking abilities), and Exams (Course of Study, 

university exams, and parents’ expectations). The results showed that the loading 

between the exams and formal / local school latent variables was strong at .66, but the 

loading between the Exams latent variable and the CLT approval dependent variable was 

weakly negative at -.08. The researcher indicated that university entrance examinations 

affected teachers’ perceptions of their local school curricula and their classroom teaching. 

It cannot be claimed that teachers’ attitudes toward university entrance examinations 

affected their approval of CLT activities. This study showed that the presence of 

university entrance examinations affects high school curricula and classroom teaching. 

The negative influence of university entrance examinations was also reported by 

Taguchi (2005), who investigated the implementation of CLT and teachers’ perceptions 

of CLT by administering a questionnaire to 92 senior high school teachers and observing 

four classes in two senior high schools using the Communicative Orientation of 

Language Teaching Observation Scheme (COLT) framework. The questionnaire results 

showed that listening exercises and dialogue practice were the first and the second most 

frequently used activities reported by the teachers. Grammar and vocabulary instruction, 

which was the third most frequent activity, reflected the teachers’ need to prepare 
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students for university entrance examinations. All classroom activities were analyzed 

using the COLT framework in terms of participant organizations (teacher to students or 

class, student to student or class, choral work, group task, and individual task), contents 

(language form, function, discourse, and sociolinguistics), content control (who selects 

and controls the task), student modality (listening, speaking, reading, and writing), and 

materials (minimal text such as isolated sentences and word lists, extended stories such as 

stories and paragraphs, audio tapes, and pictures). The class observations showed that 

half of the class period in the Oral Communication classes was allocated to grammar 

drills and quizzes designed to prepare the students for university entrance examinations. 

Based on this finding, the researcher concluded that the presence of university entrance 

examinations prevented the teachers from conducting CLT-based lessons. 

This contention was also supported by O’Donnell (2005), who investigated three 

senior high school teachers’ and two junior high school teachers’ beliefs about teaching 

and their current teaching practices by interviewing them and conducting classroom 

observations. The interview data revealed that the four participants’ teaching methods 

based on the grammar-translation method were influenced by a perceived need to prepare 

students for entrance examinations even though they believed that students should learn 

to communicate in English. The teachers were in favor of the MEXT reform initiatives 

focusing on CLT; however, they stated that to implement CLT, changes in the entrance 

examinations were necessary. For example, one teacher stated that a good English teacher 

helps students to communicate in English without being afraid of making mistakes, but 

she cannot not teach in this way because of the presence of the entrance examinations. 
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The same finding was noted by Nishino (2008): Some senior high school teachers wished 

to use more communicative activities, but they believed that instruction based on the 

grammar-translation method was more effective than communicative activities for 

preparing students for the examinations. 

However, one teacher in O’Donnell’s (2005) study, who was teaching at an 

academically low-level senior high school where fewer than 30% of the graduates went 

to a university said that good English teachers encourage students to use English for 

communication. This teacher demonstrated that if teachers feel less pressure to help 

students prepare for university entrance examinations, they can teach communicatively. 

All the teachers in O’Donnell’s (2005) study spoke of the need to change entrance 

examinations so that they are focused more on assessing listening and speaking. 

The negative influence of university entrance examinations was reported by 

Underwood (2012), who investigated senior high school teachers’ perceptions regarding 

the integration of grammar with communication-oriented teaching. The researcher 

conducted two focus group interviews and semi-structured interviews with six Japanese 

senior high school teachers working at a private school in Tokyo and administered a 

survey to 10 senior high school teachers. Most of the teachers stated that integrating 

grammar with communicative activities would be beneficial because the students could 

then use the grammar for practical communication and enjoy the class more; however, 

they also stated that integrating grammar with communicative activities would reduce 

accuracy and knowledge of grammar, which they believed were important for the 

university entrance examinations. Underwood pointed out that grammar is not a focus of 
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many university entrance examinations and that the teachers had a misconception that 

they must emphasize grammar to prepare students for the high-stakes examinations. The 

results indicated that the misconception that grammar is the center of many university 

entrance examinations affects how senior high school teachers teach grammar. 

In the study by Mitchell (2017), teaching pressures of high school English teachers 

were investigated by conducting a questionnaire survey with 55 ALTs and 33 Japanese 

teachers. The results show that teaching grammar was 2nd highest pressure and preparing 

students for the National Center Entrance Examination was the 3rd highest pressure 

though teaching communication is the highest pressure. In this study, students’ pressure 

was also investigated by conducting a questionnaire survey with first year university 

students at a national university who had passed the National Center Entrance 

Examination. Among the students, the Center Test was the highest pressure. The results 

of the study implies that although the teachers feel the need to teach English for 

communicative purposes, the students’ pressure can make teachers feel more need to 

teach grammar and teach for the Center Test. 

The negative influence of university entrance examinations on teachers’ use of 

English was also reported by Glasgow (2018), who administered a questionnaire to 40 

Japanese senior high school teachers and interviewed two senior high school teachers. 

One interviewee said that helping students pass university entrance examinations is a 

priority and English classes focusing on the university entrance examinations are 

conducted in Japanese. The presence of university entrance examinations has continued 
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to be a hindrance for the enactment of the 2009 Course of Study and the policy of 

conducting English classes in English. 

As in the case of the enactment of the Course of Study, language policies imposed 

by the government can affect teachers’ cognition and classroom practice. The 

government of Singapore introduced The Speak Good English Movement (SGEM) to 

promote using standard English among Singaporeans to deal with the widespread use of 

Singlish (Farrell & Kun, 2007). The researchers investigated the impact of government 

language policy on three primary school teachers’ beliefs and classroom practices by 

conducting two classroom observations of each teacher and interviewing them. The 

interview results showed that the teachers thought that they were responsible for 

correcting students when they speak Singlish and for modeling the use of Standard 

English, but they thought that frequent corrections of students’ use of Singlish might 

affect their confidence negatively. In addition, the teachers believed that Singlish is part 

of Singaporeans’ identities. The observation results showed that the three teachers did not 

provide corrective feedback when a Singlish feature was present in the students’ 

utterances and the teachers themselves used Singlish in the classroom. The researchers 

found that the teachers were confused about SGEM and the government policy of 

promoting a Standard Singaporean English. The study showed that teachers do not 

always understand government language policies and they do not always reflect the 

policies if they hold beliefs that differ from those policies. 

A lack of teachers’ understanding government language policies has also been 

reported in Japan. Senior high school teachers’ understanding of the Course of Study and 
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the policy of conducting teaching English classes in English were investigated by 

Glasgow (2014), who conducted semi-structured interviews with three private senior high 

school teachers. One participant expressed uncertainty about how much English to use 

and whether Japanese can be used in grammar instruction, even though the judicious use 

of Japanese is recommended in the Course of Study. Another teacher said that the policy 

does not mean that teachers should use a great amount of English. This remark indicated 

that the policy of conducting English classes in English had not been fully understood by 

that teacher. 

Even when senior high school teachers understand the policy, they can hold 

negative beliefs. The results of a questionnaire study by Yoshida, Fujita, Mori, and Kano 

(2017) showed negative beliefs about the policy of conducting English classes in English. 

To a question about the importance of conducting English classes in English, 59 (21.8%) 

participants stated that conducting English classes in English is not important even 

though 254 (93.7%) out of 271 respondents answered that they knew the contents of the 

current Course of Study. Thus, some teachers understand the language policy stated in 

the Course of Study, but they are unwilling to enact it. 

On the contrary, changes in language policies can sometimes affect teachers’ 

cognition positively. For instance, all three participants in Saito’s (2015) study had 

positive views of using English in the classroom. The interview results showed that one 

teacher in her 30’s and one teacher in her 50’s were in favor of the policy before its 

implementation and they conducted classes in English based on their learning experience 

in a TESOL program, where they took classes conducted in English. The teacher in her 
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20’s, who conducted English classes in Japanese prior to the implementation of the 

policy, changed her way of teaching drastically from the grammar-translation method to a 

communicative method using a great deal of English, even though she was unwilling to 

follow the policy of conducting classes in English before the enactment of the 2009 

Course of Study. Her change of classroom practice indicates that teachers can be 

influenced positively by MEXT’s language policy. 

Textbooks can also hinder teachers from using communicative activities. In public 

senior high schools in Japan, teachers are required to use textbooks authorized by MEXT. 

Ogura (2008) analyzed 10 senior high school Oral Communication textbooks in terms of 

non-communicative learning, pre-communicative learning, communicative language 

practice, structured communication, and authentic communication. The results showed 

that 70% of the activities were non-communicative activities focused on linguistic 

structures and pre-communicative practice with some attention to meaning. On the 

contrary, only 5% of the activities involved structured communication using English in 

situations where pre-taught language was expected to be used with some unpredictability. 

Less than 1% of the activities required authentic communication in English. Ogura 

concluded that the textbooks lacked activities that would allow senior high school 

students to develop communicative abilities. 

Past studies have shown that senior high school teachers’ perceptions of CLT 

promoted by MEXT, the 2009 Course of Study, and the policy of conducting English 

classes in English, have been affected by the presence of university entrance 

examinations. MEXT authorized textbooks, the contents of which were also influenced 
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by the presence of university entrance examinations and focused on linguistic form, kept 

senior high school teachers from conducting communicative activities. The new Course 

of Study with the same language policy of conducting English classes in English will be 

enacted in 2022. It is important to investigate their perceptions of the policy of 

conducting English classes in English and their classroom practice before the enactment 

of the 2019 Course of Study. 

 

Teachers’ Cognition on Teaching English in English 

How English teachers perceive teaching in English has been investigated in 

numerous EFL contexts. Shin (2012) investigated factors influencing Korean teachers’ 

choice not to teach in English with 16 novice English teachers with a good command of 

English. The researcher proposed three main reasons why teachers have difficulty using 

English in the classroom: (a) the necessity of preparing students for examinations that 

assess linguistic knowledge, (b) a school culture in which teachers feel pressured to teach 

English in Korean, and (c) students’ and teachers’ beliefs about English teaching and 

learning (e.g., students’ expectations regarding conventional teaching approaches in 

which Korean is used). Although Shin’s study was situated in Korea, these three reasons 

can be applied to the Japanese context as well. 

Another study by Choi (2015) also revealed teachers’ perceptions of the policy of 

Teaching English in English (TEE) with South Korean teachers. To implement TEE in 

South Korea, the TEE certification scheme was introduced. Under the scheme, teachers 

can be certified at basic (TEE-A) and / or advanced (TEE-M) levels. Teachers need to 
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achieve a certain professional development score before they can apply for the 

certification. Choi interviewed 11 teachers: three did not apply for the scheme, three were 

certified at the basic level, four were certified at the advanced level, and three had failed 

to obtain certification after several attempts. The teachers differed in their understanding 

of the TEE policy. One teacher said that teachers can be flexible about the use of English, 

while another teacher said that teachers must use English 80-100% of the class time. Two 

teachers with TEE-A or TEE-M certificates accepted the use of English as the medium of 

instruction, while two teachers without the TEE-A or TEE-M certificate expressed 

resistance to TEE because they believed that TEE would not benefit students focused on 

exam-oriented lessons for the national college entrance examination. One teacher who 

failed to obtain certification lost her motivation to improve her English and confidence as 

a teacher. This study concerned English teachers’ perceptions of TEE in South Korea; 

however, the presence of the national college entrance examination hinders teachers from 

teaching in English and the situation is similar to that in Japan. In addition, this study 

showed that teachers’ understanding of the TEE policy imposed by the government 

varied and indicated that the policy of conducting classes in English imposed by MEXT 

can be understood differently by senior high school teachers in Japan. 

McMillan and Rivers’ (2011) investigated teachers’ attitudes toward an English-

only policy in a Japanese university context. They administered an attitudinal survey to 

29 native English speaker teachers to investigate their perceptions of students’ use of 

Japanese and the teachers’ use of Japanese. The results showed that 20 teachers provided 

29 comments in favor of L1 use. The reasons listed by the teachers were as follows: The 
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L1 can facilitate and ensure successful communication between students and the teacher, 

the use of Japanese can save time and reduce students’ frustration, teachers can use the 

L1 for difficult definitions or instructions, teachers can take students’ English proficiency 

into account, the occasional use of the L1 is useful in building rapport with students, the 

L1 is useful for vocabulary learning, and teachers can use the L1 to show the differences 

and similarities between the L1 and TL. This study indicated that even native English 

teachers prefer to use the students’ L1 occasionally in Japanese university contexts. 

How high school teachers perceive Japanese use in English classes was reported in 

the study by Ogura (2019), in which perception about Japanese use in English classes 

was investigated by conducting a questionnaire survey to 173 university students, 36 high 

school students in English courses, 36 high school students in general courses, 9 high 

school teachers, and 18 teachers belonging to the association of experts of English 

classes. The results show that 100% of the high school teachers think that Japanese 

should be used in English classes. About 44% of them think that Japanese should be used 

in defining new or abstract words and about 90% of them think that Japanese should be 

used in explaining grammar, while no teacher think that Japanese should be used in 

making instructions. The most selected reason why the teachers think Japanese should be 

used is that Japanese can be helpful in understanding difficult concepts. 

In Glasgow’s (2012) study concerning native and non-native speakers’ roles, some 

Japanese senior high school teachers expressed negative views of the policy of using 

English. The researcher administered a questionnaire to 21 native English-speaking 

teachers and 32 non-native English-speaking teachers teaching at private Japanese junior 
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and senior high schools and conducted interviews with two Japanese teachers and two 

native English speakers. The questionnaire results showed that none of the Japanese 

teachers expected that the policy of teaching in English would be successful, while 47% 

of the native English teachers were unsure about the policy, and 28% were favorable. The 

interview results showed that the Japanese teachers were skeptical about the policy. One 

Japanese teacher also indicated that the policy would not be successful because it would 

be introduced without changing university entrance examinations. Two Japanese teachers 

assumed that the policy was impractical because the students’ English proficiency was 

low. However, not using English because of students’ low English proficiency is not a 

logical reason because many teachers throughout the world successfully use English with 

low-proficiency students. Although this study was conducted before the enactment of the 

2009 Course of Study, the results showed that Japanese teachers perceive the policy 

negatively because of the presence of university entrance examinations and their 

students’ low English proficiency. 

The claim that the presence of university entrance examinations hinders senior high 

school teachers from conducting English classes in English is supported by another study 

by Glasgow (2018). The researcher administered a questionnaire to 40 Japanese teachers 

to explore the teachers’ perception of language choice, degree of satisfaction with their 

language choices, and their overall perception of their role of English. Following the 

survey, Glasgow conducted interviews with two Japanese teachers. The questionnaire 

results showed that among the subjects, reading (n = 25), writing (n = 19), and English I 

and/or English II (n = 24) were entirely taught in Japanese and among the 13 teachers 
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who taught oral communication classes, five teachers answered that they taught the 

subject mostly in Japanese. The interview results showed that as in the study by Glasgow 

(2013), one reason was related to students’ English proficiency levels. The other teacher 

also indicated that the use of Japanese can reduce students’ anxiety. In Glasgow’s 2018 

study, the presence of university entrance examinations was mentioned as one reason 

why the teacher does not conduct English classes in English. The study also revealed that 

teachers’ lack of professional development opportunities to learn how to conduct English 

classes in English and their lack of cooperation with other teachers keep teachers from 

conducting English classes in English. 

Senior high school teachers are also concerned with their generally low English 

proficiency. Nagamine (2013) investigated how Japanese senior high school teachers 

perceive the policy of teaching English by interviewing two pre-service and two in-

service EFL teachers. They were concerned about their position as non-native teachers 

compared to that of native English-speaking teachers when they have to conduct English 

classes in English because of their limited English proficiency. The results also showed 

that the participants felt pressure and anxiety regarding their teaching practices. This 

study showed that teachers’ negative views of themselves can be another factor that 

prevents teachers from having positive views of the policy. 

On the contrary, senior high school teachers can have positive perceptions of the 

policy. Saito (2017) investigated teachers’ cognition of the policy and their classroom 

practice with reference to Borg’s 2006 framework. Interviews with three senior high 

school teachers showed that the teachers held positive views that were influenced by their 
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professional experience of taking TEFL and TESOL courses, students’ positive responses 

to classes conducted in English, collaboration with other teachers in the same school, and 

opportunities to speak English with team teachers. Saito showed that professional 

experience, students’ perceptions of classes taught in English, and peer teachers’ positive 

influence help teachers hold positive views of the policy although all the three teachers 

mentioned that they had to change from teaching English communicatively in English to 

teaching to prepare second- and third- year students for university entrance examinations. 

Although teachers have positive views about teaching English in English, they also 

believe Japanese should be used. In Izumitani and Sato’s (2016) study, one high school 

teacher and two junior high school teachers’ use of Japanese was investigated by 

conducting classroom observation of their classes, stimulated recall interviews and a 

questionnaire survey. The questionnaire interview results showed that the three teachers 

thought that they should conduct English classes in English. However, the two junior 

high school teachers thought that Japanese should be used to make activities’ instructions 

and teach grammar while the one high school teacher thought that Japanese can be used 

to teach and learn vocabulary. 

Past studies have shown that English teachers have negative views to teaching 

English classes in English because of factors such as the presence of university entrance 

examinations, students’ low English proficiency, school cultures in which teaching in 

Japanese is preferred, and teachers’ lack of confidence in teaching in English. Teachers’ 

understanding of a language policy can differ, which affects how English teachers 

perceive the policy as in the case of Choi’s (2015) study about teachers’ perceptions of 
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the policy of TEE with South Korean teachers. Although teachers are favor of conducting 

English classes in English, they also believe that there are situations when teaching in 

Japanese is more effective. 

 

Classroom Practice 

Teachers’ cognition affects their classroom practice. One example in an ESL 

setting was reported by Baker (2014), who interviewed five teachers in a North American 

English program and observed their classroom practice of pronunciation instruction. The 

results showed that the two teachers believed that listening discrimination activities were 

important in improving pronunciation and this belief was reflected in their classroom 

practice in which they used a number of such activities. This study showed that how 

teachers think directly affects what they do in their classroom. 

Another example of the effects of teachers’ beliefs on classroom practice was 

reported by Gorsuch (1998), who investigated teachers’ classroom practice in terms of 

employing the yakudoku method and their beliefs about the method. The researcher 

observed two senior high school teachers’ classes and interviewed them. The results of 

the observations showed that Japanese translation comprehension checks and translation 

instruction were the most frequently employed activities. As a result, the teachers’ 

language of instruction was mainly Japanese. The students did not produce English 

except when they repeated certain words. The interview results showed one teacher, Mr. 

Honda, found that translation was the easiest way to learn a new language and the other 

teacher, Mr. Suzuki, believed that translation helped students prepare for university 
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entrance examinations. Both teachers believed that memorization is important in learning 

a foreign language. What the two teachers believed was reflected in their classroom 

practice. However, they also held negative views of translation. Mr. Honda thought that 

translation prevents students from developing oral proficiency and Mr. Suzuki thought 

that translating from English to Japanese kept students from enjoying reading original 

texts. This study also showed the two teachers admitted the negative effects of yakudoku, 

but they still used the yakudoku method in their classes. No empirical research in the field 

of SLA supports their views, which involve the provision of extremely small amounts of 

input, much of which is not comprehensible to the students, and no production of 

communicative English. 

In Nishino’s (2009) investigation of teachers’ beliefs about CLT and their 

classroom practice, the four teachers initially adopted the yakudoku method although they 

changed their teaching methods. For example, one teacher increased the time devoted to 

pair and group work and reading aloud. The observation of the teacher’s class showed 

that he adapted wayaku-sakiwatashi proposed by Professor Kunihiro (2004) to avoid 

spending time on translation. In wayaku-sakiwatashi, students receive a handout with a 

Japanese translation first to increase the time allotted to use English. The method also 

emphasizes the importance of reading aloud (Kunihiro, 2004). The students read a 

passage in the textbook aloud after the teacher, read the passage simultaneously with him, 

and did shadowing. His classroom practice reflected his beliefs that reading aloud is an 

effective way to learn the English and improve students’ listening skills. Another teacher 
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in Nishino’s (2009) study adapted the wayaku-sakiwatashi method to her teaching 

context and all four teachers included reading aloud activities in their classes. 

How teachers perceive their skills can also affect what they do in classrooms. One 

example is that teachers’ lack of communicative skills in English affects their classroom 

practice and leads to the use of the grammar-translation method. Richards (2017) claimed 

that teachers who lack a command of English tend to use the grammar-translation method 

and avoid developing meaningful interactions with students because it is easier for them 

to follow the steps in the course books mechanically. The prevalence of grammar-based 

instruction has made it possible for teachers who lack proficiency and confidence in 

English not to adopt CLT. 

However, how teachers think does not always reflect what they do and they do not 

always implement what they would like. Sato (2002) investigated senior high school 

teachers’ understanding of CLT and their classroom practice by interviewing 19 teachers 

and conducting classroom observations of 13 teachers. The interviewees were favorable 

about CLT: however, in the observed classes, most of them emphasized grammar 

explanations and translation. The gap between what teachers think and how they conduct 

classrooms was also reported in Watanabe’s (2016) study. The researcher investigated the 

reflective practice of six public senior high school teachers in Japan by collecting data 

from weekly journals, monthly interviews, and focus group discussions. The results of 

the weekly journal writing of one teacher of low-proficiency students indicated that she 

was trying to teach in many different ways because she opposed the exclusive use of the 

grammar-translation method to prepare them for examinations. However, she went back 
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to using the grammar-translation method after one year and wrote, “preparing an English 

to Japanese grammar-translation type class is easier for me” (p. 122). She also said, 

“What I really want to do is to teach English in English. However, in this school, I spend 

a lot of my energy disciplining the students” (p. 117). The results showed that teachers’ 

beliefs about teaching and classroom practice are not always the same. 

Another study by Silver and Steele (2005) also supports the argument that teachers 

do not always do what they hope to do. The link between educational policies and 

classroom practice in China, Japan, Singapore, Switzerland, and the United States was 

investigated through in-depth interviews with five to seven teachers from each country, 

teacher reports kept for one class during one month of instruction, and policy reports. The 

results showed that the teacher’s role was to explain grammar and vocabulary in Japanese 

although they were dissatisfied with the approach. Moreover, the focus of lessons in 

China, Switzerland, and Japan was on grammar and vocabulary. However, in China, 

grammar and vocabulary were practiced orally, while in Japan and Switzerland, they 

were practiced through written work. In Singapore and in the United States, where 

English is a part of daily life, a broad range of language skills was covered. In China, 

English was the dominant medium of instruction and in Japan it was Japanese. 

Silver and Steele (2005) showed that English can be a dominant language even in 

grammar and vocabulary instruction; however, senior high school teachers’ preference to 

use Japanese in teaching grammar and vocabulary was reported (Tsukamoto & Tsujioka, 

2013). Japanese senior high school teachers’ use of English was investigated before the 

enactment of the policy of conducting English classes in English in 2012. The researchers 
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administered a questionnaire to 95 Japanese senior high school teachers. Only three said 

that they used English for explaining grammar and eight answered that they used English 

in grammar activities. Twelve out of 64 teachers (18.8%) who were in charge of the Oral 

Communication I course answered that they used English most of the class time and none 

of the 75 teachers in charge of the English I course answered that they used English most 

of the time. Many of the teachers used little English, especially in English I classes, and 

many used Japanese to explain grammar. 

Other reasons why teachers use Japanese were reported in the study by Ford (2009) 

in which native English teachers’ use of English and Japanese was investigated in a 

university setting in Japan. He conducted semi-structured interviews with 10 native 

English teachers. Nine of the participants followed an English-only approach, but there 

was flexibility in terms of student use of the L1 and the teachers occasionally chose to 

use Japanese to make humorous comments, create a relaxed atmosphere, give instruction, 

and provide task directions. The researcher concluded that the teachers’ policies 

regarding the use of Japanese and English were not constrained by institutional 

requirements, critical pedagogy, or language learning theory; it was affected by 

pragmatism, individual beliefs, and personality. Although this study concerned native 

English speakers’ perceptions of the use of the L1 and L2 in a Japanese university, it 

showed that even native English teachers use Japanese in limited ways for particular 

purposes. However, their use of Japanese differs greatly from the almost exclusive use of 

Japanese by Japanese instructors described in many of the above studies, an approach that 
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deprives Japanese students of what is arguably the most important factor in second 

language acquisition, large amounts of comprehensible input. 

Taguchi (2005) observed four Oral Communication classes at two Japanese senior 

high schools and investigated classroom activities in terms of participant organization, 

content, content control, student modality, materials, and classroom language using the 

COLT. The results showed that the classes were largely teacher-centered. The main 

content of the classes was the instruction of linguistic forms. Regarding content control, 

the task was decided by the teacher 100% time. As for student modality, about 60 to 80% 

of each class time was spent on listening activities and less than 15% of the time was 

spent on the choral repetition of dialogues. The teachers only had the students repeat 

expressions from the textbook and no communicative activities were used. The results of 

the survey to 92 teachers also showed that only 7% of the respondents reported that they 

used English as the instructional medium. 

Teachers’ use of English and Japanese was investigated using the COLT in the 

study by Underwood (2014), who explored senior high school teachers’ beliefs about 

integrating grammar teaching with communicative work and their classroom practice. 

Observations of four teachers’ classes showed that the three teachers’ use of English 

limited from 1% to 21%. Only one teacher used more English than Japanese at 72%. 

Regarding high school teachers’ use of Japanese in English classes, Izumitani and 

Sato (2016) investigated the use of Japanese by one high school teacher and two junior 

high school teachers in term of frequency, function, and reasons behind them. The results 

showed that the high school teacher used 1. 2% Japanese while one junior high school 
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teachers used 26.3% Japanese and the other junior high school teacher used 62.9% 

Japanese. The three mostly frequently used functions of Japanese were activity 

instructions, explanation, and translations though the high school teacher did not use 

Japanese for activity instruction and explanations and used a limited amount of Japanese 

in translation. 

Senior high school teachers’ classroom practice under the 2009 Course of Study 

was investigated by Saito (2017), who looked at three teachers’ use of English and 

Japanese by observing their classes with reference to the COLT. The observation results 

showed that the teachers’ use of English and Japanese varied depending on the teacher. 

One teacher used English 35.04% of the time. The second teacher used English 26.52% 

of the time and the third teacher used English 96.09% of the time. The observation results 

showed that the extent that the two teachers thought they used English and their English 

use matched well with the exception of one teacher. One reason for this teacher’s use of 

Japanese might have been related to the third-year class she was teaching, in which the 

students expected her to focus on entrance examination preparation. 

Past studies have shown that teachers’ classroom practice can be influenced by 

their cognition positively and negatively. Moreover, what teachers believe does not 

always reflect in what they do in classrooms. Although the high school teacher in the 

study by Izumitani and Sato (2016) used much in English, many senior high school 

teachers use little English as the medium of the instruction and still use the grammar- 

translation method. The policy of conducting English classes in English has not been well 

implemented by senior high school teachers seven years since the enactment of the 2009 
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Course of Study in 2013; therefore, it is important to investigate why so little progress 

has been made. 

 

Summary of Factors Affecting Teachers’ Cognition and Classroom Practice 

Drawing on Borg’s 2006 framework of elements and processes in language teacher 

cognition, previous research was reviewed in terms of educational background, 

professional coursework, internal factors in classes, internal factors in schools, and 

external factors. A summary of previous studies on teacher cognition and classroom 

practice are presented in Figure 4. 

Past studies have shown that educational background, experience of professional 

coursework, internal factors in classes, internal factors in schools, and external factors 

affect what teachers think and believe as well as their classroom practice. What teachers 

think shapes what they do in classrooms; however, the above factors can also prevent 

teachers from conducting classes as they wish. Teachers’ educational background can 

affect their cognition and classroom practice both negatively and positively. If teachers 

lack opportunities to learn about CLT, they find it difficult to implement communicative 

activities. Teachers who majored in literature and linguistics and who did not study SLA 

also have difficulty implementing CLT. Teachers’ experience learning English through 

the grammar-translation method makes it difficult for them to conduct English classes in 

English. However, obtaining a TESOL degree can help teachers develop positive views 

of conducting English classes in English and increase their confidence in speaking 

English (Saito, 2015). 
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Figure 4. Summary of Factors Affecting Teachers’ Cognition and Classroom Practice 
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one class can also affect teachers’ cognition of and classroom practice. Students’ English 

proficiency can affect teachers’ preferred instructional approach, a preference for the 

grammar-translation method, and avoidance of CLT. EFL students’ lack of a need to 

communicate in English can also hinder teachers from implementing CLT, though it is 

not a legitimate reason, while students’ positive attitudes toward communicative 

activities can positively affect teachers’ classroom practice. 

Internal factors in schools also influence teachers’ practice. For example, teachers 

can learn from other teachers through discussions, lesson observations, and sharing 

teaching activities. Having peers who have the same ideas about teaching in English and 

working with native English team-teaching teachers can affect teachers’ cognition and 

classroom practice positively (Saito, 2016). In addition, the presence of a native English 

team teacher is helpful in terms of improving Japanese teachers’ English proficiency. 

However, other teachers can influence teachers negatively when they pressure them to 

use the grammar-translation method and not use English. 

External factors such as the presence of entrance examinations, teachers’ lack of 

understanding and unwillingness to follow the MEXT language policy, and the presence 

of MEXT-approved textbooks have hindered teachers from conducting CLT based 

classes and using English in their classes. Many teachers continue to use the grammar-

translation method because they assume that teaching grammar is important to prepare 

students for university entrance examinations even though some teachers are in favor of 

the MEXT reform initiatives focusing on CLT and the policy of teaching English classes 

in English. 
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In sum, teachers’ cognition and classroom practice are affected by factors such as 

the teachers’ educational background, experience with professional coursework, internal 

factors in classes, internal factors in schools, and external factors. 

 

Gaps in the Literature 

While research on teacher cognition in the Japanese context has been increasing 

with regards to the policy of conducting classes in English, several opportunities for 

further investigation present themselves. The first gap is that little research has been 

conducted into teachers’ classroom practice and their use of English following the 2009 

Course of Study. Teachers’ use of English and Japanese was investigated by Yamada and 

Hristoskova (2011), but the study was conducted before the enactment of the 2009 

Course of Study. In Fukunaga’s (2016) study, senior high school teachers’ use of English 

and Japanese was explored before and after the enactment of the 2009 Course of Study, 

but the study was based on interviews. Saito (2017) showed that how much teachers think 

they use English and Japanese does not always accurately reflect their actual use. 

Teachers’ classroom practices and their use of English and Japanese were investigated in 

the work of Taguchi (2005) and Underwood (2014, 2017) by conducting classroom 

observations using the COLT. However, those studies were also conducted under in the 

classes under the 1999 Course of Study but not under the 2009 Course of Study. 

The second gap is that few studies have been conducted on how senior high school 

teachers perceive the policy of conducting English classes in English under the 2009 

Course of Study and what factors affect their perception and classroom practice using 
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Borg’s 2006 framework. Researchers have investigated senior high school teachers’ 

perceptions of CLT (Gorsuch, 2000; Nishino, 2011; O’Donnell, 2005; Sato & 

Kleinsasser, 2004). Underwood (2012, 2017) investigated senior high school teachers’ 

perceptions of the integration of grammar instruction about the 2009 Course of Study, 

and Glasgow (2012, 2014, 2018), Nagamine (2013) investigated teachers’ perceptions of 

the 2009 Course of Study and the policy of teaching English classes in English, and 

Ogura (2019) investigated teachers’ perception about Japanese use in English classes; 

however, in the studies, Borg’s frameworks were not adopted to investigate factors 

affecting their cognition about the policy of conducing English classes and their 

classroom practice. Borg’s 2003 framework was adopted by Nishino (2009, 2011, 2012a) 

to investigate senior high school teachers’ perceptions of CLT and Borg’s 2006 

framework was adopted in Suzuki and Roger’s (2014) investigation of Japanese senior 

high school teachers’ foreign language anxiety; however, the studies were conducted 

under the 1999 Course of Study. 

The third gap is that no researchers have investigated senior high school students’ 

perceptions of English classes along with their teachers’ perceptions and classroom 

practices after the enactment of the 2009 Course of Study. Although Yamada and 

Hristoskova (2011) investigated senior high school students’ perceptions of English 

classes taught in English, the research was conducted before the implementation of the 

2009 Course of Study. These researchers compared the students’ perceptions of English 

classes conducted in English with teachers’ perceptions of the policy of teaching English 

classes in English and classroom practice. Ogura (2019) investigated senior high school 
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teachers’ and high school teachers’ perception about Japanese use in English classes by 

conducting a questionnaire survey, but the researcher did not investigate the teachers’ use 

of English and Japanese in the teachers’ classrooms. 

The fourth gap is that since the enactment of the 2009 Course of Study in 2013, no 

researchers have investigated head English teachers’ influence on senior high school 

teachers’ cognition and classroom practice as internal factors by interviewing the head 

teacher. In the past, studies by Cook (2009), Nishino (2012b), Sato and Kleinsasser 

(2004), Underwood (2017), and Glasgow (2018) showed other teachers’ negative 

influence on senior high school teachers’ classroom practice of CLT. On the contrary, 

positive influences from other teachers on senior high school teachers toward the policy 

and classroom practice was reported by Saito (2015). As past studies have shown, other 

teachers in the same school can influence senior high school teachers’ cognition and 

classroom practice; however, the influence of a head English teacher in the same school 

potentially exerts a direct effect on senior high school teachers’ opinions of conducting 

English classes in English and their classroom practice. This issue has not been 

investigated after the enactment of the 2009 Course of Study. 

The fifth gap is no researchers have investigated what measures one Board of 

Education in Japan, the Tokyo Metropolitan Government Office, has been taking to 

implement the policy of conducting English classes in English by conducting an 

interview with a member of the TMBE and how the TMBE’s measures influence 

teachers’ cognition and classroom practice. How a Board of Education in a local area in 

Japan was involved in MEXT’s language policies, senior high schools, and high school 
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teachers was investigated only by Fukunaga (2016), who analyzed official documents 

related to in-service teacher training and teacher employment examinations; however, the 

researcher did not conduct interviews. 

The sixth gap is that no researchers have interviewed a MEXT policy maker about 

the policy of teaching English classes in English. The Course of Study stipulated by 

MEXT has been an important language policy. Past researchers (Nishino, 2008, 2009, 

2011; O’Donnell, 2005; Sato & Kleinsasser, 2004, Taguchi, 2005) have shown that CLT 

promoted by MEXT and the policy of conducting English classes in English have not 

been fully implemented (Glasgow, 2012, 2014, 2018; Nishimuro & Borg, 2013; 

Underwood, 2012, 2017). Though past studies related to MEXT language policies by 

MEXT were investigated with reference to the Course of Study, direct interviews with 

MEXT policy makers have not been conducted. 

The seventh gap is that no researchers have investigated how the plan to introduce 

externally available four-skill English tests and its suspension affects senior high school 

teachers’ opinions of the policy of conducting English classes in English, their classroom 

practice, and their use of English and Japanese. The negative effects of the presence of 

university entrance examinations on teachers’ classroom practice have been widely 

reported in past studies (Glasgow, 2018; Suzuki & Roger, 2014; Underwood, 2012, 

2017). Therefore, the plan to change the university entrance examinations was expected 

to bring about positive washback; thus, first how the plan affected teachers’ perception 

about the policy of conducting English classes in English and their classroom practice 
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needs to be investigated. In addition, the investigation about how the suspension of the 

plan affects teachers’ perception about the policy is also needed. 

 

The Purposes of the Study 

The first purpose is to explore how senior high school teachers conduct English 

classes reflecting or not reflecting the policy of teaching English classes in English. 

Specifically, how much English and Japanese are used and when teachers use the two 

languages are investigated. In addition, factors that affect teachers’ choice of English and 

Japanese such as students’ English proficiency and responses to classes are explored. 

The second purpose is to investigate senior high school teachers’ cognition 

regarding the policy of teaching English classes in English and their classroom practice 

and to explore what factors affect their cognition and classroom practice. It is important 

to investigate what factors positively or negatively affect teachers’ cognition about the 

policy and classroom practice and to identify the factors that promote or hinder the 

implementation of the policy. It is also important to determine if there is a gap between 

the teachers’ use of English and Japanese in the classroom and their perceptions of their 

use of English and Japanese because the teachers themselves might not know how much 

of each language they use. 

The third purpose is to investigate senior high school students’ perceptions of 

English classes conducted in English, and to compare them with the senior high school 

teachers’ perceptions of the policy and their classroom practice. Previous studies have 

shown that students’ English proficiency (Sato & Kleinsasser, 2004; Suzuki & Roger, 
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2014; Taguchi, 2005), their expectations regarding communicative activities (Nishino, 

2012b), and their expectations concerning preparation for entrance examinations (Suzuki 

& Roger, 2014) can affect teachers’ cognition and classroom practice; thus, it is 

important to explore how senior high school students perceive the use of English. 

The fourth purpose is to investigate whether head teachers’ perceptions to the 

policy, their classroom practice, and measures they take to teach in English affect senior 

high school teachers’ cognition and classroom practice. Past studies have shown that 

peer-teachers influence senior high school teachers’ classroom practice both positively 

and negatively (Cook, 2009; Nishino, 2012b; Saito, 2015; Underwood, 2017). Head 

teachers are likely to have more influence on senior high school teachers because they are 

in charge of managing an English department. Therefore, investigating head teachers’ 

perception, classroom practice, and efforts as internal factors in schools is important. 

The fifth purpose is to investigate how a member of the TMBE perceives the policy 

of teaching English classes in English, what measures they take to have the policy 

implemented by senior high schools, and what discrepancies, if any, exist between 

TMBE’s perceptions and measures and senior high school teachers’ perceptions and 

classroom practice. 

The sixth purpose is to investigate why MEXT included the policy of teaching 

English classes in English in the 2009 Course of Study, MEXT’s objectives for 

introducing the policy, and what discrepancies, if any, exist between MEXT’s objectives 

and intentions regarding the policy and senior high school teachers’ understanding of the 

policy. This issue is important because there might be a gap between MEXT’s intentions 
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and senior high school teachers’ understanding of the policy. If there is a gap, why 

MEXT’s policy is not applied by senior high school teachers needs to be investigated. 

The final purpose is to explore effects of the plan to introduce four-skill English 

tests and its suspension on teachers’ perceptions toward the policy of teaching English 

classes in English. This purpose is significant because past studies have shown that the 

presence of university entrance examinations has kept some senior high school teachers 

from conducting classes in English (Glasgow, 2018; Underwood, 2017). The change in 

the university entrance examinations’ systems was expected to bring about positive 

changes in teachers’ classroom practice and their use of English in classrooms; thus, its 

suspension can lead to negative effects on teachers’ perception and classroom practice. 

This issue is investigated by interviewing senior high school teachers. 

 

Research Questions 

The following research questions have been posed. 

1. To what extent do senior high school teachers’ practices reflect the policy of 

conducting English classes in English? 

2. a. What factors affect their cognition about the policy of conducting English classes 

in English? 

b. How do they perceive the policy? 

c. Is there a gap between the teachers’ cognition and classroom practice? 

3. How do senior high school students perceive English classes conducted in English? 

4. How does the head English teacher in the same high school perceive the policy of 
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conducting classes in English? Does their cognition and classroom practice affect 

senior high school teachers? 

5. a. How do the TMBE members perceive the policy of teaching English classes in 

English? 

b. What measures do they take to implement the policy? 

c. Whether the measures affect the public high school teachers? 

6. a. What objectives does MEXT have regarding the policy of teaching English 

classes in English in the 2009 Course of Study? 

b. What discrepancies, if any, exist among MEXT’s objectives regarding the policy, 

and senior high school teachers’ understanding the policy and their classroom 

practice? 

7. How do senior high school teachers perceive the introduction of four-skill English 

tests and the postponement of the introduction? 
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CHAPTER 3 

METHODS 

 

In this chapter, I describe the context of the study, the participants, the case study 

design, the instruments used in the study, the procedures, and the analyses used to answer 

the research questions. 

 

Context of the Study 

In this section, I discuss the Japanese educational system, the teaching practicum, 

licensing requirements in Japan, the hiring process for senior high school teachers in 

Tokyo, and Japan’s position in the world where English education is concerned. 

 

Japanese Educational System 

Primary and secondary school education in Japan is based on a 6-3-3 system: six 

years of elementary school education, three years of junior high school education, and 

three years of senior high school education. The combined nine years of education in 

elementary school and junior high school forms the compulsory education period (NIER, 

2011). Senior high schools are categorized into public schools established by prefectures 

and municipalities, private schools established by incorporated educational institutions, 

and national schools attached to national universities (Kansaikyouikugakkai, 2018). 

Public high schools are under the control of prefectural Boards of Education, which are 

responsible for matters related to the organization of schools such as curricula, study 
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guidance, student guidance, and vocational guidance. Private schools are not under the 

control of the Boards of Education (NIER, 2011). There are three types of senior high 

school courses in Japan: The full-day course is completed in three years, while the part-

time course and correspondence course, which take three or more years to complete, are 

for young workers wishing to obtain a high school diploma while working (NIER, 2011). 

Senior high school courses are categorized into general courses, specialized 

courses, and integrated courses. General courses provide a general education to students 

who hope to go on to higher education and students who plan to begin working, but who 

have not decided on a specific field of post-high school study. Specialized courses 

provide vocational or other types of specialized education to students who hope to get a 

job in those areas. Specialized courses are offered in areas such as agriculture, industry, 

commerce, fishery, home economics, nursing, science-mathematics, physical education, 

music, art, and the English language. Integrated courses offer a variety of subject areas 

from both the general and specialized courses (NIER, 2011). 

Although high school education is not compulsory in Japan, more than 98% of 

junior high school graduates continue on to high school (Ministry of Internal Affairs and 

Communications, 2018). In 2019, there were 15 national senior high schools, 3,550 

public senior high schools, and 1,322 private senior high schools for a total of 4,887 high 

schools. The number of male students was 1,601,977, that of female students was 

1,566,392. A total of 523,466 high school graduates entered universities. That number 

included 268,465 male students and 255,001 female students (MEXT, 2020b). 
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Under the current Course of Study, Grade 5 and 6 elementary school students take 

35 hours of English classes per year and junior high school students take 140 hours of 

English classes per year; thus, they spend a total of 420 hours on English classes (MEXT, 

2011a). In senior high schools, the number of credits for each subject is presented instead 

of the number of class hours. Communication English I is a three-credit mandatory 

course and English Expression I is a two-credit mandatory course (MEXT, 2011b). Table 

5 shows the names of the courses and the number of credits for each senior high school 

English course in the 2009 Course of Study. The total number of credits taken in the 

courses is 21; however, the number can be reduced to 19. 

 

Table 5. Subjects and Credits of English Courses for Senior High School in the 2009 

Course of Study 

Subject Credits  

Basic Communication English 2 

Communication English I* 3 

Communication English II 4 

Communication English III 4 

English Expression I* 2 

English Expression II 4 

English Conversation 2 

Note. * = Required course. 

 

Teaching Practicum System and Licensing Requirements in Japan 

A teaching certificate obtained at a university or college is required in order to 

become a kindergarten, elementary school, junior high school, or senior high school 

teacher. According to NIER (2011), as of 2008, 582 out of 729 universities, 423 out of 

597 graduate schools, and 277 out of 385 junior college offered teacher training courses. 
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Two types of teaching certificates are needed to become senior high school teachers; 

Type I, which requires a bachelor’s degree and Advanced, which requires a Master’s 

degree. For the Type I certificate, 20 credits from teaching subjects, 23 credits from 

pedagogical subjects, and 16 credits from teaching subjects or pedagogy are required. For 

the Advanced certificate, 20 credits from teaching subjects, 23 credits from pedagogical 

subjects, and 40 credits from teaching subjects or pedagogy are required. In addition, 2 

credits of coursework in subjects related to the Constitution of Japan, physical education, 

foreign language communication, and information devices are required (NIER, 2011). 

According to MEXT’s (2016) results of a survey about school teachers, 82.0% of the 

high school teachers’ highest academic degree is a bachelor’s degree; 16.2% of the high 

school teachers hold a Master’s degree. Some high school teachers have associate 

degrees from a junior college. Teaching certificates are valid for all prefectures in Japan 

for ten years and they can be renewed by taking a certificate renewal course offered by a 

university (NIER, 2011). Students also take a teaching practicum where they observe 

other teachers’ classroom practice and teach in schools as part of a teaching practicum for 

four to eight weeks (NIER, 2011). 

 

Hiring Process for Senior High School English Teachers in Tokyo 

The primary roles of educational administration are handled by MEXT at the 

national level and by Boards of Education at the local level (NIER, 2011). In order to 

become a public high school teacher, candidates must pass a hiring examination 

implemented by the Board of Education in one of the 47 prefectures and 18 major cities. 
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The requirements differ depending on the prefecture and city (NIER, 2011). In Tokyo, 

the TMBE plays this role and is also in charge of hiring teachers. There are two stages in 

the selection process (TMBE, 2019a). At the first stage, examinees take tests concerning 

teacher education and specialized education, and they write an essay. The three tests at 

the first stage are a test of teacher education related to laws and theories about education 

needed to carry out duties as a public high school teacher, a test of specialized education 

related to the knowledge required to teach each subject, and a test of a thesis that requires 

examinees to write about one of the two topics related to education (TMBE, 2019b). 

Those who pass the first stage can move on to the second stage. 

The second stage is composed of a group interview, an individual interview, and a 

practical test. In the group interview, examinees discuss, ask, and answer questions about 

a specific topic. In the individual interview, the examiner asks questions using an 

interview sheet that an examinee filled out on the test day and a teaching plan for a unit 

the examinee had prepared beforehand and submitted on the test day. In the practical test 

of English, they take an interview test in which they listen to an English text of about 200 

words and answer questions about the content of the text. They also read an English text 

of about 200 words out loud and answer questions about it. Those who have passed the 

first level of the Eiken test, have a score greater than 900 on the TOEIC Listening and 

Reading test, more than 160 on the TOEIC speaking section, more than 100 on the 

TOEFL iBT, or have scored more than 7.0 on the IELTS are exempted from the 

interview test. The selection of the first stage is conducted in July and the results are 

announced in the middle of August. After the announcement, those who passed the first 
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stage move on to the second stage at the end of October. In 2018, there were 688 junior 

and senior high school examinees; 249 passed the final stage. 

 

Japanese English Levels in the World 

In Japan, English education reforms have been promoted to increase Japanese 

students’ English competency in order to keep up with the rapid pace of globalization. 

Without acquiring higher English proficiency, negotiating with international partners 

would be difficult. A lack of people with a good command of English weakens the nation 

(Koike et al., 2010). However, according to the results of the TOEFL iBT released by 

Educational Testing Services (ETS, 2018), Japan ranked the lowest at 71 points among 

main Asian countries. The survey results of the TOEIC Listening & Reading test 

administered by ETS (2019) showed that Japan ranked 44th with a mean score of 520, 

South Korea ranked 18th with a mean score of 673, and China ranked 36th with a mean 

score of 578. In many countries, only people with a high probability of getting a high 

score take expensive tests such as the TOEFL, while in Japan, even low-proficiency 

learners take the TOEFL. For this reason, the scores might not be comparable. 

There is a discrepancy in English levels between Japan and other Asian countries 

where English is studied as a foreign language. One reason for the discrepancy is that 

there is a consensus that English education is important in the global society for the 

development of a country or a region. Therefore, the governments of each country have 

taken initiatives and allocated budgets to English education. English classes are 
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conducted in English in those countries, while in Japan, the grammar-translation method 

remains the prevalent approach (Koike et al., 2010). 

In this section, I have described the Japanese educational system, teaching 

practicum system and licensing requirements in Japan, the hiring process for senior high 

school teachers in Tokyo, and Japan’s position in the world in terms of English levels. 

After laying out the context of this study, in the following sections, I describe the 

participants, the case study design, the instruments, the procedures, and the analysis. 

 

Participants 

The participants were four senior high school teachers, their students, the head 

teachers of the senior high schools where each teacher was teaching, four members of the 

TMBE, and two members of MEXT. The four senior high school teachers were 

interviewed and their classroom teaching observed, the head English teachers were 

interviewed, and the four senior high school teachers’ students participated in classroom 

observations and completed a questionnaire. The TMBG and MEXT members were 

interviewed. All of the schools’ and participants’ names are pseudonyms. I obtained 

informed consent from the four teachers, the four head teachers, the principals of the four 

schools, the four members of TMBE, and the two members of MEXT. 

 

Senior High Schools 

In my past investigations of senior high school teachers’ cognition and classroom 

practice, I recruited senior high school teachers using purposeful sampling, while 
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attempting to include teachers from different generations and teachers with or without 

TESOL and by contacting promising candidates directly that I personally knew (Saito, 

2016, 2017). However, because this study included the head teachers in each school, I 

selected senior high schools where both of head English teachers and English teachers 

could participate. 

Teachers in both public and private high schools were selected because both types 

of schools must follow the Course of Study imposed by MEXT. According to the MEXT 

member I interviewed, both private and public high school teachers must follow the 

Course of Study. Therefore, to investigate senior high school teachers’ perceptions of the 

Course of Study and their classroom practice, teachers from both public and private high 

schools were recruited. In my previous research (Saito, 2016), among the two private 

senior high school teachers and two public senior high school teachers, one private senior 

high school teacher was strongly opposed to the policy of conducting English classes in 

English and said that he would not follow the policy because private senior high schools 

would not have to do so. The 2016 study was conducted before the enactment of the 2009 

Course of Study; however, it indicates that there might be a gap between private and 

public senior high school teachers’ attitudes toward the policy of conducting classes in 

English. Teachers working in both public and private high schools in Tokyo were 

recruited because I wanted to investigate how the TMBE influenced public high schools 

and their teachers and if there was a gap in terms of teachers’ classroom practice and 

understanding of conducting classes in English between public and private high schools. 
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Both private and senior high schools with general courses were selected for this 

study because the number of schools offering general courses exceeds other types of 

schools and the requirements for specialized courses can differ significantly. According 

to MEXT (2018c), 3,516 senior high schools have a single department, and among them, 

there are 2,609 general courses, 592 specialized courses, 273 integrated courses, and 568 

other specialized courses. I also took into consideration the schools’ hensachi levels. 

Hensachi is a norm-referenced test score standardized to have a mean of 50 and standard 

deviation of 10 (Goodman & Oka, 2018). Hensachi, which has been widely used in Japan 

since the 1960s, indicates how likely it is that a student can enter a particular school. 

In order to recruit private high school teachers, I first made a list of senior high 

schools. I was invited to offer a seminar to the students at Private School A located in a 

ward in Tokyo. I was introduced by a colleague in a private university in Osaka I have 

known for more than ten years. I visited Private School B, which is located in another 

ward in Tokyo, to offer a seminar to its teachers. I met the head English teacher during 

the visit. I obtained permission from the teachers at Private School A and Private School 

B to observe their classes. The academic levels of the two schools are higher than 

average; the hensachi of Private School A is 63, and that of Private School B is 58. 

I had no personal contact with any public high school teachers, so I asked a 

member of the TMBE, Mr. Tanaka, to introduce public high schools that can participate 

in this study. He participated in this study as a TMBE member. I explained this study in 

detail after interviewing him and he agreed to help me find public high schools where I 

could gather data. After the interview, another TMBE member, Mr. Honda, who had also 
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participated in the interview, e-mailed me to ask about my study. I expressed a wish to 

investigate two public high schools with different academic levels. Mr. Honda introduced 

me to two public high schools, Public School A located in the center of Tokyo and Public 

School B located in a suburb of Tokyo. The hensachi of Public School A was 71 and that 

of Public School B was 59. 

 

Senior High School English Teachers 

I had originally planned to recruit senior high school teachers by considering their 

teaching context (private or public high school), gender (male or female), professional 

background (holding an MA in TESOL or not), and age (from 20s to 50s). Recruiting 

senior high school teachers with or without a TESOL degree was also considered based 

on a previous study (Saito, 2015). In that study, two senior high school teachers with 

TESOL degrees had positive attitudes toward the policy of teaching English classes in 

English before the 2009 Course of Study was enacted, while one teacher without a 

TESOL degree had a negative view of the policy. Recruiting teachers from different 

generations was based on the assumption that these teachers might have different 

educational backgrounds. For instance, many older Japanese teachers might have only 

studied and taught English through the grammar-translation method, while younger 

teachers might have been exposed to more communicative methodologies. 

In the process of selecting English teachers, I asked the head teacher in each high 

school to introduce me to several teachers teaching two English courses (e.g., English 

Expression I and Communication English I). However, restrictions at play when selecting 
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the teachers included the classes they taught, their availability, and my availability to 

make school visits. I was eventually introduced to a teacher in charge of two English 

classes who was available when I could visit the school. I was introduced to the 

principals of two public high schools by a TMBE member. I contacted the principals via 

e-mail and visited each school to meet them. After explaining the study, I was introduced 

to the head English teacher and an English teacher at each school. 

Table 6 shows information concerning the public high school and two private high 

school English teachers who participated in this study. 

 

Table 6. The Four High School English Teachers 

Name School type TESOL degree Gender Age 

Miku Public  No TESOL degree  Female 40s 

Naoki Public No TESOL degree Male 50s 

Kenta Private  No TESOL degree Male  20s 

Shin Private  MA in English education  Male 30s 

 

Because head English teachers participated in this study, I had to contact them or 

the school principals first, which made it difficult to recruit senior high school teachers 

by purposeful sampling by gender, professional background, and age as originally 

planned. However, I was able to recruit both male and female English teachers and 

teachers with different ages. One teacher had obtained a Master’s degree in English 

education from a graduate school in Japan and one teacher had completed most of the 

courses at the Tokyo campus of an American graduate school that offered a TESOL 

degree. Another teacher had studied abroad at an international school. Adding these 

participants enabled me to include English teachers with different backgrounds. 
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Prior to conducting the classroom observations, I asked each participant to 

complete a background questionnaire (see Appendix A for the Japanese version and 

Appendix B for the English translation) with questions about the length of their teaching 

career, age, undergraduate major, terminal degree, and experience living abroad. 

Miku, who was teaching in Public School A, was a female teacher in her 40s who 

had been in the teaching profession for 20 years. She majored in the English language 

and English literature and has a BA. She had been working in the school for 5 years when 

I interviewed her and observed her classes. She was in charge of Communication English 

III for third-year students, English Expression III for third-year students, English 

Expression I for first-year students, and an English seminar for third-year students. 

Although she did not obtain an MA in TESOL, she attended the Japan campus of an 

American graduate school, which had a campus in central Tokyo from 1987 to 2013. 

Although she finished the required courses, she was unable to finish writing the final 

paper because the campus closed before she could complete it. 

Naoki, who was teaching in Public School B, was a male teacher in his 50s who 

had been teaching for 20 years. He had been teaching at this school for three years when I 

interviewed him and observed his classes. Prior to working at this school, he worked at 

the highest level public high school in Tokyo for six years. He was in charge of 

Communication English II for second-year students and English Expression II for 

second-year students. He holds a BA in English literature. 

Kenta, who was teaching in Private School A, was a male teacher in his 20s. He 

was in charge of Communication English I for first-year students, English Expression II 
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for second-year students, and Communication English III for third-year students. He had 

been teaching for 5 years when I interviewed him and observed his classes. His 

undergraduate major was linguistics. When he was a child, he lived in Panama for three 

years and lived in Thailand for three years. 

Shin, who was teaching in Private School B, was a male teacher in his 30s. He 

started his teaching career at the current school, and he had been teaching for 5 years 

when I interviewed him and observed his classes. He majored in English education as an 

undergraduate and graduate student. When he was an undergraduate student, he lived and 

studied in the United States for nine months. He was in charge of Communication 

English II, English Expression II, and an English seminar for second-year students. 

 

Student Respondents 

I observed each teacher’s classes and the students in each class completed the 

Students Questionnaire about English Use (SQE). All of the students were educated 

under the 2009 Course of Study, which was enacted in 2013. They were supposed to 

learn English in English under the policy. The principal of each school signed a consent 

form (Appendix C). I videotaped each classroom observation and was careful not to 

videotape the students’ faces. 

 

Head English Teachers 

The head English teacher in each school took part as an interview participant. Table 

7 shows an overview of the head teacher participants from each school. The head English 
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teachers completed the same background questionnaire as the high school teachers before 

the interviews. 

Ms. Ono, the head English teacher at Public School A, was in her 50s. She had 

been in teaching for 30 years at the time of this study and had been working for the 

school for five years. She obtained an MA as well as a BA in literature. She had no 

experience living abroad. She was in charge of Communication English III for third-year 

students, English Expression III for third-year students, and English Expression II for 

second-year students. 

 

Table 7. Head English Teacher Participants 

 
School 

 
Teacher  

Head 
teacher  

TESOL 
degree  

 
Gender 

 
Age 

Teaching 
experience 

Public school A  Miku Ms. Ono No  Female 50s 30 years  

Public school B Naoki Mr. Sano No Male 60s  36 years  

Private school A Kenta Mr. Kato Yes Male 50s 26 years  

Private school B  Shin  Ms. Dogo Yes Female 50s 20 years  

 

Mr. Sato, the head English teacher at Public School B, was in his 60s. He had been 

in the teaching profession for 36 years when this study was conducted and had been 

working for the school for 15 years. He obtained a BA in English literature. He had lived 

in the United States for one year. He was in charge of English Expression III for third-

year students, English Expression II for second-year students, and an English Elective B 

class, and an elective class for third-year students. The English Elective B class was 

designed to prepare students for university entrance examinations. 

Mr. Kato, the head English teacher at Private School A, was in his 50s. He obtained 

a BA in English literature and an MA in TESOL from an American university. He lived 



 120 

in the United States for almost five years from 1993 to 1998. He had been in the teaching 

profession for 26 years at the school at the time of this study. He was in charge of 

Communication English III for third-year students, Communication English I C for first-

year students, a Foreign Affairs class, and an English for Current Topics class. 

Ms. Dogo, the head English teacher at Private School B, was in her 50s. She had 

been in the teaching profession for 20 years at the school at the time of this study. She 

obtained a BA in English literature and an MA in English literature at a graduate school 

in Japan. She also studied English literature in Britain for one year, studied in Australia 

for eleven months, and obtained an MA in TESOL. She was in charge of a Reading class 

for third-year students. 

 

Members of Tokyo Metropolitan Board of Education 

Four members of the TMBE, the largest Board of Education in Japan, were 

interviewed. The interviews were conducted to investigate what measures the TMBE was 

taking to implement the policy of conducting English classes in English. I contacted a 

member of the TMBE, Mr. Tanaka, whom I have known since meeting him at a 

conference, via email to ask about interviewing him. He arranged for my visit to the 

Tokyo Metropolitan Government Office. On the day of the visit, three members also 

joined the interview. All of the following members’ names are pseudonyms. The 

interview participants were Mr. Tanaka, the Director of International Education Section, 

Mr. Suda, the Chief Supervisor for International Education Curriculum, Mr. Honda, the 
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Deputy Director of International Education Section and Guidance Division, and Ms. 

Saito, the Senior Supervisor of International Section. 

 

Members of Ministry of Education, Culture, Sports, Science and Technology 

Mr. Sato used to work at MEXT as a senior curriculum specialist where he was an 

active advocate of the policy of conducting English classes in English in the 2009 Course 

of Study. He made presentations at many educational conferences. I was acquainted with 

him and interviewed him in 2015 while he was working at MEXT as a part of my 

previous study. Prior to joining MEXT in 2010, he was a public high school English 

teacher, and he worked for a Board of Education near Tokyo. He left MEXT in 2017, so I 

needed to interview another person working at MEXT. Mr. Sato introduced me to Ms. 

Kondo, a senior curriculum specialist at MEXT. I e-mailed Ms. Kondo and obtained 

permission to interview her. She was an English teacher in a small town for nearly ten 

years and after that, she worked at one of the Boards of Education in eastern Japan. She 

also worked as a vice principal for one year. She was a senior curriculum specialist at 

MEXT when the interview was conducted. 

 

Case Study Design 

In this section, I first explain the characteristics of case study research. I then 

explain the instrumental, explanatory, and multiple case-study design used in this study. 

 

 



 122 

Case Study Research 

Case studies, which are undertaken to study a phenomenon in depth (Swanborn, 

2010), are defined as “an empirical inquiry that (a) investigates a contemporary 

phenomenon (the “case”) in depth and within its real-world context, especially when (b) 

the boundaries between a phenomenon and context are not clearly evident” (Yin, 2009, p. 

16). Stake (2006) identified two main types of case study: intrinsic cases and instrumental 

cases. Intrinsic cases are those that are of inherent interest due to their uniqueness. These 

are normally single cases and can be the focus of an entire study. Instrumental cases 

studied for the particular insight they provide into a phenomenon of interest (Stake, 

2006), such as a curriculum or educational policy. Instrumental cases can be singular, or 

a number of cases can be combined to form a multiple case study. In this study, I have 

adopted an instrumental case study because my main interest is to investigate influences 

of the policy of conducting English classes in English stated in the 2009 Course of Study 

on senior high school teachers’ perception and classroom practice. 

Stake (2006) pointed out that the purpose of multiple case-study research is to 

understand the complexity of a phenomenon by studying how it operates and functions 

under local conditions. Yin (2009) observed that whereas an individual case can reveal 

new findings, the convergence of a finding across a number of carefully described cases 

can indicate a significant theoretical breakthrough. Studying multiple, rather than single, 

cases therefore has the potential to offer a greater breadth of understanding that can lead 

to analytic generalization (Duff, 2007; Yin, 2009). Therefore, in this study, I have 

included multiple cases by conducting interviews with high school teachers, head 
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teachers, classroom observations, and administering a questionnaire with the students in 

the four teachers’ classes. Using four cases allowed the identification of similarities and 

differences among the cases. 

This research was an explanatory case study. Such case studies are conducted to 

explain how or why a sequence of events occurs or does not occur and to identify cause-

effect relationships. In this study, I adopted an explanatory case study to investigate why 

teachers did or did not adopt the policy of conducting English classes in English. 

 

An Instrumental, Explanatory, and Multiple Case-Study Design 

I adopted an instrumental, explanatory, and multiple case-study design to explain 

how teachers perceive the policy of conducting English classes in English, how they 

conduct their English classes, and how their perceptions and classroom practice are 

influenced by their educational background, professional coursework, internal factors in 

the class, internal factors in the school, and external factors. Figure 5 presents a multiple 

case-study design. 

 

Figure 5. The Multiple Case-Study Design 

 

 

 

 

 

 

MEXT 

Private High 
School A  

Private High 
School B  

TMBE 

Public High 
School A  

Public High 
School B  



 124 

As an external factor, language polices, including the policy of conducting English 

classes in English by MEXT, were investigated by gathering the views of members of 

MEXT through interviews. In addition, I investigated how one Board of Education, the 

TMBE, mediated between language polices imposed by MEXT and public high schools 

and public high school teachers, how it was involved in public high schools’ English 

education, and how it affected the four public high school teachers’ perceptions and 

classroom practice. 

Public High School A and Public High School B are under the control of the 

TMBE. Private high schools follow the Course of Study, but they are not under the 

control of the TMBE. Table 8 shows the research design. Private High School A and 

Private High School B were included in this study to investigate differences in teachers’ 

perceptions and classroom practice between public and private high school teachers. 

 
Table 8. The Research Design 

Case School Observations Interviews Questionnaire 

1 Public High 
School A 

Class 1 x 2 Teacher: 
Miku 

Head 
teacher:  
Ms.Ono  

Students in class 1 

  Class 2 x 2   Students in class 2 
 

2 Public High 
School B 

Class 1 x 2 Teacher: 
Naoki 

Head 
teacher: 
Mr.Sano 

Students in class 1 

  Class 2 x 2   Students in class 2 
 

3 Private High 
School A 

Class 1 x 2 Teacher: 
Kenta 

Head 
teacher: 
Mr. Kato 

Students in class 1 

  Class 2 x 2   Students in class 2 
 

4 Private High 
School B 

Class 1 x 2 Teacher: 
Shin  

Head 
teacher: 
Ms. Dogo 

Students in class 1 

  Class 2 x 2  
 

 Students in class 2 
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As Table 8 shows, this multiple case study has four cases: Public High School A, 

Public High School B, Private High School A, and Private High School B. At each high 

school, I conducted classroom observations of two different classes twice, interviewed 

the high school teachers twice, interviewed the English department head teacher once, 

and administered a student questionnaire in each class after the two class observations. 

The same class was observed twice because the content of the lessons and the skills 

covered differ in each lesson. For example, in one class, reading might be focused on and 

as a result, the amount of English that teachers use might be less than in a class in which 

speaking is the focus. 

First, the amount of English the teachers used in their classrooms was investigated 

by analyzing the videotaped data. The observation data were analyzed qualitatively by 

exploring classroom activities, participant organization such as whether the interactions 

were teacher-centered, pair or group work, or individual work, the use of linguistic forms 

(e.g., grammar, vocabulary, pronunciation) and functions, students’ modality (i.e., 

reading, speaking, listening, and writing), and the pedagogical materials used. 

Second, qualitative data from interviews gathered from the senior high school 

teachers about their beliefs concerning the policy of teaching English classes in English, 

their classroom practice, and factors affecting their beliefs and classroom practice were 

analyzed to explain the results of the classroom observations. 

Third, to explore the phenomenon in greater depth, other possibly influential factors 

were also investigated. Thus, qualitative interviews with the head teachers of the senior 
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high school English department that each teacher belonged to, an interview with four 

TMBE members, and interviews with two members of MEXT were conducted. 

Finally, how the students in the participating teachers’ classes perceived the use of 

English was investigated because their perceptions can affect the teachers’ beliefs and 

classroom practice. Figure 6 shows the flow of the multiple case-study design. 

 

Figure 6. The Instrumental and Explanatory Case-Study Design 

 

 

Note. MEXT = Japanese Ministry of Education, Culture, Sports, Science, and Technology; TMBE 

= Tokyo Metropolitan Board of Education; SHS = Senior high school. 
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English classes in English and their classroom practice. The main questions asked in the 

second interviews were related to the postponement of the four-skill English tests. 

Having outlined the methodology and the reasons why I adopted an instrumental, 

explanatory multiple case-study design, I next explain the instrumentation, the 

procedures, and analyses for the classroom observations, interviews, and questionnaire. 

 

Instrumentation 

In the following sections, I explain the three ways in which data were collected: 

classroom observations, interviews, and Student Questionnaire about English Use (SQE). 

 

Classroom Observations 

Classroom observations were conducted to investigate to what degree the four 

teachers reflected the policy of using English in their classes and how they conducted 

English classes. The classroom observation data were analyzed using the COLT. 

To investigate how teachers conducted their classes and how much English they 

used in the classroom, classroom observations were an appropriate method of data 

collection. If the teachers’ classroom practices did not conform to the policy of 

conducting English classes in English, I considered the reasons underlying their teaching 

in reference to the data I collected through the semi-structured interviews. Similarly, if 

the teachers taught in a way that was consistent with the policy, it was important to 

investigate what factors made it possible for them to do so. In sum, the purpose of the 

classroom observations was to gather data about teaching practices and classroom-related 
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factors that facilitated or hindered the implementation of the policy of teaching English 

classes in English, explore classroom factors not evident in the interview data, and 

triangulate the self-report data collected through the semi-structured interviews. 

Borg (2006) stated that it is important to understand what teachers do as well as 

what or how they think. In order to investigate these issues, classroom observations are 

an increasingly common research method in the area of teacher cognition. Nine key 

dimensions of observations proposed by Borg are shown in Table 9. 

 

Table 9. Dimensions in Observational Research (Borg, 2006) 

Dimension Description Options 

Participation The extent to which the observer 
participates in the settings under study 
 

Participant/Non-
participant 

Awareness The extent to which those observed know 
they are being so and by whom 
 

Overt/Covert 

Authenticity The extent to which the settings under 
observation are naturally occurring 
 

Real/Contrived 

Disclose The extent to which the settings under 
observation are explained to those being 
observed. 
 

Full/Minimal 

Recording How a record of the observation is made 
 

Manual/Technological 

Structure The extent to which data are recorded 
against analytical categories 
 

Closed/Open 

Coding The extent to which data are coded 
according to existing frameworks 
 

Deductive/Inductive 

Analysis The role of quantification in the analysis 
 

Quantitative/Qualitative 

Scope The extent to which a range of individuals, 
events, and times are studied 

Limited/Extent 
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I participated in the classes as a non-participant in order not to affect the teachers’ 

classroom practice. I asked the teachers to tell the students I would be observing the 

teacher and not to say more so as not to affect the students’ attitudes toward the class. In 

order to collect natural data, I asked the teachers to conduct their classes in the usual way. 

The classes were video recorded and audio recorded. A video recorder was set at 

the back of the classroom and an IC recorder was placed on the teacher’ desk to record 

talk that might not be recorded clearly with the video recorder. In addition, I kept a 

written observation log. The observation data were analyzed in terms of the use of 

English and Japanese and when and how the teachers used English and Japanese. I 

observed one Communication English class and one English Expression class taught by 

each teacher. The same classes were observed twice to investigate whether the use of 

English and Japanese use varied in each class. Observing the same class twice helped 

reduce the effects of the observer’s paradox in which the act of observation affects the 

observed people’s behavior (Cohen et al., 2011); multiple observations enhance validity 

and reliability. Table 10 shows the observation profile. 

The classes that the teachers were in charge of differed; however, I aimed to 

observe one Communication English class and one English Expression class based on the 

assumption that the teachers’ classroom practice might be affected by the subject, the 

requirements of the subject, and the results of previous research (Saito, 2017) in which I 

observed three teachers’ classes and analyzed the amount of English and Japanese used. 
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Table 10. Observation Profile 

 
Teacher 

 
Subject (Grade) 

 
Observation number  

Number of students 
 (Male, Female, Total) 

Miku Communication English III 1 8 28 36 
 English Expression I 1 20 20 40 
 Communication English III 2 8 30 38 
 English Expression I 2 18 21 39 

Naoki Communication English II 1 20 18 38 
 English Expression II 1 7 13 20 
 Communication English II 2 20 19 39 
 English Expression II 2 7 12 19 

Kenta English Expression II 1 16 24 40 
 Communication English I 1 9 16 25 
 English Expression II 2 15 25 40 
 Communication English I 2 8 17 25 

Shin English Expression II 1 0 28 28 
 Communication English II 1 0 38 38 
 English Expression II 2 0 27 27 
 Communication English II 2 0 39 39 

 

In the observation profile, the names of the teachers (pseudonyms), the subjects of 

the classes, the students’ year in school, the number of male and female students, and the 

total number of students in each class are listed. 

 

Classroom Observation Scheme 

I adapted the Communicative Orientation of Language Teaching observation 

scheme (COLT; Allen et al., 1984), which was designed to capture features of 

communicative language teaching classes and which has been applied in Japanese senior 

high schools by Taguchi (2005) and Underwood (2014, 2017). The COLT categories 

were derived from theories of communicative competence, communicative language 

teaching, and first and second language acquisition research (Allen et al., 1984). The 

observation scheme is divided into two parts, Part A and Part B. Part A is focused on 
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classroom instruction in terms of the types of activities used and Part B is focused on 

verbal interactions (Fröhlich et al., 1985). There are five main categories in Part A. 

• Activity: Individual activities such as drills, dialogues, repetition drills, and 

conversations in each lesson and the time spent on each activity; 

• Participant organization: How students are organized as participants in activities 

(i.e., as a class, group, pair, or individual) and the time spent on each activity; 

• Content: Language form (i.e., grammar, vocabulary, pronunciation), language 

function/use (e.g., summarizing, explaining), and the time spent on each form; 

• Student modality: Macro-skills (i.e., reading, speaking, listening, and writing), 

and whether they are taught in isolation or integrated, and the time spent on 

each; 

• Materials: Textbooks, CDs, and teacher-made materials used in the class. 

Part B of the COLT is categorized into target language use, information gap (giving 

information or requesting information), sustained speech (ultraminimal turns, minimal 

turns, and sustained turns), reaction to message or code, incorporation of preceding 

utterances (no incorporation, repetition, paraphrase, comment, expansion, or elaboration), 

and discourse initiation, or restriction of linguistic form (restricted, limited, or 

unrestricted). Because the main reason for using the COLT was to investigate how much 

English and Japanese the teachers used, I used target language use from Part B and added 

categories concerning teachers’ utterances, their functions, and their length. Taguchi 

(2005), in an investigation of the implementation of CLT and teachers’ perceptions of 

CLT, used the COLT categories in Part A. In Underwood’s (2014) investigation of high 
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school teachers’ beliefs about integrating grammar teaching with communicative work 

and their classroom practice, the COLT categories from Part A and target language use 

from Part B were used. Past studies have shown that without using other categories in 

Part B, the COLT can be used effectively to investigate CLT and teachers’ use of 

language in classrooms. Because the focus of this study was on teachers’ use of English 

and Japanese, I did not use other categories from Part B. However, I added three 

categories: teachers’ utterances (e.g., Take out your textbook), their functions (e.g., 

greetings, providing instructions, and explaining), and the length of each utterance. The 

decision to add teachers’ utterances and their functions was based on a past study (Saito, 

2018). I used Part A of the COLT to analyze activities, participant organization, contents, 

students’ modality, and materials. In Taguchi’s study (2005), though the COLT was used, 

the teachers use of English and Japanese was investigated with a questionnaire. In 

Underwood’s (2014), the teachers’ use of English and Japanese was investigated with the 

COLT, but a detailed explanation about teachers’ utterances, their functions, and the 

length of each utterance was not provided. It is important to investigate what the teachers 

said in English and in Japanese, what the functions of these utterances were, and how 

long each utterance was; thus, I also used Part B of the COLT.  

 

Interviews 

Semi-structured interviews were conducted with the four senior high school 

teachers (See Appendix D for the original Japanese questions and Appendix E for an 

English translation), the head English teacher in each school (See Appendix F for the 
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original Japanese questions and Appendix G for an English translation), TMBE members 

(See Appendix H for the original Japanese questions and Appendix I for an English 

translation), the first MEXT participant (See Appendix J for the original Japanese 

questions and Appendix K for an English translation) and the second MEXT participant 

(See Appendix L for the original Japanese questions and Appendix M for an English 

translation). The English translations I made were checked by a member of my 

dissertation committee, who can read Japanese and English and who conducts similar 

research. The semi-structured interviews had a balance between structure and openness 

(Gillham 2005); I asked the questions I prepared and additional questions in order to 

elicit data concerning their cognition and factors affecting it. The detailed coding 

procedures and example coded interview data with the members of MEXT, the TMBE 

members, the head teachers, and the four teachers are presented in the Analysis section. 

The interviews with the senior high school teachers were conducted and the data 

from the interviews were analyzed qualitatively by investigating the transcribed data in 

terms of educational background, professional coursework, internal factors in the class, 

internal factors in the school, external factors, and their understanding of the policy of 

teaching English in English. The interview data helped explain the results obtained in the 

first phase. The interview data were compared with the classroom observation results. 

Interview questions for the senior high school teachers were made using factors in the 

adapted framework from Borg (2006): educational background, professional coursework, 

internal factors in the class, internal factors in the school, external factors, the teachers’ 

cognition, and classroom practice. Questions about educational background were related 
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to their previous experience of learning English. Questions about professional 

coursework were related to teacher training courses such as pre-service training at 

university and in-service training at the school where they work. Questions concerning 

internal factors in the class concerned their students’ English proficiency, while questions 

about internal factors in the school concerned head English teachers’ perceptions of the 

policy of conducting English classes in English and their classroom practice. Questions 

regarding external factors concerned factors that can affect teachers’ perceptions and 

classroom practice such as the introduction of the policy of conducting English classes in 

English in the 2009 Course of Study. Questions about teachers’ cognition were related to 

the four teachers’ opinions of the policy of conducting English classes in English and 

questions about the degree to which their classes reflected the policy. In addition to the 

prepared questions, I asked questions that emerged in the interviews. The interviews were 

conducted in Japanese, which is my native language as well as that of the interviewees. 

Because of the participants’ limited English proficiency, conducting interviews in 

Japanese enhanced the validity of this study. The interview procedures and prepared 

questions reflected revisions from previous interviews conducted in my pilot studies 

before the enactment of the 2009 Course of Study (Saito, 2016) and one year after the 

enactment of the 2009 Course of Study (Saito, 2015). The use of a revised interview 

protocol increased the reliability of the interview data for this study. 

The interviews with the head teachers were conducted when I visited each school 

for classroom observations. The transcribed data were analyzed qualitatively by coding 

the head teachers’ perceptions of the policy of conducting English classes in English, 
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their classroom practice, their roles and responsibilities, their opinions about how their 

schools’ English classes should be conducted, and their expectations of other English 

teachers’ classroom practice and other teachers’ use of English and Japanese in the 

classroom. An example of coding is presented in the Analysis section. The data from the 

head teachers were contrasted with the data from the classroom observations and from 

the interviews with the head teachers at the same school in order to investigate whether 

the head teachers influenced the senior high school teachers’ cognition and classroom 

practice as an internal factor in the school. The questions for the head teachers, which 

were adapted from the questions used with the four senior high school teachers, 

concerned the head teachers’ classroom practice about teaching English in English, and 

their cognition about policy. In addition, questions about measures they were taking as 

head teachers were included. Example questions were whether they hold study sessions, 

what they discuss in the study sessions, and whether teachers have opportunities to 

observe other teachers’ classes. Semi-structured interviews were conducted to cover the 

key questions as well as to explore questions that emerged in the ongoing interview. The 

interviews were conducted in Japanese, which is my native language as well as that of the 

head teachers. Conducting the interviews in Japanese increased the validity of this study. 

The interviews with the TMBE members were conducted to investigate how they 

perceive the policy of teaching English classes in English, what measures they were 

taking to implement the policy of conducting English classes in English and whether the 

measures affect the public high school teachers. The interviews with the TMBE members 

were analyzed qualitatively by coding the TMBE’s stance regarding the 2009 Course of 
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Study, the policy of conducting English classes in English, and measures to implement 

the Course of Study. The transcribed data were explored in terms of whether their 

decisions and measures such as offering educational opportunities to teachers influences 

the two public high school teachers as external factors. In order to explore whether the 

Board of Education’s decisions influenced the public senior high school teachers’ 

cognition and classroom practice as external factors, the interview data with the members 

of the TMBE were contrasted with the classroom observation data and the interviews 

with the two public high school teachers. Interviews with the members of the TMBE 

were conducted in Japanese because their first language is Japanese; this choice should 

increase the validity of the data. Past studies have shown that Japanese teachers have few 

learning opportunities. Therefore, I investigated what measures the TMBE was taking to 

implement the policy effectively, including whether they were offering seminars or 

workshops for senior high school teachers. 

The interviews with the two members of MEXT were conducted to better 

understand MEXT’s objectives for the policy of conducting English classes in English 

and investigate if there was a discrepancy between MEXT’s intentions of introducing the 

policy and the senior high school teachers’ understanding of the policy. The interviews 

with the members of MEXT were focused on the background of introducing the policy of 

conducting English classes in English, the intentions of the policy, expectations for senior 

high school teachers’ use of English and Japanese, senior high school teachers’ use of 

English, and problems hindering senior high school teachers from using English. An 

example of the coding used is presented in the Analysis section. 
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The interview with the member of MEXT, Mr. Sato, was conducted in Japanese. 

For the interview, I prepared questions related to his professional background, his role as 

a member of MEXT, background information about why the policy of teaching English 

classes in English was introduced in the 2009 Course of Study, and any measures that 

MEXT was taking to communicate the policy to senior high school teachers and to 

promote the use of the policy. I also asked about the current status of the policy, whether 

the policy had been widely enacted since the implementation of the 2009 Course of 

Study, and issues preventing senior high school teachers from teaching English classes in 

English. Mr. Sato introduced me to Ms. Kondo, who was interviewed following the same 

procedure as the one used with Mr. Sato. 

 

Student Questionnaire about English Use 

The Student Questionnaire about English Use (SQE) was administered to the 

students in the participating teachers’ classes. The data from the SQE were contrasted 

with the data from the classroom observations and the interviews with the senior high 

school teachers to explore whether the students’ perceptions of conducting English 

classes in English affected the teachers’ cognition and classroom practice as internal 

factors in the class. The SQE items included questions about whether (a) the classes are 

conducted in English, (b) they understand classes conducted in English, (c) they think it 

is good for English classes to be conducted in English, (d) they speak English in class, (e) 

the teachers speak Japanese, and (f) they want their teachers to speak Japanese. I also 

asked open-ended questions so that the students could write answers to questions such as 
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when they cannot understand classes conducted in English, why they think English 

classes conducted in English are good or bad, when the teachers use Japanese in classes, 

and when they want the teachers to use Japanese. In order to ensure that the students 

understood the questions, they were written in Japanese. The original Japanese version of 

the SQE is in Appendix N and the English translation is in Appendix O. 

 

Procedures 

In this section, the procedures followed to obtain the teachers’ permission to 

observe their classes and conduct interviews are explained. Following that, the 

procedures used with the classroom observations, interviews, and SQE are explained. 

I visited the Public School A principal, explained the study, and obtained 

permission to interview one teacher and observe the teacher’s classes. During the visit, he 

asked one English teacher, Miku, to join the meeting and to allow me to conduct 

classroom observations. She gave me permission to do so and then we discussed the 

visitation schedule. When I visited the Public School B principal, I also met the vice 

principal. After the visit, I e-mailed the vice principal and he introduced me to an English 

teacher, Naoki. I contacted Naoki via e-mail and asked to observe two classes he was in 

charge of. He suggested possible classes, dates, and times to conduct the classroom 

observations. At Private School A, I visited the head English teacher and checked the 

availability of English teachers who were teaching both Communication English and 

English Expression classes. Based on that, he introduced one English teacher, Kenta, to 

me. I met Kenta at the campus and the head teacher asked him to let me observe his 
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classes. I was then able to obtain permission to do so from Kenta. At Private School B, 

after I visited the head teacher to explain this study, she agreed to participate and 

introduced me to one English teacher, Shin, via e-mail. I then sent an e-mail to Shin, who 

agreed to take part in my study. 

 

Classroom Observation Procedures 

First, prior to the observations and interviews, I asked the teacher participants to 

sign a consent form. I also obtained permission to audio- and video-record the classes. 

The consent form for the classroom observations and interviews is in Appendix P. I also 

asked the teacher participants to complete the background questionnaire (see Appendix 

A). The translated questionnaire is shown in Appendix B. I asked the teachers about their 

students’ English proficiency levels, the number of female and male students, and the 

textbook they were using. In addition, I obtained copies of the course materials. 

Second, after entering the classroom, I observed the classroom environment, 

including the arrangement of the chairs and desks. I set up the video camera at the back 

of the classroom so that I could observe the teachers’ behavior and avoid video-recording 

the students’ faces. In order to obtain clear audio recordings, I placed an IC recorder on 

the teacher’s desk. After that, I took notes about the time and the date of the observation, 

the number of students, the number of male and female students, their year in school, the 

course name, the students’ seating arrangement, and equipment in the classroom. 

Third, during the lesson, I sat near the video recorder and took notes about the 

teacher’s target language use, activities, participant organization (teacher-centered, group 
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or pair work, or individual work), contents (forms such as grammar, vocabulary, 

pronunciation and functions such as reading comprehension), students’ modality 

(reading, speaking, listening, and writing), and materials (textbooks, teacher-made 

materials, audio materials, and visual materials) on the COLT observation scheme. In 

addition, the students’ reactions to the class activities were noted. 

Fourth, after the classroom observation, in order to increase validity, I had a brief 

meeting with the teacher to clarify points I had questions about and to get their 

perspective on any events that stood out. After the observation, I input what I took notes 

about on the copy of the COLT into an Excel file. 

 

Interview Procedures 

Interviews with the Four Senior High School English Teachers 

First, the interviews were conducted in a teachers’ meeting room or other 

convenient locations at the school. Before the interviews, I talked with them for about ten 

minutes to create a relaxed atmosphere. I then asked for their permission to record the 

conversations with an IC recorder. Each interview was approximately 1 to 2 hours. 

Second, I asked questions related to educational background, professional 

coursework, internal factors in the class, internal factors in the school, external factors, 

perceptions about MEXT’s policy of conducting English classes in English and their 

classroom practice based on the adapted framework for this study. 

Third, after each interview, I made notes about where and when the interview was 

conducted and how long it took. A few days after each interview, I listened to the 
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recorded data and transcribed the interviews. The transcribed data were coded with 

highlighters depending on educational background, professional coursework, internal 

factors in the class, internal factors in the school, external factors, their cognition of the 

policy of teaching English classes in English and their classroom practice (see Figure 3). 

An example of coded data is shown in Table 12 in the Analysis section. To increase the 

internal validity of the teachers’ interview data, member checking was also conducted to 

see whether any parts needed clarification or were inaccurate. 

Fourth, the second interview took place after the announcement concerning the 

postponement of the introduction of four-skill English tests. This follow-up interview was 

several months after the first interview. The purpose was to investigate how the teachers 

perceived the postponement of the four-skill English tests and if their opinions or 

classroom practice had changed since the first interview. The second interview was 

conducted in a teachers’ meeting room or other convenient location at the school. Before 

the interviews, I talked with them for about ten minutes to create a relaxed atmosphere. I 

then asked for their permission to record the conversations with an IC recorder. Each 

interview was approximately 1 hour. 

Fifth, after each interview, I made notes about where and when the interview was 

conducted and how long it took. A few days after each interview, I listened to the 

recorded data and transcribed the interviews. To increase the internal validity of the 

teachers’ interview data, member checking was conducted to see whether any parts 

needed clarification or were inaccurate.  
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Interview with the Four Head English Teachers 

The interviews with the head teachers were conducted in the teachers’ meeting 

rooms or other locations at the school. I talked with the teachers before the interviews to 

create a relaxed atmosphere. I then explained the objectives of the study and asked them 

to complete the consent forms (See in Appendix R). I received permission to record the 

interviews with an IC recorder. Each interview was approximately 1 to 2 hours. 

I then wrote an interview log including information about where and when the 

interview was conducted and how long it took. A few days after the interview, I listened 

to the recorded data and transcribed the interview. In order to enhance the internal 

validity of the interview data, member checking was also conducted to see if any parts 

were inaccurate or needed to be clarified. 

 

Interview with Members of the TMBE 

I first contacted Mr. Tanaka, one member of the TMBE, and obtained permission to 

interview him about my research via e-mail. I then visited the TMBE for the interview. 

Four members joined the interview as explained above. I explained the objectives of the 

study and asked one representative among them to complete the consent form shown in 

Appendix R. I asked for permission to record the conversation with an IC recorder. The 

interview was approximately 1 hour. On the same day, I made an interview log including 

information about where and when the interview was conducted and how long it took. A 

few days after the interview, I listened to the recorded data and transcribed the interview. 
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In order to enhance the internal validity of the interview data, member checking was 

conducted to see if any parts were inaccurate or needed to be clarified. 

 

Interviews with Members of MEXT 

I contacted a member of MEXT, Mr. Sato, via e-mail and asked if he could 

participate in the study. He immediately agreed to participate and I obtained permission 

to interview him. The interview was conducted at a meeting room at a MEXT office. 

Before the interview, I talked to him to create a relaxed atmosphere. I then explained the 

objectives of the interview and asked him to complete the consent form (See Appendix 

S). I obtained his permission to record the conversations with an IC recorder. The 

interview was approximately 50 minutes. 

After arriving home, I took notes about the interview including where and when it 

was conducted and how long it took. A few days later, I listened to the interview and 

transcribed it. To increase internal validity, member checking was conducted to see if any 

parts were inaccurate or needed to be clarified. 

I then contacted the other participant from MEXT, Ms. Kondo, who was introduced 

by Mr. Sato via e-mail. I e-mailed her to explain my research and obtained permission to 

interview her and arranged the schedule to visit her at MEXT. I visited her at the MEXT 

offices, explained the study in more detail and asked her to complete the consent form. I 

obtained permission to record the interview. The interview was approximately one hour. 

I took notes during the interview including where and when it was conducted and 

how long it took. A few days later, I listened to the interview and transcribed it. To 
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increase internal validity, member checking was conducted to see if any parts were 

inaccurate or needed to be clarified. 

 

Student Questionnaire Procedures 

Questions regarding the students’ perceptions of English classes being taught in 

English were prepared. The questions were reviewed by a member of my dissertation 

committee, a Japanese-English bilingual. Based on his advice, revisions were made. 

The revised version of the SQE (see Appendix N) was sent to the teacher within a 

few days after I observed the classes. The teachers were asked to administer the 

questionnaire and return the questionnaire within a few weeks. After receiving the 

completed questionnaires, the data were input into an Excel File for analysis. 

The data collected from the interviews, classroom observations, and questionnaire 

were secured in my PC in my research room at the university where I work. This room 

cannot be entered without a security number. The data were also kept on a USB, which 

was kept in the research room. The data were used only for this research and academic 

purposes related to this research and all of the participants’ names were protected by 

using pseudonyms. 

 

Positionality 

In this section, I explain my positionality because it affects how I have interpreted 

the data. I am a female teacher in my 50s who attended a junior and senior high school in 

the countryside in Japan. At the secondary schools I attended, the main activity in the 
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English classes was grammar translation; no communicative activities were used. The 

classes were teacher-centered, so the students had few chances to speak English. The 

main focus in compulsory English classes in the university I attended was on translation. 

Though I took classes offered by native English teachers, I stopped taking the classes in 

the middle of the semester because I could not speak English well and found the classes 

difficult. I travelled abroad many times when I was at university and enjoyed different 

cultures and communicating in English. After graduating from the university, I worked in 

the financial industry for three years. I then worked as a part-time English language 

instructor at an English conversation school and taught English for several years. I 

changed jobs every time my husband was transferred. During that time, I used English 

and Japanese in my classes depending on the students’ age, contents of classes, and 

students’ expectations. I wanted to obtain a professional license to teach English, so I 

enrolled in the graduate TESOL program at the Japan campus of an American university 

in 2005. All of the graduate school classes were conducted in English and the instructors 

used CLT. As the result of studying at the school, my English improved and I began 

using more communicative activities. The experience made me think that teaching 

English in English through CLT is an effective way to improve students’ English 

proficiency. Thus, I am in favor of the policy of conducting English classes in English 

and I think that the policy can have a positive impact on English education in Japan. 

Because my positionality is partially based on my educational background, it is possible 

that I have interpreted the data regarding teachers’ use of English in a biased manner. 
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Analyses 

The data are from classroom observations, interviews with the senior high school 

teachers, head teachers, members of the TMBE, and members of MEXT, and a 

questionnaire from students in the classes that the four teachers were in charge of. Data 

from the classroom observations, the interviews, and the SQE were used to answer the 

following seven research questions. 

The first research question concerns the extent to which senior high school 

teachers’ practices reflect the policy of conducting English classes in English. The data 

from classroom observations and interviews with the four teachers were used to address 

this question. 

The second research question asked what factors affect their cognition about the 

policy of conducting English classes in English, how senior high school teachers perceive 

the policy of conducting English classes in English, and whether there is a gap between 

the teachers’ cognition and classroom practice. To address this question, the interview 

data with senior high school teachers and classroom observations data were used. In order 

to investigate factors that can affect teachers’ cognition and classroom practice, the 

student questionnaire data and the interview data with the members of the TMBE and 

MEXT were also used. 

The third research question asked how senior high school students perceive English 

classes conducted in English. To address this question, the questionnaire data were used. 

That data were compared with the data from the observations and the teacher interviews. 
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The fourth research question asked how the head English teachers in the same 

school perceived the policy of English classes in English and conducted classes and 

whether their cognition and classroom practice affected the senior high school teachers. 

To address this research question, the interview data with the head English teachers was 

used and it was compared with the teacher interview data and classroom observations. 

The fifth research question asked how the TMBE members perceive the policy of 

teaching English classes in English, what measures they take to implement the policy, 

and whether the measures affect the public high school teachers. To address this question, 

the interview data with the members of the TMBE were used. That data were compared 

with the data from the teacher interviews and classroom observations. 

The sixth research question asked what objectives MEXT has regarding the policy 

of teaching English classes in English in the 2009 Course of Study and what 

discrepancies, if any, existed among MEXT’s objectives and senior high school teachers’ 

understanding of the policy and their classroom practice. To address this research 

question, the interview data with the members of MEXT were used. The interview data 

were compared with the teacher interview data and the classroom observations. 

The seventh research question asked how senior high school teachers perceived 

the introduction of four-skill English tests and the suspension of the introduction. To 

address this question, the data of the teacher interview and the classroom observations 

were used. 

I next explain how the observation data, the interviews, and the questionnaire 

were analyzed. 
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Analysis of the Classroom Observations 

The classroom observation data were made up of video- and audio-recorded 

lessons, the observation scheme adapted from the COLT, and copies of the textbooks and 

handouts. The video data were analyzed using the following procedure. 

1. I entered the data on the COLT observation scheme about the number of 

students, male students, and female students, year in school, the course’s name, 

and the students’ seating arrangement in the classroom in an Excel file. 

2. I analyzed the video in terms of activity (greeting, listening comprehension, 

reading comprehension, speaking practice) participant organization (class, 

group, pair, or individual work), student modality (listening, reading, speaking, 

writing), content (forms such as grammar, vocabulary, and pronunciation, and 

functions), and materials (textbooks, teacher made handout, visual, and audio). 

3. I entered the data concerning activities, participant organization, contents, 

students’ modality, and materials in the Excel file. 

4. I calculated the time for each activity and input information about participant 

organization, contents, students’ modality and material for the activity. 

5. I watched the video again and added data about when the teacher started and 

stopped using English or Japanese and what the teacher said in an Excel file. 

6. I watched the same part of the video again and entered data about the functions 

of the teacher’s English and Japanese (e.g., greeting, explanation, and 

instruction) in the Excel file. 
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7. I calculated the length of the teacher’s use of English and Japanese, the 

percentage of the teachers’ English and Japanese use in the total amount of 

teacher talk, and the duration of a lesson in the Excel file. 

8. After transcribing the video, I checked the copy of the observation scheme to see 

if any part was not transcribed and added the students’ reactions to the class 

activities to the Excel file. 

In order to increase reliability, I asked the same colleague who analyzed the interview 

data to analyze the observation data using the adapted COLT scheme, and then compared 

and discussed the colleague’s analysis with mine. The following is an example of data 

input in the observation scheme using the observation data from this study. What the 

teachers said, whether it was in English or Japanese, when it started and ended, how long 

the utterance was, what function the utterance had, activities in the class, participant 

organization (teacher-centered class, pair, group, individual), student modality (listening, 

reading, speaking, writing), content (e.g., grammar, vocabulary, pronunciation, functions 

such as reading comprehension), and materials (textbook, handout, visuals, audio) were 

also analyzed using the adapted COLT framework. Table 11 shows an example of the use 

of the COLT for the analysis. 

I calculated how much English or Japanese each teacher used in an Excel file. I 

adapted it to an MS Word file to show the example in Table 11. The copies of the 

textbooks were analyzed in terms of the content, the language used, and how many pages 

were covered. The copies of the handouts were analyzed in terms of their contents in 
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conjunction with the video data to determine whether the teachers used English or 

Japanese when they were using the handouts. 

 

Analysis of the Interviews 

In the following section, I describe how the interviews with the senior high school 

teachers, head teachers, members of TMBE, and members of MEXT were analyzed. 

 

Analysis of the Interviews with the Senior High School Teachers 

The interview questions for the high school teachers were based on the adapted Borg 

framework. The data were coded and analyzed using content analysis (see Table 12). 

Coding is a technique for identifying statements by attaching one or more keywords to a 

text. Kvale and Brinkmann (2009) stated, “Content analysis is a technique for a 

systematic quantitative description of the manifest content of communication” (p. 203). 

Table 12 shows part of the analysis for the first observation of Miku’s Communication 

English III class on June 13, 2019. 
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Table 11. Analysis with the Adapted COLT 

 
 

Time 

 
 

Duration 

 
 

Activities 

 
 

PO 

 
 

Contents 

 
Student 
modality 

 
 

Materials 

 
Teacher 

utterance 

 
Utterance 
function 

Teacher 
speaking 

time 

 
 

Duration 

0:00-
0:15  

15c Greeting  C Function 

(Greeting)  

L  Let’s 
begin. 

Greeting 0:00-0:02 2s 

始めます。 Greeting 0:03-0:06 3s 

0:22-
0:36  

14c Explanation 
about the class  

C Function 

(Explanation) 

L  We have 
40 
minutes. 

Explanation 0:22-0:36 14s 

0:46-
4:14  

2m31s Introduction to 
reading 
comprehension  

C Function 

(Preparation for 
listening)  

L Textbook 

p. 30 

I’m going 
to ask you 
several 
questions. 

Asking 0:46-0:58  12s 

聞いた後、

答え聞く

よ。 

Asking 3:30-3:35 5s 

4:18-
7:44  

3m26 Listening to the 
main content  

I Function 
(Listening 
comprehension)  

L Textbook 
p. 30  

    

Note. PO = Participants’ Organization; C = Class; G = Group; P = Pair; L = Listening; R = Reading; S = Speaking; W = Writing.  

 



 

152 

The coding I used was based on the categories of the questions in Borg’s adapted 

framework: educational background (EB), professional coursework (PC), internal factors 

in the class (IFC), internal factors in the school (IFS), external factors (EF), teachers’ 

cognition (TC), and classroom practice (CP). The data were analyzed in terms of what 

factors played a role in shaping the teachers’ cognition and classroom practice. The 

following is the coding and content analysis procedure. 

• The data were transcribed and entered into a Microsoft Word file. 

• The MS Word file was printed and read. 

• Words, phrases, and sentences were color-coded to indicate the contents: Orange 

for educational background, purple for professional background, yellow for 

internal factors in the class, green for internal factors in the school, pink for 

external factors, red for teachers’ cognition and light blue for classroom practice. 

• A note was added under the underlined parts using the following abbreviations: 

EB for educational background, PC for professional coursework, IFC for 

internal factors in the class, IFS for internal factors in the school, EF for external 

factors, TC for teachers’ cognition and CP for classroom practice. If there was a 

cause and effect relationship, I drew an arrow between the underlined parts. 

• The extracted data were placed in the left column in the MS Word file. The 

codes were applied in the right column. An arrow was added between two codes 

if there was a relationship between them. 

• The topic (e.g., entrance examinations) was placed in the right column next to 

the column coding. 
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• I read the file again to refine and clarify the coding system. 

• I checked the original transcription to identify utterances related to educational 

background, professional coursework, internal factors in the class, internal 

factors in the school, external factors, teachers’ cognition, and classroom 

practice that should be included as extracts. 

• I translated the underlined words, phrases, or sentences under the extracted 

Japanese data and had them checked by a dissertation committee member in 

order to increase validity. The translated extract is in a bracket under the original 

Japanese extract. 

• The data were copied, and a report was written for each teacher, and the written 

report was read to verify my analysis and interpretation. 

Table 12 is an example of coding for one teacher, Miku, and the data extracted from the 

transcription. Instead of color coding, shading is shown. 

 

Table 12. Miku’s Interview Coding 

Teachers’  
Japanese Utterances 
(English Translation)  

 
 

Coding  

 
 

Topic 

“大学の過去問とかをずっとやるっていう授

業がありまして、そこは日本語を使っていま

す。” 

 
(There is a class where we do past university 
exams for the entire class, and I use 
Japanese in that class.) (FI 2019/06/21). 

EF → CP Entrance examinations 

Note. EF = External Factors; CP = Classroom Practice. 
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As the example shows, the original Japanese utterance, its English translation, 

coding, and topics are shown. The example shows how an external factor (EF) affected 

her choice of language in her classroom practice (CP). 

 

Analysis of the Interviews with the Head English Teachers 

The questions used with the interviews with the head teachers fell into two main 

categories: opinions about the policy of conducting classes in English and issues 

concerning the English department including the head teacher’s and other teachers’ 

opinions about the policy and classroom practice and the head teachers’ efforts to 

implement the policy. I listened to the interviews repeatedly when transcribing the data. 

In previous studies (Saito, 2015, 2016, 2017), interviews with senior high school 

teachers showed that other English teachers’ opinions about the policy of teaching 

English classes in English and their classroom practice, cooperation with other English 

teachers, and the presence of native English teachers affected their cognition and 

classroom practice. Based on those studies, I used the following coding for the content 

analysis: the head teacher’s opinion (HTO), the head teacher’s classroom practice (HCP), 

other teachers’ opinion (OTO), other teachers’ classroom practice (OCP), the school 

policy in terms of the classroom (SP), cooperation among teachers (CAT), native English 

teachers’ influence (NTI), and opportunity for classroom observations and study 

meetings (OCS). 

The coded data were analyzed in terms of positive (+) and negative (-) influences 

on the senior high school teachers’ perceptions of the policy of conducting English 
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classes in English and their classroom practice. For example, if the head teacher taught 

English in English, it was coded as +, a positive influence. Sub-categories were added 

inductively along with the analysis of the transcribed data. The following is the coding 

and content analysis procedure. 

• The data were transcribed and entered into a Microsoft Word file. 

• I printed the MS Word file and read it. 

• Words, phrases, and sentences were coded. 

• Positive influences on the teacher’s cognition and classroom practice were coded 

+ and negative influences were coded -. 

• The underlined and coded data were placed in the left column in a new 

Microsoft Word file for categorizing, sorting, and retrieving data. 

• I coded words, phrases, and sentences in the new Microsoft Word file. 

• Positive influences were coded + and negative influences were coded - in the 

right column. 

• I read the file again to refine and clarify the coding system. 

• The original was checked for utterances related to the teacher’s opinions, the 

head teacher’s classroom practice, other teachers’ opinions, other teachers’ 

classroom practice, the school policy in terms of the classroom, cooperation 

among teachers, native English teachers’ influence, and opportunity for 

classroom observations and study meetings. A decision was made regarding 

which extracts should be included in the manuscript. 
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• The transcribed and coded data were checked by a dissertation committee 

member. We discussed the results of my analysis to enhance reliability. 

• Underlined words, phrases, or sentences were translated and placed under the 

extracted Japanese data. The translations were checked by a dissertation 

committee member. 

• A report for each teacher was written and read to verify my analysis and 

interpretation. 

Table 13 is an example of coding for one head teacher, Ms. Ono, and the data extracted 

from the transcription. An extracted utterance was added in the left column. An English 

translation was added in a bracket below the extracted utterance. In the next column, the 

coding was applied. The coding of (+) or (-) was added in the right column. 

 

Table 13. Head Teachers’ (Ms. Ono) in Interview Coding 

 
Utterances in Japanese (English)  

 
Coding 

Coding:  
(+,-)  

大事なのは、生徒が英語を話すこと 

だよ。つまり教員が一人、ペラペラってしゃべるんじ

ゃなくて、生徒にいかに英語を話させるかっていうこ

と。 

 
(The important thing is that students speak English. In 
other words, it’s not about teachers speaking all the 
time, it’s about how to make students speak English.) 
 

HTO +  

文法的な説明とかそういうことは 

必要に応じて日本語で言った方が、生徒もすとんと腑

に落ちる。 

 
(Speaking of grammatical explanations and things like 
that, depending on the situation, students can 
understand rather quickly if I explain it in Japanese.) 

HTO, 
HCP 

- 

Note. HTO = Head Teacher’s Opinion; HCP = Head Teacher’s Classroom Practice. 
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Analysis of the Interviews with the Members of the TMBE 

I analyzed the interviews with the TMBE members in terms of their opinions about 

the policy of conducting English classes in English, and measures that the TMBE were 

taking to implement the policy as a mediator between MEXT and public senior high 

school English teachers. The interview questions for the TMBE members were designed 

to elicit their opinions about the policy of conducting English classes in English, 

mandatory workshops offered in the teachers’ first, third, sixth, and eleventh year of 

teaching, training sessions, study abroad programs, and the delegation of assistant 

language teachers (ALT). 

The following coding was used for the content analysis: mandatory workshops 

(MW), study abroad programs (SAP), and assistant language teachers (ALT). The coded 

data were contrasted with the interview data with the senior high school teachers. If there 

was a remark from the TMBE members and the teachers about the mandatory workshops, 

study abroad programs, and assistant language teachers, I put the direct utterances into 

the data. I then analyzed whether the measures had positive, negative, or no influence on 

the teachers’ cognition and classroom practice. The following is the procedures for 

analyzing the interview data with the TMBE members. 

• The data were transcribed and entered into a Microsoft Word file. 

• The Microsoft Word file was printed and read. 

• Words, phrases, or sentences were coded for mandatory workshops (MW), study 

abroad programs (SAP), and assistant language teachers (ALT). Coding was 

added inductively if a new category was found. 
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• The transcribed interview data with the members of TMBE and the senior high 

school teacher were reviewed. 

• The data were coded for positive influence (PI), negative influence (NI), and no 

influence (NOI). 

• I read the Microsoft Word file again to refine and clarify the coding system. 

• The coded parts of the interview with the TMBE members and the extracts from 

the interviews with the senior high school teachers were translated and checked 

by a dissertation committee member. 

• A report was written about the influences of the TMBE on each senior high 

school teacher. 

• I read the written report to verify my analysis and interpretation. 

Table 14 shows an example of the TMBE’s effect on one public teacher, Miku. The 

original Japanese utterance and the translated utterance are in the left column. 

 

Table 14. The TMBE’s Effect on Miku in Interview Coding 

Japanese of Members of 
TMBE (English)  

 
Coding 

 
Teacher’s Japanese 

utterances 

 
Coding 

検定試験ですね。4 技能試験

の。実際受けさせて、生徒の

伸びを見て、実際授業改善を

していくと。 

 
(It is a certification 
examination. Examination of 
the four-skills test. Let 
students take it and see their 
improvement and improve 
lesson plans.)  
 

M ベネッセの GTEC を 3 年間で

5 回受けるとかね。スピーキン

グテストを 3 年間で 3 回受け

るとか。 

 
(For instance, they take 
Benesse's GTEC five times in 
three years. They take a 
speaking test three times in 
three years.) 

Positive 
influence 

Note. M = Measures by TMBE. 
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Coding was added in the next column. In the following column is the original Japanese 

utterance by the teacher as well as an English translation. In the right column, PI (positive 

influence), NI (negative influence), and NOI (no influence) were added. 

 

Analysis of the Interviews with the Members of MEXT 

I analyzed the interviews with the MEXT members in terms of introducing the 

policy of conducting English classes in English, the objectives of the policy, measures 

taken to implement the policy, introducing four-skill English tests, and the effect of their 

introduction on teachers’ use of English. The interview data with the members of MEXT 

and the senior high school teachers were contrasted to investigate what discrepancies, if 

any, existed between MEXT’s objectives regarding the policy and senior high school 

teachers’ understanding of the policy. 

I used the following coding for the content analysis: the background of introducing 

the policy of conducting English classes in English (BP), the objectives of the policy 

(OP), measures for implementing the policy (M), introducing four-skill English tests 

(IFT), and the effect of the introduction on teachers’ use of English in classrooms (EFT). 

The coded data were contrasted with the senior high school teachers’ interview data. If 

there was a similarity between what the members of MEXT mentioned and what the 

senior high school teachers mentioned, I extracted the utterances and coded them as S 

(similarity) and if there was a discrepancy between what the members of MEXT 

mentioned and what the teachers mentioned, it was coded as D (difference). The 
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followings are the procedures of analyzing the data from the interviews with the members 

of MEXT. 

• The data were transcribed and entered into a Microsoft Word file. 

• The Microsoft Word file was printed and read. 

• Words, phrases, and sentences were coded using the abbreviations. 

• The transcribed interview data with the senior high school teachers was 

reviewed and extracts related to MEXT’s objectives regarding the policy and 

senior high school teachers’ understanding of the policy were added to the 

column next to the coding column in the Microsoft Word file. 

• Words, phrases, and sentences were coded as S if there was a similarity between 

MEXT’s objectives regarding the policy and the senior high school teachers’ 

understanding the policy and as D if there was a discrepancy between MEXT’s 

objectives and the senior high school teachers’ understanding. 

• I read the transcribed data again to refine and clarify the coding system. 

• The coded parts and extracted parts of the interviews with the senior high school 

teachers were translated and checked by a member of the dissertation committee. 

• The data were copied and a report written about introducing the policy of 

conducting English classes in English, the objectives of the policy, measures to 

implement the policy, introducing four-skill English tests, the effect of their 

introduction on teachers’ use of English, and the similarity or discrepancy 

between MEXT’s objectives and senior high school teachers’ understanding. 

• I read the written report to verify my analysis and interpretation. 
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Table 15 shows an example of MEXT’s effect on one teacher, Miku, using the coding. 

The original Japanese utterance made by the members of MEXT and the translated 

utterance are in the left column. 

 

Table 15. MEXT’s Effect on Miku in Interview Coding 

 
Japanese utterance of MEXT members 

(English utterances) 

 
 
Coding 

Miku’s Japanese 
utterances 

(English utterances) 

 
 
Coding 

Mr. Sato: 教職課程からのてこ入れになりま

すね。 

(The renovation has to begin from the 
teacher training stage.) 
 

TTC 記憶にないですね。 

(I don’t remember.) 
 

S (-)  

Mr. Sato: 一つ大きな、今、障害になってい

るのは教科書なんですね。その教材が変わ

ってもらわないと。いくら先生たちの意識

が変わっても結局、教材が旧態依然とした

リーディング中心だと、あるいは文法中心

だと、そのように教えるしかないので。 

(One big obstacle now is textbooks. The 
textbooks must be changed. No matter how 
much the teachers’ consciousness changes, 
after all, there is no choice but to teach 
reading and grammar if the textbooks are 
reading or grammar centered. )  
 

TB 文法の授業も、だい

ぶ日本語、使ってい

ます。 

(I also often use 
Japanese in 
grammar classes.) 
 

S (-) 
 

Mr. Sato: 配っただけではだめだってことが

よくわかりました。 

(I realized that it’s not enough just to 

distribute the copy of the Course of Study.） 

 

行政文章なので、一般の先生がたでは理解

しづらいような文章も入っておりまして、

それはやっぱ、説明が必要になっていま

す。 

(Because it is an administrative text, there 
are sentences that are difficult for ordinary 
teachers to understand, and it is necessary 
to explain them.) 

COS あまりじっくり読ん

でいないです。 

(I haven’t read it 
very carefully.) 

S (-)  

Note. TTC = Teacher training course; TB = Textbook; COS = Course of Study; S = Similarity 

between what the members of MEXT mentioned and what the senior high school teachers 

mentioned. 
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Coding was added in the next column. In the following column is the original Japanese 

utterance by the teachers and its English translation. In the right column, the code of S for 

similarities, D for discrepancies was added. If the comment was negative in terms of her 

perception and classroom practice, I added (-) after the code and if it was positive, I 

added (+). 

 

Analysis of the Student Questionnaire about English Use 

In the questionnaire, there were six closed questions. Raw scores and percentages 

were calculated for each answer choice. For example, for Q7, the choices were I think it 

is very good, I think it is good, I don’t think it is good, and I never think it is good at all. 

There were five open-ended questions. For example, Q6 was When can’t you understand 

the class in English?. The results obtained from the questionnaire were compared with 

the results of the classroom observations and the interviews. The procedures for 

analyzing the questionnaire data and comparing it with the observations and interview 

data are shown below. 

• The student questionnaire data was input into an Excel file. 

• For each closed question, the number of the students who chose each answer and 

the percentage were calculated. 

• The answers to each open-ended question were input into the Excel file and 

placed into categories depending on the content (e.g., vocabulary, grammar). 

• A table summarizing the results of the closed questions was made. 
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• The answers of the open questions were categorized based on their content (e.g., 

vocabulary, grammar) and color-coded. 

• The number of color-coded items was calculated. For example, four students 

wrote answers related to grammar and two students wrote answers related to 

vocabulary in Q6, When can’t you understand the class in English?. Other 

contents were added inductively in the analysis of the answers to the open-ended 

questions. For example, four students stated that Miku spoke fast, so a new 

category was added. 

• The questionnaire results, observations, and interviews were placed in a table to 

compare the results. 

Table 16 shows a comparison of the student questionnaire results from 

Miku’s Communication English III class with the classroom observation results 

for her English Communication III class and the interview results. 

 

Table 16. Comparison of Questionnaire, Observation, and Interviews of Miku’s 

Communication English III Class 

 
Questionnaire results 

Observed language 
use  

 
Interview results 

Q5. Can you understand 
classes when the class is 
conducted in English? 
 

English Japanese  

21 students (54%): I can 
understand most of the 
class. 
 
12 students (31%): I can 
understand more than half 
of the class. 

87.41% 12.59% コミニケーション英語はできるだ

け（英語を）使おうと思ってい

て。 

 
I want to use (English) in 
communication English classes as 
much as possible. (FI 2019/06/21) 
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The questionnaire responses related to the teacher’s use of English from the 

students matches what Miku said in the interview and how much English she used 

in the English Communication III class. 

The questionnaire data and the observations of the English Expression class and 

excerpt related to the English Expression class were also put in a table and compared 

with the data from the Communication English class. Table 17 shows an example of 

comparison the results of the questionnaire from the students in Miku’s English 

Expression I with the results of classroom observation of English Expression I and the 

interview with Miku. 

 

Table 17. Comparison of Questionnaire, Observation, and Interviews of Miku’s English 

Expression I Class 

 
Questionnaire results 

Observed language 
use 

 
Interview results 

Q5. Can you 
understand classes 
when the class is 
conducted in English? 
 

English  Japanese   

2 students (5%): I can 
understand most of the 
class. 
 
15 students (41%): I 
can understand more 
than half of the class. 
 
13 students (35%): I 
can understand less 
than half of the class. 
 
6 students (16%): I can 
understand little of the 
class.  

13.78% 93.11% 英語表現、1 年生、英語を使ってないけ

ど、他の先生がコミュニケーション英

語で 100 パーセントやってくれてるか

ら大丈夫みたいな。 

 
(English expression for first year 
students, I don’t use English at all, but 
it’s okay because the other teachers 
teach 100% in English in 
Communication English classes.) 
(FI 2019/06/21)  
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As shown in Tables 16 and 17, the students’ understanding of the classes conducted 

in English, the teacher’s use of English and Japanese, and the teacher’s remarks about the 

two classes differed. The questionnaire results for each class were compared with the 

observation results, and the interviews. The questionnaire data were also used for the 

cross-case analysis of the four teachers. 
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CHAPTER 4 

RESULTS 

 

The purpose of this chapter is to report the results of the interviews, classroom 

observations, and Student Questionnaire about English Use to answer the seven research 

questions. First, the results of the interviews with MEXT policy makers are presented, 

followed by the interview with the TMBE members, and then the classroom observations, 

interviews, and Student Questionnaire about English Use. Finally, a summary of each 

case and the commonalities and differences across the four cases are presented. 

 

Interviews with the Members of MEXT 

MEXT’s View of the Policy of Teaching English Classes in English 

Two MEXT policymakers, Mr. Sato and Ms. Kondo, were interviewed. Mr. Sato 

was interviewed on September 3, 2015 (I :2015/09/03) and Ms. Kondo was interviewed 

on February 1, 2019 (I :2019/02/01). Original utterances by Mr. Sato and Ms. Kondo are 

presented in Japanese and an English translation follows. Mr. Sato worked for a Board of 

Education near Tokyo, and he was a draft member of the 2009 Course of Study prior to 

joining MEXT in 2010. He actively advocated the policy of conducting classes in English 

in the 2009 Course of Study by making presentations at educational conferences. He 

stated that the policy was needed to improve the situation in which grammar-translation 

tasks had been the center of many classrooms, even though CLT had been emphasized in 

past Courses of Study. He provided two reasons for the introduction of the policy: 
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指導要領ベースでは二つありまして。先生がたが話す言葉が英語になることによ

って、子どもたちに対するエクスポージャーが増えると。その一つの背景には

EFLなので、もう授業で勝負するしかないんです、子どもたちはと。とにかく英

語に触れる量を増やしてほしいというのが一つと、もう一つ。むしろ、こちらの

ほうが大事なんですけれども、先生が日本語、使っていて生徒が英語、話せなん

ていうのは、これはちょっとあり得ないので、先生も英語を使うことによって生

徒の発話量・書く量・読む量・聞く量を増やしましょうということで、生徒自身

が英語を使うことにフォーカスをしたかったって、この二点ですね。 

 

There are two (points) based on the Course of Study. If the teacher speaks English, 

then the students will have more exposure (to English).  

Because we are in an EFL environment, the only place for children to be exposed to 

English is in the classroom. Anyway, I want (teachers) to increase (students’) 

exposure to English. And one more thing. This is more important. But it does not 

make sense for teachers to speak Japanese and to have the students speak English. 

So by having teachers use English as well, we would like to increase opportunities 

for the students to speak, write, read, and listen to English. So, the focus should be 

on students’ use of English. (I: 2015/09/03) 
 

According to Mr. Sato, the purpose of the policy in the 2009 Course of Study was to 

expose students to English and encourage them to speak English by following the 

teachers’ example. The purposes mentioned by Mr. Sato are not explicitly mentioned in 

the 2009 Course of Study, but they are similar to the following statement: “When taking 

into the consideration the characteristics of each English subject, classes, in principle, 

should be conducted in English in order to enhance the opportunities for students to be 

exposed to English” (MEXT, 2009b, p. 7). 

Ms. Kondo joined MEXT after Mr. Sato left MEXT in 2017. While she was an 

English teacher, she taught in English, which led her to enjoy teaching. Her experience 

teaching in English led her to support the policy. She mentioned the background of the 

policy as follows: 

 

実践的コミュニケーション能力の育成っていうのは、もうその前、20年前からや
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らなければならなかったのに、ずっとそれが進んでこなかったという課題があっ

て。前回は、さらに英語で行うということで実践的なコミュニケーション能力

を、より効率的に育成しようということになった。 

 

One problem is that practical communication skills training should have been done 

in the past 20 years, but no progress has been made, and that has been an issue. 

The last time (In the 2009 Course of Study), we agreed to have English language 

teachers to improve their practical communication skills by having them teach in 

English. (I: 2019/02/01) 

 

However, she thought that Japanese should be used if necessary, depending on the 

students’ English proficiency. She stated the objectives of using Japanese as follows: 

必要に応じて日本語を用いることも、補助的に生徒の実態に応じてですね。とに

かく授業展開の中で実際のコミュニケーションの場面をつくって、その中で英語

を習得するというのが一番の趣旨なので、絶対に日本語を使っちゃ駄目だとか、

そういったことは全く言ってないんですね。 

 

Japanese can be used if necessary as a supplement depending on the students’ 

actual situation. Anyway, the main purpose (of the policy of teaching English in 

English) is to have them acquire the English language by creating opportunities for 

real communication in the classes, it does not mean that Japanese should not be 

used at all. (I: 2019/02/01) 

 

The policy states, “Consideration should be given to use English in accordance with the 

students’ level of comprehension” (MEXT, 2009b, p. 7); however, the use of Japanese 

was not mentioned in the policy. Japanese can be used depending on the students’ 

proficiency, a fact that might cause some teachers to change their understanding of the 

policy of English and Japanese use in their classrooms. 

 

MEXT’s View of the Introduction of Four-Skill English Tests 

When I interviewed Mr. Sato in 2015, a decision had not been made concerning the 

introduction of four-skill English tests; therefore, I asked Ms. Kondo about this issue. The 

interview with Ms. Kondo was conducted in February 2019 after the announcement 
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concerning the introduction of four-skill tests in 2018 and before the announcement 

regarding postponing the introduction of those tests in November 2019. Because of the 

timing of the interview, I did not ask about the postponement. 

Ms. Kondo had a positive view of the introduction of four-skill English tests. She 

stated that in the past, some teachers were against cultivating students’ communication 

skills, but the introduction of four-skill English tests would pressure teachers to prepare 

their students for listening and speaking assessments. She also noted that the introduction 

of four-skill English tests would change the use of the grammar-translation method as 

teachers strove to address the new testing requirements. She commented on senior high 

school teachers and the current situation: 

本当に今まで英語の先生たち大変だったと思うんですよね、その矛盾に挟まれ

て。でも、その意味で大学入試改革も行いましたし。 

 

I think that it has been really difficult for English teachers up to now, because of the 

dilemma. But in a sense, the reform of the university entrance examination has been 

done to solve the problem (of the teachers being torn between teaching to prepare 

for the entrance examination while thinking they should teach communicative 

English). (I:2019/02/01) 

 

She inferred that senior high school teachers have been told to teach English 

communicatively and at the same time they have been required to prepare students for 

university entrance examinations that have not tested communicative skills. She believed 

that reforming university entrance examinations by introducing four-skills English tests 

would change senior high school classroom instruction by decreasing the focus on 

grammar-translation tasks. 

She also discussed the process of improving the curricula for university teacher 

training courses. Mr. Sato mentioned that MEXT had commissioned a university to set up 
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a model plan to improve the current teacher training courses. A symposium concerning 

the development of the core curriculum was held by MEXT in March 2017. Following 

the symposium, a report titled Research Project to Strengthen English Proficiency and 

Leadership Skills Among English Teachers commissioned by MEXT (Tokyo Gakugei 

University, 2017) was released. Based on the report, MEXT (2017c) released a core 

curriculum for teacher training courses. 

 

Measures to Implement the Policy and Introduce Four-Skill Tests 

MEXT has been taking several measures to implement the policy of conducting 

English classes in English and to introduce four-skill English tests. Mr. Sato said that 

DVDs that provided information about teaching classes in English were distributed to 

more than 7,000 high schools nationwide. Teachers who were not fluent English speakers 

could see demonstration lessons. The hope was for the English teachers to understand 

that every teacher can use CLT activities. According to Ms. Kondo, MEXT has a portal 

on its website on which it shares model lessons. 

Mr. Sato said that MEXT wants to establish a system in which teachers can take 

courses offered by overseas graduate schools while living in Japan. He said that one such 

opportunity was provided by Central Training for Leaders in the Promotion of English 

Education, a leaders’ training course offered by the British Council. According to Ms. 

Kondo, teachers from each prefecture gather in Tokyo for training sessions offered by 

British Council teachers; teachers who take part in the sessions return to their prefectures 

and conduct cascade training in which they offer the same training to other teachers. 
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Both Mr. Sato and Ms. Kondo noted that their main responsibility is to 

communicate with a teacher consultant at each Board of Education and to have English 

teachers in the prefecture conduct English classes following the Course of Study. Thus, 

the Board of Education is a mediator between MEXT and the public high schools in each 

prefecture; however, there is no mediator between MEXT and private high schools. As a 

result, private senior high school teachers must rely on the Couse of Study. 

 

Issues to Be Addressed 

Several issues that have hindered teachers from conducting classes in English were 

raised by Mr. Sato and Ms. Kondo. Mr. Sato mentioned the lack of appropriate teacher 

training courses. As mentioned above, the core curriculum was published in 2017 and 

according to MEXT (2017c), each university is expected to use the core curriculum in its 

teacher training courses, but it is not mandatory. Thus, it is uncertain whether each 

university offers teacher training courses reflecting the recommendation. 

A second issue concerns the teaching practicum for university student trainees. 

According to Mr. Sato, English teachers with insufficient knowledge of second language 

acquisition supervise trainees in the high school teaching practicum. He suggested that it 

is preferable for individuals with knowledge about second language acquisition to 

oversee the trainees. In addition, he emphasized that MEXT needs to inform teachers 

who do not follow the Course of Study that they are not eligible to supervise university 

student trainees. 
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A third issue is that senior high school teachers rarely read the Course of Study. Mr. 

Sato admitted that distributing a copy of the Course of Study is not sufficient. He stated 

that workshops concerning the Course of Study should have been offered to allow senior 

high school teachers to better understand its key points. However, he also stated that it is 

difficult for teachers to understand the Course of Study: “行政文章なので、一般の先生が

たでは理解しづらいような文章も入っておりまして、それはやっぱ説明が必要になって

います。” (Because it is an administrative document, some sentences are difficult for 

general teachers to understand, so explanations are needed.) (I :2019/02/01). 

Ms. Kondo also acknowledged that the Course of Study had not been read by many 

senior high school teachers. She said that elementary schools and junior high schools 

conduct in-house training based on the Course of Study, so many teachers in those 

institutions read the Course of Study carefully. She mentioned that those who are not 

from the Faculty of Education can become English teachers by taking only a few credits 

about English education at university and inferred that a few credits are not sufficient to 

learn about the Course of Study. 

Both Mr. Sato and Ms. Kondo also shared concerns about the authorized textbooks 

focus on reading and grammar. Ms. Kondo said: 

一つ大きな、今、障害になっているのは教科書なんですね。その教材が変わって

もらわないと。いくら先生たちの意識が変わっても結局、教材が旧態依然とした

リーディング中心だと、あるいは文法中心だと、そのように教えるしかないの

で。 

 

One big barrier now is textbooks. Textbooks need to be changed. No matter how 

much the teachers’ consciousness changes, the teaching materials are still old-

fashioned and reading-centered or grammar-centered. The teachers must teach as 

they (the textbooks) are. (I: 2019/02/01) 
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A concern about English Expression classes and textbooks for English Expression classes 

was also raised. Mr. Sato said: 

一つの改訂の鍵が英語表現だったにもかかわらず、目玉の科目でそれが倒れた

（失敗した）ということは、どっかに課題があったと。一つは、指導要領の精神

はいいけど、それを具現化しなかった教科書。 

 

Even though one key to the revision (of the 2009 Course of Study) was the English 

Expression course, it failed in those classes. One issue is that the textbooks did not 

employ the Course of Study’s guidelines, though the spirit of the Course of Study is 

good. (I: 2015/09/03) 

 

Based on the experience of approving textbooks that do not reflect the ideas in the 2009 

Course of Study, MEXT decided that it would not approve textbooks focused on 

grammar instruction for the 2018 Course of Study, which will be enacted in 2022. 

 

Interviews With the TMBE Members 

I interviewed four members of the TMBE, Mr. Tanaka, the Director of International 

Education Section, Mr. Suda, the Chief Supervisor for International Education 

Curriculum, Mr. Honda, the Deputy Director of International Education Section and 

Guidance Division, and Ms. Saito, the Senior Supervisor of International Section. The 

interview was conducted in a TMBE office on February 18, 2019 (I: 2019/02/18) after 

the announcement that four-skill English tests would be introduced in 2018 and before 

the postponement of their introduction in November 2019. Because of the timing of the 

interview, I did not ask about the postponement of the four-skill English tests. 

The TMBE has taken a number of measures to improve English education and 

global education. One of the biggest projects is Strategic Targets for Activating Global 

Education ’20. The TMBE (2018a) issued a booklet concerning the project in February 
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2018. The purpose of the project is to cultivate global human resources including 

improving students’ English communication skills in the global society. Twenty 

proposals were presented in the booklet. Although I received the booklet on the day of 

the interview, I had obtained a copy of the same booklet from the Tokyo Metropolitan 

Government website and read it in advance. As a result, I was able to ask questions 

related to the project. 

 

TMBE’s View of the Policy of English Classes in English 

TMBE members were in favor of the policy of teaching classes in English. Mr. 

Tanaka stated that it is important to create an environment in which English is used and 

to improve teachers’ English skills and teaching skills, which matches the objective of the 

policy stated in the 2009 Course of Study (MEXT, 2010). Among the 20 proposals, 

Proposal 9, Development of the school environment where students use English daily, is 

designed to realize that policy. The TMBE members had a positive view of teachers’ 

attitudes toward the introduction of the policy. Mr. Suda said: “若手の先生が新しい授業

を取り込もうということで、なかなかベテランの先生がたの理解を得られないというよ

うな、そういうステレオタイプ的なイメージというのありましたけど、それはかなり変

わってきているんじゃないかなというふうには思いますよね.” ( There was a 

stereotypical image of young teachers trying to incorporate new classes and not being 

able to gain the understanding of veteran teachers, but I think this is changing.) (I: 

2019/02/18). Although Mr. Sato and Ms. Kondo acknowledged the existence of problems 
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that hindered teachers from conducting classes in English, the TMBE members seemed 

confident that Tokyo public high school teachers would conduct classes in English. 

 

TMBE’s View of the Introduction of Four-Skill English Tests 

The TMBE members stated that the four major skills of English should be 

cultivated and assessed. Mr. Tanaka expressed his opinion as follows: “そもそもスピーキ

ングを含めた 4技能のバランスの取れた英語力を育成するべきであると。だからそれを

評価するべきである。そこまでについては、ほとんど今合意が取れていると思います

ね。(In the first place, we should develop balanced English ability of the four skills 

including speaking. So we should evaluate those skills. I think it has been almost agreed 

on now.) (I: 2019/02/18) 

He added that some teachers had negative opinions concerning the introduction of 

four-skill English tests, but he thought that societal demand to help students cultivate the 

four major English skills would help teachers understand the need to help students 

improve their English proficiency: 

やっぱり子どもたちのニーズ、それから社会の要請を考えたときに、やはり 4技

能バランスの取れた育成、授業も変えていかなきゃいけないというのは、大学入

試がどうであれ、先生がたは十二分に理解されているんじゃないかなというふう

には思いますが。 

 

After all, thinking of the needs of children and society, regardless of the entrance 

examination style, the teaching goals and style has to be shifted to aim for language 

development across the four skills. I think that teachers understand this well. (I: 

2019/02/18) 

 

Mr. Tanaka stated that the importance of improving students’ speaking skills had been 

acknowledged when the TMBE decided to implement a four-skill English test in public 
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high schools in Tokyo. Mr. Tanaka stated that the four-skill high school and university 

entrance examinations would lead high school teachers to teach the four skills in a 

balanced way. 

MEXT’s decision to introduce four-skill English university entrance examinations 

influenced the TMBE positively; however, it is uncertain whether MEXT’s decision to 

postpone the introduction of four-skill university entrance examinations affects the 

TMBE’s plan to introduce the four-skill test in public high schools. 

 

Measures Taken to Promote Classes in English 

Mr. Tanaka said that the TMBE has been taking several measures to implement the 

policy of conducting classes in English such as supporting teachers to take four-skill 

English tests by subsidizing the cost of the test, offering overseas training to public high 

school teachers in Tokyo, and providing training at a facility called the Tokyo 

Metropolitan School Personnel In-Service Training Center (TMTC). He stated that the 

center offers TESOL training and training concerning how to teach English in English. 

The training guidebook includes a variety of courses including a course for teachers to 

cultivate students’ communication skills (TMBE, 2019b). The TMBE also sends at least 

one ALT teacher to each public high school in Tokyo and two ALT teachers to the 

Global 10 high schools and 40 English education promotion schools designated by the 

TMBE. Global 10 high schools were established to promote initiatives to improve 

English classes, and international exchange (TMBE, 2018b). Students in these high 

schools can take online English conversation lessons and a four-skill English test once a 
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year. English education promotion schools focus more on listening and speaking by 

supporting external examinations and offering online English conversation lessons to 

improve English ability (TMBE, 2018a). The TMBE has also taken measures to improve 

students’ English skills. The TMBE supports high school students in numerous ways, one 

being The Program for the Development of Next-Generation Leaders (TMBE, 2012). 

According to Mr. Tanaka, the TMBE sends 200 high school students abroad each year. 

He explained the impact of the program: 

学校によってはクラスの中に 1年間留学して帰ってきた子が必ずクラスの中に 1

人、2人いるという状況になるんですね。それはいろんな意味で影響が大きく

て、学校の中でもそういう 1年間経験してきた子たちが何か独自の組織を作っ

て、いろいろな発表を行ったりですね。 

 

Depending on the school, there are always one or two students in each class who 

have studied abroad for one year. It has a big impact in many ways. For instance, 

the students who have been overseas for one year have set up their own community 

and made various presentations in the school. (I: 2019/02/08) 

 

Case 1: Public High School Teacher, Miku 

The first case concerns Miku, a public high school teacher. In this section, I provide 

information about the school where Miku teaches, the results of two class observations, 

as well as the results of interviews with Miku, the head English teacher, the MEXT 

members, and the TMBE members. In addition, the results of the Student Questionnaire 

about English Use administered to the students in the two classes are presented. Finally, a 

summary of Case 1 is presented to answer the research questions. 
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Miku’s School 

Miku teaches in a public high school located in a suburban area of Tokyo. The 

school was established in the 1960’s and general foreign language courses were added in 

1993. At the time of this study, there were 22 classes with six regular courses for first-

year students, five regular courses for second-year students, five regular courses for third-

year students, two general foreign language courses for first-year students, two general 

foreign language courses for second-year students, and two general foreign language 

courses for third-year students. I observed the first-year class in one of the six regular 

courses and a third-year class in one of the two general foreign language courses. 

To promote foreign language education and international understanding, school 

administrators have taken measures such as promoting extensive reading, introducing 

English proficiency tests, implementing an English recitation contest, conducting a cross-

cultural exchange with overseas high school students, and conducting a two-week 

summer language training course that includes a homestay. The extensive reading 

program is supported by a room where a large number of English books are available. 

 

Miku’s Classroom Practice: Observation Results 

In this section, I describe the students and the materials in Communication English 

III. This information is followed by the results of my observation of Miku’s 

Communication English III as assessed with the COLT. I then describe the students and 

the materials in the English Expression I class. This information is followed by the results 
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of my observation of Miku’s English Expression I class as assessed with the COLT. 

Based on the results, a summary of Miku’s lesson is presented. 

 

The Student and the Materials in Communication English III Class 

Miku’s Communication English III for third-year students was made up of eight 

male students and 32 female students. In the first observation on June 3, 2019, eight male 

students and 28 female students were present. Three students who had studied abroad 

were scheduled to return in the next class. In the second observation on June 10, 2019, 

eight male students and 30 female students were present. The three students who had 

been abroad returned and the class became livelier. 

The main textbook was Prominence English Communication III (Sanseido, 2018a). 

The chapter covered in the first class was Lesson 2, Leaving Microsoft to Change the 

World. In addition, Miku used a handout with questions related to the contents of the 

topic titled Prominence English Communication III Q & A Lesson 2. The chapter covered 

in the second class was Lesson 6, The True Cost of Fast Fashion. She also used another 

handout with comprehension questions related to that topic titled Prominence English 

Communication III Q & A Lesson 6. Miku also used a CD player for listening passages. 

 

COLT Results for the First Observation of Communication English III Class 

Miku informed me in the first interview that the students in the general foreign 

language courses were highly motivated to study English. The students usually took 50-
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minute classes, but this class was 40 minutes because the students had been given time to 

practice for a singing contest. 

The classroom organization of the first Communication English III was assessed 

with the COLT (Appendix T). The activities, which took a total of 41:01, were labeled 

Activity 1 to Activity 8. The focus of this lesson was reading comprehension. In the main 

activity, the students answered comprehension questions on page 30 of the textbook and 

the comprehension questions on Handout 1. At the start of class, Miku greeted the 

students in English and Japanese (Activity 1: 0:15) and then mentioned that the class was 

40 minutes (Activity 2, 0:14). She then explained the reading comprehension task in the 

textbook in English (Activity 3, 2:31). The students listened to the passage on pages 28 

and 29 individually and answered the questions on Handout 1 (Activity4, 3:24). After the 

listening activity, the students worked on the reading comprehension questions 

individually on page 30, and one student nominated by Miku answered the question and 

then Miku told the answer to the class in English (Activity 5, 28:13). Miku then 

explained the discussion questions on Handout 1 in English (Activity 6, 2:13) and had the 

students talk in pairs about the three discussion questions (Activity 7, 2:42). The students, 

who appeared to enjoy talking, used both Japanese and English. The class ended with 

Miku’s closing remark in English (Activity 8, 0:04). 

Table 18 shows Miku’s English and Japanese use in the first Communication 

English III class. Miku spoke English about 75% of the time. Because the focus of the 

class was reading comprehension, Miku asked many comprehension questions in English. 

Miku used Japanese to confirm, explain, ask questions, speak to students, give hints, 
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instruct, and thank the students. When she explained how to draw boxes to write answers 

to the questions on Handout 1, she initially used English. However, she added Japanese 

because some students were unable to draw the boxes correctly. Miku used a great deal of 

English and the students appeared to understand her English utterances. Their 

understanding was relatively good because the class was for third-year students in the 

general foreign language course. 

 

Table 18. Miku’s English and Japanese Use in the First Communication English III Class 

 
Language used 

Time 
mm:ss 

% of 
teacher talk 

 
Function 

Time 
mm:ss 

English 23:40 79.50% Asking questions  14:41 

   Explanations 04:47 

   Confirmation  01:47 

   Reading a question  01:09 

   Giving a hint 00:39 

   Instructions 00:35 

   Greeting  00:02 

Japanese 06:09 21.50% Confirmation  02:13 

   Explanations 01:44 

   Asking a question  01:33 

   Speaking to students  00:15 

   Giving a hint 00:12 

   Greeting & closing remarks 00:05 

   Instruction  00:05 

   Thanking 00:02 

 

Although Miku used a great deal of English, which exposed her students to the 

language, much time was spent for teacher-centered activities where Miku asked 
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comprehension questions and the nominated students answered the questions. The time 

for the students engaged in communicative speaking activities was limited. 

 

COLT Results for the Second Observation of Communication English III Class 

The second class was focused on Lesson 6 in the textbook, The True Cost of Fast 

Fashion. Classroom organization was assessed with the COLT (Appendix U). The 

activities, which took 45:11, were categorized as Activity 1 to Activity 7. The class began 

with Miku greeting the students in English and then in Japanese (Activity 1, 0:34). Miku 

welcomed the three students who had returned from studying abroad in the United States 

for one year in English (Activity 2, 16:25) and had them talk about their experiences in 

the United States for one minute. The three students spoke English fluently. Following 

their talks, Miku had four students talk about their high school life in Tokyo for one 

minute each. After that, she introduced a new topic about fashion from Lesson 6 in the 

textbook by putting a t-shirt on the blackboard. She then moved on to the reading 

comprehension questions on Handout 1 (Activity 3, 18:22). During the activity, the 

students worked in pairs initially and then asked each question, had one student answer 

the question in English, and she confirmed the answer to the class. The students listened 

to the story on pages 54–56 in the textbook and worked on the comprehension question 

on page 57 individually (Activity 4, 4:28). After that, Miku asked questions, individual 

students answered, and Miku confirmed their answers (Activity 5, 4:47). She then 

explained what would be covered in the next class in English (Activity 6, 0:07) and made 

closing remarks in English and Japanese (Activity 7, 0:28). 



 

183 

Table 19 shows Miku’s English and Japanese use in the second observed 

Communication English III. Miku spent a lot of time asking the students to talk and 

asking the comprehension questions on Handout 1 and in the textbook. She also provided 

comments to the students who made a speech. She made the following comment to a 

student who had studied abroad: “Wow, if you are fluent, you can include a lot of 

information in one minute” (6:51–7:03). 

 

Table 19. Miku’s English and Japanese Use in the Second Communication English III 

Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English  24:47 95.32% Asking questions  09:35 

   Giving comments  04:00 

   Welcoming 03:27 

   Instruction  01:56 

   Introducing the topic  00:57 

   Confirmation  00:45 

   Explanation  00:31 

   Helping students talk  00:15 

   Answering questions  00:13 

   Greeting  00:02 

   Thanking  00:01 

Japanese 01:13 4.68% Greeting  00:34 

   Asking questions  00:19 

   Explanations 00:13 

   Answering questions  00:12 

 

Miku used Japanese to greet, ask questions, explain, and answer questions. She 

said, “Question number 8” (29:25–30:12) in English and then immediately said, “どうゆ

うことだと思いますか？” (What do you think the answer is?) (30:10–30:12). 
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Compared to the first observed Communication English III class, the students had 

more opportunities to speak English and Miku used more English and less Japanese. 

However, most of the class time was allocated for the teacher-centered reading 

comprehension activity (23 minutes and 9 seconds). 

 

The Students and the Materials in English Expression I Class 

In Miku’s English Expression I, there were 20 male and 20 female students. In the 

first observation of English Expression I class on June 3 2019, all students were present 

and in the second observation of English Expression I class on June 10 2019, one male 

student was absent. Both the first and second classroom observations were conducted two 

months after the start of the school year in April. 

The main textbook for this class is Vision Quest English Expression 1 Advanced 

(Keirinkan, 2018a). For the first observed class, she used pages 22 and 23 of Lesson 3 of 

the textbook. The main part of the pages was future tense in grammar. She also prepared 

Handout 1 for a vocabulary test and Handouts 2 and 3 for students to prepare for a 

presentation. For the second observed class, she used page 23 of the same textbook and 

prepared Handout 1 for students to prepare for presentations. 

 

COLT Results for the First Observation of English Expression I Class 

The classroom organization of Miku’s first English Expression I was assessed with 

the COLT (Appendix V). The total time for the activities was 43:37. The activities were 

categorized as Activity 1 to Activity 6. Miku started the class with a greeting in Japanese 
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(Activity 1, 0:19). The students then took the vocabulary test (Activity 2, 12:01). After 

completing the test individually, the students checked their answers with a partner and 

confirmed the answers with Miku. Miku then explained the grammar of will and be going 

to, present tense and present continuous tense on page 22 of the textbook (Activity 3, 

17:43) in Japanese. After finishing the explanation, she read the sentences on page 22 

aloud and the students repeated after her (Activity 4, 1:13). The activity was designed to 

help the students learn the grammar points. Next, Miku had the students practice their 

presentation with a partner first and then individually (Activity 5, 11:07). During Activity 

5, most of her instructions were in Japanese. The class ended with Miku’s closing 

remarks in Japanese (Activity 6, 0:14). Table 20 shows Miku’s English and Japanese use 

in the first English Expression I class. 

 

Table 20. Miku’s English and Japanese Use in the First English Expression I Class 

 
Language used 

Time 
mm:ss 

% in the 
teacher talk 

 
Function 

Time 
mm:ss 

English  01:28 05.64% Repetition 01:13 

   Explanation 00:09 

   Instruction 00:06  

Japanese 24:33 94.36% Explanations 16:21 

   Instruction 05:05 

   Checking answers 02:36 

   Greeting 00:30 

   Giving answers 00:21 

 

Miku spoke Japanese most of time. Nearly half of the class time was allocated for 

teaching grammar in Japanese without any communicative activities using grammar. One 

possible reason was that the textbook was grammar centered. The students’ opportunities 
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to speak English were limited to repeating English sentences and practicing their 

presentation. Because Miku spoke little English, the students had limited chances to listen 

to English. 

 

COLT Results for the Second Observation of English Expression I Class 

For the second observed class, Miku used page 23 in the textbook and Handout 1 to 

help the students prepare for their presentation. The classroom organization of Miku’s 

second English Expression I was assessed with the COLT (Appendix W). The total time 

for Activities 1-6 was 45:56. Miku started the class with a Japanese greeting (Activity 1, 

0:17) and then explained the contents covered in the class in Japanese and returned the 

drafts of the presentation that the native English teacher had checked (Activity 2, 3:10). 

She then went around the classroom and answered questions about the native English 

teacher’s feedback in Japanese (Activity 3, 4:39). Miku then spoke Japanese as she 

reminded the students about the presentation scheduled for the following Friday and 

explained how to make a good presentation using Handout 1 (Activity 4, 12:05). She then 

had the students practice their presentation with a partner (Activity 5, 2:55). She checked 

the answers to the grammar questions on page 23 of the textbook in Japanese (Activity 5, 

22:32). During this activity, Miku asked one student to answer one question in Japanese 

and then told the answer to the class. The same process was repeated in Activity 5. The 

class ended with her closing remarks in Japanese (Activity 6, 0:21). 

Table 21 shows Miku’s English and Japanese use in the second English Expression 

I. Miku spoke Japanese most of time. 
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Table 21. Miku’s English and Japanese Use in the Second English Expression I Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 02:55 8.14% Confirmation 02:02 

   Instruction 00:31 

   Asking 00:14 

   Explanation 00:04 

   Thanking 00:03 

Japanese 32:54 91.86% Explanations 15:23 

   Asking 06:19 

   Checking writing 04:39 

   Instruction 01:31 

   Greeting 00:38 

   Giving a hint 00:04 

   Thanking 00:01 

 

Miku used Japanese when teaching grammar and explaining the presentation 

assignment and English when asking individual students their answers to the questions on 

page 23 of the textbook. One characteristic of her Japanese and English use was that she 

explained in English first and then immediately said the same thing in Japanese. For 

example, she said, “Speak loud” (13:42–13:43) and then, “声は大きく” (13:44–14:45). 

About half of the time was spent on teacher-centered grammar instruction delivered 

in Japanese. The students had less than 3 minutes to speak English when practicing their 

presentation with a partner. Miku explained how to make the presentation in Japanese. As 

a result, as in the first English ExpressionⅠclass, the students had few opportunities to 

listen to English. 
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Miku’s Classroom Practice and Cognition: Interview Results 

In this section, I present the results of the first interview conducted on June 21, 

2019 (First interview: FI 2019/06/21) and the second interview conducted on January 17, 

2020 (Second interview: SI 2020/01/17). The first interview was conducted after the 

second classroom observations had been completed. The second interview was conducted 

after the announcement of the postponement of the introduction of four-skill English 

tests. The results are presented in terms of Miku’s educational background, her 

professional coursework, internal factors in her classes, internal factors in the school, 

external factors, Miku’s cognition, and her classroom practice. The interview was 

conducted in Japanese. 

 

Miku’s Educational Background 

The junior high school Miku attended was in an urban area. The focus of her 

English classes was reading; no time was allocated for speaking English. Miku said, “あ

んまりよく覚えてないですけれども、会話的なことはあまりなかった気がします.” (I 

don’t remember how the language classes were conducted very well, but I don’t think 

that we had much conversation practice) (FI 2019/06/21). 

However, the situation changed drastically after Miku began attending a public 

high school in Tokyo that focused on international education. She took English 

conversation, listening, reading, and grammar classes and enjoyed watching movies and 

reading books in English. Remembering her high school English classes, Miku said, “自

分が受けた授業、楽しかったな。こういうこと、私もやりたいなっていうのはあると思
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います.” (The classes I took were fun. I think I want to make my classes fun.) (FI 

2019/06/21). Studying at a high school with students who had studied overseas and non-

Japanese teachers influenced her to become an English teacher. Miku mentioned one 

English teacher who particularly influenced her to choose the teaching profession. She 

described the teacher’s classes: 

全部英語で、授業は英語であり、いろんな説明も英語で、どんどんやっていき、

私がついていけてたかどうかは分からないんですけれども、ためになったな、勉

強になるなっていう感じでした。 
 

Everything was in English, the class was in English, and the course directions were 

also explained in English, and the class kept going. I don’t remember if I could 

keep up with the pace, but the class was educational and I felt that I learned. (FI 

2019/06/21) 

 

When a university student, Miku took classes such as English literature and American 

history, which were taught in English by non-Japanese teachers. While a university 

student, she went to England and attended a language school. She mentioned the 

atmosphere of the classes: 

少人数で、いろいろ意見とかも言えたりとか、教室で 40人でとかではなくてって

いうところで、和やかな雰囲気で、外国人の私にもサポートしてくれ、先生って

いいなみたいなふうに思ったと思います。 
 

With a small number of people, I could say various opinions. It was not a large 

classroom with 40 people, so the atmosphere was peaceful, and the instructor was 

supportive to a foreigner like me, so I thought being a teacher is nice. (FI 

2019/06/21) 

 

Miku’s Professional Coursework 

Miku attended a teacher training course as a university student, but she did not 

remember what she studied. Her teaching practicum took place at the high school she 

graduated from. She observed a variety of English classes focused on listening, speaking, 



 

190 

writing, and communication. She said, “多くの方が英語でっていう感じです.” (Most of 

the teachers (were teaching) in English.) (FI 2019/06/21). 

After becoming an English teacher, Miku attended a training course in England. 

Though she was unable to obtain an MA, she attended a Master’s program in TESOL in 

an American university. She reflected on her experience at the school: 

そうですね。やっぱりネイティブ仲間より、全然できないなみたいなね。自分の

英語力っていうこともあったし。いっぱい本を読んで、こういうやり方があるん

だとか。あとやっぱり、モチベーションを考えて、意味のあることを。生徒の人

生に関係があって、意味があることをやんなきゃいけないなみたいなこととかを

考えました。 

 

Well, the program experience led me to realize that I was not able to do well in the 

class like native friends because of my English level. So I read a lot of books and 

thought about various instructional approaches. I also thought that I have to think 

about how to increase the students’ motivation and doing something meaningful 

and relevant to the students’ life. (FI 2019/06/21) 

 

Miku did not clearly remember the workshops offered by the TMBE she participated in 

concerning the policy of conducting classes in English: “今もやっているし、数年前も、

英語教員全員でることみたいな研修。ごめんなさい。覚えてないです.” (The TMBE has 

been offering workshops and they still do now. A few years ago, there was a workshop 

all English teachers attended, sorry, but I don’t remember what it was about.) (FI 

2019/06/21). 

Her experience in the teaching practicum at her alma mater, studying abroad as a 

teacher, and taking graduate TESOL courses positively influenced her thinking about 

teaching in English. Her experiences in the university teacher training courses and the 

TMBE teacher training course had a minimal impact on her teaching. 
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Internal Factors in Miku’s Classes 

The high school curriculum includes general foreign language courses. According 

to Miku, students choose the high school where she teaches because they are highly 

motivated to study a foreign language. They are interested in foreign culture and English 

and some hope to work overseas. On the contrary, in the general language classes, some 

students consider English as just another school subject. 

Miku adjusted her use of English and Japanese by taking the students’ 

understanding into consideration: “自分だけまくしたててわからないこともあったりす

るので、たまに日本語使ったり、ゆっくりしゃべってみたり、なんか絵を見せてみた

り、て感じですかね.” (Because the students sometimes don’t understand when I just talk 

on and on, I sometimes use Japanese, speak (English) slowly, or show pictures.) (FI 

2019/06/21). However, Miku only spoke English when she taught with a native English 

speaker. When discussing her English and Japanese use in the class, she said: 

外国人の先生がいたら、もう英語ですね。あんまり日本語で訳してあげないの

で、私。生徒が困った顔でこっちを見ても、あんまり訳してあげないので、そこ

は 100％パーセントだと思います。コミュニケーション英語はできる限り使おう

と思っていて。 
 

When I am with a foreign teacher, I teach only in English. I do not help the students by 

translating (what is said) into Japanese much. Even if students look at me with a puzzled 

face, I do not translate (what is said into Japanese) much, so I think that I teach 100% in 

English. I want to use (English) in communication English classes as much as possible. 

(FI 2019/06/21). 

 

Miku also explained when she uses Japanese: “コミュニケーション英語でも、テストを

するとか、入試問題対策みたいな日は、日本語いっぱい使ってます.” (Even in 

Communication English, I use a lot of Japanese when I give tests or during entrance 

exam preparation sessions.) (FI 2019/06/21). She also added that she uses a lot of 
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Japanese in the grammar class (i.e., the English Expression classes in which the focus is 

on grammar instruction). 

In sum, Miku tried to use a great deal of English, especially when team teaching; 

however, she primarily used Japanese when teaching grammar and when preparing the 

students for a test or university entrance examination. 

 

Internal Factors in the School 

Teachers in the school work cooperatively with colleagues who teach the same 

class. They have a meeting before and after tests, talk informally about what to cover in 

the next class, and take turns making handouts. Miku allows younger English teachers to 

observe her classes if they wish, but she rarely observes other teachers’ classes because 

she is too busy. 

Other teachers also teach the English Expression classes in Japanese and the 

Communication English classes in English. Miku stated that this differential use of 

language is agreed upon among the English teachers in the school. 

The school was selected by the TMBE to be a Global 10 high school. The TMBE 

designates Global 10 high schools to support schools’ efforts to develop the next 

generation of global leaders and promote the improvement of foreign language skills of 

motivated students by implementing advanced initiatives for the improvement of foreign 

language classes and unique initiatives. 

The second-year students can take English conversation lessons with Filipino 

teachers on Skype ten times a year and they take a speaking proficiency test three times 
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in three years. Six or seven students go abroad on a scholarship program sponsored by the 

TMBE every year. 

The school environment where students can take online English lessons as well as 

the speaking tests as one of the Global 10 schools encourages the English teachers to 

teach the Communication English classes in English. All of the teachers use Japanese to 

teach grammar in the English Expression classes though the focus of English Expression 

classes is supposed to be on speaking and writing. The situation made it difficult for 

Miku to use English in those classes. 

 

External Factors 

The presence of the university entrance examinations and the announcement 

concerning the introduction of four-skill English tests and its postponement impacted her 

classroom practice and her students negatively. In the English Expression I class I 

observed, the focus was on grammar. The main reason for this focus is that Miku believes 

that she needs to teach grammar to prepare the students for university entrance 

examinations. In addition, most MEXT-approved textbooks are focused on grammar. 

Miku commented on the English Expression textbooks: “文科省が使ってねっていう英語

表現のテキストは、ザ・ドリルプラクティス.” (The textbook for the English 

Expression course that MEXT would like us to use is something like drill practice.) (SI: 

2020/01/17). She added that she hoped that the English Expression textbook would be 

written in English because she uses it with a native English teacher. 
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The current university examinations affect how and what Miku teaches. In the 

Communication English III class for third-year students I observed in the spring 

semester, she frequently used English and the second class was communicative in part 

because of the three students who had returned from the United States. However, she had 

to prepare her students for university entrance examinations in the fall semester: “今年は

後半から、受験問題みたいなのばっかりやっていて.” (Since the second half of this year, 

we’ve been working mostly on entrance examination questions.) (SI: 2020/01/17). Even 

in the Communication English III class in which she mostly spoke English and the 

students sometimes spoke English, she changed the class drastically by speaking 

Japanese when teaching for the university entrance examinations. 

The introduction of four-skill English tests were going to bring about major 

changes to the university entrance examinations. These changes placed a great deal of 

pressure on the second- and third-year students: 

ずっと大にして言われ続けてる世代なので。君たちは最後、君たちは最後って、

多分、小学校はないかもしれないけれども、中学校からずっと言われてる世代

で、分かってはいるし、2年生は、もうずっと、小中言われ続けて、新制度の 1年

目だねって言われ続けてるし。塾でも、親でも、みんな言ってると思うんです。 

 

It’s a generation that has been told about the university entrance exam issue loudly. 

They (the third-year students) have been told they are the last ones to take the old 

type of entrance exam. They have been told that they are probably the last not from 

when they were in elementary school but from when they were in junior high 

school, so they know that. Second-year students have been told that they are the 

first group to take the new exams since elementary school by their parents and by 

their cram school teachers). (FI 2019/06/21) 

 

The announcement postponing the introduction of the new four-skill English tests caused 

confusion among the students. Miku commented on the situation as follows: 

しっかりと議論をして、ゆっくりしていくっていうのは、いいことだなっていう
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ふうには思いました。ですが、今の高校 2 年生は、やるの？やらないの？ってい

うことで、ちょっと動揺もあったので、最初から長めのスパンで計画してくれた

ら、生徒たちも混乱しなかったのにねっていうふうには思います。 

 

I thought it would be good to have a good discussion and take time. But the current 

second-year students were wondering whether MEXT would introduce the test or 

not. They were a little upset, so if they had planned it over a longer span from the 

beginning, the students wouldn’t have been confused. (SI:2020/01/17) 

 

External factors of the current university entrance examinations, MEXT approved 

grammar-focused English Expression textbooks, and the announcement of postponing 

four-skill English tests impacted Miku negatively and influenced her classroom practice. 

 

Miku’s Cognition 

Miku agreed with the policy of conducting classes in English and expressed a 

desire to teach in English. Her positive attitude toward the policy might have been 

influenced by her experiences in high school and her teaching practicum experience at 

the same school. Miku expressed her understanding of the policy: “やさしい、彼らの分

かる英語でいいから、英語でずっと授業しますよってことですよね.” (I think it means 

that teachers teach all in English, English that can be easily understood by students) (FI 

2019/06/21). 

About the introduction of four-skill English tests, she mentioned that numerous 

measures to improve students’ speaking skills have been taken at her current school:  

タブレット使ってフィリピンの先生と話をしたりとか、それこそ、ベネッセの

GTECを 3年間で 5回受けるとかね。スピーキングテストを 3年間で 3 回受けると

か、いろんなこと既にやっているので、そんなに驚かないんですけれども、私の

知り合いの学校とかだと、何時代みたいな授業で、みんなやってますみたいなと

ころがあったりって聞いたりすると、ちょっと、この学校では、あまり感じない

ですけれども、また他の学校に異動すると、いろいろ変わるのかなと思います。 
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(Measures taken at the school are) talking to Filipino teachers using a tablet and 

taking the GTEC test by Benesse five times in three years. We have taken a lot of 

measures already such as taking a speaking test three times in three years, so it (the 

introduction of four-skill English tests) does not have much impact on how we 

teach English. But if I hear that there are teachers working at another school where 

they’re teaching classes using old methods, I don’t feel any pressure to change my 

teaching style due to the introduction of four-skill English tests in this school. But I 

think a lot of things will change if I am transferred to a new school again. (FI 

2019/06/21) 

 

Miku has been satisfied with the online English classes taught by the Filipino teachers 

and the speaking tests promoted by the TMBE. However, she assumes that not all schools 

have been taking the same measures to improve students’ speaking skills, so she is 

worried about moving to a new school in the future. 

 

Miku’s Classroom Practice 

Although Miku wanted to teach in English, she felt that she was frequently unable 

to do so. For instance, she uses Japanese when teaching grammar: 

文法の説明のところは試行錯誤で、文法の説明も英語でやっていたときもあった

んですが、グラマーインユースっていう、英語で全部書いてあるみたいなときは

いけるんですけれども、やっぱり教科書に、『これを日本語にしなさい』みたい

になってしまうと、なかなか難しいなみたいな。 

 

The grammar explanation is trial and error. I once explained grammar in English. I 

could do it when I use a book written in English such as Grammar in Use. But the 

textbook says Kore o Nihongoni Shinasai (translate this into Japanese), so it’s quite 

challenging. (FI 2019/06/21) 

 

Even though a consensus exists among the English teachers in the school that grammar 

should be taught in Japanese, she once tried to teach grammar in English, but the 

textbook, which was written in Japanese, made it difficult to do so. There is a class for 
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preparing third-year students for university entrance examinations by studying questions 

from past university entrance examinations. 

 

Miku’s Head Teacher’s Perception about the Policy and Classroom Practice: 

Interview Results 

The interview with Ms. Ono, the head English teacher at Public High School A, 

was conducted after the observations of Miku’s classes. Ms. Ono was busy, so the 

interview was limited to 30 minutes. 

Ms. Ono obtained her undergraduate degree and an MA in English literature at the 

same university in Japan. At the time of this study, she was teaching Communication 

English III for students in the General Language Course and English Expression III and 

English Expression II for students in the General Foreign Language Course. She had been 

teaching English for more than 30 years at the time of the interview. 

Ms. Ono’s approach to teaching English has changed from the grammar-translation 

method in which Japanese dominates, to a more communicative method using English. 

She said, “この前までは、いわゆる昔ながらの訳読中心の授業が、中心でした.” (Before 

I was transferred to this school, so-called old-fashioned grammar-translation-centered 

classes were the main way of teaching) (I: 2019/06/10). However, when she started 

teaching at the current school, she changed her approach: “ここに来たらいきなりもう英

語で授業になりまして。ここに来たことが、すごくそこで変わりました.” (When I came 

here, I started teaching English in English. The fact that I came here changed me a lot.) 

(I: 2019/06/10). 
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When Ms. Ono began working at the current school, she felt that the most 

important point was for the students, not the teachers, to speak English. Her supervisor 

expected the English teachers to use Japanese when explaining grammar so that the 

students could understand the grammar more easily. She was also teaching the 

Communication English III course mainly in English and teaching grammar in the 

English Expression II and III course mainly using Japanese. She is in favor of the policy 

of conducting classes in English because teachers’ English ability can be improved by 

teaching in English. She is also in favor of the four-skill English tests. 

Miku and Ms. Ono have the same opinion about the policy of conducting classes in 

English and the introduction of four-skill English tests. In addition, both believe that 

grammar should be taught in Japanese. Ms. Ono does not explicitly or implicitly give 

clear directions about how to teach English to the teachers in the English department; 

however, the teachers’ use of English in the Communication English classes and 

Japanese in the English Expression classes has become the norm in this school. 

Ms. Ono also said that she rarely holds teachers’ meetings because the English 

teachers are too busy; however, they sometimes have brief informal conversations. The 

teachers are also too busy to observe other teachers’ classes even though she thinks that it 

would benefit them to do so. 

 

Board of Education’s Effect on Miku: Interview Results 

The measures taken by the TMBE such as designating Global 10 schools and 

offering the program for the development of next-generations leaders have been 
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welcomed in the school and as a result, they have influenced Miku positively. She has 

been affected positively by the students’ opportunities to take online lessons and the 

speaking test. Many students also apply to the development of next-generations leaders’ 

program. In the second Communication English III class, Miku encouraged the three 

students who had returned from the United States to talk about their experiences in 

English. Mr. Tanaka of the TMBE mentioned, “学校によってはクラスの中に 1年間留学

して帰ってきた子が必ずクラスの中に 1人、2人いるという状況になるんですね.” 

(Depending on the school, one or two students in the class have studied abroad for one 

year) (I: 2019/02/08). The presence of the students who had returned from overseas 

changed the classroom atmosphere because those students speak English more fluently 

than their peers. The ALTs assigned by the TMBE enable Miku to conduct classes in 

English in the classes in which they team teach. 

Miku took part in several three-day workshops offered by the TMBE, but she did 

not remember the contents of the workshops. However, the measures taken by the TMBE 

have directly or indirectly influenced Miku positively. 

 

MEXT’s Effect on Miku: Interview Results 

The concerns related to university teacher training courses raised by Mr. Sato and 

Ms. Kondo were true for Miku when she took teacher training courses as a university 

student. Her comment, “記憶にないですね.” (I don’t remember) (I: 2019/06/10), implied 

that she did not learn anything in the teacher training course. 



 

200 

Miku understands that the policy purpose of teaching in English is to increase 

students’ exposure to English. However, MEXT’s desire to change classrooms that are 

too focused on grammar and translation seemed not to be well understood by Miku 

because she mainly teaches grammar in Japanese and uses few communicative activities 

in the English Expression classes. In addition, the introduction of four-skill English tests 

has become another burden for Miku even though she is favor of the change. 

Mr. Sato and Ms. Kondo also shared their concerns about the English Expression 

classes because of their focus on grammar and the use of grammar-oriented textbooks. 

This concern was confirmed by Miku’s approach to teaching the class in Japanese. The 

problem related to the English Expression textbooks raised by Mr. Sato and Ms. Kondo 

affected Miku’s language choice in teaching grammar in Japanese. 

 

Results of Miku’s Student Questionnaire about English Use 

In this section, the questionnaire results from the students in Miku’s 

Communication English III and English Expression I are presented. Thirty-nine out of 40 

students in the Communication English III class, and 37 out of 40 students in the English 

Expression I class completed the Student Questionnaire about English Use. 

Table 22 shows the questionnaire results for the two classes. More than 80% of the 

students in the Communication English III class stated that they understood most of the 

class or more than half of the class. 
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Table 22. Questionnaire Results from Miku’s Communication English III and English 

Expression I Classes 

 Communication 
English III 

English 
Expression I 

Q4. Currently, is this English class conducted in English? 

Most of the class is conducted in English. 29 74% 3 8% 

More than half of the class is conducted in English. 10 26% 28 76% 

Less than half of the class is conducted in English. 0 0% 6 16% 

Little of the class is conducted in English. 0 0% 0 0% 

No Answer 0 0% 0 0% 

 
Q5. Can you understand classes when the class is conducted in English? 

I can understand most of the class. 21 54% 2 5% 

I can understand more than half of the class. 12 31% 15 41% 

I can understand less than half of the class. 2 5% 13 35% 

I can understand little of the class. 0 0% 6 16% 

No Answer 4 10% 1 3% 

 
Q7. Do you think it is good that English classes are conducted mostly in English? 

I think it is very good. 20 51% 2 5% 

I think it is good. 17 44% 26 70% 

I don’t think it is good. 2 5% 7 19% 

I never think it is good at all. 0 0% 1 3% 

No Answer 0 0% 1 3% 

 
Q9. Do you speak English in English class conducted in English? 

I speak mostly in English. 3 8% 0 0% 

I speak more than half of the time in English.  19 49% 15 41% 

I speak less than half of the time in English.  15 38% 20 54% 

I do not speak (in English) at all.  1 3% 1 3% 
No Answer  1 3% 1 3% 

 
Q11. Does the teacher speak Japanese during the class? 

The teacher speaks mostly in Japanese. 0 0% 1 3% 

The teacher speaks in Japanese more than half of 
the class time. 

0 0% 11 30% 

The teacher speaks in Japanese less than half of the 
class time.  

27 69% 21 57% 

The teacher rarely speaks in Japanese.  10 26% 3 8% 

No Answer 2 5% 1 3% 

 
Q13. Do you want your English teacher to use Japanese during the class? 

I want the teacher to use Japanese a lot. 2 5% 10 27% 

I want the teacher to use Japanese sometimes. 13 33% 20 54% 

I want the teacher to use Japanese a little. 17 44% 5 14% 

I want the teacher not to use Japanese at all. 5 13% 0 0% 

No Answer 2 5% 2 5% 
Note. The total mean time of some questions is not 100% due to rounding. 
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To question 6, When can’t you understand the class conducted in English, they specified 

when the teacher explains grammar, when an unknown word is used, when the course 

content is difficult, and when the teacher speaks fast. 

More than 90% of the students thought that it was very good or good that English 

classes are conducted mostly in English. To question 8, Write why you chose the answer 

to question 7, 25 students wrote answers related to increasing opportunities to listen to 

English and becoming used to English. Five students stated that there are times when 

they cannot understand classes conducted in English. 

More than 40% of the students said that they speak less English than half of the 

time or they do not speak English at all. Thus, although the majority of the students 

thought it was very good or good that English classes are conducted mostly in English, 

they did not speak a great deal of English in the class. The main reasons for speaking 

little English were low English proficiency and the ease of speaking Japanese. 

Two students answered they want the teacher to use Japanese a lot, while nearly 

80% of the respondents wanted the teacher to use Japanese sometimes or a little. Five 

students did not want the teacher to use Japanese at all. To question 14, When do you 

want your teacher to use Japanese?, eight students said that Japanese was preferable 

when the teacher explained difficult concepts. Five students wanted the teacher to explain 

unknown words in Japanese and another five thought that Japanese should be used for 

explaining grammar. 

More than 50% of the students in the English Expression I class stated that they 

understood less than half of the class and six students understood little of the class. To 
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question 6, When can’t you understand the class conducted in English?, 36 students 

responded with ideas such as when a new word is used, when the teacher is talking to the 

ALT, and when the teacher is teaching grammar. Many students encountered times when 

they could not understand the class when it was conducted in English. 

Seventy percent of the students thought that it was good that most English classes 

are conducted in English. However, seven students answered, I don’t think it is good and 

one student answered I never think it is good at all; thus, more than one fifth of the 

students had negative perceptions of classes conducted mostly in English. To question 8, 

concerning why they chose the answer to question 7, 18 students wrote answers related to 

increasing opportunities to listen to English. However, 9 students stated that if they could 

not understand the input, it was not useful. 

Regarding their use of English in the class, more than 50% of the students indicated 

that they spoke English less than half of the time. Among the reasons for this response 

were they could not understand the explanation, they lacked confidence, and they did not 

know what to say. 

Finally, 27% of the students wanted the teacher to use Japanese a lot and 54% 

wanted the teacher to use Japanese sometimes while 14% wanted the teacher to use 

Japanese a little. The students wanted the teacher to use Japanese when explaining 

grammar, when explaining something important, and when the students cannot 

understand what the teacher says in English. Eight students wrote that they want the 

teacher to explain grammar in Japanese.  
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Summary of the Findings for Miku 

The first research question asked about the extent to which senior high school 

teachers’ practices reflect the policy of conducting classes in English. Table 23 shows a 

summary of Miku’s use of English and Japanese in the Communication English III class 

and English Expression I class. 

 

Table 23. Summary of Miku’s Use of English and Japanese 

 
Class 

 
Speaking time 

English usage 
time (%) 

Japanese usage 
time (%) 

First CE III 29:40 23:40 (79.50) 06:09 (20.50) 

Second CE III 26:00 24:47 (95.32) 01:13 (04.58) 

First EE I 26:01 01:28 (5.64) 24:33 (94.36) 

Second EE I 35:28 02:55 (8.14) 32:33 (91.86) 
Note. CE = Communication English; EE = English Expression. 

 

In the Communication English III class for the third-year students, Miku used a 

great deal of English and rarely spoke Japanese. As a result, the classroom was an 

environment in which her students listened to her English, which is one important 

objective stated in the 2009 Course of Study. On the contrary, she used a great deal of 

Japanese in the English Expression I class because she was mainly teaching grammar. 

According to the interviews with Miku and the head teacher, a consensus exists in the 

school that the teachers teach grammar in Japanese in English Expression classes. 

Moreover, the textbook was grammar-focused. The students in the English Expression I 

class were in the first year in the general course, while the students in Communication 

English III were in the third year in the general foreign language course. The 

Communication English III classes were primarily teacher-centered though there was 
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communicative listening and speaking activities in the second observed class. The main 

part of the English Expression class was teacher-centered grammar instruction conducted 

in Japanese. 

The second research question asked what factors affect their cognition about the 

policy of conducting English classes in English, how they perceive the policy, and if 

there is a gap between the teachers’ cognition and classroom practice. Factors affecting 

Miku’s cognition about the policy were studying English in English communicatively, 

studying English using a communicative approach as a student in England, and 

experience of teaching practicum in the school where English was taught in English 

communicatively, taking TESOL courses at the Japan campus of the American graduate 

school, and studying in England. Highly motivated students in her class and teaching 

with the native English teachers were positive factors affecting her cognition about the 

policy. Those factors positively affected her perceptions of the policy and she viewed the 

policy favorably. However, her experience of learning English based on the grammar-

translation method, the consensus to teach English in English at the school, and the 

students with lower English proficiency affected her classroom practice negatively. A gap 

between her positive perception about the policy and her classroom practice of using 

much Japanese in English ExpressionⅠclass was created by those negative factors. 

However, the current university examinations affected her perception toward the 

policy and classroom practice negatively. Being reflected by those factors, she tried to 

teach Communication English classes in English and she mainly used Japanese to teach 

grammar using the MEXT-approved textbook. According to Miku, she also felt the need 
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to help the third-year students prepare for the university entrance examinations. She 

changed her way of teaching to prepare her students for university examinations by 

teaching in Japanese in Communication English III class. In the class, she mainly used 

English during my classroom observations in the first semester. There was a gap between 

her positive opinion about the policy of conducting classes in English and her classroom 

practice of using little English in the English ExpressionⅠclass. 

The third research question asked how senior high school students perceive English 

classes conducted in English. Overall, Miku’s students perceived the classes conducted in 

English favorably; however, the degree to which they understood those classes differed in 

the two classes. In the Communication English III class for the third-year students, the 

students’ understanding of English was higher than that of the students in the English 

Expression I class for first-year students; thus, Miku used English more frequently in that 

class. In both classes, many students hoped that she would use Japanese when explaining 

grammar. In the interview, Miku said that she teaches grammar in Japanese. This is what 

I witnessed in the English Expression I class. 

The fourth research question asked how the head English teacher perceives the 

policy of teaching English classes in English, and whether the head teacher’s perception 

and classroom practice affect the senior high school teachers. The head teacher also 

perceived the policy positively and she used English in the Communication English class 

and Japanese to teach grammar in the English Expression class. The head teacher did not 

exert strong control over how Miku conducted her classes, so she did not affect Miku’s 

opinion of the policy and classroom practice; rather, the school culture in which English 
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teachers teach Communication classes in English and teach grammar in Japanese in the 

English Expression classes affected how she conducted her classes. 

The fifth question concerned how the TMBE members perceive the policy, what 

measures they take, and whether the measures affect the public high school teachers. The 

TMBE members also perceived the policy favorably and stated that they have been 

taking measures to implement the policy of conducting classes in English and the 

introduction of four-skill English tests. As one of the Global 10 schools, the students can 

take online English lessons with Filipino teachers and take a speaking test. These 

activities influenced Miku’s perceptions because they enabled her to think that students’ 

speaking proficiency is important. The presence of additional native English teachers 

created opportunities for the Japanese teachers to teach with them and the students had 

increased opportunities to speak English. Support from the TMBE has given some 

students a chance to study abroad and those who have returned to the school have 

influenced Miku and other students positively in the Communication English III class. 

The sixth question asked what objectives MEXT has regarding the policy of 

teaching English classes in English in the 2009 Course of Study, and what discrepancies, 

if any, exist among MEXT’s objectives and the senior high school teachers’ 

understanding of the policy and their classroom practice. Miku understood the objectives 

of the policy as increasing the students’ exposure to English and having the students 

speak more English. However, there was a gap between her understanding of the policy 

and her classroom practice, as she mainly taught grammar in Japanese using the MEXT-
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approved, grammar-oriented textbook in the English Expression I class. This differed 

significantly from the purpose of the English Expression classes defined by MEXT. 

The seventh question asked how senior high school teachers perceive the 

introduction of four-skill English tests and the postponement of the introduction. Miku 

felt positively about the introduction of four-skill English tests in the first interview. As 

one of the Global 10 schools, her students were well positioned for the introduction of the 

new tests. Thus, the postponement affected her and her students negatively because they 

had spent time preparing for the new tests. In the second interview, no clear direction 

about the four-skill English tests had been announced by MEXT. Thus, Miku was 

concerned about how university entrance examinations will change in the future. 

 

Case 2: Public High School Teacher, Naoki 

The second case concerns Naoki, a public high school teacher. In this section, I 

provide information about the school where Naoki teaches, the results of two class 

observations, as well as the results of interviews with Naoki, the head English teacher, 

the four TMBE members, and the two MEXT members. In addition, the results of the 

Student Questionnaire about English Use administered to the students in the two classes 

are presented. Finally, a summary is presented to answer the research questions. 

 

Naoki’s School 

Naoki was teaching at a public high school located in central Tokyo. The school’s 

homepage indicates that the school is approximately 70 years old. It was designated as an 



 

209 

English Education Promotion School by the TMBE and many of their students attend 

prestigious universities. 

When I visited the school, students’ names and the names of the universities that 

they entered were posted on the corridor wall. Unlike other high schools, the students 

wore casual clothes rather than uniforms. 

 

Naoki’s Classroom Practice: Observation Results 

In this section, I describe the students in Naoki’s Communication English II and 

English Expression II classes followed by a description of his performance. Based on the 

results, a summary of Naoki’s classes is presented. 

 

The Students and the Materials in Communication English II Class 

Naoki’s Communication English II class was made up of 20 male students and 19 

female students. In the first observation of the class on June 19, 2019, one female student 

was absent. In the second observation on September 11 in 2019, all students were 

present. The second classroom observation was conducted nearly three months after the 

first classroom observation because I was told that classes after the first classroom 

observation were for preparing for the term exam and after the exam, the summer 

vacation started. 

The main textbook for this class was Prominence 2 (Tokyo Shoseki, 2018). The 

chapter covered in the first class was Part 3 of Lesson 4, Bonsai Goes Global. The 

chapter covered in the second class was Part 2 of Lesson 5, Taking a Sting Out of 
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Jellyfish. In both classes, Naoki prepared handouts. Handout 1 was for a vocabulary test, 

Handout 2 was for vocabulary practice, Handout 3 was for reading comprehension, 

Handout 4 was for a reading aloud activity with English clauses of the passage and their 

Japanese translations, and Handout 5 was a speaking activity, Speaking Marathon. 

 

COLT Results for the First Observation of Communication English II Class 

The first class I observed was the English Communication II class for second-year 

students in the general course. The classroom organization was assessed with the COLT 

(Appendix X). The total time for the activities was 50:24. The class started with a 

greeting in English and Japanese (Activity 1, 0:14). The students then took a vocabulary 

test using Handout 1 and after that, they checked the answers with a partner (Activity 2, 

5:27). Following the test, Naoki moved on to the reading comprehension task for Bonsai 

Goes Global (Activity 3, 15:56). During the activity, the students worked on a pair-

translation activity, Naoki read each word in Part 3 of Lesson 5 in the textbook using 

Handout 2, and the students repeated after him. Next, Naoki gave a vocabulary quiz 

(Activity 4, 0:58). After that, the students returned to the reading comprehension task 

(Activity 5, 0:57), and then listened to the story in Part 3 of Handout 3 (Activity 6, 3:11). 

The students then worked on the comprehension questions on Handout 3 (Activity 7, 

19:15). During the activity, the students individually repeated chunked phrases with 

Japanese translations of the story using Handout 4 after hearing them on a CD. In 

Activity 7, they also wrote a summary of the story individually on Handout 5 and then 

read the summary aloud to a partner in English. Naoki shared the information about the 
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following week’s classes in English (Activity 8, 0:22) and made closing remarks in 

English (Activity 9, 0:14). 

Table 24 shows Naoki’s English and Japanese use in the first Communication 

English II class. Naoki spoke English about 53% of the time. He used English to ask 

questions, provide instructions, make explanations, confirm, give comments, and greet 

the students. For example, he said, “Okay. Listen to it again” (00:08–00:09) when 

instructing the students to listen to the information in the textbook. Naoki used Japanese 

to ask questions, explain, instruct, talk to the students, greet them, and to explain 

grammar in the textbook. 

 

Table 24. Naoki’s English and Japanese Use in the First Communication English II Class  

Teacher’s 
language 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 10:15 52.88% Instructions 03:44 

   Asking questions  03:08 

   Explanation 01:05 

   Finish the task  00:50 

   Confirmation 00:22 

   Giving comments  00:18 

   Greeting & closing  00:02 

Japanese 09:08 47.12% Asking 05:49 

   Explanation  02:36 

   Instruction  00:19 

   Talking to them  00:02 

   Greeting & closing  00:01 

 

Although the main part of the class was teacher-centered reading instruction, he 

included pair communicative speaking activities and individual writing and listening 
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activities. In order to cover the four skills and include a variety of activities, he used the 

handouts he had prepared. The students spent 26:33 speaking; thus, the class was 

communicatively oriented. They used both English and Japanese. 

 

COLT Results for the Second Observation of Communication English II Class 

The classroom organization of Naoki’s Communication English II was assessed 

with the COLT (Appendix Y). The total time for the activities was 49:53. The class 

started with Naoki greeting the students in English and Japanese (Activity 1, 0:33). The 

students took a vocabulary test individually with Handout 1, checked their answers with a 

partner, and then Naoki explained the vocabulary in Japanese (Activity 2, 5:55). The next 

task was a reading comprehension activity in the textbook that included translating 

sentences in the reading passage with a partner and sharing sentences they made with the 

grammar they learned with a partner (Activity 3, 14:22). Naoki mainly used English. He 

read each word aloud in English and the students repeated the words using Handout 2 

(Activity 4, 4:51). After that, the students worked on listening comprehension questions 

with Handout 3 while listening to the passage, and then they shared their answers with a 

partner (Activity 5, 16:15). The students listened to the passage twice using Handout 4 

and then they read the sentences aloud (Activity 6, 1:19). The students then wrote 

answers about one discussion question related to the passage on Handout 5 in English and 

shared their answer with a partner in English (Activity 7, 4:35). Naoki ended the class 

with closing remarks in English and Japanese (Activity 8, 0:28). 
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Table 25 shows Naoki’s English and Japanese use in the second Communication 

English II Class. 

 

Table 25. Naoki’s English and Japanese Use in the Second Communication English II 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 09:25 49.34% Instructions  05:50 

   Explanations  01:19 

   Asking questions  00:45 

   Vocabulary Practice  00:30 

   Answering questions  00:20 

   Greeting  00:13 

   Confirmation  00:11 

   Praising  00:04 

   Thanking  00:04 

Japanese 09:40 50.66% Explanation  03:57 

   Asking 02:13 

   Giving an answer  01:47 

   Explanation about the 

next week’s class  

00:55 

   Vocabulary Explanation 00:31 

   Instruction  00:15 

   Answering questions 00:01 
   Finish the task  00:01 

 

Naoki divided his use of English and Japanese evenly. One example of his English 

instruction is “It’s a short paragraph. Practice it again and again. To make it perfect. Go 

ahead” (15:01–15:08). He used Japanese to explain, ask questions, give answers, explain 

vocabulary, and answer questions. The class was well organized because Naoki said 

expressions such as “You have three minutes. Please start.” when providing instructions 



 

214 

and explanations in English in the first and second Communication English II classes. 

The repeated use of the same English expressions allowed the students to understand his 

English instructions. 

In sum, the majority of the time was spent on reading comprehension activities; 

however, the students also engaged in communicative speaking tasks with a partner, 

listened to the textbook and to Naoki, and wrote in English. In order to cover the four 

skills and a variety of activities, he used several handouts that he had prepared 

effectively. Though he spoke English and Japanese for similar lengths of time, the 

students spoke English with a partner for 15:50. 

 

The Students and the Materials in the English Expression II Class 

The English Expression II class was made up of 7 male and 13 female students. In 

the first observation on June 19, 2019, all students were present. In the second 

observation on September 11, 2019, one female student was absent. Compared to the 

Communication English II class, there were fewer students in this class, which might 

have led the students to be quiet except when engaging in speaking activities. 

The main textbook for the English Expression II class was UNICORN English 

Expression 2 (Buneido, 2018). The first class was focused on Lesson 11, Sports. In 

addition to the textbook, Naoki also prepared several handouts. In the second class, the 

main focus was Lesson 12 in the same textbook, Generic Engineering. In both classes, 

similar handouts were used. Handout 1 was for jigsaw reading, understanding the 

summary of the Lesson 11 passage, and listening exercise. On Handout 2, there were 
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English clauses from the reading on the left side and corresponding Japanese translations 

on the right side. Handout 3 was for vocabulary building. English words were on the left 

side and Japanese translations on the left. Handout 4 was for the Speaking Marathon task. 

 

COLT Results for the First Observation of English Expression II Class 

The classroom organization of the first English Expression II Class was assessed 

with the COLT (Appendix Z). The activities took a total of 50:56. The class started with 

an English and Japanese greeting (Activity 1, 0:07), then Naoki explained the tasks that 

would be covered in the class in Japanese (Activity 2, 0:14). After that, he introduced me 

to the class in English (Activity 3, 1:14). After the introduction, the students wrote a 

summary of the previous lesson (Activity 4, 14:32). They worked on the writing activity 

individually, and then several students wrote their summary in English on the blackboard. 

Naoki added an explanation about the summary in Japanese. Following Activity 4, the 

students worked on the Lesson 11 reading comprehension task using Handout 1 by 

putting sentences from the passage in the correct order individually and then sharing their 

answers with a partner in English. (Activity 5, 14:13). After that, they produced an 

English summary of Lesson 11 individually using the textbook and Handout 2, and then 

shared their summary with a partner in English (Activity 6, 4:39). Following that, they 

listened to questions related to the passage and answered listening comprehension 

questions individually using Handout 1 (Activity 7, 5:35). Using Handout 3 with 

vocabulary from the textbook, Naoki read each word aloud in English and the students 

repeated the words (Activity 8, 5:06). Then, the students chose one word on Handout 3, 
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wrote an explanation of the word in English on Handout 4, Speaking Marathon, and 

talked about their explanation of the word with a partner in English (Activity 9, 5:02). 

Naoki explained the schedule of next week’s classes in English and made closing 

remarks (Activity 10, 0:14). 

Table 26 shows Naoki’s English and Japanese speaking time in the first English 

Expression II Class. 

 

Table 26. Naoki’s English and Japanese Use in the First English Expression II 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 07:57 31.95% Instruction  04:18 

   Explanation 02:01 

   Reading words  01:17 

   Introducing me 00:13 

   Apology  00:03 

   Asking questions  00:02 

   Greeting  00:02 

   Thanking  00:01 

Japanese 16:56 68.05% Checking answers  09:01 

   Explanation  03:06 

   Asking questions  01:39 

   Instruction  01:32 

   Answering questions  00:31 

   Confirmation  00:24 

   Talking to them  00:20 

   Apology  00:14 

   Greeting  00:07 

   Introducing me 00:02 
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Naoki spoke English about one-third of the time. He used English to instruct, explain, 

read words, introduce me, apologize, ask questions, greet the students, and thank the 

students. For example, when he explained the word universal, he said, “English is a 

universal language. Everybody uses English” (16:24–16:33). He spent much time 

checking answers with the students in Japanese. He also used Japanese to explain the 

meanings of the words on Handout 3. He asked the students to answer questions saying, “

ざっと読んで質問があればどうぞ.” (If you have a question after skimming, ask me) after 

they had worked on Handout 1. 

Much class time was allocated for the teacher-centered reading comprehension 

activities; however, there was time for communicative pair speaking, individual writing, 

and listening activities. The students had opportunities to practice four integrated skills 

based on the textbook reading passage. Compared to the Communication English II class, 

there was time for the students to listen to Naoki speak English. As in the 

Communication English II class, Naoki prepared several handouts and used them 

effectively. The class was well organized, so the students were able to work on multiple 

activities within a limited time. 

 

COLT Results for the Second Observation of English Expression II Class  

The classroom organization of the Naoki’s second English Expression II Class was 

assessed with the COLT (Appendix AA). The activities took a total of 50:40. The class 

started with a greeting in English and Japanese (Activity 1, 0:04). After that, the students 

took a grammar test using Handout 1 individually, they checked their answers with a 
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partner, and then Naoki shared the answers with the class (Activity 2, 9:09). Naoki 

explained the homework for the next class in Japanese (Activity 3, 1:48). After Naoki’s 

introduction of the topic of Lesson 12, Genetic Engineering, in English, the students put 

the sentences from the passage in the correct order individually using Handout 2, checked 

their answers with a partner, and then Naoki explained the answers in English (Activity 4, 

10:18). Some students did not complete the homework and were unable to work on the 

task, so Naoki explained how to do homework in Japanese (Activity 5, 1:04). After that, 

the students listened to the passage, took notes about questions and answers related to the 

passage individually, and then shared the answers with a partner (Activity 7, 4:26). They 

then translated English sentences on pages 52 and 53 in the textbook into Japanese with a 

partner (Activity 8, 11:06). In the activity, one student read English sentences aloud and 

their partner read the Japanese translations. After the activity, Naoki explained how to 

study with the textbook in Japanese (Activity 9, 1:59). He then explained conditional 

sentences (Activity 10, 7:54) and what would be covered in the next week’s class in 

Japanese (Activity 11, 0:31). Naoki closed the class with closing remarks in English and 

Japanese (Activity 12, 0:02). 

Table 27 shows the amount of time Naoki spoke English and Japanese in the 

second English Expression II class. Naoki spoke English 14% of the time and Japanese 

86% of the time. One example of his English use was, “We’re going to do the listening 

task. I’m going to play the CD of the five questions twice. After that I’m going to play 

the CD of the paragraphs twice. As you listen to, try to write down key words, questions, 

and answers. For both questions and answers. Don’t write everything. It’s too long and 
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it’s impossible. Just key words. Right?” (23:17–23:51). The explanation was long, but the 

students appeared to understand. He used Japanese to explain grammar, provide 

instructions, ask questions, introduce the new unit, and greet the class. 

 

Table 27. Naoki’s English and Japanese Use in the Second English Expression II 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 02:52 14.45% Instruction  02:06 

   Confirmation  00:18 

   Explanation  00:16 

   Greeting and closing 00:05 

Japanese 16:58 85.55% Explanation  15:21 

   Instruction  01:01 

   Asking questions  00:22 

   Introduction to a unit  00:13 

   Greeting and closing 00:01 

 

In this class, much time was allocated for reading comprehension including 

individual and pair activities. There was limited time for listening to and writing English. 

Naoki spent a great deal of time explaining grammar in Japanese; as a result, he spoke 

little English. In addition, he ran out of time and was unable to use all of the handouts he 

had prepared, which reduced the number of speaking activities. 

 

Naoki’s Classroom Practice and Cognition: Interview Results 

In this section, I present the results of the first interview conducted on September 

11, 2019 (First Interview: FI 2019/09/11) and the second interview conducted on 

December 16, 2019 (Second Interview: SI 2019/12/16). The results are presented in terms 
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of Naoki’s educational background, professional coursework, internal factors in the 

classes, internal factors in the school, external factors, Naoki’s cognition, and his 

classroom practice. 

 

Naoki’s Educational Background 

Naoki’s early learning experience appeared to exert little influence on his teaching. 

He said that he barely remembers the grammar-translation classes and he did not have 

any opportunities to speak English. A native English teacher came to his class once every 

semester and the teacher asked one student one question in each class. Naoki commented, 

“１時間の授業で運が良ければというか悪ければというか、1回英語発するぐらいの.” (I 

was lucky or I should say I was unlucky, I had a chance to utter English once in a one-

hour class.) (FI: 2019/09/11). 

Naoki did not study much in the university: “大学では、本当にお恥ずかしいんで

すけど、典型的な駄目学生で、テストだけ受ける.” (At the university, I am really 

embarrassed, but I was a typical bad student just taking tests.) (FI: 2019/09/11). Although 

he had studied English starting in junior high school, he did not remember what he 

learned in secondary school or at the university. 

 

Naoki’s Professional Coursework 

During his teaching practicum, Naoki taught English by having the students 

translate from English to Japanese. Another student trainee who took the practicum with 
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Naoki had studied abroad for one year. She taught English based on that experience. 

Naoki did not recall observing other teachers’ classes during the teaching practicum. 

Teaching for the past 27 years at different schools was a good learning experience 

for Naoki. The first school was a public high school located on an island in Tokyo. He 

struggled to discipline the students, which was his main task. Although he was a new 

teacher at the school, he was unable to receive advice about managing the students or 

about teaching English. Naoki said that he was unable to teach English to those students. 

His second position was at a mid-level school in Tokyo, where he worked for six 

years. Naoki used the grammar-translation method even though he did not have sufficient 

knowledge of English grammar. He studied English grammar in order to teach at the 

school. He visited a preparatory school to observe and learn from the teachers’ classes 

because he thought he could learn to help students pass university entrance examinations. 

He observed three teachers’ classes and was able to learn how to teach by focusing on 

discourse, grammar, and paragraph reading, which enabled him to acquire a different 

perspective when choosing English textbooks. 

The third school, where Naoki taught for six years, was a public high school that 

focused on international education. The school offered the International Baccalaureate. 

He said that he did not think about English education while working at the first and 

second school, but he had to teach English at the third school using English. He talked 

about this experience in the first interview: 

最初の頃はシナリオ全部書いてました。自分で英語言うことを全部決めて、練習

して、基本暗記して教室に行くっていう。本当に血の出るような努力を、そんと

きはしました。 
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Early in my time at the third school, I wrote the script for all the sessions. I decided 

to say what I would say in English, practiced it, memorized it, and went to the 

classroom. I made a great effort at the time. (FI: 2019/09/11) 

 

Naoki observed many other teachers’ classes in that school, and one English teacher 

affected his way of thinking and teaching: 

恥ずかしい話なんですけれど、多分、太陽高校に行ってからだと思うんですけれ

ども。授業中に行われることには全てが計算されてて、それが生徒のためになら

なければいけないっていう、そんな当たり前のことにそのときに気が付いてって

いうか、教わって、設計するようになったのですね。 

 

It’s embarrassing, but I think it’s probably after I went to Sun High School that I 

began to think seriously about lesson planning. Everything that is done in class is 

planned, and everything should be for the students. I realized, or I was taught, such 

a natural thing at that time, and I started to design lessons. (FI: 2019/09/11) 

 

The teacher influenced Naoki so significantly that he hoped to work with him at the 

school the teacher had moved to. At the time of this study, they were working together 

again, so Naoki was able to receive advice from the teacher about classroom activities. 

The fourth school that Naoki worked for was a top high school from which students 

go on to highly ranked universities. At this school, Naoki frequently used Japanese based 

on his teaching experience at the third school. Reflecting on his language use at the third 

school, he commented, “日本語を使うべきところは使った方がよかったんだろうという

ふうに、今は思います.” (I think I should have used Japanese in situations where 

Japanese should be used) (FI: 2019/09/11). 

Although teaching at the four schools allowed him to grow professionally, the pre-

service training he received was not useful. Naoki did not remember anything about the 

first-year TMBE training course and he was dissatisfied with the tenth-year training (SI: 

2019/12/16). He took part in a seminar offered by the TMBE in the summer of 2019. 
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Naoki was one of the seminar leaders selected from public senior high schools in Tokyo. 

The leaders were tasked with offering the same seminar to teachers working in the same 

school. He commented on the seminar, “役に立たない。現場によって先生がた、抱えて

る問題とか違うので、やはり.” (It was useless because depending on the teachers at 

(different) schools, the problems that they have are different) (FI: 2019/11/09). Naoki’s 

experience teaching at the previous high schools where he had adapted his teaching 

approach depending on the students, significantly influenced his perceptions of classroom 

practice. His relationship with his colleague also impacted his perceptions significantly. 

 

Internal Factors in Naoki’s Classes 

Although Naoki adapted his instructional style depending on the context, he was 

not sure what his students hoped to learn in his classes. Reflecting on his experience at 

the high-level high school, he commented on what he thinks students hope to learn in 

English classes: 

前の学校、岡高校ってのはものすごく進学校で、私が行ったときにはものすごく

トラディショナルな指導をしてた学校なんです。それで、太陽高校にいた私から

見ると、ものすごくいびつな英語力を持ってる子たちだったので、これはいかん

と思いました。私は、とにかく英語は使うために学ぶんだっていうことをずっと

やってて。進学実績も変わらずというか、上がってたんですね。それはただ、そ

の指導が良かったって言いたいわけではなくて、入ってくる子たちがもう良かっ

たので。その子たちは使うための英語の勉強をしてても、受験でいけるんだって

いう、そういうことは間違いなく言えると思うんです。だから、この学校に来て

も、「とにかく英語使えるようになろうね」ってことは言ってるんですけれど

も、ひょっとしたら生徒はそんなの当たり前じゃんって思ってるかもしれない

し、そうは言ったって受験があるしなって思ってるかもしれないし。あんまりそ

こんとこ聞いたりするチャンスもないので、実はよく分かりませんが。ただ、よ

くやってくれてるなって思いますけどね。 

 

The previous school, Hill High School, was a high-level high school, and when I 

was there, the school took a very traditional instructional approach. Also, from my 
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point of view, the students in Sun High School (focusing on international 

education) had unbalanced English ability, so I didn’t think this was good. Anyway, 

I was teaching English for use, and the students kept going on to high level 

universities, or rather, the rate of students going to high level universities increased. 

I don’t mean that my instruction was good; the students who attend the school 

already have a very high academic level, so there is no doubt that they can pass 

university entrance examinations by studying English for use. So, I keep saying, 

“Let’s be able to use English” even at this school; however, students might think 

it’s natural or even if I say that, they might think there are university exams, so we 

have to study English to pass the exams. I don’t really have a chance to ask them, 

so I’m not sure. However, I think they are doing well. (FI: 2019/09/11) 

 

Naoki said that the presence of university entrance examinations has been perceived 

negatively, but he thinks that the examinations motivate students to study English: 

大学受験のそういうことがなかったら、生徒が英語どれだけ勉強する気になるか

なっていうことを考えると、大学入試に英語がなきゃいいのにって言いますけ

ど、そうなったらみんな勉強してくんなくなるのかもしれないなっていう不安は

やっぱりありますので、何とも言えない。 

 

If English were not one of the subjects in the university entrance examinations, I 

wonder how much students would feel like studying English. Some say it would be 

nice if English were not a subject on the entrance examinations, but if it were not, I 

am concerned that the students might not study English, so it is hard to judge (if it 

is good that English be removed from the entrance examination subjects.) (FI: 

2019/09/11). 

 

Though Naoki was unsure about his students’ expectations for his classes, he came to 

believe that teaching English for communicative purposes is important based on his prior 

teaching experience; he was trying to reflect his belief in his classroom practice. 

 

Internal Factors in the School 

The most significant internal factor in the school was the presence of the colleague 

who worked at the third school and the current school. That teacher often shared his ideas 

concerning classroom activities with Naoki and Naoki observed the teacher’s class to see 
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the ideas being used. In this way, Naoki was learning new teaching methods. Naoki 

called the teacher 師匠 (Master) (FI: 2019/09/11). 

Native English teachers also helped Naoki develop his classroom practice:  

英語の疑問があったときにすぐ聞いて答え返ってくるってのが、言い方失礼です

けど、ものすごく便利というか。もう、ネイティブの方がいない状況で仕事をす

ることが難しいんじゃないかなっていうような。 

 

When there is a question about English, I can get an answer immediately, which is, 

I’m rude to say this, but it is very convenient. I think it’s difficult to work in a 

situation where there are no native (English) speakers. (FI: 2019/11/09) 

 

He said he often asked the native English-speaking teachers questions about English 

vocabulary or multi-word expressions. He was learning English from those teachers, too. 

There were no regular teacher meetings, but Naoki said that he sometimes talked 

about the students’ progress with other teachers. He also said he often exchanged 

opinions with Japanese teachers who were using English in their classes. However, he 

mentioned that he rarely communicated with teachers using traditional methodology. 

 

External Factors 

Naoki was trying to use English and integrate the four skills in his classes. 

However, he said he did not know much about the Course of Study, so he did not follow 

it. The integration of the four skills in his classes reflected his support of the introduction 

of four-skill English tests; however, he was concerned about the system used to introduce 

the tests: 

制度はやっぱり無理し過ぎてて、とてもいびつなので。発想はいいと思うんです

けど、全体として運用を実際にしてみた結果、これちょっと無理があるなってこ

とがもう露呈してると思うので、仕組み自体はいいことになってないと思ってま

す。 
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The system is too complex and distorted. I think the idea is good, but as a result of 

actually starting the operation (of introducing four-skill English tests), it has been 

clear that it would be difficult. So I think that the system itself is not good. (FI: 

2019/09/11). 

 

In the second interview after the postponement of the four-skill tests, Naoki said, “やむを

えなかったというか、時期は別として、そうせざるを得なかっただろうなというふうに

は思います.” (I think that it was unavoidable, apart from the timing, I think it had to be 

done [postponed] ) and “この時期に制度が変わるのはひどい話.” (It is terrible that the 

system changes at this time). He said he talked about the postponement to his students 

and told them that what they have to study would not change. 

 

Naoki’s Cognition 

As Naoki’s past teaching experience shows, he adapted his teaching approach to the 

particular contexts in which he taught. He explained why he did this: 

ここにいるのに何の役にも立ってないっていうのは、やっぱりあまりよくないっ

ていうか、悔しいというか。なんかちょっとは役に立つ自分でありたい。 

 

If I’m useless working here, it’s not really good or it’s disappointing. I want to be at 

least a little useful. (FI: 2019/09/11) 

 

Although Naoki taught in English at the third high school because some students could 

not use Japanese, he thinks that he should have used some Japanese. He expressed his 

opinion about English use: 

一般的な日本人の学習としては、やはり日本語を使ったほうが効率がいい場面は

いくらでもあると思いますので。そこは、英語どれだけ使うかっていうのを何パ

ーセント英語でやるとか言いますよね、よく。あれはどうなんだろうなって思う

ところがあります。 
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Generally speaking for Japanese learning (English), I think there are many 

situations where it is more efficient to use Japanese. It’s often said that how much 

English is used means what percentage of a class should be done in English. I 

wonder if it is good. (FI: 2019/09/11) 

 

He also added, “日本語使うなっていう意味で原則英語って言ってるんだったら、それは

ちょっと反対意見がある、そういう感じですかね.” (If in English in principle means that 

you should not use Japanese, I’m kind of against it) (FI: 2019/11/09). He thinks that 

Japanese should be used depending on the skill being taught, “例えば、説明のつきやす

い文法なんかは、説明しちゃったほうがいいなと思うなと。あとはボキャブラリーなん

かもそうですよね.” (For example, I think it’s better to explain grammar that is easy to 

explain (in Japanese). And vocabulary is the same) (SI: 2019/12/16). 

 

Naoki’s Classroom Practice 

As noted above, the students’ English proficiency in the first school where he 

taught was low, so his main responsibility was to discipline the students. At the second 

school, he taught using the grammar-translation method in order to help the students pass 

university entrance examinations. At the third school, he taught in English following the 

school policy, and at the fourth school, he taught English for communicative purposes 

although the grammar-translation method was the prevalent approach. Based on his 

previous experience, Naoki was trying to teach English for communicative purposes. As 

he was always doing, Naoki was learning how to teach better at the current school. For 

example, he was learning how to use English in the classroom from his colleague: 

かなり複雑な指示を英語でしてるので、それってどうやったら生徒が分かるよう

になるのって質問したら、常に新しいことやるときは 1回目は日本語でやってる

んです。1回目日本語で説明すれば、2回目以降は英語で指示してもこれのことだ
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なって分かるっていう。英語が自然に分かるためのコンテキストを日本語でつく

ってやるっていうのは、非常に効率がいいなって思いましたので。 

 

He was giving pretty complicated instructions in English, so I asked how the 

students can understand. He said when he does a new thing the first time, he does it 

in Japanese, and if he explains in Japanese first, (they) can even understand English 

instructions. I thought it would be very efficient to create a context by (using) 

Japanese (for students) to understand English naturally. (FI: 2019/09/11) 

 

Naoki also learned classroom management from the teacher, which led him to organize 

his classes using well-prepared handouts. 

Although he tried to organize the English Expression II class using handouts, he 

was uncertain what he was supposed to teach in the class: “英語表現の授業は、私が今年

1年ずっと迷走しっぱなしだったんで.” (I was getting off track all year long in the 

English Expression class) (SI: 2019/12/16). His remark implicates that how difficult it 

was to teach English for communicative purposes in English Expression II class with the 

MEXT-approved English Expression II textbook. 

 

Naoki’s Head Teacher’s Perception about the Policy and Classroom Practice: 

Interview Results  

The interview with the head English teacher, Mr. Sano, was conducted on June 19, 

2019 (I: 2019/06/19). Mr. Sano was neither for nor against the policy of conducting 

classes in English, “全部、英語でやったからって効果があるもんだと思わないんで.” (I 

don’t think it’s more effective if I teach completely in English.) (I:2019/06/19). He said 

that teaching grammar and reading comprehension in Japanese is effective. Mr. Sano 

said: “適宜、母語と外国語を用いるのが一番ベストかなと思っている.” (I think it’s best 

to use Japanese and English as appropriate.) (I: 2019/06/19). In the third-year students’ 
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classes that he teaches, Mr. Sano said he had the students read English passages to 

prepare them for university entrance examinations that ask test-takers to translate from 

English to Japanese. Therefore, concerning his use of Japanese, he said, “僕は日本語のほ

うが多いかもしれないです.” (I might (use) Japanese more (than I do English.) (I: 

2019/06/19). Although he was trying to use English with the native English teacher, he 

said he was using more Japanese in other classes. Because this highly ranked school 

sends many students to prestigious universities, he must help them prepare for university 

entrance examinations. 

About other teachers’ use of English, he said, “人によると思う.” (It depends on the 

teacher.) (I: 2019/06/19). He added that Naoki and another teacher, whom Naoki 

respects, teach mainly in English. He also commented on the use of English by teachers, 

“昔に比べれば英語を使う率は高くなっていると思いますどね.” (I think the percentage 

of English that teachers use has become higher than in the past.) (I: 2019/06/19). He 

leaves the decision of what language to use in the classroom to each teacher. 

He arranges an annual meeting about the teachers’ reflection on their classroom 

practice. He is supposed to have a monthly meeting, but the teachers are too busy: 

いろんなペーパーワークも増えてるし、生徒に対する指導というか援助というか

な。そういうのもどんどん増えてきてるから、特に担任の先生なんかは、時間、

なかなか見つけるの難しいんじゃないですかね。 

 

There is an increase in paperwork, and the work teaching or helping students has 

been increasing. Especially when you’re a homeroom teacher, it’s hard to find time. 

(I:2019/06/19) 

 

However, each teacher is supposed to observe one other teacher’s class once every 

semester, which is decided by the principal. He said that he has not done much as the 
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head teacher, but he shares information about English Education Promotion Schools and 

decisions made in meetings. 

Like Naoki, Mr. Sano also views the native English teachers positively, “昔に比べ

て、ネイティブの授業っていうか、ネイティブが参加してる授業も増えてるから、必然

的にそのしゃべる量は増えてるとは思うんですよね.” (Compared to the past, the number 

of classes with native (English) teachers has been increasing, so students’ opportunities to 

speak English have been increasing). (I:2019/06/19). This idea matches one of the 

TMBE’s measures to allocate ALTs to secondary schools. Mr. Sano views the presence 

of the ALTs positively: 

本当、助かってんで。推進校ってことで 2人 ALT入れてもらってるんで、もうし

ょっちゅう、いろんなこと聞いて。もちろん母語的なこと、文化的なこと聞いた

りして役立ってます。 

 

It has really been helpful. As an English Education Promotion School, we have two 

ALTs, so I often ask various questions (to the ALTs) about English and culture. It 

has been really helpful. (I: 2019/06/19) 

 

Board of Education’s Effect on Naoki: Interview Results 

Naoki took part in a TMBE-sponsored workshop for a select group of English 

teachers, who were to share what they learned with other teachers at their home 

institution. Naoki did not find the workshop, the first-year training, or the tenth-year 

training helpful. However, as noted above, the presence of two ALTs dispatched by the 

TMBE positively influenced English education in the school. 
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MEXT’s Effect on Naoki: Interview Results 

Both Mr. Sato and Ms. Kondo shared their concerns about university teacher 

training courses. Naoki said, “自分が受けた教育に関してはスキップして頂いてもいい.” 

(You can skip the education I received) (FI: 2019/09/11), and he did not remember what 

he learned in the training courses at his university, which suggests that it had a minimal 

impact on his teaching. Naoki’s memory of his teaching practicum was that he taught 

using grammar-translation. This experience reflects the reality of the teaching practicum 

at high schools where supervisors lack knowledge of second language acquisition. 

Naoki also said that he did not read the Course of Study, which reflects the concern 

raised by Mr. Sato and Ms. Kondo, who acknowledged this problem. Even though Naoki 

did not read the Course of Study, his frequent attempts to have his students speak English 

match a primary objective of the policy. 

Naoki was in favor of introducing four-skill English tests, but he was opposed to 

the system used to introduce it. Naoki’s perception was supported by the fact that one 

reason why the introduction was postponed lies in the complexity of the system. 

 

Results of Naoki’s Student Questionnaire about English Use 

In this section, the questionnaire results for the students in the Communication 

English II Class and English Expression II Class are presented. In the Communication 

English II Class, 38 out of 39 students completed the questionnaire and in the English 

Expression II Class, 19 out of 20 students did so. Table 28 shows the questionnaire 

results for the Communication English II class and English Expression II class. 
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Table 28. Questionnaire Results from Naoki’s Communication English II and English 

Expression II Classes 

 Communication 
English II 

English 
Expression II 

Q4. Currently, is this English class conducted in English? 

Most of the class is conducted in English. 11 29% 2 11% 

More than half of the class is conducted in English. 22 58% 9 47% 

Less than half of the class is conducted in English. 4 11% 7 37% 

Little of the class is conducted in English. 1 3% 0 0% 

No Answer 0 0% 1 1% 

 
Q5. Can you understand classes when the class is conducted in English? 

I can understand most of the class. 23 61% 8 42% 

I can understand more than half of the class. 11 29% 9 47% 

I can understand less than half of the class. 2 5% 2 11% 

I can understand little of the class. 0 0% 0 0% 

No Answer 2 5% 0 0% 

 
Q7. Do you think it is good that English classes are conducted mostly in English? 

I think it is very good. 20 53% 7 37% 

I think it good. 15 39% 9 47% 

I don’t think it is good. 2 5% 1 5% 

I never think it is good at all. 1 3% 2 11% 

No Answer 0 0% 0 0% 

 
Q9. Do you speak English in English class conducted in English? 

I speak mostly in English. 3 8% 0 0% 

I speak more than half of the time in English. 20 53% 9 47% 

I speak less than half of the time in English.  11 29% 7 37% 

I do not speak in English at all. 3 8% 1 5% 
No Answer 1 3% 2 11% 

 
Q11. Does your English teacher speak in Japanese during the class? 

The teacher speaks mostly in Japanese. 1 3% 0 0% 

The teacher speaks in Japanese more than half of 
the class time. 

7 18% 6 32% 

The teacher speaks in Japanese less than half of the 
class time. 

25 66% 10 53% 

The teacher rarely speaks in Japanese. 4 11% 0 0% 

No Answer 1 3% 3 16% 

 
Q13. Do you want your English teacher to use Japanese during the class? 

I want the teacher to use Japanese a lot. 4 11% 6 32% 

I want the teacher to use Japanese sometimes. 17 45% 5 26% 

I want the teacher to use Japanese a little. 15 39% 5 26% 

I want the teacher not to use Japanese at all. 1 3% 1 5% 

No Answer 1 3% 2 11% 
Note. The total mean time of some questions is not 100% due to rounding. 



 

233 

 

In the Communication English II Class, 80% of the students understood most of the 

class or more than half of the class. Two students said that they understood little of the 

class. To question 6, concerning when they cannot understand, 26 students responded. 

Eight students wrote answers related to vocabulary such as when new or difficult words 

are used. 

More than 90% of the respondents thought that it was good or very good that 

English classes are conducted mostly in English. Twelve students wrote that having 

classes conducted in English allowed them to become used to listening to English. Two 

students produced negative answers. One wrote that English is not needed, and the other 

wrote that learning Japanese is better because the students are Japanese. 

Regarding their use of English in the class, more than 50% of the students stated 

that they speak more than half of the time in English, and approximately 30% stated that 

they speak less than half of the time in English. The primary reason given for not 

speaking English was a lack of oral English skills. 

More than 80% of the students wanted the teacher to use Japanese sometimes. 

Thirteen out of 31 students wrote that they wanted the teacher to use Japanese when 

explaining something difficult and five students wanted the teacher to use Japanese when 

explaining grammar. 

The results for the English Expression II Class indicated that nearly 90% of the 

students thought that they could understand most of the class or more than half of the 

class. Fourteen students provided examples of times when they could not understand. 
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Among them, seven students wrote answers related to vocabulary such as when unknown 

vocabulary is used. 

Nearly 90% of the students thought that it was good or very good that English 

classes are conducted mostly in English. Five students wrote that they can get used to 

English and four students wrote that they can improve their listening. 

More than 40% of the students stated that they speak less than half of the time in 

English or they do not speak in English at all. Seven students provided reasons for not 

speaking English, which included difficulty speaking English and an inability to think of 

something to say. 

The students’ opinions of the teacher’s use of Japanese varied. Approximately one-

third wanted the teacher to use Japanese frequently, 52% wanted the teacher to use 

Japanese sometimes or a little, and 5% did not want the teacher to use Japanese at all. 

Four students wanted Japanese to be used for explaining the meanings of English reading 

passages and four students wanted Japanese to be used for grammatical explanations. 

 

Summary of the Findings for Naoki 

The first research question asked to what extent senior high school teachers’ 

practices reflect the policy of conducting classes in English. Table 29 shows the summary 

of Naoki’s use of English and Japanese in the Communication English II and English 

Expression II classes. Naoki used English to a similar degree in the two Communication 

English II lessons. In both cases, his time speaking English and Japanese was evenly 

divided. In the Communication English II Class, he used similar English expressions to 
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instruct or explain and used Japanese to explain the contents of the textbooks, grammar, 

and the meanings of words. The students had frequent chances to speak English with a 

partner. In the English Expression II class, he used less English than in the 

Communication English II class. In the first English Expression II class, Naoki used half 

as much English as Japanese. However, the structure of the class was similar to 

Communication English II class, in which he used several handouts and the students had 

opportunities to speak English communicatively with a partner. Increasing students’ 

opportunities to speak English is an objective of the 2009 Course of Study; therefore, 

Naoki’s classroom practice sometimes reflected the policy. As shown in Table 29, in the 

second English Expression II Class, he used little English, possibly because of the 

grammar-oriented textbook and because he uses Japanese to teach grammar. 

 

Table 29. Summary of Naoki’s Use of English and Japanese 

 
Class 

 
Speaking time 

English usage 
time (%) 

Japanese usage 
time 

First CE II 19:23 (100%) 10:15 (52.88) 09:08 (47.12) 

Second CE II 19:48 (100%) 10:08 (49.34) 09:40 (50.66) 

First EE II 24:39 (100%) 07:57 (32.25) 16:42 (67.75) 

Second EE II 19:50 (100%) 02:52 (14.45) 16:52 (85.55) 
Note. CE = Communication English, EE = English Expression. 

 

The second research question asked what factors affect their cognition about the 

policy of conducting English classes in English, how they perceive the policy, and 

whether a gap exists between the teachers’ cognition and classroom practice. Factors 

affecting Naoki’s cognition about the policy positively were his experience of teaching 

English in English in the previous school, having a peer teacher who gives advice to him 
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about teaching, and the presence of the native English teachers. Those factors led him to 

have favorable opinions of the policy; however, he believes that it is more effective to use 

Japanese when explaining grammar and vocabulary, an opinion that might be a result of 

his learning English with the grammar-translation method. Although Naoki often teaches 

English communicatively, uses a considerable amount of English when teaching, and 

attempts to have students learn English for communicative use, his belief that grammar 

can be taught effectively in Japanese was reflected in the classroom observations. 

The third research question concerned how senior high school students perceive 

English classes conducted in English. Many of Naoki’s students were in favor of classes 

conducted in English. The students’ opinions of the teacher’s use of Japanese varied, but 

the main reason justifying the use of Japanese concerned grammar instruction. In the 

classes I observed, Naoki taught grammar in Japanese. It is unclear whether his students’ 

perceptions of classes conducted in English affected Naoki’s classroom practice because 

he said that he was unsure of the students’ opinions about this issue. However, Naoki 

appeared to treat this issue flexibly, as he has adapted his instructional approach, 

including his use of English and Japanese, after taking the students’ proficiency and 

needs into consideration. 

The fourth research question asked how the head English teacher in the same 

school perceives the policy of conducting classes in English and whether the head 

teacher’s perception and classroom practice influences the senior high school teachers. 

Mr. Sano had mixed feelings about the policy. He stated that Japanese needs to be used 

appropriately and he uses Japanese except in classes he co-teaches with native English 
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speaking teachers. Mr. Sano’s beliefs and his classroom practice differed from Naoki’s; 

however, his beliefs and classroom practice did not affect Naoki because Mr. Sano leaves 

the instructional approach to the discretion of the individual teachers. 

The fifth question asked how the TMBE members perceive the policy, what 

measures they take, and whether the measures affect the public high school teachers’ 

cognition and classroom practice. Although Naoki teaches at an English Promotional 

School, the TMBE had no discernable effect on his teaching. For example, the training 

sessions offered by the TMBE were not useful because he already knew what was taught 

in the sessions. In contrast, the presence of two ALTs positively influenced Naoki’s 

teaching. When he has questions about English, he asks the ALTs. 

The sixth question asked what objectives MEXT has regarding the policy of 

teaching English classes in English and what discrepancies, if any, existed among MEXT 

objectives of introducing the policy of teaching English in English and the senior high 

school teachers’ understanding of the policy and their classroom practice. Naoki 

understood the objectives of the policy and he implemented the policy by having his 

students engage in pair work in each class I observed. However, he believes that it is 

more effective to use Japanese when teaching grammar and vocabulary and this belief 

was reflected in his classes. In addition, the main part of the textbook was focused on 

grammar; this led Naoki to speak a considerable amount of Japanese. Naoki hopes that 

his students will be able to exchange opinions in the English Expression II class, which is 

the same as the objective stated in the 2009 Course of Study. However, he said he was 

not sure what he should teach in the class. This confusion might have been affected by 
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the content of the MEXT-approved textbook, as the members of MEXT acknowledged 

the problem with the English Expression textbooks. 

The seventh question concerned how senior high school teachers perceive the 

introduction of four-skill English tests and the postponement of the introduction. Naoki 

was concerned about how the four-skill English tests would be implemented though he 

was in favor of their introduction. Because he was concerned about the system used to 

introduce the tests, he said that the postponement was a positive development. However, 

he was slightly angry about the timing of the postponement because his students had 

started preparing for the new tests. Notwithstanding the postponement, he said that he 

would not change how he teaches and would continue to teach English for 

communicative purposes. 

 

Case 3: Private High School Teacher, Kenta 

The third case concerns Kenta, a private high school teacher. In this section, I 

provide information about the school where Kenta teaches, the results of the observations 

of two classes as well as the results of the interview with Kenta, the head English teacher 

in the school, and members of MEXT. In addition, the results of the Student 

Questionnaire about English Use administered to the students in the two classes are 

presented. Finally, a summary of Kenta’s case is presented to answer the research 

questions.  

 

 



 

239 

Kenta’s School 

Kenta teaches at a private high school located in one of the 23 wards in Tokyo. The 

curriculum is focused on international education such as international understanding, 

international exchange, and overseas experience. Students can take school trips to 

Canada, New Zealand, Australia, or Thailand. 

It is also designated as one of the super global high schools and has a program 

called Global Week where people who work globally talk to the students. It also offers a 

course called Academically Advanced English where students who have relatively high 

English proficiency can take intensive English classes. The school also offers special 

entrance examinations and special classes to students who have returned from living 

overseas. Currently, nearly 7% of the high school students at the school are returnees. 

 

Kenta’s Classroom Practice: Observation Results 

In this section, I describe the students in the Communication English I class and 

English Expression II class. This information is followed by the observation results of the 

two classes as assessed with the COLT. Based on the results, a summary of Kenta’s 

lesson is presented. 

 

The Students and the Materials in the Communication English I Class 

Kenta’s Communication English I class, was made up of nine male and 17 female 

students. In the first observation of the class on June 24, 2019, one female student was 

absent. In the second observation on July 7, 2019, one male student was absent. 
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The main textbook for this class is Revised Element Communication 1 (Keirinkan, 

2018b). The chapter covered in the first class was Part 2 of Lesson 5, gr8” or great?. In 

addition to that, Kenta prepared for two handouts, Handout 1 and Handout 2. Three tasks 

were prepared on Handout 1. Task 1 on the top was to ask students to rewrite an e-mail 

written in an informal style from the textbook to a formal e-mail. Task 2 in the middle 

part of Handout1 was to ask them to think about rules after reading the e-mail with 

“secret codes” again. Task 3 at the bottom was to ask them to write the meaning of 

another secret code, URgr8. Handout 2 was for reading aloud and there was a passage 

from Part 2 of Lesson 5 on the left side, and there were correspondent Japanese 

translations on the right side. 

The chapter covered in the second observed class was the same in the first observed 

class. Kenta prepared for two handouts, Handout 1 and Handout 2. Handout 1 was a sheet 

for a vocabulary test. He wrote hints for students to understand words or expressions 

while he explained them in Japanese. Handout 2 was a double-sided sheet. On the front 

page of Handout 2, there were three tasks. Task 4 was for content comprehension, Task 5 

was phrase hint, and Task 6 was translation. In this class, only Task 6 was covered. The 

back side of Handout 2 was for reading aloud. There were English sentences from the 

textbook on the left side and there were correspondent Japanese on the right side. 

Handout 3 was to let students rewrite a casual message with secret codes from the 

textbook to a message in formal English.  
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COLT Results for the First Observation of Communication English I Class 

The classroom organization of Kenta’s first Communication English I class was 

assessed with the COLT (Appendix BB). The total time for activities was 48:16. The 

class started with a greeting and an explanation of my presence in the class in Japanese 

(Activity 1, 0:40). After that, Kenta had the students do a vocabulary practice and, in the 

practice, he gave a hint about a word in English and the students who understood the 

word said it out loud in English (Activity 2, 1:18). Kenta then had the students review 

secret codes, gave a quiz about secret codes, and the students guessed the secret codes 

with a partner (Activity 3, 2:32). Following Activity 3, Kenta had the students review 

pages 72 and 73 in the textbook using Handout 1 mainly in English (Activity 4, 31:35). 

During Activity 4, the students worked on Task 1 in which they rewrote an e-mail 

message written in a secret code such as Thx 4 the gr8 party 2day to standard English 

such as Thanks for the great party today. Kenta asked the students in English to think 

about the rules of the secret codes and they then continued working on more messages 

written in a secret code on Tasks 2 and 3 on Handout 1. The students worked on the 

activity individually, shared their answers with a partner, and then checked their answers 

with Kenta. They used both English and Japanese. Following Activity 4, Kenta read the 

text aloud in English using Handout 2 with a passage from Part 2 of Lesson 5 and the 

students repeated after him (Activity 5, 5:07). He then told the students in English to 

explain the code, URgr8, on Task 3 to a partner (Activity 6, 6:36). During the activity, 

the students talked to their partner in English. The class ended with Kenta’s closing 

remark and his announcement of my visit to the next class in Japanese (Activity 6, 0:28). 
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Table 30 shows Kenta’s English and Japanese speaking time in the first 

Communication English I class. 

 

Table 30. Kenta’s English and Japanese Use in the First Communication English I Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 19:42 88.94% Instructions 09:15 

   Asking 04:48 

   Explanations 03:33 

   Answering 01:51 

   Confirmation 00:13 

   Talking to them 00:02 

Japanese 02:27 11.06% Introduction about me 00:39 

   Asking 00:36 

   Greeting & Closing 00:29 

   Instruction 00:18 

   Explanation 00:12 

   Confirmation 00:12 

   Answering 00:01 

 

Kenta spoke English nearly 89% of the time. There were two characteristics of his 

English. First, he spoke English slowly and clearly so that the students could understand 

him. Second, he added Japanese such as ね (ne) several times after explaining something 

in English. For example, before starting the next task, he said, “OK. Good. Today’s goal 

is to explain this code in English, ne” (21:07–21:30). The use of ne functioned as a 

confirmation and a softener to help them understand his spoken English. He also inserted 

Japanese in his English instructions. For example, he said: “OK. Then, 窓際に座っている

人 (person sitting near the windows), please read your normal sentence number 1 to 
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number 5 to your partner.” (09:15–09:22). Kenta used English in a way that allowed the 

students to understand him and added Japanese to further support their comprehension. 

In this class, four skills were covered: The students read the textbook, listened to 

Kenta, spoke during the communicative pair work, and wrote answers on Handout 1. 

Kenta spoke a great deal of English, which increased the students’ aural English input. 

The class was mainly focused on teaching the secret codes using Handout 1. 

 

COLT Results for the Second Observation of Communication English I Class 

The classroom organization of Kenta’s second Communication English I class was 

assessed with the COLT (Appendix CC). The activities took a total of 50:19. The class 

started with Kenta greeting and introducing me in Japanese (Activity 1, 0:44). The 

students next reviewed the vocabulary from the previous class using Handout 1 by wring 

the words on the handout silently and checking their answers with a partner (Activity 2, 

6:22). Following that, the students worked on a translation review activity from the 

previous class using Handout 2 (Activity 3, 2:27). Kenta then had them read the back of 

Handout 2 aloud (Activity 4, 21:53). He named the reading aloud activity Dondon 

reading, and in this activity, he asked the students to read fast. The students competed 

with a partner to see who could read faster. The reading aloud activity was repeated three 

times with different partners. After that, the students listened to the passage using 

Handout 2 (Activity 5, 2:10), and then worked on a pair translation activity in which one 

student read English sentences in the book out loud and the other student translated them 

into Japanese by speaking out loud. The students then did an activity in which one 
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student shadowed a passage on a CD and the other student listened (Activity 6, 9:59). 

Shadowing is an activity of synchro-reading while listening to recorded passages. After 

that, the students reviewed the secret codes on Handout 3 individually, shared their 

answers with a partner in English, and Kenta explained the answers in English (Activity 

7, 4:49). The class ended with his closing remarks and his introduction of the university 

that I have been working for in Japanese (Activity 8, 0:05). 

Table 31 shows Kenta’s use of English and Japanese in the second Communication 

English I class. 

 

Table 31. Kenta’s English and Japanese Use in the Communication English I Class 

 
Language use 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 11:50 67.30% Instructions 09:46 

   Explanations 01:04 

   Asking 01:00 

Japanese 05:45 32.70% Instructions 02:09 

   Asking 01:39 

   Greeting 01:39 

   Explanation 00:18 

 

Kenta spoke English about 67% of the time. The same characteristics of his English 

identified in the first Communication English I class were also observed in this class. 

Kenta spoke English slowly and clearly and he added Japanese to his English instructions 

and explanations. For example, he explained the next class by saying, “This is the last 

class for 学期 (this semester). We’re going to have 期末テスト” (a final exam) (16:02–

17:15). He also added, ね (ne) several times after the explanations. Although Kenta used 
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more Japanese in this class than in the first Communication English I class, the students 

worked on several activities and before each activity, he provided instructions primarily 

in English but added Japanese when some students did not understand him, a situation 

that increased his Japanese speaking time. 

The students engaged in whole class, pair, and individual work. Much of the pair 

work was spent reading aloud and shadowing. Compared to the first class, Kenta spoke 

less English, but the students were still able to spend much time listening to English. 

 

The Students and the Materials in English Expression II Class 

The English Expression I class was made up of 16 male students and 24 female 

students. All the students were present in the first observation of the class on June 24, 

2019 and the second observation on July 1, 2019. 

The main part of the English Expression II class was Lesson 4 from the textbook, 

Vision Quest English Expression II Hope (Keirinkan, 2018c). Although the first part of 

the textbook showed an e-mail message, most was related to grammar. Only the final part 

included a task in which the students had to write an e-mail message to a host family. 

Kenta prepared a seven-page handout. The students wrote and talked about their self-

introduction on the first two pages. The rest was for vocabulary development. In the 

second class, the students wrote and talked about a memorable experience. Kenta also 

prepared a five-page handout. Two pages asked the students to write and talk about a 

memorable experience and the rest was for studying grammar. 
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COLT Results for the First Observation of English Expression II Class 

The classroom organization of the first English Expression II class was assessed 

with the COLT (Appendix DD). The total time for activities was 49:38. The class started 

with Kenta greeting the students in Japanese and introducing me and the university I 

work for in Japanese (Activity 1, 1:57). The students then read a letter to a host family 

from Lesson 4 in the textbook and filled in three missing words in the letter on page 1 of 

Handout 1 (Activity 2, 8:08). The students worked individually on the task, checked the 

answers with a partner, and then Kenta shared the answers with the entire class in 

English. Next, the students took notes in preparation for writing a letter to introduce 

themselves on page 2 of Handout 1 and then took turns making a one-minute speech 

based on their notes with a partner (Activity 3, 15:02). They then moved on to pages 3 

and 4 on Handout 1 (Activity 4, 4:23) in which they studied prepositions used with verbs. 

Following Activity 4, the students worked on a pair translation activity on pages 7 and 8 

on Handout 1 in which one student read English sentences in the book out loud and the 

other student translated them into Japanese (Activity 5, 5:47). Following that, the 

students worked on vocabulary and grammar questions on pages 5 and 6 on Handout 1 

(Activity 6, 8:56). The class ended after he explained about the exam, introduced me, and 

made final remarks (Activity 7, 0:45). 

Table 32 shows Kenta’ English and Japanese speaking time in the first English 

Expression II Class. Kenta spoke English about 67% of the time. Kenta spoke clearly, 

slowly, and loudly and added Japanese to his English explanations and instructions. 
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Table 32. Kenta’s English and Japanese Use in the First English Expression II Class 

 

Language used 

Time 

mm:ss 

% of teacher 

talk 

 

Function 

Time 

mm:ss 

English 11:42 66.54% Instructions 05:50 

   Explanations 04:02 

   Answering 01:26 

   Asking 00:24 

Japanese 05:53 33.46% Greeting & Introducing me 02:17 

   Explanations 01:41 

   Answering 01:00 

   Instructions 00:45 

   Asking 00:06 

   Confirmation 00:02 

   Giving comments 00:02 

 

He also frequently codeswitched. For example, he instructed the students to check their 

answers on page 1 of Handout 1 with a partner by saying, “OK. Now share your answers 

from number 1 to number 3 with your partner” (6:50–6:54). He then said, “はい、じゃあ

行ってみましょう。よーい、スタート”(Okay, let’s go. Ready. Go.) (6:55–6:56). The 

students worked individually or with a partner for 30:02 in this class. 

This class was made up of teacher-centered instruction, pair work, and individual 

work. Though the textbook was grammar focused, Kenta used the handout that he had 

made effectively and integrated the four skills by having the students read the passage, 

listen to his spoken English, write a speech, and make the speech. By speaking English, 

Kenta provided the students with English input. They also had an opportunity to speak 

English communicatively.  
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COLT Results for the Second Observation of English Expression II Class 

The classroom organization of Kenta’s first English Expression II class was 

assessed with the COLT (Appendix EE). The total time for the activities was 49:58. The 

class started with Kenta greeting the students and introducing me in Japanese (Activity 1, 

0:34). The students then reviewed the translation on Handout 1 from the previous class 

with a partner and discussed their answers with Kenta in English and Japanese (Activity 

2, 4:20). Kenta then used English to tell the students to review the verbs they had studied 

in the previous class (Activity 3, 5:02) with a partner using a set of cards. One student 

read a verb and the other student made an English sentence using the verb. Following 

Activity 3, Kenta distributed Handout 1, asked the students to read the passage on page 1 

and to fill in three missing words in the passage in English (Activity 4, 7:35). The 

students checked their answers with a partner. Next, they prepared a one-minute speech 

titled My memorable experience using page 2 of Handout 1 and gave the speech to a 

partner in English (Activity 5, 12:17). Following that, Kenta told the students to work on 

a pair translation activity using Handout 1 (Activity 6, 15:44). For the remainder of the 

class, the students worked on grammar questions on page 4 of Handout 1 individually 

(Activity 7, 4:04). The class ended when Kenta made closing remarks in Japanese 

(Activity 8, 0:22). 

Table 33 shows Kenta’s English and Japanese speaking time in English Expression 

II class. He spoke English about 60% of the time. The characteristics found in the first 

English Expression II class were also observed in this class. Kenta spoke clearly, slowly, 
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and loudly, codeswitched using Japanese and English, and added Japanese to his English 

explanations and instructions. He also used Japanese to explain grammar. 

 

Table 33. Kenta’s English and Japanese Use in the Second English Expression II Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 10:55 60.31% Instructions 07:26 

   Answering 01:40 

   Explanations 01:21 

   Asking 00:28 

Japanese 07:11 39.69% Explanations 03:05 

   Instructions 01:29 

   Answer 01:02 

   Greeting 00:56 

   Asking 00:39 

 

There was time for teacher-centered instruction, pair work, and individual work in 

the class. The students spent 30:01 engaging in individual and pair work. The students 

read a passage, listened to Kenta speak English, wrote answers to the questions on the 

handout, and spoke in the translation activity, when they made the speech, and during the 

pair work discussions. Although the textbook was focused on grammar, Kenta integrated 

several other activities and used communicative tasks in which the students used the four 

major skills of English. 

 

Kenta’s Classroom Practice and Cognition: Interview Results 

In this section, I present the results of the first interview conducted on July 1, 2019 

(First Interview: FI 2019/07/01) and the second interview conducted on December 24, 
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2019 (Second Interview: SI 2019/12/24). The first interview, which was conducted after 

the second observation of the two classes, took place before MEXT’s announcement 

postponing the introduction of four-skill English tests. The second interview was 

conducted after the announcement. The results are presented in the following order: 

Kenta’s educational background, professional coursework, internal factors in his classes 

and in the school, external factors, Kenta’s cognition, and his classroom practice. 

 

Kenta’s Educational Background 

Kenta’s first encounter with a foreign language took place when he was living in 

Panama as a child. He does not speak Spanish now, but he spoke Spanish at that time. 

When Kenta was in Grades 3, 4, and 5, he attended an American international school in 

Thailand where he studied English and other subjects in English. Kenta described his 

experience there: 

社会と理科は印象的だったかなっていうふうに思います。なんか先生が何かしゃ

べって、それをひたすらノートを取るっていうことではなくて、自分で教科書見

て調べなさいとか。友達とプロジェクトで何かこれを作りなさいとか。 

 

I think social science and science courses were impressive. It was not the teacher 

talking about something and just taking notes on it. We were told to read and look 

for information in the textbook. We were also told to make something with 

classmates as a project. (SI: 2019/12/24) 

 

He also added that he felt positively about being able to communicate in English after a 

one-year silent period in Thailand. 

After returning to Japan, Kenta attended a Japanese junior high school; however, he 

did not enjoy the experience: “中学時代が、つまらないっていうところが一番あったと

思います.” (I think junior high school was the most boring time for me.) (SI:2019/12/24). 
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Kenta took grammar-translation lessons in which the focus was on translating reading 

passages from English to Japanese. He learned technical grammar terminology in 

Japanese, but he felt negatively about the experience, “そういった文法ってものに対する

拒絶は、中学校時代の頃は本当にあったと思います.”(I think I had a feeling of 

rejection toward that kind of grammar study in high school) (SI: 2019/12/24). His 

positive attitude in elementary school in Thailand and his negative feelings in junior high 

school and high school led him to think that he would like to become an English teacher: 

適切な言葉が分かりませんが、反面教師じゃないですけども、中学校、高校で受

けてた英語教育に自分が違和感を感じてたので、なので、自分が英語の教員にな

りたいって思ったきっかけがそこに一つあったので、今自分に影響与えてるとし

たら、その時自分が感じていたような思いを生徒にしないようにというか。 

 

I don’t know whether teaching by negative example is an appropriate expression, 

but I felt uncomfortable with the English education I received in junior high and 

high school, and that was one reason why I wanted to become an English teacher, if 

(the experience) influences me now, it makes me feel that I do not want my 

students to feel the same way I did when I was a student. (FI: 2019/07/01) 

 

He entered a university of science and was enrolled there for two years. He quit the 

university, reentered a different university, and majored in English education in order to 

become an English teacher. He took several English-medium courses related to English 

education such as second language education (SLA), linguistics and bilingual education, 

and Content and Language Integrated Learning (CLIL). The SLA course was the most 

impressive because the professor introduced examples that were familiar to him and he 

tried to fill the gap between the ideas presented in the course and the students’ 

knowledge. This strategy helped Kenta understand the information presented in the 

course. The English-medium courses he took gave him a positive impression regarding 
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conducting classes in English. In addition, the CLIL course was reminiscent of his 

elementary school classes: 

小学校の頃は、英語で学んでたじゃなくて、英語で教科を学んだので、やっぱ英

語でという思いが強くあった。 

 

When I was in elementary school, I didn’t study English, but I studied subjects in 

English, so I had a strong feeling (about learning) in English. (SI: 2019/12/24) 

 

英語で内容を教えていくっていうところっていうのが、自分が実は内在的に求め

ていたものなんだっていうところが、初めて言語化して、体験的にわかったの

で、一気にポジティブに変わったのかなというところだと思います。 

 

I realized that teaching content in English was actually what I was looking for, by 

putting it into language and understanding it through experience, so I think that’s 

how I immediately became more positive about teaching English. (SI: 2019/12/24) 

 

In sum, Kenta’s positive experiences in the elementary school in Thailand and negative 

experiences in junior high school and high school attracted him to the teaching profession 

and led him to want to teach using an approach such as CLIL, not the grammar-

translation method. 

 

Kenta’s Professional Coursework 

During Kenta’s teaching practicum, the teachers he was working with conducted 

classes based on the grammar-translation method. He described the classes at the school, 

“予習してきて、先生が訳してくれて、それを確認して.” (Students) prepare for the class 

and the teacher translated it and checked it.) (SI:2019/12/24). The teachers told Kenta to 

teach the same way as the other teachers at the school. Looking back on the experience, 

he said, “もう最悪ですね.”(It is really the worst experience.) (SI:2019/12/24). He 

explained the reason for his opinion: 
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自分が一番そういう授業を展開したくないと思って、教員になろうと思って、い

ろんな紆余曲折経てきたのに、結局またそこに戻るんですかっていうところに対

する反発心は、本当に大人げないんですけども、ありましたし。 

 

I didn’t want to teach that kind of class. That was why I decided to become a 

teacher. After going through a lot of twists and turns. I know it sounds immature, 

but I had a rebellious feeling that I had to go back there again. (SI:2019/12/24) 

 

This statement shows that what he had studied at the university was not useful during the 

practicum because he was forced to use the grammar-translation method. 

After becoming a teacher, Kenta participated in seminars outside of the school such 

as those offered by ALC (a publishing company) and the American Embassy. The 

seminar sponsored by the American Embassy, which was conducted by teachers from an 

international university in Japan, was focused on teaching grammar communicatively. 

Kenta reflected on the seminar: “今英語表現とかあるいはコミュニケーション英語やっ

ていて文法指導って一番すごいネックだった.” (I teach grammar in English Expression 

and Communication English classes and teaching grammar was a bottleneck for me.) and 

“自分が学び取れた部分もあったんで、それはすごい良かったなって感じます.”(There 

was something I was able to learn, and I feel that it was really good for me to have such 

learning opportunities.) (FI: 2019/07/01). 

As a summary of Kenta’s professional coursework, although he developed positive 

feelings toward teaching English through the university courses, his classroom practicum 

at his high school concerned learning to use the grammar-translation method, a situation 

that led to a great deal of frustration. Since becoming an English teacher, Kenta has tried 

to develop his skills through participating in external seminars.  
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Internal Factors in Kenta’s Classes 

Many students Kenta teaches wish to enter prestigious private universities or highly 

ranked public universities. Regarding his students’ goals, he said, “高校 1 年生に関して

は、英語が使えるとか、英語が話せるとか、英語が読めるとか、英語の単語が分かる.” 

(I think that the first-year students want to be able to use English, speak English, read 

English, and understand English words.), and “高校 2年生とかは、しゃべれるとか、あ

とはテストで点が取れるとか、そういったことをのぞんでいるんじゃないかなっていう

ふうに考えています.”(I think the second-year students hope to be able to speak English 

or get good grades on tests.) (FI: 2019/07/01). 

The announcement of postponing the introduction of four-skill English tests has not 

affected his students: 

子どもたちも、外国の方と会って英語話せたらいいなっていう気持ちとか、書け

たらいいなっていうのは自然とあるので。そこは別に、そんなに子どもたちの中

では揺れ動いてる感じはないので。 

 

The students want to meet people from other countries and speak English, and they 

also want to write in English naturally. It seems that their attitudes toward learning 

English have not wavered. (SI: 2019/12/24) 

 

The students generally had positive perceptions of learning English in part because of the 

study abroad programs available to them. The students’ positive feelings toward learning 

English were reflected in their active involvement in the class activities. Kenta frequently 

used English in class; however, he adapted his use of English and Japanese based on his 

understanding of the students’ understanding of his English utterances.  
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Internal Factors in the School 

Teachers at the school help each other to some degree. They have a regular weekly 

meeting where they discuss how to make tests and high school entrance examinations, 

but they do not discuss teaching methodology. Although he is too busy to observe other 

teachers’ classes, classroom observations were useful to him in the past. 

The school employs full-time native English teachers who are fluent in Japanese. In 

addition, ALTs teach with Japanese English teachers. Kenta noted how helpful they are 

in the second interview: 

英検のライティングの指導とかも、全然スタイル違うなと思ったりとか。スピー

キング活動ももっと入れられるなっていうところとか。インタビューテストも、1

人でやると、40 人いたら、1人、1分いけるかいけないかっていうのを、2人いれ

ば回し方が全然違いますし。 

 

I thought that the ALTs’ writing instruction for the Eiken was completely different. 

I can add more speaking activities (with them). If I conduct the interview test 

practice by myself, I can probably allocate only one minute or less per student for a 

40-student class, but if there are two of us, it can be done completely differently. 

(SI: 2019/12/24) 

 

Kenta noted that none of the teachers in this school object to conducting classes in 

English though the amount of English other teachers use differs because each teacher has 

the freedom to decide how to teach under the head teacher’s policy.  

 

External Factors 

Kenta understood the objective of the policy of conducting English classes in 

English and was favor of the introduction of four-skill English tests. As for the policy, 

Kenta showed his understanding as follows: 
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ただ、提示されてる通り、ある程度こっちの英語を英語で完全に 100パーセン

ト、50分間教えてるのがいいとか、50分間、君ここの 5分間日本語で教えたから

君は悪だねとかっていうようなそういう極端な話をしてるんじゃなくて、生徒に

合わせて、生徒が極力英語を使う機会を増やすように、こちら側も英語の使用機

会を増やしてくっていうことに関してはすごいいいなと思ってます。 

 

However, as suggested in the Course of Study, the policy to teach English courses 

in English does not have such an extreme meaning that it is good if you teach 

English 100% in English for 50 minutes (the entire class period), but it is bad if you 

teach in Japanese for 5 out of 50 minutes. I think it’s good that the policy promotes 

teachers’ use of English and increases the students’ chances to use English. (FI: 

2019/07/01) 

 

Kenta said that he tried to read the Course of Study about twice a year as a grammar 

teaching reference. 

He integrated four-skill activities in his classes, which shows his favorable opinion 

toward the introduction of four-skill English tests: 

4技能を重視していく入試っていうことにつれて、最後まで 4技能にフォーカスし

きってもいいんだなっていう許しが初めて出たというか、っていう感覚もあると

思うので、そこに関しては影響が出てるのかなっていうふうに思います。 

 

With the university entrance examinations that emphasize the four skills, I have a 

feeling that permission was given to focus on teaching the four-skills for the first 

time, so I think this has had an impact on my teaching style. (FI: 2019/07/01) 

 

Kenta also shared his concern about the current university English tests focused on 

reading and the need to prepare students for those tests. He said in the first interview that 

he was seeking his own teaching method by taking the introduction of four-skill English 

tests into consideration, but he had not made a decision because the form of the new tests 

was still unclear. In the second interview after the announcement that the four-skill 

English tests would be postponed, he said: 

現実として、実際の制度として、ああいうふうに、システムとして使わなくなっ

たっていうことだけですが。ただ、世論としては、もう 4技能使わなくなったじ
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ゃんみたいな話になってるので、ちょっとそこのところが残念かなっていう部分

はあります。 

 

In reality, it’s just that they (MEXT) won’t use the four-skill English test as an 

actual system for a while. However, the public got the impression that we don’t use 

the four skills anymore, so it’s a bit unfortunate. (FI: 2019/12/24) 

 

However, he noted the importance of increasing students’ English proficiency and 

continuing to teach the four skills. He expressed uncertainty about what to teach in the 

English Expression II class: 

そもそも英語表現 IIでどんなことをやったらいいんだろうっていうところのコン

センサスが、なかなか英語科として取れてないっていうところも問題だと思うん

ですが。個人的にも、何やろうみたいなところが。正直結構詰まってる部分があ

って。 

 

I think the problem is that there is no clear consensus about what to do in English 

Expression II classes in the English department. I also don’t know what I should 

do. To be honest, I’m kind of stuck. 

 

Although MEXT’s language policies have not been stable because of the postponement 

of the four-skill English tests, Kenta still believes that it is important to teach all four 

skills. He has also focused on teaching grammar more effectively by reading the Course 

of Study and using communicative activities based on his understanding of the structure 

of the English Expression II textbook. 

 

Kenta’s Cognition 

As noted above, Kenta was favor of the policy of conducting classes in English 

based on his understanding that the policy means an increase in both the teachers and 

students’ use of English. He was also in favor of the introduction of four-skill English 
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tests because he thinks it is important for students to develop proficiency in the four 

skills. He hopes that his students can acquire productive skills: 

あくまでも、そういうリーディング、リスニングとかっていう活動でやってるパ

ートの表現をうまく使って、何かしらのアウトプットをしてほしい。理想は完全

なる自己表現 

 

At the end of the day, I want them to produce output using the expressions they 

have studied in reading and listening effectively. The ideal is for students to be able 

to fully express themselves in English. (FI: 2019/12/24) 

 

Kenta’s positive attitude toward the policy and the introduction of four-skill English tests 

were influenced by his experience with English at the elementary school in Thailand, 

experience communicating in English, and taking university CLIL courses. These 

experiences have influenced how he hopes to teach English: 

どうしてもスピーキング活動を入れたくなってしまう、ディスカッション入れた

くなってしまうので、そういったところをうまく持ってって。本人たちにとっ

て、日常的に関連のあるとか、こういうこと言えるようになりたいなって思うと

ころをうまく入れて。 

 

I really want to include speaking activities and discussions, so I try to include them 

to motivate the students so that they want to talk about what is relevant to their 

daily life and what they want to express more. (SI: 2019/12/24) 

 

Kenta’s Classroom Practice 

Kenta explained his use of English and Japanese in his classrooms: 

僕が英語で指示をして、その指示が通んなかったら日本語にしちゃいます。多分

僕自身も発問だったりとか投げ掛けが不十分な時もあるので、これはもう俺のご

めんなさいだなっていうふうに判断して、その英語の指示を無理やり分かっても

らうためにやってるわけじゃないので、あくまでもアクティビティとか活動やっ

てもらうのが中心だと考えているので、そこは英語で理解させることにこだわら

ずにやっていきたいと思っているので、使い分けとしては、指示に関しては生徒

が理解を示してない時に使っていくということとか、あとは説明をしたい時は日

本語で説明するっていう形ですかね。 
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If I give instructions in English and the instructions are not understood, I’ll speak in 

Japanese. Maybe my remarks and questions are not clear enough. I understand it as 

my fault. I’m not trying to force them to understand English instructions. I think 

that the focus is to have them do activities, so I want them to do them without 

making them understand what to do in English, so I use (Japanese) when they don’t 

understand my English instructions. I explain in Japanese. (FI: 2019/07/01) 

 

Kenta also added that his use of English is more influenced by how well he has prepared 

for his classes than by his students’ English proficiency. If he prepares to teach in 

English, he can do so, but when he does not prepare adequately, he uses more Japanese. 

He prefers to focus on classroom management and hopes to make the classroom 

environment one in which students can support each other when they do not understand 

his English utterances. 

 

Kenta’s Head Teacher’s Perception about the Policy and Classroom Practice: 

Interview Results 

Kenta’s head teacher, Mr. Kato, had been at the school for 26 years when the 

interview was conducted. He lived in the United States for about 15 years and obtained 

an MA degree from an American graduate school. His experiences in the United States 

affected his perceptions of conducting classes in English and how he conducts his classes. 

He said that he agrees with the policy for the following reason: 

普段から使っていかないと、リスニングか何かのテストの時だけ聞いても駄目で

しょうし、普段から音声に慣れていくっていうことが大切かなと思いますので。 

 

If you don’t use it (English) regularly and you listen to it only on a test, you won’t 

understand what is said. I think it’s important to get used to the sound (of English) 

on a daily basis. (I: 2019/07/01) 
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Mr. Kato primarily uses English in the Communication English I class he co-teaches with 

a native English teacher, but he uses less English when he teaches Communication 

English III for the third-year students. He explained the reason for this difference:  

もっとリーディングをやんなきゃいけない、あと文構造もそこで言及してかない

とね。結局まだ例えば国立大の 2次とかの問題見ますと、和訳しなさいなんてい

うのも出てくるんですよ。 

 

I have to work more on reading, and I have to mention sentence structures there 

(when teaching reading). After all, if you look at questions in the second stage tests 

of national universities, there are questions that ask for translating English 

sentences into Japanese. (I: 2019/07/01) 

 

Even though Mr. Kato changes his use of English and Japanese depending on the course, 

he tries to use English frequently in his homeroom class: “自分のクラスは英語に触れさ

せたいので、朝から英語漬けじゃないですけど、朝礼とかも学活も全部英語でやってき

ているんです.” (I want to expose my students to English, so I’ve been doing morning 

greetings and class activities in English as well.) (2019/07/01). One reason he uses 

English is that it has been more than 20 years since he was in the United States and he is 

concerned about a decline in his own speaking proficiency. 

Mr. Kato stated that there are two types of teachers: 

二つに分かれますね、そこは、教員のところで。英語は英語でやろうっていう先

生と、そういう解説はきちんと日本語でっていう先生と、二つに分かれちゃいま

すね。 

 

There are two types of teachers: teachers who think they should teach English in 

English and teachers who think that they should provide explanations in Japanese. 

(I: 2019/07/01) 

 

Although the teachers have different teaching approaches, Mr. Kato does not tell them 

how to teach: 
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英語課って一番数が多くて、本当に多様性があるっていうか、それ尊重していか

なきゃいけないのかなっていう感じです。 

 

The English department has the largest number of teachers. Their views (of 

language teaching) vary a lot, but I feel that I have to respect them. (I: 2019/07/01). 

 

Mr. Kato said that the Japanese English teachers communicate with the native English 

teachers, but team teaching can be difficult because they sometimes have different ideas 

about teaching. The school principal told Mr. Kato to have the other English teachers 

teach in English, but he told the principal that it was difficult to do so. Approximately 

five years ago, a decision was made to use more team-teaching in order to increase the 

amount of English used in the English courses. He also commented on how the teachers 

think about teaching in English and the purpose of the policy: 

別に教員は話さなきゃ話さなくでもいいなと思うですよね。指示だけ出せれば。

それよりも、何かいっぱい話せる方、アクティブにやられる方の時々勘違いかも

しれないっていうことが私は感じる時があって、それは多分、自分がそうやって

アクティブにやってることに対して満足してしまって、それに酔いしれてしまう

ところがある人もいると思うんですよ。そうじゃなくていかに生徒の言語活動の

量を確保できたかっていうことが問われるべきかなと思う。 

 

I don’t think it’s necessary for teachers to speak English. as long as they can give 

directions (to the students). The more serious issue is the tendency that teachers 

who can speak English well and use English in the classroom seem to 

misunderstand that using English actively (but the students do not necessarily use 

English) equals conducting a good class. It is probably because they’re satisfied 

with their performance, rather than the students’. Instead, I think the issue English 

teachers should be concerned with is how much time they can allocate class time 

for language activities. (I: 2019/07/01) 

 

Mr. Kato guessed that some teachers are reluctant to increase the number of speaking 

activities, and he added that Kenta is an exceptional teacher because he is willing to teach 

in English. 
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Because Mr. Kato leaves Kenta’s classroom practice up to him, he has not directly 

influenced it. However, having a head teacher who respects his way of teaching is 

important for Kenta. Knowing that his way of teaching is respected by Mr. Kato has 

allowed him to conduct English classes following his personal beliefs. 

 

MEXT’s Effect on Kenta: Interview Results 

Mr. Sato of MEXT expressed concern about the teaching practicum because some 

English teachers who do not have knowledge of SLA oversee the university student 

trainees. This was the case for Kenta, who was ready to teach communicatively in his 

teaching practicum based on what he had learned at the university. 

Kenta understands the objectives of MEXT’s policy and his understanding matches 

what Ms. Kondo of MEXT said in the interview. Kenta also speaks English in his classes 

and provides the students with speaking opportunities. Kenta understands the Course of 

Study because he reads it as a reference for teaching grammar. 

Ms. Kondo mentioned that introducing four-skill English tests would cause drastic 

changes to classroom practice. Kenta was in favor of the introduction because he thought 

he could continue to teach all four skills communicatively. In that sense, he was ready for 

the introduction. After the announcement of postponing the introduction of four-skill 

English tests, Kenta was concerned about the public opinion that teaching all four skills 

would not been needed any more. Despite the postponement, he said that he would 

continue to teach all four skills in his courses. 
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Mr. Sato’s concern about the textbooks for the English Expression classes was 

echoed by Kenta when he was considering what to teach in his English Expression class. 

Kenta shared his uncertainty about what to teach using the MEXT-approved grammar-

focused textbook. However, he was able to improve on the contents of the textbook using 

the handouts he made. 

 

Results of Kenta’s Student Questionnaire about English Use 

In this section, the questionnaire results from the students in the Communication 

English I for the first-year students, and the English Expression II class for the second-

year students are presented. All 26 students in Communication English I completed the 

questionnaire and 39 out of 40 students in English Expression II class did so. 

Table 34 shows the questionnaire results for Communication English I class and 

English Expression II class. In Communication English I, more than 80% of the students 

stated that they understood most of the class or more than half of the class. 

Nearly 90% of the students thought that it was good or very good that most English 

classes are conducted in English; however, three students did not agree. Nineteen 

students said that the use of English allowed them to improve their listening skills and 

communication skills while six students wrote that they could not understand if the class 

is conducted only in English. 

More than 70% of the students wanted the teacher to use Japanese sometimes, five 

students want the teacher to use Japanese a little, and one student did not want the teacher 

to use Japanese at all. 
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Table 34. Questionnaire Results from Kenta’s Communication English I and English 

Expression II Classes 

 Communication 
English I 

English 
Expression II 

Q4. Currently, is this English class conducted in English? 

Most of the class is conducted in English. 4 15% 2 5% 

More than half of the class is conducted in English. 19 73% 19 49% 

Less than half of the class is conducted in English. 3 12% 15 38% 

Little of the class is conducted in English. 0 0% 3 8% 

No Answer 0 0% 0 0% 

 
Q5. Can you understand classes when the class is conducted in English? 

I can understand most of the class. 9 35% 16 41% 

I can understand more than half of the class. 12 46% 17 44% 

I can understand less than half of the class. 3 12% 2 5% 

I can understand little of the class. 0 0% 1 3% 

No Answer 2 8% 3 8% 

 
Q7. Do you think it is good that English classes are conducted mostly in English? 

I think it is very good. 9 35% 13 33% 

I think it is good. 14 54% 23 59% 

I don’t think it good. 3 12% 3 8% 

I never think it is good at all. 0 0% 0 0% 

No Answer 0 0% 0 0% 

 
Q9. Do you speak English in English class conducted in English? 

I speak mostly in English. 9 35% 3 8% 

I speak more than half of the time in English. 12 46% 19 49% 

I speak less than half of the time in English. 3 12% 15 38% 

I do not speak (in English) at all. 0 0% 0 0% 
No Answer 2 8% 2 5% 

 
Q11. Does the teacher speak Japanese during the class? 

The teacher speaks mostly in Japanese. 0 0% 5 13% 

The teacher speaks in Japanese more than half of 
the class time. 

3 12% 21 54% 

The teacher speaks in Japanese less than half of the 
class time. 

19 73% 10 26% 

The teacher rarely speaks in Japanese. 4 15% 1 3% 

No Answer 0 0% 2 5% 

 
Q13. Do you want your English teacher to use Japanese during the class? 

I want the teacher to use Japanese a lot. 1 4% 1 4% 

I want the teacher to use Japanese sometimes. 19 73% 19 73% 

I want the teacher to use Japanese a little. 5 19% 5 19% 

I want the teacher not to use Japanese at all. 1 4% 1 4% 

No Answer 0 0% 0 0% 
Note. Some totals do not equal 100% because of rounding to the first decimal place. 
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Five students wanted the teacher to use Japanese when a difficult or unknown word is 

used. Seven students wrote that they want the teacher to use Japanese when explaining 

difficult ideas or giving task instructions. Two students wanted the teacher to use 

Japanese when explaining grammar. 

To question 6, When can’t you understand the class conducted in English?, 10 

students wrote answers related to vocabulary such as when new, difficult, or unknown 

words are used, and five students wrote that comprehension was compromised when the 

teacher speaks quickly. 

More than 90% thought that it was good or very good that most English classes are 

conducted in English; however, three students did not agree. Thirty-one students said that 

the use of English would allow them to improve their listening and speaking skills. Some 

students saw English as playing a role in their future and that English skills would give 

them more options after graduation. Seven students who were negative about the use of 

English stated that a lack of comprehension was a problem; others stated that the English 

course would be painful for those with low English proficiency. 

Regarding their use of English in the class, nearly 60% of the students thought that 

they speak mostly in English or they speak more than half of the class time in English. 

About 40% of the students said that they speak less than half of the class time in English 

and no students chose I do not speak in English at all. Question 10 asked for a reason if 

they answered I speak less than half of the class time in English or I do not speak in 

English at all to question 9. Eleven students wrote answers such as I can’t understand the 

explanation, I can’t speak well in English, and I speak a lot in Japanese. 
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About 50% of the students wanted the teacher to use Japanese sometimes, 15% 

wanted the teacher to use Japanese a lot, 26% wanted the teacher to use Japanese a little, 

and 5% wanted the teacher not to use Japanese. To question 14, When do you want your 

teacher to use Japanese?, there were answers from 36 students and the most frequent 

answers were related to teaching grammar. Among them, 15 students wrote that they 

wanted the teacher to use Japanese when explaining grammar. 

 

Summary of the Findings for Kenta 

The first research question asked to what extent senior high school teachers’ 

practices reflect the policy of conducting English classes in English. As shown in Table 

35, Kenta used more English than Japanese in both Communication English I and English 

Expression II. He spoke English more than 60% of the time in the second 

Communication English I class and in the first and second English Expression II class, 

while he did so nearly 90% of the time in the first Communication English I class. 

Kenta spoke English clearly, slowly, and loudly, codeswitched using Japanese and 

English, and added Japanese to his English explanations and instructions. His frequent 

use of English exposed the students to largely comprehensible exemplars of the language. 

In this sense, Kenta met one of the objectives stated in the 2009 Course of Study. He also 

included pair speaking activities in both classes and integrated four skills. The textbook 

for English Expression II was grammar focused, but he developed the writing and 

speaking activities in the textbook by making handouts the center of the class activities. 
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What Kenta taught in English Expression II was similar to the English Expression II 

objectives stated in the Course of Study. 

 

Table 35. Summary of Kenta’s Use of English and Japanese 

Class Speaking time English usage  
Time (%) 

Japanese usage  
time 

First class of CE I 22:09 (100%) 19:42 (88.94) 2:27 (11.06) 

Second class of CE I 17:35 (100%) 11:50 (67.30) 5:45 (32.70) 

First class of EE II 17:85 (100%) 11:42 (66.54) 5:53 (33.46) 

Second class of EE II 18:06 (100%) 10:55 (60.31) 7:11 (39.69) 
Note. CE = Communication English; EE = English Expression. 

 

The second research question asked what factors affect their cognition about 

conducing English classes in English, how they perceive the policy, and whether a gap 

exists between their cognition and classroom practice. Factors affecting Kenta’s 

cognition positively were his educational background in the international school in 

Thailand and his experience studying English education and CLIL at the university, 

which led him to have positive opinion about the policy. The students’ positive attitudes 

toward learning English, the presence of the head teacher, who gave Kenta the freedom to 

conduct his classes and the presence of the ALTs might have influenced Kenta’s 

perception about the policy and classroom practice positively. Although he had negative 

experience of learning English based on the grammar-translation method in junior and 

senior high school and being forced to use grammar-translation during the teaching 

practicum, he turned the experiences into motivation to teach English using a different 

method. Being affected by those factors, overall, Kenta has taken MEXT’s language 
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polices, including the policy of conducting classes in English, seriously and made English 

a major part of his instructional approach. 

The third research question asked how senior high school students perceive English 

classes conducted in English. Most of the students in Communication English I class and 

English Expression II class were in favor of English classes being taught in English; 

however, many of them also saw a role for Japanese, for instance when grammar is 

explained. Kenta also stated that Japanese is appropriate when giving instructions. 

The fourth research question asked how the head English teacher in the same high 

school perceives the policy of conducting English classes in English and whether their 

perception and classroom practice affect senior high school teachers. Like Kenta, Mr. 

Kato also viewed the policy favorably. Although Mr. Kato did not intervene in the 

teachers’ classrooms, holding the same opinion about the use of English was a form of 

psychological support for Kenta. 

The sixth question asked what discrepancies, if any, existed among MEXT 

objectives of introducing the policy of teaching English in English and the senior high 

school teachers’ understanding of the policy and classroom practice. Kenta understands 

MEXT’s objectives and he agreed that it is important for students to have opportunities to 

speak English. As such, there was no major gap between the MEXT objectives and 

Kenta’s understanding of the policy. Notably, it was the presence of the MEXT-approved 

English Expression II course textbook that increased his use of Japanese; this happened 

because the textbook was grammar focused as the members of the MEXT raised as a 
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concern. However, Kenta was able to increase the students’ use of English by including 

communicative activities on the handouts he made for the course. 

The seventh question asked how senior high school teachers perceive the 

introduction of four-skill English tests and its postponement. Kenta held a positive view 

of the four-skill English tests in the first interview because their introduction would allow 

him to continue to teach all four skills communicatively. Although the postponement of 

the new exams disappointed him, he thinks that his students understand the importance of 

acquiring proficiency in all four skills, so he will continue to teach them. 

 

Case 4: Private High School Teacher, Shin 

The fourth case concerns Shin, a private high school teacher. In this section, I 

provide information about the school where Shin teaches, the results of the class 

observations, as well as the interview results with Shin, the head English teacher, the 

members of MEXT, and the questionnaire results for the students in the two classes are 

presented. Finally, a summary of this case is presented to answer the research questions. 

 

Shin’s School 

Shin was teaching at a private women’s high school located in central Tokyo. The 

school, which is affiliated with a private women’s university, offers three years of junior 

high school and three years of high school. English is taught all three years in the high 

school. English Expression I and English Expression II are offered for first-year students 
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and a reading course is offered for third-year students. The school offers a three-month 

study abroad program in Australia and a two-week study abroad program in England. 

 

Shin’s Classroom Practice: Observation Results 

In this section, I first describe the students and materials in the English Expression 

II class. This information is followed by the observation results of Shin’s English 

Expression II class as assessed with the COLT. I then describe the students and materials 

in the Communication English II class. This information is followed by the observation 

results of Shin’s Communication English II class as assessed with the COLT. 

 

The Students and the Materials in English Expression II Class 

Shin’s English Expression II class had 28 female second-year students. In the first 

observation of English Expression II class on September 12, 2019, all of the students 

were present. In the second observation of English Expression II class on September 13, 

2019, one student was absent. 

The main textbook for this class is Be English Expression 2 (Iizuna, 2018), which 

focuses on grammar. The chapter covered in the first class was Lesson 5 and the focus of 

this lesson was grammatical points of personal pronouns, a pronoun it, demonstrative 

pronouns, and indefinite pronouns. In addition to the textbook, he also prepared a 

handout with questions related to the target grammatical points so that the students could 

prepare for writing an essay about a country they want to visit and the reasons why. In the 

second class, the focus was on reviewing sentences using it. Instead of using the 
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textbook, Shin used two handouts he had prepared. Handout 1 asked the students to 

choose an appropriate answer in a sentence, fill in spaces to rewrite sentences, place part 

of a sentence in the correct order, and write an English composition. The questions were 

related to sentences with it. Handout 2 asked the students to write sentences, rewrite 

sentences, and write an English composition. The questions on Handout 1 were from past 

versions of the Center Test and university examinations. 

 

COLT Results for the First Observation of English Expression II Class 

The classroom organization of English Expression II class was assessed with the 

COLT (Appendix FF). The total time for the activities was 49:44. The class started with 

an English greeting (Activity 1, 0:26). Shin started explaining the grammar of each 

sentence in Japanese on pages 30–31 in the textbook, read them aloud, and had the 

students repeat the sentences aloud (Activity 2, 13:37). Shin then asked the students to 

answer the grammar questions on page 31 of the textbook (Activity 3, 12:41). Shin called 

on one student, who answered the question, and then Shin repeated the answer to the 

class in Japanese. Following Activity 3, the students worked on questions related to 

pronouns on Handout 1 and then, Shin checked the answers with the students in Japanese 

(Activity 4, 12:11). In Activities 3 and 4, he nominated a student, who said the answer, 

and Shin gave the answer to the class in Japanese and the same routine was repeated. 

Following that, the students worked on a writing task on Handout 1, shared their writing 

with a partner, and then Shin explained how to write a paragraph effectively in Japanese 
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(Activity 5, 10:06). The class ended with his closing remarks in English (Activity 6, 0:26) 

and with his explanation of the next class in Japanese (Activity 7, 0:17). 

Table 36 shows Shin’s English and Japanese speaking time in the first English 

Expression II class. Shin spoke English 7% of the time. As one example of his use of 

English, he told the students to read their partner’s writing and provide comments: 

“Please exchange with your partner. Please read the essay and give some comments” 

(19:13–19:29). He spent a great deal of time explaining the grammar in the textbook and 

on the handout in Japanese. Some of the explanations were fairly detailed. For instance, 

he explained the difference among one, another, and the other in Japanese. 

 

Table 36. Shin’s English and Japanese Use in the First English Expression II Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 2:28 07.39% Greeting 00:52 

   Instruction 00:21 

   Asking 00:14 

   Praising 00:01 

Japanese 30:54 92.61% Explanation 21:16 

   Instruction 05:14 

   Asking 04:03 

   Answer 01:21 

 

In sum, the main part of the class was the teacher-centered grammar instruction in 

Japanese. There was a routine in the class, and he explained each sentence with 

grammatical points and its Japanese translation, read the sentence aloud, and had the 

students repeat the sentence. The students spent most of the time reading and working on 

the textbook grammar questions, so the time the students spent listening, speaking, and 
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writing was limited. Shin used a great deal of Japanese, which decreased the time for the 

students to listen to English. Although the students had an opportunity to speak English, 

it was during the activity of reading aloud the sentences in the textbook; therefore, it was 

not a communicative activity. 

 

COLT Results for the Second Observation of English Expression II Class 

The classroom organization of this second English Expression II class was assessed 

with the COLT (Appendix GG). The total time for activities was 47:57. Shin started by 

having the students work on grammar and vocabulary questions on Handout 1 (Activity 

1, 28:12). The main content of Handout 1 was sentences with it and grammar questions. 

The students worked quietly on the questions individually for 11:49. Shin then shared the 

answers and explained the grammar, vocabulary, and multi-word units on Handout 1 in 

Japanese. Following Activity 1, the students worked on other questions with it using 

Handout 2 (Activity 2, 19:17). The students spent 12:01 working on the questions 

individually. After that, Shin shared the answers, explained grammatical points in 

Japanese, and wrote the answer for one of the English composition questions on the 

blackboard. He then talked about next week’s class in Japanese (Activity 3, 0:15) and 

made closing remarks in English (Activity 4, 0:13). 

Table 37 shows Shin’s English and Japanese speaking time in the second English 

Expression II class. He spoke Japanese almost 100% of the time. While explaining the 

answers, Shin included comments related to university entrance examinations such as “文

法問題など聞かれますので覚えておきましょう.” (Grammar questions are often asked, 
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so you should memorize what we covered in class.) (15:57–18:00), “こちらもよく出てき

ますので覚えておきましょう.” (This is also often asked, so please memorize it.) (22:05–

24:49). His Japanese comments indicated that an important purpose of the class was to 

prepare the students for university entrance examinations. 

 

Table 37. Shin’s English and Japanese Use in the Second English Expression II Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 00:02 0.16% Greeting and closing 00:02 

Japanese 21:27 99.84% Explanation 17:49 

   Answer 00:35 

   Instruction 00:13 

 

In sum, this was a grammar-oriented, lecture-style class in which Shin explained 

grammar in Japanese. The students spent most of the class working individually on the 

questions on Handout 1 (11:29) and Handout 2 (12:01). Only 0:39 was used for pair 

work. Though there was time for the students to work writing individually, it was for 

writing questions often asked on university entrance examinations. Because exam 

preparation was the focus of the class, Shin used Japanese except when greeting the 

students and making closing remarks. 

 

The Students and the Materials in Communication English II Class 

Shin’s Communication English II had 40 students. In the first observation on 

September 12, 2019 and second observation on September 13, 2019, 38 and 39 students 

were present, respectively. 
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The main textbook was Crown English Communication II (Sanseido, 2018b). In 

addition, a vocabulary book was used as supplementary material. The class was focused 

on Lesson 4 in which there was a story about working at a refugee camp. Shin also 

prepared three handouts. Handout 1 was designed to help students understand a summary 

of the story by taking notes. Handout 2 introduced part of a book about a nurse who was 

working in a conflict area. On Handout 3, Vocabulary Scanning, there were English 

words or phrases from the story on the right and Japanese translations on the left. In the 

second class, the same textbook unit from the first Communication English II class was 

covered. Shin prepared three handouts. Handout 1 was a vocabulary test, Handout 2 was 

a reading aloud task, and Handout 3 was a retelling task. 

 

COLT Results for the First Observation of Communication English II Class 

The classroom organization of this class was assessed with the COLT (Appendix 

HH). The total time for activities was 48:53. Shin used Japanese to introduce what would 

be covered in the class and tell the students that I would be observing the class (Activity 

1, 1:28). The students then listened to a passage titled Crossing the Border on pages 54–

55 in the textbook and the students completed a summary of the passage in Japanese on 

Handout 1 (Activity 2, 1:34). Shin then shared the answers to the comprehension 

questions by asking questions in English, having one student answer the question in 

Japanese, and giving the correct answer in Japanese (Activity 3, 4:54). The students then 

read part of a Japanese book related to the topic of nurses in conflict areas on Handout 2 

(Activity 4, 5:39). After that, the students worked individually on the comprehension 
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questions for the textbook passage using Handout 1 (Activity 5, 4:14). Shin explained in 

Japanese the meaning of the words and the structure of two sentences from the textbook 

passage on Handout 1 (Activity 6, 8:30). He then read the passage out loud, the students 

repeated individually, and they practiced reading the passage aloud with a partner 

(Activity 7, 22:22) using Handout 3. The class ended with Shin’s closing remarks in 

English and Japanese (Activity 8, 0:12). 

Table 38 shows Shin’s English and Japanese speaking time in the first 

Communication English II class. 

 

Table 38. Shin’s English and Japanese Use in the First Communication English II Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 04:04 19.29% Reading aloud 02:00 

   Asking 01:32 

   Instruction 00:25 

   Answering 00:04 

   Greeting 00:03 

Japanese 17:01 80.71% Explanation 06:49 

   Answering 01:53 

   Instruction 01:42 

   Introduction 01:42 

   Translation 01:40 

   Confirmation 00:44 

   Greeting/introducing me 00:09 

   Giving a hint 00:02 

 

He spoke English about 19% of the time. He used English when greeting the 

students, reading the sentences in the textbook aloud, asking questions to the students, 
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providing task instructions, and answering questions. For example, he used English to set 

up the listening activity when he said, “First, listen to the CD. Open the book” (1:31–

1:38). He used Japanese to explain, provide instructions, answer questions, introduce new 

tasks, translate from English to Japanese, confirm, greet, introduce, and give hints. 

One characteristic of Shin’s class was that he asked comprehension questions, 

nominated one student to answer the question, and shared the answer with the class. This 

routine was repeated throughout the class. There was little time for students to speak 

English. Another characteristic of the class was that a great deal of time was allocated for 

the reading aloud activity. Shin read English sentences aloud and the students repeated 

them. Though they spoke English in this activity, it was not communicative. 

 

COLT Results for the Second Observation of Communication English II Class 

The classroom organization of this class was assessed with the COLT (Appendix 

JJ). The total time for the activities was 46:12. The class started without a greeting. The 

students worked on the vocabulary test on Handout 1 individually, checked their answers 

with a partner, and Shin shared the correct answers in Japanese (Activity 1, 8:33). The 

students then listened to the passage using Handout 2 (Activity 2, 1:44). After that, they 

worked with a partner; one student read English sentences, and the other student 

translated it into Japanese (Activity 3, 4:36). The students repeated the passage aloud 

after Shin, read it aloud with a partner, and the students shadowed a passage on a CD 

(Activity 4, 7:31). The students then listened to the passage again using Handout 2 and 

wrote the missing English words or expressions in the passage summary (Activity 5, 
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3:01). Shin gave the students Handout 3 and told them to take notes in Japanese, which 

they would use to summarize the passage (Activity 6, 18:54). The class ended with Shin’s 

closing remarks in English and Japanese (Activity 7, 0:18). 

Table 39 shows Shin’s use of English and Japanese in the second Communication 

English II class. He spoke English about 25% of the time. Thus, he spoke less English 

than in the first Communication English II class because the students primarily worked 

on the vocabulary test and wrote summaries. Shin used English to read the passage aloud, 

ask questions, provide task instructions, greet the students, and praise them. He used 

Japanese to explain, provide instructions, greet the students, and answer questions. 

 

Table 39. Shin’s English and Japanese Use in the Second Communication English II 

Class 

 
Language used 

Time 
mm:ss 

% of teacher 
talk 

 
Function 

Time 
mm:ss 

English 02:56 25.47% Reading aloud 02:00 

   Instruction 00:52 

   Greeting 00:03 

   Praising 00:01 

Japanese 08:35 74.53% Explanation 05:05 

   Instruction 03:09 

   Greeting 00:15 

   Answer 00:06 

 

In this class, much time was allocated for individual work in taking the vocabulary 

test, listening to the passage, reading the passage aloud, and writing the summary. The 

students only spoke English when reading the passage aloud. Thus, the time for speaking 
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was not for communicative activities. Because Shin used little English, the time for the 

students to listen to English was limited. 

 

Shin’s Classroom Practice and Cognition: Interview Results 

In this section, I present the results of the two interviews conducted on September 

13 and December 12, 2019. The results cover Shin’s educational background, his 

professional coursework, internal factors in his classes, internal factors in the school, 

external factors, Shin’s cognition, and his classroom practice. 

 

Shin’s Educational Background 

Shin studied English through the grammar-translation method when he was a junior 

and senior high school student; as a result, he did not have opportunities to use English 

communicatively. He talked about his junior high school English classes: 

ネイティブの授業も中学のときにはあったんですけど公立だったので、2週間に 1

回とかワンショットで来てくれるだけだったので常駐してるわけじゃないので、

全然環境的には悪かったですし使った覚えは全くない。 

 

There were some classes by native teachers but because my school was a public 

school, they only came to my school once every two weeks or so sometimes they 

visited the school for a one-shot lesson, so the (English learning) environment was 

bad, and I don’t remember using (English) at all. (FI: 2019/09/13) 

 

Shin also said that although none of his teachers impacted him as an English teacher, he 

found English interesting. When Shin was a junior high school student, he encountered 

the expression 仰向けになる (lie on my back ) interesting because it is expressed 

differently in Japanese and English. Shin identified that moment as the time when he 

came to like English. 



 

280 

Shin majored in English education as an undergraduate and graduate student. At 

university, he studied the theory and history of English Language Education and School 

Education Law and taught numerous demonstration lessons. Though he studied English 

education, all the courses were conducted in Japanese. Although Shin enjoyed studying 

English education, he did not remember courses related to laws of education and 

pedagogy because he did not find them interesting. Shin also took part in a seminar called 

Intensive Training Course of English in which he attended a camp where students used 

only English for one week. He was involved in the camp as a moderator and he prepared 

some of the speaking activities. He said that this experience helped him to use English 

when providing instructions and for classroom management. It also allowed him to think 

more about what types of activities allow students to use English. 

Shin studied in the United States for one year when he was a third-year university 

student. He took courses in pedagogy, psychology, sociology, and Spanish. He found 

Spanish particularly interesting: 

スペイン語やったときが一番面白くて、スペイン語、半期だったので 3カ月ぐら

いしかやってないですけど、大学でやった第 2外国語のドイツ語よりももうずっ

と頭に残ってるので、使って少人数でペア組んで使いながら授業って感じだった

ので使ったほうが覚えるなっていうのは経験として残りました。 

 

The time when I was studying Spanish was the most interesting foreign language 

learning experience. The Spanish course was a half-semester course, so I only 

studied for about three months. But Spanish has remained more in my mind than 

German that I studied as a second foreign language at the university. I learned 

through the experience that language can be learned better by using it (Spanish) 

because it was a course where students used (it) in pairs and small groups. (FI: 

2019/09/13)  

 

The graduate course demo lessons afforded Shin the chance to conduct teach, reflect on 

the lessons, and get feedback on his performance. In the second interview, he mentioned 
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that when he was a graduate student, he also worked as a part-time English teacher at a 

boys high school for two years where he taught six classes a week. He was able to consult 

with other teachers when his classes did not go well, so he found it a valuable experience. 

Although Shin studied English based on the grammar-translation method in junior 

and senior high school, he came to like English in part because of its differences from 

Japanese. The experience might have led him to study English education as both an 

undergraduate and graduate student. While he was a university student, he studied in the 

United States for one year and he was actively involved in a seminar in which he had 

chances to speak English. He also had a chance to work as a part-time English teacher as 

a graduate student. Those experiences impacted his classroom practice both positively 

and negatively. 

 

Shin’s Professional Coursework 

Shin experienced two teaching practicums as a student trainee. He took part in a 

three-week teaching practicum at the affiliated junior high school when he was a 

university student. Though he only taught four classes, he practiced delivering demo 

lessons until 9:00 or 10:00 pm with other trainees. His advisor was a member of the 

Institute for Research in Language Teaching and taught him the methodology promoted 

by the Institute. Shin said that the method starts with an oral introduction, followed by 

having students read a passage, and then an explanation and retelling of the passage. He 

said that learning this method early in his career was helpful because he understood how 
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to organize his classes. Three English teachers in the junior high school were members of 

the Institute and they organized their lessons in the same way. 

In his second classroom practicum, Shin was unable to find a local school in his 

hometown, so his professor introduced him to a high school affiliated with another 

private university located near the university he attended. During the three-week teaching 

practicum, he taught 20 classes using the methods he had learned in the first classroom 

practicum. Shin said that he experienced some failures at this time. For instance, in one 

grammar class, the students started falling sleep, which made him reconsider ways to 

revise the lesson. He was also able to get advice from one of the full-time teachers about 

how to handle the situation. Shin also observed other teachers’ classes in which some 

students started falling sleep. In those classes, the teacher gave the students the answer 

when they did not respond, so the students thought that they did not have to respond. The 

second classroom practicum was also a good experience because he was able to learn 

from his failures and other teachers’ classes. 

After becoming an English teacher, Shin attended seminars organized by 

organizations such as ALC and Tokyo Private School Foundation about once a month. 

He takes part in seminars on Thursday or Friday, his research days. He has found some of 

the seminars useful and he appreciates having a variety of seminars to choose from. 

The teaching practicums were beneficial learning experiences for Shin. In the first 

practicum, he worked until late at night to prepare the demo lesson; his work ethic was a 

demonstration of his positive attitude. Shin has continued to have a positive attitude 

toward teaching and he continues to develop his skills by taking part in seminars. 
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Internal Factors in Shin’s Classes 

Shin said that most of his students hope to study at prestigious private universities. 

He assumes that they want to be able to read, write, and listen to English and he believes 

that although they are motivated to pass the university entrance examinations, they do not 

wish to use English in their daily lives. 

In the first interview, Shin said that his students were worried about the 

introduction of four-skill English tests because they did not understand which tests they 

should use and the costs of externally available English tests would be expensive. He 

mentioned the negative effects of introducing four-skill English tests: 

マイナスでしかないんじゃないかなと思いますけどね。プラスの面が 1個でもあ

んのかっていう話ですよね。お金の問題だけでも解決されれば、全部、国が払っ

てくれるっつうんだったら別にそれは、悪いけどまだましかなと思いますけど子

ども負担っていうところで、うちの学校なんてまだ裕福なほうですけど、1回 1万

円のテストを受けるって難しい家庭もあるでしょうから。 

 

I wonder if there is even one positive point (for the implementation of the new 

examination). If at least the financial issue can be solved, (for instance,) if the 

government takes care of the students’ financial issue, then the situation would be 

slightly better, but the burden is on the students. The students in my school tend to 

be from the middle class, but I think there are households who find it difficult to 

even afford a test that costs 10,000 yen. (FI: 2019/09/12) 

 

Shin’s students were also concerned about the introduction of the four-skill English tests, 

so he tried to reassure them: 

「今やってる、教科書の英文、全部、頭に入ったら大学入試余裕で突破できるか

らね」っていうのは言ってあげてるので、そこかな、だから「安心してまずは学

校の勉強頑張ろう」っていうことはずっと言ってますけど。 

 

I have been telling the students, “ If you can understand all the English sentences in 

the textbook you are studying now, you can pass university entrance exams easily.” 
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So, I have been saying “Let’s do your best at school with peace of mind.” (FI: 

2019/09/12) 

 

However, Shin felt pressure concerning his students’ progress and added his feeling of 

pressure about university entrance examinations: “5年目、あの子たちずっと見ているの

で、英語の成績上がんなかったら私のせいですからね、端的に.” (This is the fifth year at 

this school, so it’s my fault if their English grades have not improved.) (FI: 2019/09/12). 

The pressure Shin feels can be attributed to his teaching context in the private school. In 

general, if many private school students enter highly ranked universities, more students 

enroll in the schools. This situation places a great deal of pressure on teachers to teach to 

the university entrance examinations and may make Shin prioritize teaching for preparing 

for university entrance examinations. 

 

Internal Factors in the School 

At the time of the interview, Shin was a homeroom teacher and the manager of the 

basketball club, he was in charge of 14 classes a week, and he was also a member of the 

Admissions Public Relations Department. He said he spent approximately eight hours a 

week working with the basketball team, and he had a one-hour meeting every week with 

the other members of the Admissions Public Relations Department. 

Shin used to observe other teachers’ classes, but he has not done so recently 

because he found that the class observations had no influence on his own teaching. 

Regarding other teachers’ classroom practice, Shin said: 

これは面白い、やってみようって思うことはなくて、いってしまえば結局、訳読

式に近い方式で授業なさってるので。 
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There is nothing I want to try to adopt from other teachers’ classes. After all, they 

end up teaching in a way similar to yakudoku. (FI: 2019/09/12) 

 

He distributes handouts with Japanese translations instead of taking time to translate 

verbally. However, other teachers have students translate in class: 

訳読はしたくないとおっしゃりながらも結局一文一文ちゃんと解説したりとか、

あと私は先ほど配った音読シートっていう名前で和訳を載っけてますけど、和訳

を配ることには抵抗のある先生も多い。 

 

(Other teachers) say that they don’t want to use the yakudoku method, but in the 

end, they explain each sentence in detail. I provide Japanese translations on the 

reading aloud sheet that I gave to the students earlier (in the class), but many 

teachers are reluctant to provide Japanese translations (to the students). (FI: 

2019/09/12) 

 

Shin also said that most of the English teachers at the school teach English using 

Japanese and that few teachers predominantly use English. Shin shares the handouts he 

makes for the English Expression II course with other teachers. However, most of the 

English teachers rarely discuss their teaching methods nor do they hold regular teacher 

meetings. They are too busy to meet and if they need to do so, they do it outside of 

working hours. He described the atmosphere of the English department in the first 

interview: 

学年の裁量、個人の裁量がすごく強いので悪い意味では方針があんまないっちゃ

ない。ただいい意味では自由にやれるっていうのでカリキュラム、シラバス、自

由に作れるので。 

 

There are no strict (teaching) guidelines (at this school), so the negative side of this 

situation is that the quality of the classes is up to the policies implemented within 

the teachers of each school grade or how skilled the teachers are. But the good thing 

(for me) is that, I can teach how I want and make the curriculum and syllabus as I 

wish. (FI: 2019/09/12) 

 

As a full-time teacher, Shin can choose the textbook for the English Expression II course 

in the second-year classes. He and the other teachers teaching those classes use the same 
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grammar-focused textbook. The school offers Reading classes to the third-year students. 

Shin stated that in the Reading classes, the students prepare for university entrance 

examinations by studying previous examination questions. 

There are five native English teachers at the school and the students can take an 

English class with one of those teachers once a week. Unlike other high schools where 

native English teachers teach as assistant teachers, these teachers work full-time at this 

school. However, there are no team-teaching classes in the school. He sometimes talks 

with the native English teachers, while some of his colleagues rarely do so. 

The interview results showed that other English teachers primarily use grammar-

translation to prepare the students for the university entrance examinations, but Shin 

hopes to spend more time on reading aloud activities while providing his students with 

Japanese translations of the reading passages. Because the native English teachers teach 

their own classes independently, Shin does not interact with them frequently. 

 

External Factors 

Shin said he understands the policy of teaching classes in English because it is 

often discussed in the Japanese media. However, he rarely reads the Course of Study: 

ほとんどないですね。もちろん大学、何だっけ就活のときか、してるときとあと

改訂されるっていうのでさーっと見ようとは思うんですけど、いかんせん量も多

くて大変なので見ずに終わっちゃいますね。 

 

I have rarely read it. Of course, at university, or when I was looking for a job, when 

(the Course of Study) was revised, I thought I would have to take a glance at it, but 

unfortunately, it is too much work to read through. (FI:2019/09/12) 
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Shin added, “文言がとっつきづらいですよね、とにかく”(the Course of Study is not 

written in a friendly manner.) (FI: 2019/09/12). He inferred that the Course of Study is 

written in difficult words, which keeps him from reading it. However, about the policy of 

conducting classes in English, Shin showed his understanding and said about the policy: 

あれはなんか教員が英語でしゃべるんだみたいな感じで捉えられがちですけど、

子どもがしゃべるっていう考え方だと思うので、それはいいんじゃないかなと思

ってます。私も実際にそれができてるわけじゃないですけども、なるべく英語で

話す機会、さっきも言ったけど使ってみないことにはっていうのがあるので、も

っと使う時間を増やさなきゃいけないなっていうのは私も感じるとこなので。 

 

It tends to be understood that a teacher should speak English, but it (the policy) 

means that students speak English, so I think that the policy is good. I don’t mean 

that I have been successful doing this, but, as I said before, without using the 

language, it is meaningless. I feel that I need to increase the amount of time the 

students use English. (FI: 2019/09/12) 

 

Shin keeps up with the latest information about English education on Twitter and 

sometimes follows well known people who often tweet about English education. He said 

that he follows people who oppose the introduction of four-skill English tests, and he has 

not changed his way of teaching to prepare for the introduction of the new tests because 

he believes that English input is important and that first- and second-year students should 

do a lot of oral reading. 

Shin strongly opposes the introduction of four-skill English tests: “最低だと思いま

す。この世の終わりだと思います.” (I think it’s the worst change in the university 

entrance exam system. I think it’s the end of the world.) (FI: 2019/09/12). He was 

strongly against it because the introduction was for one test company, which was unfair. 

Though six companies were involved in the introduction of four-skill English tests, he 

assumed that the introduction was for the interests of one of the six companies. However, 



 

288 

he added that if the system would be properly prepared and fairness and the issue of 

money was addressed, then the introduction of the new tests would be acceptable. He 

thought that it would be unfair for students because those living in cities can access the 

tests easily while those living in the countryside cannot do so. In addition, he was 

concerned that the cost of taking one test is too expensive for some families. Shin was in 

favor of the introduction of a speaking test, but he was against the introduction of the 

system from 2020. Thus, he was relieved when he heard about the postponement: 

個人的には助かったっていうか、 その方がいいだろうなって感じですよね。 批判

もあったし、問題もたくさんあったと思っていたので、 なくなってよかったなあ

という感じですね 。 

 

Personally, I can say it was helpful, or I feel it would be good. There was criticism, 

and I thought there were a lot of problems as well, so I’m glad it’s gone. (SI: 

2019/12/13) 

 

Shin understands that the objective of the policy of conducting classes in English is to 

increase opportunities for students to speak English, which he is favor of. Though he 

showed his understanding of the policy, the length and the vocabulary used in the Course 

of Study document kept him from reading it. 

 

Shin’s Cognition 

Shin hopes to teach his students how to study and provide them with ways of 

learning English after graduating from high school. About university entrance 

examinations, he commented: 

正直、大学入試はどうでもいいっちゃどうでもよくて、そんなの個人の努力だと

思っているので。だから大学入試にうんぬんっていうのは正直どうでもいいの

で、一つでも多くの英語を頭に入れることですかね。 
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To be honest, I don’t care about university entrance exams, because I think that 

whether the students pass the exam or not is a matter of personal effort. That’s why 

I don’t really care about the style of the examination. What I do care about is 

providing a lot of English input. (FI: 2019/09/12) 

 

Although Shin is confident of his English, he sometimes feels that his proficiency has 

declined, so he thinks he needs more study and practice. To improve his English, he 

studies English using a monthly journal called English Journal from ALC. He also works 

on questions on university entrance examinations to improve his English. 

 

Shin’s Classroom Practice 

Shin stated that he teaches reading in the Communication English classes and 

grammar in the English Expression classes. He added that only grammar should be taught 

in the English Expression course because he uses a grammar-focused textbook that 

includes only a small number of speaking and communicative activities. While working 

as a part-time English teacher, he taught only grammar in the English Expression classes; 

he found that teaching only grammar was easy. Shin made it clear that he values 

grammatical knowledge: 

文科省はグラマーっていうものを軽視し過ぎだし、グラマーがないから読めない

し、書けないし、聞けないんだっていうのは、確かにその通りだと思うので。読

むにもグラマーの知識が絶対に必要だと思うので。 

 

MEXT takes grammar too casually. (Students) can’t read, can’t write, can’t listen 

without (the knowledge of) grammar. I think this is true. I think the knowledge of 

grammar is essential to read. (SI: 2019/12/13) 

 

Shin also explained when he uses Japanese and English in the classroom: 

活動の指示だったりとか生徒が理解できるだろうなっていうところは英語です

ね。あとは内容に関するところとかだと私の準備も必要だったり、言ったところ

で伝わらない可能性がっていうの考えちゃうと手っ取り早くそこは日本語で。 
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I speak English when I instruct, or when I sense that the students can understand 

the directions, but I speak Japanese when I teach content, when my preparation is 

needed, and when I think there is a possibility that they can’t understand something 

in English. 

 

私の場合はでも基本的にまず日本語で考えちゃってます。日本語で授業をする中

で、例えばペア組んでお互いに読み合おうとか、ペアを組んでお互いに意見を伝

えようっていう活動では指示は英語で出すっていう。 

 

In my case, I’m basically thinking in Japanese first. While I teach in Japanese, for 

example, in activities where I want them to pair up and read each other, or 

communicate with each other in a pair, I give instructions in English. 

(FI:2019/09/12) 

 

Shin thinks that English input is important, so he has his students read aloud frequently. 

He said that devoting time for reading aloud was influenced by Professor Kanatani, who 

was his professor when he was a university student. He also mentioned that he was 

influenced by the teachers who promoted reading aloud during his teaching practicum. 

 

Shin’s Head Teacher’s Perception about the Policy and Classroom Practice: 

Interview Results 

The head teacher, Ms. Doi, had been working at the school for more than 20 years 

at the time of the interview. She studied English and English literature after leaving a 

position at an international company. She applied for a study abroad program offered by 

the high school, went to Australia for about eleven months, and obtained an MA in 

TESOL. She felt that the experience affected her teaching, given that she uses 

PowerPoint and inquiry-based learning in her classes. 

Ms. Doi is in favor of the policy of conducting classes in English, but she thinks 

that Japanese must be used if the students are to understand English passages. Her 
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classroom practice reflects how she perceives the policy. She added, “内容が難しくなっ

ていくにつれて、やっぱり日本語で補足は絶対に必要かなっていうのはあります.” (As 

the content becomes more difficult, I think it is absolutely necessary to use Japanese) (FI: 

2019/08/27). 

Ms. Doi said she tries to teach in English, but when she teaches the third-year 

students, she mainly uses Japanese because they must prepare for the university entrance 

examinations. She is favor of the introduction of four-skill English tests because students 

need all four skills in their future jobs or research. However, according to her, other 

teachers think that being able to understand reading passages is the most important skill. 

She showed her understanding to those teachers: 

大学入試っていう受け皿が変わらない以上は、実践的な入試問題をいかに解ける

ようになるかっていう指導が重要になってくるので、そういったところでは 4技

能とはあくまでも建前で、実際に求められている力っていうのは、多少リスニン

グが増えたりとか、あとライティングももちろんやっていかなきゃいけないです

けど、リーディング中心の指導でいいんじゃないかって考える教員がいるのも、

気持ち的には分かります。 

 

As long as the university entrance examinations do not change, it is important to 

teach students how to answer practical entrance exam questions, so the policy to 

develop the four skills are just a token of the fact, so this means that the actual 

skills required are more or less listening and of course, writing, so I understand why 

some teachers think that reading-centered instruction is fine. (I: 2019/08/27) 

 

She also showed an understanding of the teachers who were against the change: “4技能

バランスよくってのはとても個人的には賛成ですけど、そうじゃないって思う人がいて

も仕方ないなっていうのは、正直なところです.” (I personally agree with (teaching) four 

skills in a well-balanced way, but to be honest, it can’t be helped that there are people 

who don’t think so) (I: 2019/08/27). 
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Ms. Doi agreed with Shin regarding the teachers’ freedom to teach as they see fit: 

結構この学校の特徴かも知れませんけども、なんとなく学年裁量だったり個人裁

量だったりっていうとこが大きいので。 

 

Maybe it’s a characteristic of this school, but how the English courses are operated 

is largely up to each grade or individual teacher. 

(I: 2019/08/27) 

 

The English teachers have a monthly meeting, but they usually discuss administrative 

issues and they do not share information about workshops they take part in, Ms. Doi 

thinks that this information needs to be shared. She acknowledges the limited functions of 

the monthly meeting, and she hopes to change it. She said in the interview: 

教科会が本来の教科会としての機能がまだ果たせてないところがすごい問題なの

でそれは。今年度から私、主任になってますけども、変えていきたいところで

す。 

 

I think it’s a serious problem that the English department meeting has not been 

functioning as it is supposed to. Since I became the head English teacher this year, I 

want to change this trend. (I: 2019/08/27) 

 

Ms. Doi said that the Japanese teachers are too busy to talk to the native English teachers, 

so they tend to talk only about lessons. If teachers have team-teaching classes with native 

English teachers, they naturally speak more English, but if they speak English less, it is, “

ちょっと残念なところかな” (It is a small but disappointing issue) (2019/08/27). She 

added that some teachers enjoy talking to native English teachers because they have 

different values, but other teachers talk to them because it is a part of their jobs. 

 

MEXT’s Effect on Shin: Interview Results  

Shin understands that the objective of MEXT’s policy is to increase opportunities 

for students to speak English by having the teacher speak English. However, Shin has not 
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implemented the policy. One possible reason is that he has not read the Course of Study. 

Shin felt negatively toward the language policies proposed by MEXT. He thinks that it 

would be better to focus only on grammar and use no speaking activities in the English 

Expression classes, which differs from MEXT’s intention. MEXT hoped to have 

textbooks with a decreased focus on reading and grammar though this change has not 

been achieved. He was not satisfied with the MEXT-approved English Expression II 

textbook and with MEXT’s plan to introduce four-skill English tests. 

 

Results of Shin’s Students Questionnaire About English Use 

In this section, the questionnaire results from the students in the English Expression 

II and Communication English II are presented. In English Expression II class, all 28 

students completed the questionnaire, and in the Communication English II class, 37 out 

of 38 students did so. 

Table 40 shows the questionnaire results from Shin’s English Expression II class 

and Communication English II classes. The results of English Expression II class shows 

that more than 80% of the students understood most of the class or more than half of the 

class. To question 6, When can’t you understand the class conducted in English?, there 

were answers such as when the teacher speaks fast and unknown vocabulary appears. 

Nearly 80% of the students thought it was good or very good that English classes 

are conducted mostly in English. However, five students did not think it was good and 

one student did not think it was good at all. To question 8, Write why you chose the 

answer to the question 7, 27 students responded positively.  
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Table 40. Questionnaire Results from Shin’s English Expression II Class and 

Communication English II Class 

 English 
Expression II 

Communication 
English II 

 
Q4. Currently, is this English class conducted in English? 
Most of the class is conducted in English. 1 4% 1 3% 
More than half of the class is conducted in English. 2 7% 18 49% 
Less than half of the class is conducted in English. 17 61% 15 41% 
Little of the class is conducted in English. 8 29% 3 8% 
No Answer 0 0% 0 0% 
 
Q5. Can you understand classes when the class is conducted in English? 
I can understand most of the class. 17 61% 20 54% 
I can understand more than half of the class. 7 25% 11 30% 
I can understand less than half of the class. 2 7% 3 8% 
I can understand little of the class. 1 4% 1 3% 
No Answer 1 4% 2 5% 
 
Q7. Do you think it is good that English classes are conducted mostly in English? 
I think it is very good. 9 32% 9 24% 
I think it is good. 13 46% 23 62% 
I don’t think it is good. 5 18% 4 11% 
I never think it is good at all. 1 4% 1 3% 
No Answer 0 0% 0 0% 
 
Q9. Do you speak English in English class conducted in English? 
I speak mostly in English. 1 4% 3 8% 
I speak English more than half of the time. 12 43% 13 35% 
I speak English less than half of the time. 12 43% 20 54% 
I do not speak (English) at all. 3 11% 0 0% 
No Answer 0 0% 1 3% 
 
Q11. Does the teacher speak Japanese during the class? 
The teacher speaks mostly in Japanese. 10 36% 4 11% 
The teacher speaks Japanese more than half of the class 
time. 

17 61% 20 54% 

The teacher speaks Japanese less than half of the class 
time. 

1 4% 12 32% 

The teacher rarely speaks Japanese. 0 0% 1 3% 
No Answer 0 0% 0 0% 
 
Q13. Do you want your English teacher to use Japanese during the class? 
I want the teacher to use Japanese a lot. 9 32% 7 19% 
I want the teacher to use Japanese sometimes. 13 46% 14 38% 
I want the teacher to use Japanese a little. 5 18% 15 41% 
I want the teacher not to use Japanese at all. 1 4% 1 3% 
No Answer 0 0% 0 0% 

Note. Some totals do not add up to 100% because they were rounded to the first decimal place. 
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The responses included listening to English and being able to improve English. There 

were negative answers from seven students such as not being able to understand if the 

class is conducted only in English. One student wrote that it is good to be exposed to 

English, but if it is not comprehensible, it is a waste. 

More than 50% of the students think that they speak less than half of the time in 

English or they do not speak in English at all. This means although the majority students 

think it is good that English classes are conducted mostly in English, but it does not mean 

all of them speak much in the class. Question 10 asked the reason from students who 

stated that they speak English less than half of the time or not at all. Twelve students 

responded that the class is not conducted in English, there is no time to speak, and there 

is no chance to speak English because this is a grammar class. 

Nearly 80% of the students stated that they wanted the teacher to use Japanese a lot 

or sometimes. Five students wrote that they wanted the teacher to use Japanese a little. 

Eight students wanted the teacher to use Japanese when teaching grammar and eight 

students wanted the teacher to use Japanese when explaining ideas. 

The result for Communication English II shows that more than 80% of the students 

understand most of the class or more than half of the class. Eight students wrote that they 

had difficulty understanding when new or difficult vocabulary is used. One student wrote 

that the class is rarely conducted in English. 

About classes conducted in English, 86% of the students thought that it was good or 

very good that classes are conducted mostly in English. However, four students did not 

think it was good, while one student did not think it was good at all. Twenty-six students 
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were in favor of English because it increased their opportunities to listen to English. 

Negative answers included not being able to keep up with the class, difficulty 

understanding classes conducted in English, and a preference for Japanese. 

Regarding their use of English, more than 50% of the students stated that they 

speak less than half of the time in English. Two students said that they had few 

opportunities to speak English and two wrote that they have discussions in Japanese. 

Seven students wanted the teacher to use Japanese a lot, 14 wanted the teacher to 

use Japanese sometimes, and 15 wanted the teacher to use Japanese a little. Ten students 

wanted the teacher to use Japanese when teaching grammar and eight wanted the teacher 

to use Japanese when explaining new vocabulary and difficult ideas. One student wanted 

the teacher to use Japanese all the time. 

 

Summary of the Findings for Shin 

The first research question asked to what extent senior high school teachers’ 

practices reflect the policy of conducting classes in English. As shown in Table 41, Shin 

used more Japanese than English in both classes. Above all, he spoke mostly in Japanese 

in the English Expression II class and in the class, a great deal of time was allocated for 

his explaining grammar in Japanese. Shin’s English Expression II class was a grammar-

oriented and lecture-style class in which he explained grammar in Japanese. There was 

little time for the students to take part in communicative activities and to speak English. 

In short, the class was for the students to prepare for university entrance examinations. In 

the Communication English II class, though the focus was reading comprehension, there 



 

297 

was little time for communicative activities. Instead, Shin devoted time to reading aloud 

activities. 

 

Table 41. Summary of Shin’s Use of English and Japanese 

 
Class 

 
Total speaking time 

English usage 
time (%) 

Japanese usage 
time (%) 

First EE II 33:24 (100%) 02:28 (7.39) 30:54 (92.61) 

Second EE II 21:29 (100%) 00:02 (0.16) 21:27 (99.84) 

First CE II 21:05 (100%) 04:04 (19.29) 17:01 (80.71) 

Second CE II 11:21 (100%) 02:56 (25.47) 08:35 (74.53) 
Note. EE = English Expression; CE = Communication English. 

 

The second research question asked what factors affect their cognition about the 

policy of conducting English classes in English, how they perceive the policy, and 

whether a gap exists between the teachers’ cognition and classroom practice. Factors 

affecting Shin’s cognition positively were his experience of learning English in the U.S. , 

which led him to perceive the policy favorably. He learned Wayaku sakiwatashi, a 

method to give students a handout with a Japanese translation first to increase the time 

English used in the classes, at the university and during the first teaching practicum. This 

experience influenced his perception both positively and negatively, which led him to 

believe input before output is important and reading aloud is important for input though 

he is against the grammar-translation method. His belief was reflected in his classroom 

practice. His experience of working part time as a graduate student where other teachers 

taught grammar in Japanese in English Expression classes influenced his perception 

about the policy negatively. The experience made him believe that learning grammar first 

in Japanese before having the students produce output is important. Because of his 
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stronger belief in teaching grammar first, his favorable opinion of the policy was not 

reflected in his classroom practice. 

The third research question asked how senior high school students perceive English 

classes conducted in English. Many of the students in both the English Expression II and 

Communication English II class had positive views toward classes conducted in English, 

even though Shin used little English in both classes. Their perception did not affect his 

cognition of the policy and classroom practice. Nearly 80% of the students in the English 

Expression II class wanted the teacher to use Japanese sometimes or a lot. On the 

contrary, in the Communication English II class, less than 60% of the students wanted the 

teacher to use Japanese sometimes or a lot and more than 40% of the students wanted the 

teacher to use a little Japanese. This finding indicates that some students in the 

Communication English II class wanted Shin to use less Japanese. Shin teaches mainly in 

Japanese following his belief that learning grammar is the basis of learning English. 

The fourth research question asked how the head English teacher in the same high 

school perceives the policy of teaching English classes in English and whether the head 

teachers’ perception and classroom practice affect the senior high school teachers’ 

perception and classroom practice affect the senior high school teachers. The head 

teacher, Ms. Doi, was favor of the policy, but she thought that Japanese can be used 

effectively to teach grammar, which matches Shin’s use of Japanese. However, because 

Ms. Doi leaves each teacher’s classroom practice to them, she had no direct impact on 

Shin. Each teacher conducts classes independently though they use the same textbooks. 
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The sixth question asked what objectives MEXT has regarding the policy of 

teaching English classes in English in the 2009 Course of Study and what discrepancies, 

if any, existed among MEXT objectives regarding the policy and the senior high school 

teachers’ understanding of the policy and classroom practice. The interview results with 

the members of MEXT and with Shin showed that Shin understands the objectives of the 

policy. However, he used little English in both the English Expression II class and 

Communication English II class. There was a significant gap between the objectives of 

the policy mentioned by the members of the MEXT and his classroom practice. In the 

former class, most of the time was devoted to grammar instruction in Japanese. His focus 

on grammar was negative washback from the university entrance examinations, which 

was also another concern by the members. 

The seventh question asked how senior high school teachers perceived the 

introduction of four-skill English tests and the postponement of the introduction. Shin’s 

beliefs that learning grammar is important led to his negative opinion of the introduction 

of four-skill English tests. As a result, the announcement to postpone the new tests 

relieved him and enabled him to continue to teach as he does and not use communicative 

activities. 

 

Summary of the Findings of the Four Cases 

In this section, the findings of the four cases are summarized in terms of the four 

teachers’ use of English and Japanese, their classroom practice and the 2009 Course of 
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Study, factors affecting their cognition to the policy and classroom practice and a gap 

between their cognition and classroom practice.  

 

Teachers’ Use of English and Japanese 

The extent that the senior high school teachers’ practice reflected the policy of 

conducting classes in English varied. Table 42 shows the summary of the four teachers’ 

time of speaking English and Japanese and its percentage in Communication English 

classes. A significant gap exists in the four teachers’ use of English in the 

Communication English classes. 

 

Table 42. Four Teachers’ Use of English and Japanese in Communication English 

Classes 

 
Teacher 

 
Class 

Mean time speaking 
English 

Mean time speaking 
Japanese 

Miku Communication English III 87.41% (48:37) 12.59% (08:12) 

Naoki Communication English II 51.11% (20:22) 48.89% (18:48) 

Kenta Communication English I 78.12% (31:32) 21.88% (08:12) 

Shin Communication English II 22.38% (07:00) 77.62% (25:36) 

M 59.76% 40.25% 

 

Table 43 shows the summary of the four teachers’ time of speaking English and 

Japanese and its percentage in English Expression classes. One commonality is that all of 

the four teachers used less English in English Expression classes than in the 

Communication English classes. Miku’s use of English different significantly in the two 

classes, as she used English only about 7% of the time in the English ExpressionⅠclass.  
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Table 43. Four Teachers’ Use of English and Japanese in English Expression Classes 

 
Teacher 

 
Class 

Mean time speaking 
English 

Mean time speaking 
Japanese 

Miku English Expression I 6.90% (04:23) 93.10% (37:06) 

Naoki English Expression II 23.35% (10:49) 76.65% (33:34) 

Kenta English Expression II 63.43% (22:37) 36.58% (13:04) 

Shin English Expression II 3.78% (02:30) 96.23% (52:21) 

M 24.36% 75.64% 

Note. Some total mean time of speaking English and Japanese is not 100% because mean time 

of speaking English and that of speaking Japanese were rounded to the third decimal place. 

 

Naoki’s English use in the English Expression II class was less than a half of his English 

use in the Communication English II class, and Shin’s use of English was extremely 

limited in the English Expression II class.  

Although the four teachers used different amounts of English, the functions they 

performed with the two languages were similar. Table 44 shows a summary of when and 

how much each teacher used English and Japanese in their classes. English was used 

when asking questions, explaining, and giving instructions. Japanese was used for 

explaining, giving instructions, and asking questions. Miku, Naoki, and Shin increased 

their use of Japanese when explaining grammar. Kenta did not spend much time 

explaining grammar.  

 

Table 44. Summary of Functions of Teachers’ English and Japanese 

 

Teacher 

 

Language 

Time 
mm:ss(%) 

 

Function 

Time 
mm:ss 

Miku Total English use 52:50 (47.15%) Asking 24:30 

   Explanation 5:31 

   Giving comments 4:00 

Table 44 (continues). 
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Table 44 (continued). 

 

 Total Japanese use 1:04:49 (52.85%) Explanation 33:41 

   Asking 8:11 

   Instructions 6:41 

Naoki Total English use 21:29 (37.23%) Instructions 15:58 

   Explanation 4:41 

   Asking 3:55 

 Total Japanese use 52:28 (62.77%) Explanation 24:46 

   Asking 9:41 

   Checking answers 9:01 

Kenta Total English use 54:09 (70.77%) Instructions 32:17 

   Explanation 10:00 

   Asking 6:40 

 Total Japanese use 21:16 (29.23%) Instructions 4:41 

   Explanation 5:16 

   Asking 3:00 

Shin Total English use 9:30 (13.08%) Reading aloud 2:00 

   Asking 1:46 

   Instructions 1:38 

 Total Japanese use 1:17:57 (86.92%) Explanation 50:59 

   Instructions 10:18 

   Asking 4:03 

 

 

Teachers’ Classroom Practice and the 2009 Course of Study 

Table 45 shows a summary of classroom organization, communicative activities, 

contents, and the students’ modality in each class based on the COLT data. The four 

teachers’ classes were teacher-fronted, so the students primarily listened to the teachers 
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and followed their instructions. Although pair work was used, no group work was 

employed in the four teachers’ classes. 

The teachers’ use of communicative activities varied. All of them included 

communicative pair work activities such as discussions, checking answers to reading 

comprehension questions (Miku, Communication English III), practicing presentations 

(Miku, English Expression I), speaking practice (Naoki, Communication English II), 

speaking practice and making a summary (Naoki, English Expression II), discussing 

(Kenta, Communication English II), talking about themselves (Kenta, English Expression 

II), and reading and giving comments about a partner’s writing (Shin, English Expression 

II). However, the time devoted to communicative pair work was limited to under 5 

minutes in Miku’s English Expression I class and less than 2 minutes in Shin’s English 

Expression II classes. 

The main content in the Communication English classes was reading 

comprehension tasks associated with the textbook passages. The common goal of 

Communication English I, II, and III in the 2009 Course of Study is to develop students’ 

abilities to accurately understand and appropriately convey information and ideas. The 

skills to be covered are listening, reading, speaking and writing. Kenta included all four 

skills in his Communication English I class and helped the students develop and apply 

their understanding of the reading passage through communicative activities. Thus, Kenta 

conducted his classes following the goals of Communication English I. The main content 

of Naoki’s Communication English II class was reading comprehension, but he included 

communicative tasks based on the reading passage. The students processed the contents 
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of the textbook by summarizing and discussing about the passage while integrating the 

four skills. The main content of Shin’s Communication English II class was reading 

comprehension. He included reading aloud activities, but they were not communicative. 

Therefore, his class was not aligned with the objectives of Communication English II. In 

her second Communication English III class, Miku allocated time for three students who 

had returned from the United States to speak while the other students listened. Therefore, 

in this class, the goal was realized to a great degree. 

According to the 2009 Course of Study, the common goal of the English 

Expression I and II classes is to develop students’ abilities to evaluate facts and opinions 

from multiple perspectives and communicate through reasoning and a range of 

expressions. The main skills that are to be developed are speaking and writing. In Miku’s 

English Expression I class, the time for writing and speaking activities was limited and 

the main focus was on grammar. Thus, her class was not aligned with the objectives set 

by MEXT. In his English Expression II class, Shin’s students spoke in a reading aloud 

activity, while the time for writing was limited. The main focus of the class was 

grammar. Thus, his class was not aligned with the objective of English Expression II 

class. Naoki included speaking and writing activities in his English Expression II class 

though he spent a great deal of time explaining grammar in Japanese in the second class. 

Kenta primarily used speaking and writing activities in his English Expression II class by 

making handouts. He followed the English Expression II class goals to a large degree.  
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Table 45. Summary of the Analysis of the COLT 

 Miku 
CE III 

Miku 
EE I 

Naoki 
CE II 

Naoki 
EE II 

Kenta 
CE I 

Kenta  
EE II 

Shin  
CE II 

Shin 
EE II 

Main organization Teacher-
fronted  

Teacher-
fronted 

Teacher-
fronted 

Teacher-
fronted 

Teacher-
fronted 

Teacher-
fronted 

Teacher-
fronted 

Teacher-
fronted 

Other organizations Individual 
Pair  

Individual 
Pair 

Individual 
Pair 

Individual 
Pair 

Individual 
Pair 

Individual 
Pair 

Individual 
Pair 

Individual 
Pair 

Communicative pair 
work 

+ + 
(Limited) 

+ + + + — + 
(Limited) 

Main focus Reading Grammar 
 

Reading Reading 
Grammar 

Reading Writing and 
Speaking 

Reading Grammar 

Other foci Pronunciation Vocabulary 
Presentation 

Grammar 
Vocabulary 
Pronunciation 

Vocabulary 
Pronunciation 

Vocabulary 
Read 
aloud  

Grammar 
Vocabulary 
Read 
aloud 
Translation 

Read 
aloud 
Vocabulary 
 

Vocabulary 
Writing 
Speaking 

Students’ main 
modality 

Reading Reading Reading 
Listening 
Speaking 
Writing 

Reading 
Listening 
Speaking 
Writing 

Reading 
Listening 
Speaking 
Writing 

Reading 
Speaking 
Writing 
Listening  

Reading Reading 

Other modalities Listening 
Speaking 
 

Speaking 
Writing 
 

    Listening 
Speaking 
Writing 

Listening 
Speaking 
Writing 

Note. CE = Communication English; EE = English Expression; + = Activity was used; — = Activity was not used. 
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Factors Affecting Teachers’ Cognition to the Policy of Teaching English in English 

The teachers’ use of English and Japanese and how they conducted English classes 

differed depending on the teacher. Educational background, professional coursework, 

internal factors in the class, internal factors in the school, and external factors affected 

their perception to the policy of teaching classes in English and their classroom practice. 

Figure 7 shows the summary of factors affecting their perceptions of the policy and 

classroom practice. 

The major factors of their educational background that influenced them positively 

were studying abroad, studying English in English in high school, and majoring in 

English education as an undergraduate student. The negative influence was learning 

English based on the grammar-translation method. 

The major positive factors of professional coursework were studying abroad, taking 

TESOL courses, taking part in external workshops, and teaching at different schools. Pre-

service training at a university can exert a positive influence if courses are related to 

SLA. The teaching practicum can exert a positive influence if teachers teach at schools 

where classes are conducted communicatively in English. On the contrary, if they use the 

grammar translation method, their classroom practice is affected negatively. Naoki taught 

English based on the grammar-translation method at the first school. Kenta was forced to 

teach based on the grammar-translation method. Though the experience did not lead him 

to teach the same way, the teaching practicum was a negative experience. 
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Figure 7. Summary of Teachers’ Cognition to the Policy of Teaching English in English 
and Classroom Practice 
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Note. E in E = Teaching English in English; LTC = Language Teacher Cognition; Ss = Students. 

 

The major internal factors in the class affecting the four teachers’ cognition and 

classroom practice positively were students’ positive attitude to learning English in 
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English and the presence of students who have studied abroad. Negative factors were 

their perceived need to prepare students for university entrance examinations and 

students’ expectation to the teachers’ using Japanese. The questionnaire results showed 

that the students were generally favorable toward classes conducted in English, which 

might have exerted a positive influence on the teachers’ perception to the policy of 

teaching classes in English. The questionnaire results also showed that more than 50% of 

the students in Miku’s English Expression class I and the other teachers’ classes wanted 

the teachers to use Japanese frequently or sometimes. In Miku’s Communication English 

III class, about 13% of the students wanted her to avoid using Japanese, which might 

have encouraged her to use English. If the students’ English proficiency was high as in 

Miku’s Communication English III class, the teacher was able to increase the use of 

English; however, if the students’ English proficiency was low, as in Miku’s English 

ExpressionⅠclass, the teacher decreased English use. 

Positive factors influencing the teachers’ perceptions of the policy of teaching in 

English and their classroom practice were the presence of colleagues who can give advice 

about teaching methods, as in the case of Naoki and the presence of ALTs. Having a 

consensus in the school to use communication tasks exerts a positive effect while a 

consensus to teach grammar in Japanese exerts a negative effect. The four teachers had 

little pressure from the head teachers. This situation allowed Kenta to teach the four skills 

communicatively while Shin used his freedom to mainly use Japanese. 

Major external factors affecting the teachers’ cognition and classroom practice 

were teacher training, the teaching practicum, TMBE measures, the presence of 
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university entrance examinations, MEXT-approved textbooks, and the plan to introduce 

four-skill English tests and its suspension. The lack of appropriate teacher training and 

teaching practicums were mentioned by Mr. Sato and Ms. Kondo of MEXT. The teacher 

training that Miku and Naoki took, the teaching practicum Naoki and Kenta experienced, 

and the second teaching practicum Shin participated in did not lead them to teaching 

English communicatively. Miku’s perception and classroom practice were positively 

influenced by the measures taken by the TMBE as one of the Global 10 schools, while 

Naoki was not influenced by the TMBE. They both believed that they had to prepare the 

students for university entrance examinations though the degree of their beliefs differed. 

The MEXT-approved textbooks affected the teachers’ classroom practice 

negatively by leading them to focus on reading in the Communication English classes 

and on grammar in the English Expression classes. The plan to introduce four-skill 

English tests including a speaking section positively affected Miku, Naoki, and Kenta’s 

perceptions of the policy of teaching classes in English, while Shin was against the plan. 

The suspension of the plan affected Miku, Naoki, and Kenta negatively because they 

were willing to prepare for the introduction of the tests, while it affected Shin positively 

because he had not intended to change his classroom practice. 

 

A Gap Between the Teachers’ Perception and their Classroom Practice 

Although the four teachers understood that the primary objective of the policy is to 

increase students’ opportunities to process English input, there was a gap between their 

favorable perceptions of the policy and their classroom practice. This gap was affected by 
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educational factors, professional coursework, internal factors in the class, internal factors 

in the school, and external factors as shown in Figure 4. Miku believes that both teaching 

in English for communicative purposes and teaching grammar in Japanese are important. 

Her beliefs were influenced by studying English abroad, studying in English in high 

school, studying English with the grammar-translation method, taking part in a teaching 

practicum where English was used in the classroom, taking TESOL courses, students’ 

English proficiency, student attitudes toward learning English in English, the presence of 

ALTs, the consensus to teach Communication English in English and teach English 

Expression in Japanese among the teachers in the school, the presence of university 

examinations, and the MEXT-approved textbooks. Miku’s beliefs were realized in her 

classroom practice of teaching in English with her higher-proficiency students and 

teaching grammar in Japanese with her lower-proficiency students. 

Naoki also believed that teaching English for communicative purposes and using 

Japanese to teach grammar are important aspects of English education. His belief was 

influenced by studying English based on grammar-translation method, learning at 

different high schools, his students’ positive attitudes toward communicative tasks, 

support from a reliable co-worker, the presence of university entrance examinations, and 

the MEXT-approved textbooks. His beliefs were reflected in his classroom practice of 

teaching English in English, integrating the four major skills communicatively, and using 

Japanese to teach grammar. 

Kenta believes that teaching the four skills communicatively is important, but he 

also believes that students must understand what he says, so Japanese should be used in 
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some situations. His belief has been affected by his experience of studying English 

abroad, majoring in English education, pre-service university training, participating in a 

teaching practicum, his students’ positive attitudes toward studying in English 

communicatively, little pressure from the head teacher, and the presence of MEXT-

approved textbooks. Kenta conducted his classes mainly in English, integrated the four 

language skills in communicative activities, and taught grammar in Japanese. 

Shin believed that students should learn basic skills such as grammar before using 

English for communicative purposes and that Japanese should be used to teach those 

basic skills. His beliefs have been formed by studying English based on the grammar-

translation method, pre-service training, taking part in a teaching practicum, learning to 

use reading aloud activities, the presence of university entrance examinations, and 

MEXT-approved textbooks. His beliefs were reflected in his classroom practice, as he 

focused on reading and grammar and teaching mainly in Japanese. 
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CHAPTER 5 

DISCUSSION 

 

The purposes of this chapter are to summarize the key findings to and interpret the 

results for the seven research questions. The key findings obtained were about the four 

teachers’ use of English and classroom practice under the 2009 Course of Study, their 

understanding of the policy of conducting classes in English, their classroom practice and 

factors affecting their perceptions of the policy and classroom practice. These factors are 

discussed in terms of internal factors in the class and in the school, external factors, and 

the plan to introduce four-skill English tests and its postponement. Based on the findings, 

theoretical, methodological, and pedagogical implications are presented. 

 

Teachers’ English Use and Classroom Practice under the 2009 Course of Study 

The first research question asked to what extent the senior high school teachers’ 

classroom practices reflected the policy of conducting classes in English. The four 

participants’ use of English and Japanese as well as the degree to which they employed 

communicative activities differed greatly. In this section, the classroom observation 

results are discussed in terms of the teachers’ use of English and Japanese. Their 

classroom practice under the 2009 Course of Study is then discussed in terms of 

classroom organization, communicative activities, contents, and students’ modality. 
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Teachers’ Use of English and Japanese 

I conducted two classroom observations of one Communication English class and 

one English Expression class of the four teachers and analyzed their English and 

Japanese use with the adapted COLT scheme. Tables 42 and 43 showed the four 

teachers’ use of English and Japanese in the Communication English classes and English 

Expression classes. As shown in the Tables, Kenta had the highest average English use. 

One reason for his use of English was that he used English when giving instructions for a 

wide range of activities. In Underwood’s (2014) study, one teacher used English 72% of 

the time, which was higher than other three teachers in the study. Like Kenta, this teacher 

used a variety of communicative activities. A second reason Kenta used a great deal of 

English is that he speaks English clearly and slowly, so his students can understand him. 

Underwood (2014) did not mention when the teachers in his study spoke English; 

however, clear and slow speech can increase students’ comprehension and make the use 

of English more feasible. In the 2009 Course of Study, it is also mentioned that in order 

to use English appropriate for the students’ proficiency level, the speed of the teachers’ 

talk needs to be taken into consideration (MEXT, 2010). In Saito’s (2017) study, one 

teacher used English 96.06% of the time. This teacher used English except when 

explaining difficult English vocabulary. Kenta’s English use would have been higher if 

he had not codeswitched frequently to support his students in their efforts to understand 

him. The use of codeswitching was also observed by Nishino (2009), who reported that 

classroom observations of four high school teachers showed that three of them 

codeswitched when teaching. The benefits of codeswitching can be found when 
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explaining difficult vocabulary and grammar, highlighting important information, and 

managing students’ behavior (Liu et al., 2004). Ogura (2019) recommended 

codeswitching for teachers working with low-proficiency students. However, if teachers 

follow English utterances with a Japanese translation, students might not have time to 

process and understand English. In addition, if students know that a Japanese translation 

will be provided, they might not pay attention to the English utterances. 

Shin used the least English (12.75%) among the four teachers. In part because he 

taught grammar in Japanese in the English Expression II class. As past researchers 

(Nishino 2009; Saito 2017; Underwood, 2017) have reported, Japanese secondary school 

teachers often use Japanese to explain English grammar. Takegami (2016) reported that 

one high school teacher used Japanese when explaining grammar because she thought 

that teaching grammar in Japanese is easier than teaching in English. The 2009 Course of 

Study guidelines stated that grammar explanations can be given in Japanese if the focus 

of the class is language activities such as communicating, expressing your feeling and 

ideas, and sharing information in English. However, in Shin’s English Expression II 

class, the focus was on grammar instruction, not language activities. Teaching grammar 

without integrating communicative activities was also reported by Takegami (2016). 

Richards and Reppen (2014) proposed that grammar instruction should be categorized as 

(a) the knowledge of rules for sentence formation and (b) the ability to use grammar as a 

communicative resource. Shin should have limited the time for teaching grammatical 

knowledge in Japanese and integrated communicative activities so that the students had 

opportunities to proceduralize the grammar they had studied. 
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Shin’s main use of spoken English occurred when he read English sentences out 

loud. The use of reading aloud activities was also observed in Taguchi (2005) and 

Nishino’s (2009) studies. The introduction of a reading aloud activities in which students 

pay attention to the phonetic characteristics of English, speaking speed, and voice volume 

while checking the listener’s response is recommended in the 2009 Course of Study 

(MEXT, 2010). Although reading aloud activities potentially serve useful purposes, they 

are not communicative. Students might benefit more from participating in communicative 

activities in the classroom and doing reading aloud activities outside of class. 

Teachers’ use of English differs depending on what classes they teach. For 

instance, Miku displayed significant differences in her use of English in her 

Communication English III and English Expression I classes. There are three reasons for 

this gap. First, the students’ English proficiency differed in the two classes. The 

Communication English III class was for third-year students with relatively high English 

proficiency, while the English Expression I class was for first-year students with lower 

English proficiency. Underwood (2014) reported that two out of four teachers in his study 

mentioned students’ low English proficiency for not integrating grammar teaching and 

communicative activities. Second, the main focus of Miku’s English Expression I class 

was grammar instruction, which, as noted above, is typically taught in Japanese. In the 

study by Saito (2017), two of the three teachers used Japanese to explain grammar. The 

third reason is the consensus in the school where Miku teaches that teachers should teach 

English Expression classes in Japanese. Cook (2009) and Sato and Kleinsasser (2004) 

reported teachers’ desire to move through the textbook at the same pace as other teachers. 
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Past researchers did not report a consensus among teachers to teach grammar in Japanese. 

However, this consensus was a negative internal factor in the school because it pressures 

teachers to teach in a particular way, even if it is not aligned with MEXT policies and 

basic principles of second language acquisition. Miku taught grammar explicitly in 

Japanese without asking the students to use the grammar for communicative purposes. 

Underwood (2014) also reported that teachers tend to teach grammar in isolation. As 

mentioned in the 2009 Course of Study (MEXT, 2010), Miku could have increased her 

use of English when teaching grammar to the lower-proficiency English students by 

using comprehensible English and communicative activities. 

As shown in Tables 42 and 43, all four teachers used less English in the English 

Expression classes (24.36%) than in the Communication English classes (59.76%). The 

difference in the teachers’ use of English in two courses under the 1999 Course of Study 

was reported by Tsukamoto and Tsujioka (2013). In addition, a MEXT (2020a) survey of 

high school teachers’ use of English showed that the teachers used less English in English 

Expression I classes (10.2%) than in Communication English I classes (20.2%). Thus, the 

MEXT results support the results of the classroom observations in this study. The results 

of MEXT’s annual survey (MEXT 2014, 2020) also showed an increase in teachers’ use 

of English in Communication English I classes (3.9%) and a decrease in their use of 

English in English Expression I classes (5.1%) after the enactment of the 2009 Course of 

Study. Therefore, MEXT needs to investigate the reasons for the decrease in the teachers’ 

use of English in English ExpressionⅠclasses. 
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Only Kenta used approximately the same amount of English in the Communication 

English II and English Expression II classes. One reason for this result lies in the 

handouts he made for his English Expression II class. Most of the textbook was devoted 

to grammar explanations and drills, though a short reading passage and a writing task 

were in each unit. Kenta’s handout included communicative writing and speaking 

activities in every class. Underwood (2014) also reported that a teacher who used more 

than 70% English made a booklet with gap-fill, translation, reading comprehension, and 

peer evaluation activities. This teacher also mentioned that communicative textbooks 

were needed to implement the suggestions in the Course of Study. The results of this 

study and Underwood’s (2014) study indicate that teachers find it difficult to follow the 

Course of Study guidelines using MEXT-approved textbooks; thus, using handouts like 

the ones that Kenta made that include communicative activities is helpful. 

As shown in Table 44, all four teachers used English to ask questions, and Naoki 

and Kenta used English to provide instructions and make explanations. On the contrary, 

Shin rarely used English when explaining ideas. All four teachers used Japanese to 

explain ideas (Miku, 33:41; Naoki, 24:46; Kenta, 5:16; Shin, 50:59). Shin’s use of 

Japanese when making explanations was the highest among the four teachers. Saito 

(2017) reported that the three teachers she observed used English when greeting students, 

providing instructions, and making explanations. The findings of both studies indicated 

that teachers can increase the amount of English in their classes by learning to make 

explanations in English. 

 



 

318 

 

The Teachers’ Classroom Practice under the 2009 Course of Study 

The four teachers’ classroom practice was analyzed in terms of classroom 

organization, communicative activities, contents, and students’ modality as shown Table 

45. The four teachers’ classes were teacher-fronted, so they spent a great deal of time 

talking to the whole class. All four teachers included communicative pair activities such 

as discussions, practicing presentations, speaking practice, summarizing reading 

passages, and reading and commenting on a partner’s writing. However, the time devoted 

to communicative pair activities work was limited to under 5 minutes in Miku’s English 

Expression I class and less than 2 minutes in Shin’s two English Expression II classes. 

Although the four teachers used pair and individual work, none used group activities 

possibly because the rearrangement of desks and chairs needed for group work. In 

contrast, Underwood (2017) reported that two of his four teachers used group work. Both 

teachers used Cooperative Learning tasks in which the students were assigned roles and 

specific tasks to perform. By including group work, the four teachers in this study could 

have made the classes more student-centered and increased their use of English. 

The main content in the four teachers’ Communication English classes was reading 

comprehension. Underwood (2014) also reported that the main focus of two teachers 

teaching English II classes was reading. The goal of English II under the 1999 Course of 

Study was to listen to and read about daily topics and speak and write information and 

opinions using the four skills. A major goal in the Communication English classes under 

the 2009 Course of Study is to develop students’ abilities to accurately understand, and 

appropriately convey information and ideas using the four skills. This study indicates that 
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after the enactment of the 2009 Course of Study, reading remains the main focus of 

Communication English classes, in part because that is the main task in the textbooks. 

Steele and Zhang (2016) reported on that the excessive difficulty of the reading passages 

in the MEXT-approved textbooks prevents teachers from using communicative tasks. 

Because of the difficulty, teachers have to spend substantial time helping the students 

understand the reading passages. In addition, the reading passages in the MEXT-

approved textbooks do not provide comprehensible input, which is “the understandable 

input that learners need for learning” and “input that is slightly more advanced that the 

learner’s current level of grammatical knowledge” (Gass & Selinker, 1994, p. 515). 

In English Expression classes under the 2009 Course of Study, speaking and 

writing are to be covered. However, the main focus of Miku’s English Expression I and 

Shin’s English Expression II class was grammar. This focus on grammar instruction in 

the Oral Communication classes under the 1999 Course of Study was reported by 

Taguchi (2005). This finding indicates that the focus on grammar has not changed in 

English Expression classes under the 2009 Course of Study. One reason for the focus on 

grammar is the MEXT-approved textbooks. Ogura (2008) analyzed Oral Communication 

textbooks written under the 1999 Course of Study and indicated that 70% of the content 

was non-communicative learning focusing on linguistic structure. In sum, the focus on 

grammar in MEXT-approved English Expression textbooks did not change after the 

enactment of the 2009 Course of Study. 

The four teachers avoided the use of the grammar-translation method and gave the 

students handouts with English sentences and their Japanese translations. This finding 
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differed from Underwood’s (2014) finding that the teachers spent the majority of time on 

translation activities. Kenta and Shin had their students do reading aloud activities using 

the handouts. Shin mentioned the influence of Professor Kunihiro (2004), who started the 

Wayaku-sakiwatashi method in which students use a handout with Japanese translation 

first and then engage in reading aloud activities. Nishino (2009) reported that her four 

teacher participants used reading aloud activities and Saito (2017) reported that one 

teacher used English in reading aloud activities. Although reading aloud activities might 

provide benefits, they are not communicative. 

 

Factors Affecting the Teachers’ Cognition and Classroom Practice 

The interviews with the four teachers showed that they understood that the primary 

objective of the policy is to increase students’ opportunities to be exposed to English 

input. All four teachers supported the policy. However, there was a gap between their 

favorable perceptions of the policy and their classroom practice. In the following section, 

I discuss how educational factors, professional coursework, internal factors in the class, 

internal factors in the school, and external factors affected the teachers’ perceptions of the 

policy of conducting their classes in English and their classroom practice. 

 

The Effects of Educational Factors 

The interview results with the four teachers indicated that educational factors 

affected their cognition and classroom practice both positively and negatively. The major 

factors were studying English abroad, studying English in English in secondary school, 
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learning English based on the grammar-translation method, and majoring in English 

education as an undergraduate student. 

First, studying abroad can affect teachers’ classroom practice positively. Kenta 

studied English and other subjects in English while abroad. His experiences led him to 

hold positive opinions of conducting classes in English and to use a great deal of English 

in his classes. Nishino (2012a) reported that one teacher who had lived abroad 

confidently used speaking activities. Miku and Shin studied abroad while they were 

university students and the experience led them to hold positive opinions of the policy. 

Miku’s experience led her to teach in English in her Communication English III class. 

Shin also expressed positive opinions of the policy; however, it did not lead him to 

implement the policy in his classes. 

Second, Miku’s positive experiences with communicative tasks conducted in 

English in high school led her to teach in a similar way. Saito (2015) found that one of 

her three participants who studied English communicatively, had a good impression of 

communicative tasks, while Sato and Kleinsasser (2004) noted that one out of 15 high 

school teachers had adopted one of his high school teacher’s use of communicative 

activities. This study shows that the influence of learning English communicatively in 

English in high school can help teachers hold positive opinions of the policy and conduct 

classes in English. Thus, studying English communicatively in secondary school can 

have powerful repercussions in how teachers teach. 

All four teachers studied English with the grammar-translation method in junior 

and/or senior high school and they expressed negative opinions of translation. The four 
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teachers in Nishino’s (2012a) study studied English through grammar-translation and 

used the same method when they started teaching English. Naoki said that he taught 

English based on grammar-translation at his first school because it was the only method 

he was familiar with. As mentioned, all of the four teachers avoided the yakudoku method 

of having students translate word by word. This is different from Underwood’s (2014) 

results in which one teacher translated each sentence of the reading passage, another 

teacher translated English to Japanese at the word, clause, and sentence levels, and the 

other teacher mainly translated reading passages from English to Japanese. Instead, Miku 

and Shin included reading aloud activities using the handouts and Naoki and Kenta used 

translation activities, which were conducted as pair work. Both reading aloud activities 

and translation pair activities can increase time for students to speak and listen to English. 

However, they are more likely based on the audiolingual method in which learning 

structures, sounds and words is more important than CLT which focuses more on 

learning to communicate (Brown, 2001). Nishimuro and Borg (2013) reported that 

teachers’ experience learning English in grammar-focused classes can lead them to 

believe that their students should learn grammar before using English and that grammar 

is best taught in Japanese. Miku and Shin mainly taught grammar using Japanese with 

few communicative activities in in their English Expression classes; this approach might 

reflect their experience learning grammar in the secondary school. Though Miku, Naoki, 

and Shin were not in favor of the grammar-translation method, their classroom practice 

was affected by their own learning histories. 
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Third, the teachers’ major field of study in a university can influence their 

cognition and classroom practice. For instance, Kenta was positively influenced by what 

he learned while a university student. After studying SLA and CLIL, he used 

communicative tasks such as pair discussions. On the contrary, Miku and Naoki majored 

in English literature, so they did not acquire practical pedagogical knowledge. Both Miku 

and Naoki appeared confident speaking English in their classes, which indicated that their 

experiences learning English in English as high school students, professional coursework 

such as taking TESOL courses, and learning how to teach in English after becoming a 

teacher can exert sufficiently positive influences. 

In sum, three positive effects of educational background were identified. First, 

experience learning English abroad can positively affect attitudes toward the policy in 

part because such experiences contribute to confidence in speaking English, which was 

the case for Miku and Kenta. Moreover, learning English in English in a Japanese 

secondary school as Miku did also exerts a positive influence. Third, majoring in English 

education, as Kenta did, positively influences perceptions of the policy. 

In contrast, past researchers (Nagamine, 2013; Nishimuro & Borg, 2013; Saito, 

2015; Suzuki & Rogers, 2014) have reported negative effects of the grammar-translation 

method on teachers’ perceptions of CLT and the policy of teaching in English. The 

teacher interviews indicated that they considered the experience of learning English 

based on grammar-translation method negatively. Although they did not adopt the 

grammar-translation method, I observed the effects of learning English based on the 

grammar-translation method on their classroom practice. 
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The Effects of Professional Coursework 

Teachers can continue to learn professionally through pre-service and in-service 

training, both of which exert positive and negative influences on teachers’ perceptions of 

the policy and their classroom practice. 

First, pre-service learning and the teaching practicum have both positive and 

negative effects on teachers. Most Japanese secondary school English teachers have had 

few opportunities to study communicative approaches in pre-service university education 

(Takahashi, 2010). Underwood and Glasgow (2019) pointed out that the content and 

quality of teacher training differ depending on the university, so a great deal of teacher 

training in Japan fails to offer teachers pedagogical skills such as teaching in English and 

incorporating pair and group work in their classes. Mr. Sato and Ms. Kondo of MEXT 

acknowledged that in-service teacher training does not produce individuals who can teach 

English communicatively. 

In a recent survey of teachers’ understanding of MEXT’s policy (Yoshida, Fujita, 

Mori, & Kano, 2017), young teachers in their 20’s who had learned about English 

education in pre-service education did not have a chance to teach in English during their 

teaching practicum. Saito (2015) also reported that one participant in her 20’s said that 

she did not know how to teach in English when she started teaching, which implies that 

she did not learn how to do so during her pre-serving training. A lack of training to teach 

in English was mentioned as a reason why one teacher used a great deal of Japanese by 

Takegami (2016). University professors offering pre-service training should offer 

students training to learn how to teach English communicatively and high school teachers 
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who accept student trainees should encourage them to use English during the teaching 

practicum. If teachers take part in a teaching practicum in schools where English is used, 

as was the case with Miku, it can positively affect their perceptions and encourage them 

to follow the policy. 

Second, participating in study abroad programs as a part of professional training 

can be an additional source of professional development. Although Cook (2009, 2010) 

found a short-term effect of study abroad programs, this study shows that participating in 

a study abroad program can affect teachers’ perceptions of the policy positively and lead 

them to reflect the policy in their classrooms as in the case of Miku. The TMBE has been 

taking measures to dispatch Japanese high school teachers to overseas universities as part 

of their teacher training program. If the number of teachers who take part in the program 

increases, further improvements in English education can be brought about. 

Third, TESOL courses can positively influence teachers. Nguyen (2017) reported 

that Vietnamese teachers who completed TESOL programs overseas or in Vietnam 

strengthened their beliefs about the linguistic diversity of English and Baker (2014) 

reported that teachers who studied pronunciation teaching in a TESOL course held 

positive perceptions of pronunciation instruction. Saito (2017) also showed that Japanese 

teachers’ experience in Master’s courses in TESOL helped them develop a positive view 

of conducting classes in English. Miku’s experience taking TESOL courses taught in 

English helped her teach classes in English. Thus, offering TESOL courses conducted in 

English based on current theory and practice relevant to senior high school teaching 

contexts in Japan is suggested. 
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Fourth, teachers can continue to study by taking part in workshops offered by a 

Board of Education or other external institution; however, workshops cannot ensure that 

teachers conduct their classes in English. Sato and Kleinsasser (2004) reported that 

teachers sometimes find that workshops are not useful because the knowledge they gain 

cannot be applied in their classroom. This study also indicated that the TMBE workshops 

were not useful (Naoki) or did not exert any impact (Miku). Thus, even when teachers 

have opportunities to take part in workshops related to conducting classes in English, 

they do not always have the intended outcomes. On the contrary, workshops offered by 

private institutions are often more practical. Kenta and Shin sought learning opportunities 

in external workshops, and some of the knowledge and skills they gained in those 

workshops was useful. 

Though past researchers (Sato & Kleinsasser, 2004; Underwood, 2017) have 

reported situations in which Japanese senior high school teachers are too busy to take part 

in workshops, this study shows that teachers can participate in external workshops if they 

are motivated to do so. However, those who took part in seminars outside were the 

private high school teachers. The public high school teachers only participated in 

workshops offered by the TMBE. This difference might lie in how busy public and 

private high school teachers are. Shin, a private high school teacher, said that he and his 

colleagues have research days and that he frequently took part in external workshops. He 

used his research days for learning about teaching methodology. These results suggest 

that teachers need time to take part in workshops for their professional growth. The 

positive effects of tailored professional seminars focused on a balanced and practical 
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approach to CLT in the Japanese context using MEXT-approved textbooks and on 

teaching in English were reported by Glasgow and Hale (2018). What teachers need to 

learn differs depending on the teaching context; thus, tailored professional seminars 

suggested by Glasgow and Hale are useful for senior high school teachers. 

In sum, university pre-service training, teaching practicum, study abroad programs, 

TESOL courses, and workshops offered by the TMBE and external institutions can 

positively affect teachers’ perceptions of the policy and their use of English in their 

classes. Moreover, experience teaching at different schools can give teachers 

opportunities to perceive the policy positively as in the case of Naoki. 

 

The Effects of Internal Factors in the Class 

Past studies have shown that internal factors in classes such as the number of 

students (Nishino, 2008; Sakui, 2007), their English proficiency (Glasgow, 2018; Nishino 

2012a; Sato & Kleinsasser, 2004), and low expectations of CLT classes (Cook, 2009, 

2010; Gorsuch, 2000) can affect teachers’ classroom practice. However, in this study, 

none of the teacher participants stated that the number of students in their classes, which 

ranged from 20 to 40, affected their classroom practice. The classroom observations 

showed that all four teachers included pair work, though the amount and focus varied. 

There was no evidence that class size impeded the use of English. 

Past researchers (Glasgow, 2018; Sato & Kleinsasser, 2004) have found that 

students’ low English proficiency can negatively influence teachers’ decisions 

concerning English use. Miku used more Japanese with first-year students than with 
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third-year students possibly because the first-year students might not have taken classes 

conducted in English previously. Suzuki and Roger (2014) found that students’ lack of 

experience with classes conducted in English can lead teachers to use more Japanese. 

However, if teachers do not teach in English because students have not previously 

learned English in English, classes conducted in English will never happen and students 

with lower English proficiency will not be exposed to spoken English, which is contrary 

to one objective in the 2009 Course of Study (MEXT, 2009a). 

The results of the Student Questionnaire about English Use showed that classes 

conducted in English were generally comprehensible to the students. In the observed 

classes, Miku conducted Communication English classes mostly in English, Naoki and 

Kenta made instructions in English and their English was comprehensible to the students. 

Kenta used much English even for first year students in Communication EnglishⅠclass. 

Although past researchers have reported teachers using little English (Glasgow, 2018; 

Sato & Kleinsasser, 2004) because of students’ low English proficiency, this study 

implicates that teachers can teach students with lower English proficiency in English. 

In several studies (Taguchi, 2005; Cook, 2009, 2010; Nishino 2012a), the effects of 

students’ expectation on the teachers’ classroom practice were reported. In this study, the 

questionnaire results indicated that students view classes conducted in English favorably. 

Past studies showed that students did not wish to engage in communicative activities 

(Cook, 2009, 2010; Gorsuch, 2000) and some teachers have stated that students do not 

have an immediate need to communicate in English (Taguchi, 2005). This study shows 

that many students hope to learn English for communicative purposes and have a positive 
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attitude toward studying in English even though they have no immediate need to 

communicate in English outside of the classes. Students’ positive perceptions of classes 

conducted in English might encourage teachers to use English as in Miku’s English 

Communication III and Kenta’s English Communication II and English Expression II 

classes. Nishino (2012a) reported that students’ positive attitudes toward classroom 

practice can affect teachers’ classroom practice positively. Kurihara (2008) reported that 

students who experienced communicative activities such as group discussions had 

positive attitudes toward communicative speaking activities. 

Students’ English proficiency can affect how they perceive English and Japanese 

use in English classes. In Ogura’s (2019) study, nearly half of the students in an English 

department did not think Japanese should be used in English classes while less than 10% 

of the students in a general department held the same opinion. Miku’s students in the 

general foreign language course showed favorable opinions toward classes conducted in 

English. This finding suggests that the higher proficiency students have, the more 

positive they feel about classes conducted in English. 

The results of Student Questionnaire about English Use also showed that many 

students except those in Miku’s Communication English III class wanted their teacher to 

use Japanese to some degree. This result supports the findings presented by Sad and 

Qadermazi (2015), who reported that some students wanted the L1 to be used sometimes 

because of their lack of English competence. According to Wei (2013), students prefer to 

learn grammar in their L1 even when they are in favor of English-only classes. Saito 

(2019) reported that students wanted their teacher to use Japanese when explaining 
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grammar, explaining difficult sentences and vocabulary, and comprehending reading 

passages. This study supports those results. In Ogura’s (2019) study, the majority of high 

school students wanted teachers to use Japanese when explaining vocabulary, multi-word 

expressions, and grammar. This study also showed that the students prefer to learn 

grammar in Japanese. However, if students have not studied grammar in English for 

communicative purposes, they cannot know about the benefits of that approach. More 

importantly, teachers should not only teach grammar but also have students use grammar 

for communicative purposes (Richards & Reppen, 2014). 

 

The Effects of Internal Factors in the School 

Past studies have indicated that Japanese senior high school teachers feel pressure 

from colleagues to use the grammar-translation method (Cook, 2009) and younger 

teachers who hope to teach communicatively tend to follow more experienced teachers’ 

classroom practice (Sato & Kleinsasser, 2004). Teachers’ negative beliefs about 

communicative activities and the policy of conducting classes in English can negatively 

affect their colleagues’ beliefs (Glasgow, 2018; Underwood, 2017). However, the 

interview results with the four teachers and the four head teachers indicated that the head 

teachers largely leave the teachers’ classroom practice to their discretion. 

Little control by the head teachers can discourage teachers to teach in English and 

make it possible for teachers such as Shin to teach mainly in Japanese. The lack of 

measures to promote the policy of conducting classes in English, the lack of meetings to 

share teaching methods, and few opportunities to observe other teachers’ classes were 
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mentioned by the head teachers in this study. In Glasgow’s (2018) study, one teacher who 

hoped to teach in English found it difficult to do so because of other teachers’ disinterest 

in changing their teaching methods. On the contrary, in Saito’s (2015) study, teachers 

worked cooperatively, made handouts together, and shared teaching ideas with teachers 

who held positive opinions about conducting classes in English. Therefore, the four 

teachers’ classroom practice could have been influenced positively if the head teachers 

had taken measures to teach English communicatively in English. 

The establishment of a school culture in which English teachers move toward goals 

such as developing students’ ability to communicate in English and conducting classes in 

English to achieve that goal, would enable teachers to use more communicative tasks. 

Saito (2015) showed that collaboration with other teachers in the same school who share 

the goal of teaching English communicatively in English can positively affect teachers’ 

opinions of the policy of conducting classes in English. The results of the interviews with 

Miku and the head teacher, Ms. Ono, and the observation of Miku’s classes showed that 

having a consensus to teach Communication English classes in English leads teachers to 

adopt the policy. However, a consensus can affect teachers’ classroom practice 

negatively if it concerns teaching grammar in Japanese because Miku taught grammar 

exclusively in Japanese without integrating communicative activities. 

This study showed the positive influence of a colleague of Naoki’s perception 

about the policy and classroom practice. Saito (2015) described one teacher’s cooperation 

with the colleagues to teach English communicatively in English. In this study, Naoki’s 

perception of the policy was positively influenced by a colleague. As shown by Naoki’s 
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experience, teachers can learn much from other teachers in the same school. This finding 

suggests that it is important for teachers to be able to consult with colleagues about 

teaching methods. 

Saito (2015) reported that the presence of native English teachers can positively 

influence teachers’ cognition and classroom practice. ALTs were welcomed by the four 

teachers and the head teachers in this study and all of the participants commented on the 

presence of native English teachers favorably. The Japanese teachers can ask the ALTs 

questions about English, they can administer speaking tests together, and students’ 

opportunities to speak English increase. In addition, teaching classes with native English 

teachers can lessen Japanese teachers’ tendency to use Japanese as was the case for Miku 

and Naoki’s head teacher. In sum, the presence of native English teachers encourages 

Japanese teachers to adopt the policy. 

Internal factors in the school can exert positive effects when there is little pressure 

from the head teachers to adopt a particular instructional approach, teachers have reached 

a consensus to teach in English, and ALTs and reliable colleagues are present. On the 

contrary, having a consensus to teach grammar in Japanese can make it difficult for 

teachers to teach grammar in English when they hope to do so. 

 

The Effects of External Factors 

MEXT’s language policy of conducing English classes in English itself is one 

influential external factor. Language policies imposed by a government can be 

misunderstood or viewed negatively by teachers as in the case of the Speak Good English 
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Movement in Singapore (Farrell & Kun, 2007). In the study by Saito (2016) conducted 

before the enactment of the 2009 Course of Study, one private senior high school teacher 

strongly disapproved of the policy of conducting classes in English and said that he 

would not follow the policy because private senior high schools do not have to do so. 

Yoshida, Fujita, Mori, and Kano (2017) also reported teachers’ unfavorable opinions 

toward the policy despite their understanding it. However, the four teachers in this study 

understood that the policy was introduced to increase students’ opportunities to listen to 

and speak English and they were in favor of the policy. Therefore, the MEXT’s policy of 

teaching English classes in English can be a positive effect on the teachers’ perception. 

However, the MEXT’s language policy was not reflected by the four teachers to a 

large and to some degree. In Choi’s (2013) study about teachers’ understanding the 

policy of Teaching English in English (TEE) in Korea, one teacher said that teachers can 

be flexible about the use of English and another teacher said that teachers must use 

English 80% to 100% of the time. This study also showed that the teachers’ 

understandings about English and Japanese use in classes were different and the four 

teachers’ amount of English use was also different. Teachers are expected to read the 

Course of Study to understand MEXT’s language policies; however, Miku, Naoki, and 

Shin have not read through the Course of Study well. The result matches the study by 

Saito (2015), which indicated that the participant teachers did not read the Course of 

Study. Shin mentioned that difficult language in the 2009 Course of Study kept him from 

reading it, an issue also mentioned by Mr. Sato of MEXT. Kenta was the only teacher, 

who used the Course of Study as a reference to teach grammar. In order for the policy of 



 

334 

 

teaching in English and its related objectives to be understood by teachers in Japan, they 

must read the Course of Study. Thus, MEXT needs to consider how the Course of Study 

can be read by teachers to conduct classes reflecting the Course of Study. 

The presence of university examinations is one major reason for the teachers not to 

reflect the policy of conducting English classes in English despite their understanding the 

policy and favorable opinions about the policy. Past studies (Gorsuch, 2000; Nishino, 

2008; Taguchi, 2005) have indicated that the presence of university entrance 

examinations is a major factor that negatively affects teachers’ perceptions of the policy 

and prevents senior high school teachers from using communicative tasks. O’Donnell 

(2005) reported that teachers’ focus on grammar was affected by a perceived need to 

prepare students for entrance examinations notwithstanding their belief that learning 

English for communicative purposes is important. Ogura (2019) reported that high school 

teachers think that Japanese should be used in English classes when explaining grammar 

and difficult concepts. The four teachers in this study stated that students have to study 

for university entrance examinations, grammatical knowledge is important for passing 

those examinations, and grammar can be taught more effectively in Japanese. Nishino 

and Watanabe (2008) also reported that some teachers believe that instruction of detailed 

grammatical knowledge and intensive reading skills are needed for the entrance 

examinations. The results of the classroom observations showed that Miku and Shin 

exclusively used Japanese in explaining grammar, which were affected by their perceived 

need to prepare students for university entrance examinations. Naoki and Kenta were also 

influenced by the presence of university entrance examinations to some degree. For 
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example, Naoki spent a great deal of time explaining the difference between if and unless 

mentioning that questions about this issue are often asked in university entrance 

examinations. Kenta included a grammar quiz with fill-in-the-blank questions and 

questions in which students rearranged words to make sentences, which are two types of 

questions sometimes found on university entrance examinations. 

However, teachers should teach English not for university entrance examinations 

but for communicative purposes as stated in the Course of Study. Not only grammar 

knowledge but also other components of learning language such as vocabulary, 

morphology, phonology, nonverbal structure, and discourse are needed in learning a 

language (Saville-Troike & Barto, 2016). The presence of university entrance 

examinations is still a hindrance for the implementation of the 2009 Course of Study and 

the policy of conducting classes in English. The interview data revealed that the four 

participant teachers are in the situation described by Sakui (2007), as they are concerned 

with cultivating students’ communication skills and preparing them for university 

entrance examinations. 

 

The Effects of the Plan to Introduce Four-Skill English Tests and its Postponement 

on the Four Teachers 

The need to change the English entrance examinations has been emphasized for 

many years (Gorsuch, 2000; Saito, 2019; Taguchi, 2005; Underwood, 2012). O’Donnell 

(2005) showed that teachers in favor of the MEXT reform initiatives think that the 

entrance examinations must focus more on listening and speaking. The introduction of 
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four-skill English tests including a speaking section was expected to bring about positive 

washback (Saito, 2020). Ms. Kondo of MEXT also mentioned that the introduction of 

tests that include a speaking section was designed to change classroom practice. 

In the interviews with the four teachers conducted after the announcement of the 

four-skill tests, Miku, Naoki, and Kenta expressed positive opinions of the introduction, 

while Shin disapproved. Shohamy (1993) and Shohamy, Donista-Schmidt, and Ferman 

(1996) reported positive washback of teachers’ spending more time teaching oral 

language when an oral test was introduced. Positive washback was also reported 

regarding students’ learning of productive skills through the introduction of the IELTS in 

a Japanese university (Allen, 2016). Miku’s school began preparing the students for the 

new tests by having them take online English conversation lessons and speaking tests. 

Miku also mentioned that the introduction would lead the teachers to teach all four skills 

because of the pressure from students and their parents. 

However, the plan was postponed in 2019 reflecting criticisms about the 

introduction such as differences in objectives, contents, and costs of the four-skill English 

tests. Torikai (2018), who was one of the opponents about the introduction, was 

concerned that some students could afford to take the tests several times while others 

could not. The following is an excerpt of a statement that a minister of MEXT, Mr. 

Hagiuda, made on November 1, 2019 (MEXT, 2019b): 

大変残念ですが、英語教育充実のために導入を予定してきた英語民間試験を、経

済的な状況や居住している地域にかかわらず、等しく安心して受けられるように

するためには、更なる時間が必要だと判断するに至りました。 大学入試における

新たな英語試験については、新学習指導要領が適用される令和６年度に実施する

試験から導入することとし、今後一年を目途に検討し、結論を出すこととしま

す。 
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Unfortunately, we have come to the conclusion that more time is needed to ensure 

that externally available English tests, which were planned to be introduced to 

improve English education, can be taken (by students) equally and safely regardless 

of economic status or where they live. A new English test for university entrance 

examinations will be introduced in 2024, when the new Courses of Study will be 

enacted. We will come to a conclusion within a year from now. 

 

Classroom practice has long been negatively affected by university entrance 

examinations (Glasgow, 2018; Nishino, 2008; O’Donnell, 2005; Underwood, 2017); thus, 

it was hoped that the introduction of four-skill English tests would lead to positive 

changes in teachers’ classroom practice. The three teachers who had favorable opinions 

of the introduction were concerned about the complexity of the introduction and 

disappointed at the delay in implementing the new tests. Kenta was concerned that the 

public might think that improving four skills of English is no longer necessary. Negative 

effects of cancelling the planned introduction of a standardized language test, the 

National English Ability Test (NEAT), on the teachers were reported in Korea (Lee & 

Lee , 2016). Thus, negative influences of postponing the introduction of four-skill tests 

on teachers’ classroom practice needs to be investigated. At the same time, if MEXT 

continues to believe in the need for four-skill English tests to reform classroom practice, 

they should indicate its plans concerning four-skill English tests as soon as possible.  

 

Teachers’ Perceptions of the Policy and their Classroom Practice 

Borg’s (2003) definition of teacher cognition was “What teachers think, know, and 

believe and the relationships of these mental constructs to what teachers do in the 

language teaching classroom” (p. 81). The interview results indicated that what the 
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teachers know, think, and believe differ. They know that the objective of the policy is to 

expose students to English and to increase their chances to listen to and speak English. 

Their understanding of the policy differs from findings by Glasgow (2014), who reported 

that the policy of conducting classes in English was not understood by the teachers, and 

this lack of understanding led to their ignoring or rejecting the policy. The study by Choi 

(2013) in South Korea indicated resistance from teachers without TEE certification 

(Teaching English in English) because they believed that TEE would not help students 

prepare for the national college examinations. Glasgow (2012) showed that none of 

Japanese English teachers expected that the policy of teaching classes in English would 

be successful. The questionnaire results reported by Yoshida, Fujita, Mori, and Kano 

(2017) showed that about 21.8% of the teachers did not view the policy favorably and 

thought that conducting classes in English is unimportant. 

There is a gap between their opinions of the policy and classroom practice. Some 

teachers know the objectives of the policy and view them favorably; however, they do 

not necessarily believe that they have to teach in English. Although the four teachers 

understood that the primary objective of the policy is to increase students’ opportunities 

to be exposed to English input, there was a gap between their favorable perceptions and 

their classroom practice. This gap was affected by educational factors, professional 

coursework, internal factors in the class, internal factors in the school, and external 

factors. In Nishino’s (2014) study, all four teachers learned English through the yakudoku 

method. Although they were not supportive of the method, they used Japanese when 

explaining grammar. Thus, how teachers learn English can affect their classroom practice 
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even when they think that how they learned English was ineffective. Although the four 

teachers in this study did not support the grammar-translation method, they stated that 

teaching grammar in Japanese is effective and their beliefs were reflected in their classes 

to varying degrees. One teacher in Nishino’s (2014) study believed that oral 

communication was important and talked about news in English, included time to ask 

warm-up questions and communication time in English; however, he felt the need to 

prepare his students for university entrance examinations. In this study, all four teachers 

taught grammar in Japanese to prepare the students for university entrance examinations. 

The extreme focus on grammar is arguably misplaced for at least two reasons. 

Underwood (2014) pointed out that many university entrance examinations do not focus 

on grammar knowledge, and the key skill is reading, and numerous studies have shown 

that vocabulary, not grammar, is the key sub-skill underlying reading proficiency. 

 

Theoretical Implications 

The use of Borg’s 2006 framework of Elements and Process in Language Teacher 

Cognition was useful in understanding the complex nature of the four teachers’ 

understanding of the policy of conducting classes in English and their classroom practice. 

Though the 2006 framework has contextual factors as one category, the three categories 

of internal factors in the class, internal factors in the school, and external factors were 

added to contextual factors. The addition illuminated how different factors affected the 

four teachers’ perception about the policy of conducting classes in English and classroom 

practice. Influential factors in the classroom found in this study are students’ positive 
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Professional Coursework 

attitudes toward studying in English communicatively, and their preference to learn 

grammar in Japanese. Factors in the school are the consensus to teach in English or 

Japanese, and the presence of ALTs, and the presence of a colleague who teaches in 

English. External factors are MEXT’s policy of conducting classes in English, the 

presence of university entrance examinations, the plan to introduce four-skill English 

tests, and the MEXT-approved textbooks. 

The results of this study showed further differences between the factors shown by 

arrows in Borg’s 2006 framework and influential factors found in this study. Figure 8 

shows a suggested framework for teachers’ cognition of the policy of conducting classes 

in English and classroom practice based on the results of this study. 

 

Figure 8. Suggested Framework for Teachers’ Cognition about the Policy of Conducting 

English Classes in English and Classroom Practice 
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The arrow between Professional Coursework and Language Teacher Cognition was 

a two-way arrow in the Borg’s 2006 framework; however, in this study, only the 

influence of professional coursework on the teachers’ cognition was observed. Thus, the 

arrow in Figure 8 goes from Professional Coursework to Language Teacher Cognition. In 

addition, the arrow from Language Teacher Cognition to Classroom Practice in the 2006 

framework was a two-way arrow. This shows that both language teacher cognition and 

classroom practice influence each other. However, this study showed that internal factors 

in the class, internal factors in the school, and external factors affected the teachers’ 

classroom practice, while it was not confirmed that their classroom practice affected 

internal factors in the class, internal factors in the school, or external factors. 

Though the teachers’ classroom practice of teaching in English might have been 

perceived positively by the students and those perceptions might have influenced the 

teachers’ cognition positively, the data did not confirm it. Thus, in the suggested 

framework, arrows from internal factors in the class, internal factors in the school, and 

external factors directed to Language Teacher Cognition are one way. This study also 

showed that external factors affected internal factors in the school and internal factors in 

the class. For example, the university entrance examinations led to the consensus to teach 

grammar in Japanese and pressured the teachers to teach to the university entrance 

examinations. Thus, there is an arrow from external factors to internal factors in the 

school and an arrow from external factors to internal factors in the class. 

Borg (2003) defined teacher cognition as, “What teachers think, know, and believe 

and the relationships of these mental constructs to what teachers do in the language 
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teaching classroom” (p. 81). I defined language teacher cognition as “what they know, 

think, and believe regarding MEXT’s policy of conducting English classes in English.” 

As mentioned above, the four teachers know the objectives of the policy and view the 

policy favorably, but they do not believe that English “classes, in principle, should be 

conducted in English” (MEXT, 2009b, p. 7). They believe that Japanese should be used 

appropriately, and their beliefs were reflected in their classroom practice. Although 

Borg’s 2006 framework includes Language Teacher Cognition, this study indicated that 

what they know, think, and believe varies. Thus, Figure 8 shows Language Teacher 

Cognition: What teachers know, think, and believe about the policy instead of Language 

Teacher Cognition. 

 

Methodological Implications 

In this section, methodological implications are presented. In order to investigate 

how the four teachers perceived the policy of conducting classes in English, whether they 

conducted classes following the policy or not, and what factors helped them adopt and 

prevented them from adopting the policy, an instrumental, explanatory and multiple case 

study was employed. Interviews, classroom observations, and the Student Questionnaire 

about English Use provide a good understanding of the factors affecting individual 

teachers’ perceptions of the policy and classroom practice. In addition, similarities and 

differences in the factors affecting the four teachers’ perceptions and classroom practice 

and the factors promoting or impending their implementation of the policy were 

identified. Triangulating interview data with several teachers and combing that data with 
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the other types of data can lead to more well-supported explanations of the complex 

nature of teachers’ cognition and classroom practice. 

Interviews with members of MEXT and a Board of Education were not conducted 

in past studies of high school teachers’ perceptions and classroom practice. However, 

adding such interviews in this study allowed me to investigate how the measures to 

implement the policy taken by the TMBE affected the public high school teachers’ 

perceptions and classroom practice, why MEXT implemented the policy, whether the 

objective was understood by the teachers, and whether there was a gap between the 

teachers’ understanding and their classroom practice. In addition, it was also found that 

the concerns raised in the interviews with the members of MEXT, the lack of appropriate 

pre- and in-service training, and the issues surrounding MEXT-approved textbooks 

affected the teachers’ perceptions and classroom practice. These results confirmed the 

importance of obtaining data about policy makers’ viewpoints. 

To explore the four teachers’ use of English and Japanese, the COLT was adapted 

to this study. The analysis of the COLT data indicated when the four teachers used the 

two languages and the functions they performed with the languages. This information 

permitted me to make suggestions about how the teachers can increase their use of 

English. In addition, by observing two different classes, it was possible to show how the 

use of English differed based on the focus of the class. The COLT also made it possible 

to investigate whether the four teachers were teaching four skills in Communication 

English classes and speaking and writing skills in English Expression classes. Thus, the 
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COLT can be used to capture teachers’ classroom practice and investigate whether 

teachers conduct classes reflecting the objectives stated in the Course of Study. 

 

Pedagogical Implications 

In this section, issues about professional coursework, internal factors in the class, 

internal factors in the school, and external factors and suggestions for solving some 

problematic issues are presented. The first implication concerns professional coursework. 

The lack of adequate teacher training emerged as a factor in this study. Teacher training 

courses at universities should provide teachers with opportunities to learn how to teach 

English communicatively and how to conduct classes that reflect the Course of Study. 

University professors who oversee teacher training courses should have knowledge of 

second language acquisition, current approaches to foreign language instruction, and 

experience teach English in English communicatively. 

A teaching practicum is a necessary part of teacher development. Whether student 

trainees take part in a teaching practicum at schools where teachers teach English 

communicatively or where teachers teach based on the grammar-translation method 

influences what the student trainees learn. The former offers student trainees practical 

knowledge and motivates them to teach in English and use communicative tasks. Thus, 

schools that accept student trainees should select teachers who teach in ways that reflect 

the Course of Study. Universities that offer teacher training courses should provide 

student trainees with opportunities to conduct lessons in English communicatively before 

the teaching practicum and provide constructive feedback after the teaching practicum. In 
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addition, as one participant in this study was able to learn from his successes and failures 

in his two teaching practicums, increasing the number of teaching practicums would 

enable students to learn more. 

It is also important for individuals to continue developing their skills after 

becoming teachers. Workshops should educate teachers about SLA theory and 

communicative instructional approaches. To provide teachers with useful workshops, 

MEXT and the TMBE can administer questionnaires before the workshops to better 

understand the teachers’ needs and concerns. Questionnaires can also be administered 

after workshops to obtain feedback from the teachers. This study showed teachers’ 

dissatisfaction with the TMBE workshops, which suggests the need for improvement in 

the workshops. In addition, external workshops that offer practical knowledge and skills 

should be made available. For busy public teachers to take part in external workshops, 

time for teacher development should be taken, and participation charges subsidized. 

Another avenue for teacher development is TESOL courses, which can provide both 

practical and theoretical knowledge. The TMBE offers TESOL courses; however, to 

increase accessibility, more collaboration between MEXT, the TMBE, and graduate 

schools that offer TESOL courses would be helpful. Furthermore, if teachers can study 

TESOL abroad, they can not only acquire knowledge and skills but also improve their 

English. For teachers who cannot travel abroad, online workshops that enable teachers to 

study at home are useful. In addition, if a range of online workshops is offered, teachers 

can select courses that match their needs. 
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The second implication concerns internal factors in the class. Some students prefer 

to learn grammar in Japanese and this preference pressures teachers to teach grammar in 

Japanese. Thus, teachers need to learn how to teach grammar in English 

communicatively. In addition, teachers tend to increase Japanese when they teach low-

proficiency students. As Kenta spoke English clearly and slowly to help his students 

understand his English, teachers should have an opportunity to learn how to use English 

with low-proficiency students. Teachers throughout the world teach low-proficiency 

learners in the target language, so there is no reason why Japanese high school teachers 

cannot do the same. 

In this study, the students displayed positive attitudes toward learning English in 

English. If teachers understand how students feel about classes conducted in English, 

they might increase their use of English. Thus, a nationwide questionnaire about students’ 

perceptions toward classes taught in English can give teachers as well as members of 

MEXT and Boards of Education insights about their needs and expectations. 

The third implication concerns internal factors in the school. No significant 

influence of the head teachers on the teachers’ classroom practice was identified, but this 

was the result of their hands-off approach to managing their English departments. The 

primary reason for this situation is that head teachers are too busy to manage the 

departments. However, for the school to implement classes reflecting the Course of 

Study, head teachers’ leadership and management skills are needed. Thus, offering 

workshops where head teachers can learn management skills might be helpful. 
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The fourth implication concerns measures taken by the TMBEs. As shown, the 

measures taken by the TMBE such as offering students online speaking lessons and 

speaking tests, assigning ALTs to schools, and sending students abroad, provide direct 

and indirect positive effects on teachers’ cognition toward the policy and classroom 

practice. Therefore, successful measures by the TMBE should be shared with other 

Boards of Education in Japan and private high school teachers. 

The fifth implication concerns MEXT-approved textbooks. Some MEXT-approved 

textbooks do not reflect the objectives of the Course of Study. Teachers use textbooks as 

the main teaching resource; thus, if MEXT hopes to have teachers conduct English 

classes reflecting the Course of Study, the textbooks must be revised. Many teachers are 

also dissatisfied with MEXT-approved textbooks that are focused on grammar. MEXT 

should listen to teachers’ ideas about the current textbooks, learn from materials teachers 

have made, and include more communicative tasks in textbooks for the new Course of 

Study, which will be enacted in 2022. 

The sixth implication concerns about the use of Japanese. The 2009 Course of 

Study allows for the judicious use of Japanese as long as listening, speaking, reading, and 

writing activities that promote practical communication abilities are at the center of the 

classes (MEXT, 2009 b). However, many teachers are unsure about how much Japanese 

can be used, which might result in teachers’ conducting classes only in Japanese. Thus, a 

more detailed explanation of this issue is needed. Moreover, showing example lessons 

where Japanese is used judiciously in a communicative language class is suggested. 
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The seventh implication concerns about lack of communicative activities. Two 

teachers taught grammar exclusively in Japanese without integrating the grammar into 

communicative activities. When teachers make detailed grammar explanations in 

Japanese, there is little class time for conducting communicative activities. This balance 

should be shifted by decreasing the time for grammar explanations and increasing the use 

of communicative activities. The spread of Covid-19 forced many high schools to close 

for a while in spring in 2020, but at the same time, some teachers continued to teach by 

offering online materials such as videos. This suggests that students could watch videos 

of grammar explanations in Japanese as homework and use the grammar in 

communicative tasks in the classroom. MEXT-approved textbooks could provide such 

videos. In addition, the introduction of educational technology such as AI drills as 

homework has been promoted since the spread of Covid-19. MEXT (2019c) has 

encouraged the use of educational technology in teaching English. By using AI drills, 

which select questions depending on the students’ understanding, students can study 

grammar at home, which can lead to an increase in the communicative use of the 

grammar in class. 
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CHAPTER 6 

CONCLUSION 

 

Summary of the Findings 

This study produced seven main findings. First, the four teachers’ use of English 

varied. Three teachers’ use of English differed depending on the class they taught, with 

Japanese often used to teach grammar. Communicative pair activities were used but no 

group work was observed. The main skill covered in the Communication English classes 

was reading, though the other three skills were covered to varying degrees. The main 

content covered in the English Expression classes was grammar even though the course is 

supposed to be focused on developing speaking and writing skills. Factors affecting the 

teachers’ beliefs about the policy of teaching classes in English and their classroom 

practice affected their use of English and their classroom practice. 

Second, the teachers know the objectives of the MEXT policy and they view them 

favorably, but they believe that Japanese should be used to some degree. Their beliefs 

about their use of English and Japanese were differently affected by their educational 

backgrounds, professional coursework, internal factors in the class, internal factors in the 

school, and external factors. Their beliefs were generally reflected in their classrooms. 

Third, while the majority of the students were in favor of classes conducted in 

English, many wanted their teachers to use Japanese to some degree. When the teacher 

used little English, the students maintained positive views of having classes conducted in 

English. In such cases, the students expect their teachers to use more English. 
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Fourth, the head teachers exerted little direct influence on the teachers’ classroom 

practice because they gave the teachers nearly complete autonomy. As a result, the head 

teachers did not encourage the teachers to follow MEXT guidelines or to use English in 

their classrooms. 

Fifth, the TMBE’s measures influenced one public high school teacher and had 

little effect on the other teacher. Positive effects of the TMBE included an increase in the 

number of ALTs, the introduction of online English lessons and speaking tests, and the 

opportunity for students to study abroad. These measures directly or indirectly affected 

Miku and Naoki’s perceptions and classroom practice positively. 

Sixth, there was no significant gap between MEXT’s objectives of the policy and 

the teachers’ understanding of the policy. However, there was sometimes a serious gap 

between the policy and the teachers’ classroom practice. The members of MEXT pointed 

out that reforms were needed in terms of teacher education, the teaching practicum, and 

the MEXT-approved textbooks focused on reading and grammar. These issues, as well as 

negative washback from the current university entrance examinations, affected the 

teachers’ classroom practice negatively. 

Finally, the postponement of the four-skill English tests negatively impacted the 

teachers and students preparing for the new examinations. MEXT’s announcement of the 

postponement created confusion for both teachers and their students who were preparing 

for the introduction and made it possible for the teacher who was against the introduction 

not to change classroom practice.  
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Limitations of the Study 

Limitations concern the internal validity of the study. The first limitation is that my 

presence in the classroom might have affected the teachers’ use of English and their 

classroom practice. In addition, my presence might have influenced the students’ 

attitudes toward the classes though I observed the same classes twice to reduce my effect 

on the students’ behavior. Thus, although the students’ displayed positive attitudes, the 

results should be interpreted carefully. 

The second limitation is that the students’ questionnaire responses might have been 

influenced by the questionnaire being distributed and collected by their teachers. The 

students might have thought that the teachers would read them, so they might have 

written favorable opinions. 

The third limitation was that Student Questionnaire about English Use was not 

designed to measure specific constructs, so constructs that potentially exist such as 

attitude toward speaking English were not measured and therefore could not be analyzed 

statistically. 

The fourth limitation was that I was unable to establish a relationship between the 

students’ opinions and the teachers’ classroom practice because the teachers did not know 

what their students thought about classes conducted in English. Although the students 

expressed favorable opinions on the questionnaire, I was not able to connect those results 

with the teachers’ perceptions of the policy of conducting classes in English and 

classroom practice. In addition, the students’ preference to learn grammar in Japanese 

could not be associated with the teachers’ use of Japanese when teaching grammar. 
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The fifth limitation was that I was not able to investigate the effects of the head 

teachers because they exerted little influence on the four teachers attitudes and no 

influence on their classroom practice. 

 

Suggestions for Future Research 

This study suggests a number of areas in need of further study. First, the four high 

schools in the study were higher than average academic achievement. This characteristic 

might be a reason for the frequent use of English in Miku’s Communication English III 

class, Naoki’s classes, and Kenta’s classes compared to the results of the annual survey of 

high school teachers’ use of English (MEXT, 2020). Thus, to gain a more complete 

understanding of high school teachers’ perceptions of the policy and classroom practice, 

teachers from lower-level high schools also need to be investigated. 

In addition, the four teachers in this study were recommended by the head teachers 

or the high school principals, who likely selected skilled teachers. Therefore, to 

investigate teacher performance in greater detail, including several teachers from one 

school would be desirable. Conducting interviews and classroom observations with 

several teachers from the same school would shed light on classroom English use. 

In addition, longitudinal case studies with additional interviews and classroom 

observations would illuminate changes in the teachers’ cognition and classroom practice 

over time. For example, a useful study would be one in which the focus is on 

investigating how teachers do and do not change when the four-skill tests are introduced. 
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The four teachers’ use of English was the focus of this study. However, teachers’ 

use of much English does not mean the class is communicative oriented though it can 

increase students’ exposure to the language. Thus, how much English teachers use for 

communication, and whether teachers’ English utterances lead to the students’ use of 

communicative English needs to be investigated. 

This study was focused on teachers even though one objective of the policy is to 

increase students’ opportunities to speak English. Thus, not only teachers’ language use 

but also the students’ use of English and Japanese need to be investigated. For instance, it 

is important to know whether students use English for communicative purposes or in 

non-communicative activities such as reading aloud activities. 

The members from the TMBE participated in this study; however, investigating 

measures taken by other Boards of Education are needed to better understand their effect 

on English language education. Thus, the measures taken by different Boards of 

Education and their effects on teachers’ cognition toward the policy and classroom 

practice can offer insights about how Boards of Education acts as mediators between 

MEXT and public high schools and their teachers. 

A comparison of MEXT’s language policy and its effect on teachers’ cognition and 

classroom practice with Ministries of Education in other countries can provide insights 

into the effect of particular policies. In addition, investigating how other countries 

implement English tests, whether they include speaking sections on the tests, and what 

negative and positive washback has occurred can offer useful information to 

policymakers in Japan. 
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In this study, the teachers and head teachers reported positive effects of ALTs, but 

details were lacking. Therefore, how the presence of ALTs affects teachers and student 

needs to be explored. ALTs might affect teachers’ perceptions of communicative tasks, 

their classroom practice, and students’ perceptions. They might also influence the use of 

English and Japanese in the classroom by both Japanese teachers and students. 

Researchers have not investigated how the plan to introduce four-skill English tests 

and their postponement affected senior high school teachers. The introduction of four-

skill English tests and the ensuing washback will likely have a powerful effect on English 

education in Japanese secondary schools. Interviews with high school teachers and 

classroom observations would provide insights into the effects on classroom practice. 

A new Course of Study for high schools will be implemented in 2022. Teachers’ 

perceptions of the new Course of Study and the same policy of conducting English 

classes in English and classroom practice under the new Course of Study will need to be 

investigated. 

 

Final Conclusions 

Although more than seven years have passed since the enactment of the 2009 

Course of Study, this study showed that the policy has not been fully implemented. One 

factor impeding the teachers’ use of English was the presence of university entrance 

examinations. The four teachers were caught between a desire to teach English for 

communicative purposes and preparing their students for the university entrance 

examinations. Two measures that can be implemented is to change the university 
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entrance examinations and to offer teaching training in which teachers learn how to teach 

English communicatively so that they better reflect the real-world use of English. 

Language policies including university entrance examinations proposed by the 

MEXT have significant impacts on teachers’ perception and classroom practice. If 

MEXT hopes to promote students’ acquisition of communicative English skills, tests that 

evaluate those skills need to be implemented. Although the introduction of four-skill 

English tests has been suspended, the Common Test was introduced in January 2021 as 

one measure to reform English education. The Common Test does not include speaking 

or writing sections; however, listening and reading questions are allocated evenly, 

providing a greater emphasis on listening comprehension compared with the Center Test. 

The introduction of the Common Test might be an external factor that encourages 

teachers’ use of English. 

In 2020, education in Japan was required to change drastically due to the spread of 

Covid-19. Although Covid-19 has negatively influenced education in numerous ways, 

there have been also positive effects. For example, the plan for each student to have a PC 

or a tablet is proceeding more quickly than planned (MEXT, 2020c). If students have a 

PC or tablet, alternative ways of teaching will be possible. The use of educational 

technology might enable teachers to use more class time for communicative tasks. In 

addition, online meeting tools can be used to offer teacher training courses for teachers 

who cannot attend in-person training courses. The introduction of educational technology 

accelerated by the effects of Covid-19 might be one force to promote reforms in English 

education in Japan. How English should and can be learned will change quickly as the 



 

356 

 

advancement of globalization and the development of technology. To reflect changes, the 

Course of Study should be updated more frequently than every ten years. 

Can Japanese high school teachers teach in English? This was the first question that 

occurred to me when I heard the announcement of the policy of conducting English 

classes in English under the 2009 Course of Study. The question was related to myself, as 

I had initially found it difficult to teach in English because of limited speaking 

proficiency. In addition, I changed my classroom practice from teaching English in 

Japanese to teaching in English for communicative purposes after studying CLT and SLA 

at a graduate school. The various types of data collected in this study illuminated the 

factors that led the four teachers not to reflect MEXT’s policy even seven years after the 

enactment of the 2009 Course of Study. I hope that the proposed suggestions are taken 

into consideration and that the policy of using English is successfully implemented. 
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APPENDIX A 

BACKGROUND QUESTIONNAIRE (JAPANESE VERSION) 

 

高校英語教員への略歴に関するご質問 

この度、私のテンプル大学博士研究にご協力を頂き、誠にありがとうございま

す。本研究へ現場で実際に英語を教えていらっしゃる先生のご参加は、私の研究

にとって大変有益なものとなります。重ねて本研究へのご参加お礼申し上げま

す。本質問表は授業見学とインタビューに先立って、先生の略歴について伺わせ

て頂くためのものです。ご協力のほど何卒よろしくお願いいたします。 

 

1. お名前____________________________ 

2. 教職年数をお書きください。＿＿＿年間  

3. 性別 男 ・ 女  

4. 世代 あてはまるものを選び、〇で囲んでください。 

20 代・30 代・40 代・50 代・60 代 

5. 現在勤務されている学校についてあてはまるものを選び、○で囲んでくださ

い。 

普通科・工業科・商業科・農業科・その他（ ） 

私立・公立・国立・国際・その他（  ） 

全日制・定時制・通信制  

6. 教員免許をとられたとき、大学でのご専攻は何でしたか。 

____________________________ 

7. お持ちになっている学位を○で囲んでください。 学士・修士・博士  

8. 7 番で「修士」とお答えになった方：TESOL(英語教授法) の修士をお持ちで

すか。 

はい・いいえ  

9. 8 番で「修士」とお答えになった方は差し支えなければ学校名をお書きくだ

さい。 

____________________________ 

10. 半年以上の海外滞在経験がございましたら、下記に渡航先と期間をお書きく

ださい。 

(1) 渡航先____________________________ 期間____________________________ 

(2) 渡航先____________________________ 期間____________________________ 

(3) 渡航先____________________________ 期間____________________________ 

11. 先生の現在のご担当授業（英語表現Ⅰなど）と学年をお書きください。 

(1) 担当授業___________________________ 学年____________________________ 

(2) 担当授業___________________________ 学年____________________________ 

(3) 担当授業___________________________ 学年____________________________ 
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(4) 担当授業___________________________ 学年____________________________  

(5) 担当授業___________________________ 学年____________________________ 

 

お忙しい中、御協力誠にありがとうございました。引き続き何卒よろしくお願い

いたします。 

斎藤 裕紀恵 
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APPENDIX B 

BACKGROUND QUESTIONNAIRE (ENGLISH VERSION) 

 

Questions for Senior High School English Teachers 

Thank you very much for your cooperation in my Temple University, Japan Campus 

doctoral research. The participation of a teacher like you who teaches English will be 

beneficial for my research. I would like to thank you for your participation in this study. 

This questionnaire asks about your background prior to the class observations and 

interviews. Thank you for your cooperation. 

 

1. Your name_______________ 

2. Write the number of years of teaching. _______________ year 

3. Gender Male / Female 

4. Choose your generation and circle it. 

20s・30s・ 40s・50s・ 60s 

5. Choose the one that applies to the school you are currently working at and circle it. 

General・ Industry・ Commerce・Agriculture・Others (    ) 

Private・Public・National・International・ Others (   ) 

Full-time・Part-time・and Correspondence systems 

6. What was your major at the university when you got your teaching license? 

____________________________ 

7. Circle your degree. 

Bachelor’ Degree / Master’s Degree / Doctoral Degree 
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8. If you answered “Master’s Degree” for #7, do you have a master’s degree in TESOL? 

Yes / No 

9. If you answered “Master's degree” for #8, write the name of the school if you do not 

mind. 

____________________________ 

10. If you have stayed abroad for more than half a year, write the destination and the 

duration. 

(1) Destination ____________________ Duration ____________________ 

(2) Destination ____________________ Duration ____________________ 

(3) Destination ____________________ Duration ____________________ 

11. Write your current class (e.g., English Expression I) and the grade you teach. 

(1) Class ____________________ Grade ____________________ 

(2) Class ____________________ Grade ____________________ 

(3) Class ____________________ Grade ____________________ 

(4) Class ____________________ Grade ____________________ 

(5) Class ____________________ Grade ____________________ 

Thank you very much for your cooperation in your busy schedule. Thank you very much 

for your continued cooperation. 

Yukie Saito 
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APPENDIX C 

SENIOR HIGH SCHOOL PRINCIPAL CONSENT FORM 

 

テンプル大学日本校 Temple University, Japan Campus 

高等学校向けご案内 Information for the High School 

拝啓 

この度、私のテンプル大学応用言語学における博士課程研究にご協力を頂き、御校のク

ラスを見学させて頂ける貴重な機会を設けてくださいまして、誠にありがとうございま

す。現在、私は 2013 年度より実施されています文部科学省の現高等学校学習指導要領

（外国語：英語）に対して高校の先生がどのようなお考えを持ち、どのような授業実践

を行っているかについて研究を進めています。本研究の目的は高等学校学習指導要領に

対する高校教員の意識調査、授業実践、また外部英語 4 技能入試の導入が高校英語教員

に与える影響の意識調査と授業実践に与える影響を質的かつ量的に調査して、背後にあ

る問題を探求し、解決策を提案することにあります。本研究に関して、御校にて生徒の

ために英語指導に専念されている先生方にご協力を依頼いたしました。重ねて本研究へ

のご参加お礼申し上げます。 

 

Dear Sir or Madam 

Thank you very much for your support of my doctoral research in Applied Linguistics at Temple 

University, Japan Campus and for giving me the opportunity to visit classes in your school. I am 

currently conducting research on what high school teachers think about (Foreign Language: 

English) the Course of Study of the Ministry of Education, Culture, Sports, Science and 

Technology (MEXT), which has been in effect since 2013 and how they are teaching English. The 

purpose of this study is to investigate high school teachers’ perception toward the Course of Study 

for high schools, their classroom practice, and the impact of the introduction of external four-skill 

English tests on high school teachers’ perception and classroom practice, both qualitatively and 

quantitatively. For this study, I have asked for the cooperation of teachers who are dedicated to 

teaching English to students at your school. I would like to thank them for their participation in this 

study. 

 

具体的なクラス訪問とインタビューですが、御校と先生のご都合のよい日時に訪問をさ

せて頂きたく存じます。またデーター分析のために、授業の様子をビデオ撮影と IC レ

コーダによる録音をさせて頂きたいと思っています。データーは厳重に管理して、研究

目的以外のためには一切使用しないことを約束させて頂きます。学校名や所在地、先生

のお名前等は必ず機密・匿名にて扱わせて頂きます。 

 

I would like to visit your school and interview your teacher at a time when it is convenient for the 

school and the teacher. I would also like to take video of the teacher’s classes and record it with an 

IC recorder for the purpose of data analysis. I promise that the data will be kept strictly confidential 

and will not be used for any purpose other than the research. The name of the school, its location, 

the name of the teacher and other information will be kept confidential and anonymous. 

 

本研究についてご質問がございましたら、テンプル大学日本校応用言語学博士課程在籍 



 

377 

 

の斎藤 裕紀恵までご連絡頂ければと存じます。 

 

If you have any questions about this study, contact Yukie Saito, a doctoral student  

in Applied Linguistics at Temple University, Japan Campus. 
 

大変お手数ですが、こちらの案内書を拝読後、この同意書にご署名と日付のご記入をお 

願いいたします。 

After you read this information, sign and write today’s date on this consent form.  

 

本研究にご参加頂き、誠にありがとうございます。本研究から得られた結果が御校に役 

立ちますように、また英語教育改革に役立ちますように、研究を進めていく所存です。 

重ねて御礼申し上げます。 

 

Thank you very much for participating in this study. I will continue my research so that the results 

obtained from this study will be useful for your school and for the reform of English education. I 

would like to thank you again. 

敬具 Sincerely, 

斎藤 裕紀恵 Yukie Saito  

テンプル大学日本校 Temple University, Japan Campus 

 

 

学校からの同意書 Consent Form for the School 

 

研究の目的 Purpose of the Study: 2013年より実施されている学習現学習指導要領と外部

英語 4技能入試の導入が高校教師の意識と授業実践、また意識と授業実践に影響を与え

る要因を探る To investigate high school teachers’ perception about the Course of Study enacted 

in 2013 and the introduction of externally available four-skill English tests and their influence on 

high school teachers’ classroom practice. 

 

収集するデーター Data that will be collected 

(1) 授業見学 Classroom Observation 

＊授業見学は本研究のためにビデオ録画をさせて頂きます。 

Classroom observations will be video-recorded. 

(2) インタビュー Interview 

＊インタビューは本研究のために IC レコーダにて録音をさせて頂きます。 

Interview will be recorded for this research 

(3) 書類、プリントなど Documents and handouts 

(4) アンケート Questionnaire 

 

プライバシーの保護 Confidentiality 

収集されたデーターは本研究、また本研究に関わる論文、発表等、学術目的のみに使用

され、またお名前は偽名を使用し、特定の個人と断定できないようにいたします。The 

collected data will be used only for this research, academic purposes such as papers and 

presentations related to this research and your name will be confidential by using a pseudonym. 
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自主的参加 Voluntary participation 

参加は自由意志にお任せいたします。また本研究から辞退を希望する場合はおっしゃっ

てください。Your participation is voluntary. If you wish to withdraw from this research, let me 

know. 

 

参加声明 Statement of participation 

本研究に関する説明を読み、またすべての質問に関して十分な回答を得られたので、こ

の研究に参加することを同意いたします。I have read the explanation about the research. I 

was able to have all the questions answered fully and I agree to participate in the study. 

 

参加者の署名と日付 Signature of the participant and the date 

署名 Signature:      日付 Date: 

 

研究者声明 Statement of the researcher 

上記に署名頂いた参加者から参加の同意を得られました。この同意書の写しを参加者に

お渡し、研究終了後 3 年間保管することを確認いたします。I was able to obtain the consent 

from the participant who signed above. I confirm that I will give a copy of this informed consent 

form to the participant and keep the original for three years after the completion of the research. 

 

研究者の署名と日付 Signature of the researcher and the date 

署名 Signature:     日付 Date: 
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APPENDIX D 

TEACER COGNITION INTERVIEW RUBRIC FOR SENIOR HIGH 

SCHOOL TEACHERS (JAPANESE VERSION) 

 

背景質問 

1. 先生の年齢を教えてください。 

2. 先生の教育的背景を教えてください。 

3. 先生の指導経験を教えてください。 

4. 先生の海外生活経験を教えてください。 

5. 現在のご担当のクラスを教えてください。 

 

学校に関して 

6. 中学、高校、大学では英語はどのように教えられていましたか。 

7. もし中学、高校、大学以外で英語を学んだ経験がありましたら、そこで英語が

どのように教えられていたか教えてください。 

8. 英語で教えられていたクラスがありましたら、その経験について教えてくださ

い。 

 

専門コースワーク 

9. 大学や大学院の教員トレーニングコースで英語指導について何を学びました

か。 

10. 教育実習を行った学校では英語はどのように教えられていましたか。 

11. 教職に就かれてからどのようにトレーニングやコースワークが受けられました

か。 

12. 現学習指導要領前に、どのように英語を英語で教えるかに関してオリエンテー

ションや勉強会などがありましたか。もしありましたら具体的に教えてくださ

い。 

13. 英語は英語で教えることに関してなどを含む現学習指導要領に関連して、指導

要領実施前と後に自発的に勉強会に参加されましたか。 

14. 前回の学習指導要領と比べて、現学習指導要領をどのように理解しています

か。 

15. 英語で英語を教えることに関してこれまでにトレーニングに参加されたことは

ありますか。 

 

教室内の内的要因 

16. 生徒は英語のクラスで何を学びたいと思っていると思いますか。 

17. 先生は生徒の英語習熟度を考慮して、英語と日本語を使い分けますか。使い分

ける場合はどのような場面で英語もしくは日本語を使いますか。 

18. 生徒の英語習熟度以外で、先生の日本語使用と英語使用に影響を与える要因は

ありますか？ある場合はその要因について具体的に教えてください。 

19. もし英語の授業を英語で行っている場合、2012年度の現学習指導要領導入に比

べて、英語の授業を英語で行うことに対して、生徒の反応は変化しましたか。

変化した場合はどのように変化しましたか。 
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20. 2020年度から始まるスピーキングを含む外部英語 4技能入試によって、生徒の

英語の授業に対する期待は変わったもしくは変わると思いますか。 

21. 変わったもしくは変わると思う場合はどのように変わったもしくは変わると思

いますか。 

 

学校内の内的要因 

22. 2012年度に現学習指導要領実施前と後では他の先生方の英語の教え方は変わり

ましたか？変わったとしたら、どのように変わりましたか。 

23. 導入後からこれまでの間で、先生方の教え方は変わりましたか。変わったとし

たら、どのように変わりましたか。  

24. 英語の授業を英語で行う政策に対して、他の先生は賛成していますか？反対し

ていますか？ 

25. 英語の授業を英語で行う政策に対して、他の先生は具体的にどのような意見を

持っていますか。 

26. 他の先生方は英語の授業を英語で教えていますか。 

27. もし他の先生が英語の授業を主に日本語で教えている場合、どうして日本語で

行っていると思いますか。 

28. 英語の授業を英語で教えることに関して、学校内で他の英語の先生とミーティ

ング、勉強会、他の先生の授業見学の機会はありますか？もしあるとしたら具

体的に説明してください。 

29. 英語の授業は英語で行う政策に対して、他の英語の先生の考えや授業実践に影

響を与えていると思いますか。与えているとしたら、どのように影響を与えて

いますか。 

 

外的要因 

30. 現学習指導要領を読みましたか。 

31. 現学習指導要領に書かれている内容についてどう思いますか。 

32. 現学習指導要領によって先生自身の英語指導の考えは変わりましたか。もし変

わったとしたら、どのように変わりましたか。 

33. 現学習指導要領に書かれている内容を反映しながら、授業を行っていますか。 

34. 現学習指導要領実施以来、先生の指導方法は変わりましたか？もし変わったと

したら、どのように変わりましたか。 

35. これまで大学入試の英語試験が、高校の英語教師の授業実践に影響を与えてい

たと言われていますが、先生はどのように思いますか。 

36. 2020年度からの外部英語 4技能入試の導入については賛成ですか？反対です

か？賛成もしくは反対の理由を教えてください。 

37. 2020年度の外部英語 4技能入試を意識して、先生の授業内容や指導法は変わり

ましたか。変わったとしたら、どのように変わりましたか。 

38. スピーキングを含む外部英語 4技能入試の導入は英語の授業を英語で行うこと

に影響を与えますか。与えるとしたら、どのような影響を与えますか。 

39. 外部英語 4技能入試によって、大学入試が変わると、高校の英語の授業も変わ

ると思いますか。もし変わると思う場合はどのように変わると思いますか。 
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英語の授業は英語での政策に関しての認知と授業実践  

40. 英語の授業では何をどのように教えるべきだと思いますか。 

41. 現学習指導要領では「生徒が英語に触れる機会を充実するとともに、授業を実際

のコミュニケーションの場面とするため、授業は英語で行うことを基本とする」

と買明記されていますが、どのように理解していますか。 

42. 現学習指導要領に書かれている英語の授業は英語で行う政策について先生の意見

を聞かせてください。 

43. 先生自身の英語力の点から、英語で英語を教えることに関してどのように思いま

すか。 

44. 授業ではどれくらいの割合で英語を使っていますか。 

45. 担当するコースや学年、生徒の英語レベルによって、先生が英語を使う割合は変

わりますか。変わる場合は具体的にどのように変わるか教えてください。 

46. 授業では生徒がどれくらいの英語を使うかを教えてください。 

47. 授業中は日本語を使いますか。使うとしたらどのような場面で日本語を使うか教

えてください。 
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APPENDIX E 

TEACHER COGNITION INTERVIEW RUBRIC FOR SENIOR HIGH 

SCHOOL TEACHERS (ENGLISH VERSION) 

Background Questions 

1. How old are you? 

2. What is your educational background? 

3. What is your teaching experience? 

4. What experience do you have living abroad? 

5. What classes are you teaching now? 

 

Schooling 

6. How was English taught in junior high school, high school, and university? 

7. If you have experience learning English outside a junior high school, high 

school, and a university, would you let me know how English was taught there? 

8. What experiences have you had with classes taught in English? 

 

Professional Coursework and Training 

9. What did you learn about teaching English in your teacher-training course in 

college or graduate school? 

10. How was English taught in the school where you did your teaching practicum? 

11. What training or course work have you had since you started teaching? 

12. Before the current Course of Study, were there orientations or study meetings 

about how to conduct English classes in English? If so, describe them. 

13. Did you take part in study groups related to the current Course of Study 

including the policy of conducting English classes in English on your own accord 

before or after the implementation of the current Course of Study? 

14. How do you understand the current Course of Study compared to the previous 

Course of Study? 

15. Have you ever participated in training to teach English in English? 

 

Internal Factors Within Classes 

16. What do you think students want to learn in English classes? 

17. Do you choose to use English or Japanese in your classes taking students’ 

English 

proficiency into consideration? If so, in what situations do you use English or 

Japanese? 

18. Are there any other factors that affect teacher’s use of English or Japanese other 

than students' English proficiency level? If so, tell me about the factors in detail. 

19. If you teach English classes in English, did your students’ response have 

changed since the enactment of the Couse of Study in 2012? If so, how has it 

changed? 

20. Do you think that your students’ expectations to English classes have changed or 

will change by the introduction of external English 4 skill tests including 

speaking sections in 2020? 

21. If so, how do you they have changed or will change? 
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Internal Factors Within Schools 

22. Have other teachers’ teaching methods of English changed before and after the 

enactment of the current Course of Study from 2012? If so, how have they 

changed? 

23. Have other teachers’ teaching methods of English changed over the past years 

since the enactment of the current Course of Study? 

24. Do other teachers agree or disagree with the policy of teaching English classes in 

English? 

25. What kind of opinions do other teachers have on the policy of teaching English 

classes in English? 

26. Do other teachers teach English classes in English? 

27. If other teachers teach English classes mainly in Japanese, why do you think they 

are teaching English classes in Japanese? 

28. Do you have opportunities for meetings or study sessions with other English 

teachers in your school or observations of other teachers’ English classes? If so, 

tell me about it. 

29. Has the introduction of external four-skill English tests affected other English 

teacher's ideas and classroom practice? If so, how has it affected them? 

 

External Factors 

30. Have you read the current Course of Study? 

31. What do you think about the contents written in the current Course of Study? 

32. Has your idea of teaching English changed by the current Course of Study? If so, 

how has it changed? 

33. Are you teaching classes reflecting the contents written in the current Course of 

Study? 

34. Have your teaching methods changed since the enactment of the current Course 

of Study? If so, how have they changed? 

35. It is said that university entrance English tests have affected senior high school 

English teachers’ classroom practice, what do you think about it? 

36. Do you agree or disagree with the introduction of external English four-skills 

tests? Why do you agree or disagree with it? 

37. Have you changed your teaching methods considering the introduction of 

external English four-skills tests in 2020? If so, how have you changed? 

38. Does the introduction of external English four-skills tests including speaking 

sections affect teaching English classes in English? If so, how does it affect? 

39. Do you think the introduction of external English four-skills tests will change 

classroom practice in senior high school? If so, how do you think it will change 

classroom practice? 

 

Teacher Cognition About the 2009 Course of Study and the Policy of Teaching 

English Classes in English 

40. What and how do you think you should teach in English classes? 

41. In the current Course of Study, it is stated “classes are to be conducted in English 

to expose students to English and to make classes into real communication 

setting.” How do you understand it? 

42. What is your opinion about the policy of teaching English classes in English? 
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43. What do you think about teaching English in English in terms of your English 

proficiency? 

44. How much English do you use in your English classes? 

45. Does the rate of your use of English change depending on classes, grades, or 

students’ English levels? If so, explain it in detail. 

46. How much English do your students use in your English classes? 

47. Do you use Japanese during class? If so, in what situations do you use Japanese? 

 
  



 

 

 

409 

APPENDIX F 

INTERVIEW RUBRIC FOR HEAD TEACHERS 

(JAPANESE VERSION) 

 

背景質問 

1. 先生の年齢を教えてください。 

2. 先生の教育的背景を教えてください。 

3. 先生の指導経験を教えてください。 

4. 先生の海外生活経験を教えてください。 

5. 現在、ご担当のクラスを教えてください。 

 

高校の授業に関して 

1. 先生は英語の授業を英語で行っていますか？ 

2. 先生は英語の授業は英語で行うべきだと思いますか？ 

3. 先生の英語の授業での英語と日本語使用の割合はどのくらいだと思いますか？ 

4. 先生が英語を使う時はどのような時に使いますか？ 

5. 先生が日本語を使う時はどのような時に使いますか？ 

6. 先生の授業では生徒は英語と日本語使用の割合はどのくらいだと思いますか？ 

7. 生徒はどのような時に英語を使いますか？ 

8. 生徒はどのような時に日本語を使いますか？ 

9. 先生は文部科学省の学習指導要領に言われている「英語の授業は英語で」に関し

ては賛成ですか？反対ですか？ 

10. 賛成もしくは反対の理由をお聞かせください。 

11. 現学習指導要領によって先生ご自身の英語指導の考えは変わりましたか。 

12. もし変わったとしたらどのように変わりましたか。 

13.  2020年度からの外部英語 4技能入試の導入については賛成ですか？反対です

か？賛成もしくは反対の理由を教えてください。 

14. 2020年度の外部英語 4技能入試を意識して、先生の授業内容や指導法は変わり

ましたか。変わったとしたら、どのように変わりましたか。 

15. スピーキングを含む外部英語 4技能入試の導入は英語の授業を英語で行うことに

影響を与えますか。与えるとしたら、どのような影響を与えますか。 

16. 外部英語 4技能入試によって、大学入試が変わると、高校の英語の授業も変わる

と思いますか。もし変わると思う場合はどのように変わると思いますか。 

 

現在の高校に関して 

1. 過去５年間で、先生の学校では英語はどのように教えられていましたか。 

2. 他の英語教師は授業を英語で行っていますか。 

3. 英語は英語での政策に関して、先生の同僚はどのように反応していますか。 

4. 英語の先生方同士で勉強会などを定期的に開催していますか。 

5. 開催している場合はどのような頻度で、どのような内容で行っていますか。 

6. 先生方がお互いに授業観察をする機会を設けていますか。 

7. 設けている場合はどのような頻度で行われていますか。 

8. 英語の授業実践のため先生が、英語科のリーダーとして取り組んでいることが 

他にありましたら教えてください。 
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9. 英語の授業を英語で行うために先生が、英語科のリーダーとして取り組んでいる

ことが他にありましたら教えてください。 

10. 英語の先生方はネーティブの英語の先生と英語で話す機会はありますか。 

11. 英語の先生がネーティブの英語の先生から英語力を向上するために学ぶ機会など

を設けていますか。 

 

  



 

 

 

411 

APPENDIX G 

INTERVIEW RUBRIC FOR HEAD TEACHERS (ENGLISH VERSION) 

 

Background Questions 

1. How old are you? 

2. What is your educational background? 

3. What is your teaching experience? 

4. What experience do you have living abroad? 

5. What classes are you teaching now? 

 

About the English classes in your high school 

1. Do you teach English classes in English? 

2. Do you think English teachers should teach English classes in English? 

3. How much English and Japanese do you think you use in class? 

4. When do you use English in class? 

5. When do you use Japanese in class? 

6. How much English and Japanese do your students use in your classes? 

7. When do your students speak English? 

8. When do your students speak Japanese? 

9. Do you agree or disagree that English should be taught in English as stated in the 

Course of Study? 

10. Why do you agree or disagree that English should be taught in English. 

11. Have you changed your way of thinking because of the introduction of the current 

Course of Study? 

12. If you have changed, how have you changed? 

13. Do you agree or disagree with the introduction of external English four-skill tests? 

Why do you agree or disagree with it? 

14. Have you changed your teaching methods considering the introduction of external 

four-skill English tests in 2020? If so, how have you changed? 

15. Does the introduction of external four-skill English tests affect teaching English 

classes in English? If so, how does it affect teaching? 

16. Do you think the change in the university entrance examination style due to the 

introduction of external four-skill tests will change classroom practice in senior 

high school? If so, how do you think it will change classroom practice? 

 

About the current high school 

1. How was English taught in the past five years in the school? 

2. Do other English teachers teach English classes in English? 

3. How did other English teachers react to the policy of teaching English in English? 

4. Do you hold regular study sessions among English teachers? 

5. If you hold study sessions, how often do you hold them and what do you do in 

them? 

6. Do the teachers have opportunities to observe other teachers’ classes in your 

school? 

7. If teachers observe other teachers’ classes, how frequently do they do so? 
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8. If there is anything else you work on as the head of the English department, share 

it with me. 

9. If there is anything you work on to encourage the teachers to teach English in 

English? 

10. Do the Japanese teachers have opportunities to talk to native English teachers in 

your school? 

11. Do you arrange opportunities for English teachers to improve their English by 

working with native English teachers? 
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APPENDIX H 

INTERVIEW QUESTIONS TO TOKYO METROPOLITAN GOVERNMENT 

MEMBER (JAPANESE VERSION) 

 

1. 東京都の英語教員採用試験について教えてください。 

2. 採用段階の英語力の基準などはありますか？もしある場合はいつからその基準が

設けられましたか？ 

3. 採用後の研修について教えてください。（1年研修、3年研修、6年研修、11年

研修） 

4. 東京都は 2009 年発表の学習指導要領に関して、実際に高校の現場で実践を進め

るために、どのような取り組みを行っていますか？ 

5. 東京都では 2009 年の学習指導要領で言及されている英語の授業は英語で行うと

いう政策に関して、実際に高校の現場で実践を進めるために、何か取り組みを行

っていますか？ 

6. 東京都が行っている英語教員の指導力向上のための取り組みを教えてください。 

7. 東京都が今後行う予定の英語教員の指導力向上のための取り組みを教えてくださ

い。 

8. 東京都が平成 28 年に報告した「東京都英語教育戦略会議報告書」の提言１０英

語科教員採用試験の改善について具体的に教えてください。また結果や効果につ

いて教えてください。 

9. 同報告書の提言１１指導力向上に向けた教員研修の充実について具体的に教えて

ください。また結果や効果について教えてください。 

10. 同報告書の提言１２英語化教員等の海外派遣研修の充実に導力向上に向けた教員

研修の充実について具体的に教えてください。また結果や効果について教えてく

ださい。 

11. 同報告書の提言１３検定試験等での教員の英語力の把握についての具体的に教え

てください。また結果や効果について教えてください。 

12. 東京都が平成 30年に発表した「東京グローバル人材育成計画’20」では 20の施

策の 3として教員の英語力・指導力の底上げが挙げられていますが、具体的な施

策を教えてください。 

13. 教員の英語力・指導力の底上げの一例として、教員に求められる英語力（英検１

級、準１級）の取得講座の開設とありますが、具体的に教えてください。 

14. 同計画では、20 の施策の４として最新の英語教授法の習得が挙げられています

が、具体的な施策を教えてください 

15. 同計画では、20 の施策の６として授業改善に向けた 4技能評価の導入が挙げら

れていますが、具体的な施策を教えてください。 

16. 2015年に文部科学省が発表したアンケート結果によると、英語の授業の発話が

ほとんど英語であると答えた教師はわずか約 11％でした。それに関してどう思

われますか？ 

17. 教師の授業での英語の発話量が増えるための具体的な取り組みを行っています

か？ 

18. クラスで教師が英語で指導することを妨げている要因は何だと思いますか？ 

19. その要因に対処するために東京都はどのような取り組みを行っていますか？ 
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20. 東京都立高校では、英語の授業がどのくらいの割合で英語によって行われている

かご存知でしょうか？ 

21. スピーキングを含む外部英語 4技能入試の導入に対して、東京都が行っている取

り組みを教えてください。 

22. スピーキングを含む外部英語 4技能入試の導入は英語の授業を英語で行うことに

影響を与えると思いますか。与えるとしたら、どのような影響を与えると思いま

すか。 

23. 外部英語 4技能入試によって、大学入試が変わると、高校の英語の授業も変わる

と思いますか。もし変わると思う場合はどのように変わると思いますか。 
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APPENDIX I 

INTERVIEW QUESTIONS TO TOKYO METROPOLITAN GOVERNMENT 

MEMBER (ENGLISH VERSION) 

1. Tell me about recruitment examinations for high school English teachers in 

Tokyo. 

2. Are there any standards for English proficiency during the recruitment phase? If 

so, when were the standards set? 

3. What training have you received after employment (1-year training, 3-year 

training, 6-year training, 11-year training)? 

4. What kind of initiatives does the Tokyo Metropolitan Government take to 

advance the practice in high schools stated in the 2009 Course of Study? 

5. Do you do anything as the Tokyo Metropolitan Government to advance the 

practice in high schools with regard to the policy that English classes should be 

conducted in English mentioned in the 2009 Course of Study? 

6. What measures is the Tokyo Metropolitan Government taking to improve 

teaching skills of English teachers? 

7. What measures will the Tokyo Metropolitan Government take in the future to 

improve the teaching skills of English teachers? 

8. Tell me about Proposal 10 of improvement of English teacher recruitment 

examinations in the Tokyo Metropolitan Government Strategic Meeting Report 

that the Tokyo Metropolitan Government announced in 2016. What were the 

results and effects of the proposal? 

9. Tell me about Proposal 11 of enhancement of teacher training to improve 

teaching skills in the Tokyo Metropolitan Government Strategic Meeting. What 

were the results and effects of the proposal? 

10. Tell me about Proposal 12 of enhancement of teacher trainings abroad to improve 

teaching skills in the Tokyo Metropolitan Government Strategic Meeting. What 

were the results and effects of the proposal? 

11. Tell me about Proposal 13 of understanding teachers’ English proficiency using 

English certification tests in the Tokyo Metropolitan Government Strategic 

Meeting. What were the results and effects of the proposal? 

12. In the Tokyo Global Human Resource Development Plan ’20 announced by the 

Tokyo Metropolitan Government in 2018, raising English teachers’ English 

proficiency and teaching skills is stated in Measure 3 among 20 measures. What 

are the specific measures? 

13. As an example of improving English teachers’ English proficiency and teaching 

skills, establishing courses for high school English teachers to obtain English 

certificate examinations (Eiken 1st and Pre-1st grade) which are assumed to be 

required by teachers is mentioned as one example. Tell me about the courses. 

14. In Measure 4 among the 20 measures in this plan, acquiring the latest English 

teaching method is listed. What are the specific measures? 

15. In Measure 6 among the 20 measures in this plan, introducing a four-skill English 

evaluation to improve classroom practice is mentioned. What are the specific 

measures? 
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16. According to a survey published by MEXT in 2015, only about 11% of teachers 

said that their utterances in English classes were mostly in English. What do you 

think about that? 

17. Are you taking initiatives to increase the teachers’ use of English in class? 

18. What do you think prevents teachers from teaching English in English? 

19. What initiatives is the Tokyo Metropolitan Government taking to address these 

issues? 

20. Do you know the degree to which English classes are taught in English at public 

high schools? 

21. What are the initiatives taken by the Tokyo Metropolitan Government to 

introduce externally available four-skill entrance examinations? 

22. Do you think that the introduction of externally available four-skill entrance 

examinations including speaking sections influence the use of English in English 

classes? 

23. Do you think that classroom practice in high school English classes will change if 

university entrance examinations change with the introduction of four-skill 

entrance examinations? If you think it will change, how do you think it will 

change? 
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APPENDIX J 

INTERVIEW QUESTIONS TO THE MEXT POLICY MAKER MR. SATO 

 (JAPANESE VERSION) 

 

1. ご自身の教育的バッググランドについて留学経験を含めて教えていただけます

か？ 

2. 大学を卒業されて教職に就かれたのでしょうか？ 

3. 教職経験についても教えていただけますでしょうか？ 

4. 英語を指導していた際に英語で授業を行っていたとお聞きしましたが、なぜ英語

で授業を行おうと思われたのですか？ 

5. またその際に生徒や学校側の反応はいかがだったでしょうか？ 

6. 教育委員会にもいらしたと聞きました。その時のご活動についてお聞きできます

か？ 

7. 文部科学省に働くようになったきっかけはどのような経緯でしょうか？ 

8. また文科省ではいつからどのような役割を担っていますか？ 

9. 2009年に発表された指導要領が起草された背景を教えていただけますか？ 

10. また 2009 年の指導要領では「英語は、原則、英語で」という政策が織り込まれ

ましたが、この政策が導入された背景を教えて頂けますか？ 

11. この「英語の授業は英語で」に関して、具体的に教えていただけますでしょう

か？ 

12. またこの「英語は、原則、英語で」に関して、先日講演会で英語学習には

Exposure と Experience が大事だとお話されていましたが、その点についても教え

て頂けますか？ 

13. またこの「英語の授業は英語で」に関して、先生の英語の使用比率と生徒の英語

使用比率に関してのお考えも教えて頂けますか？ 

14. 今回の学習指導要領、また英語は英語に関して、先生方に理解してもらうために

は具体的にどのような取り組みを文部科学省はされていますか？ 

15. 大学での教職課程や教育実習に対しては、文部科学省から何か、学習指導要領理

解のための支援などございますか？ 

16. 学習指導要領と英語は英語での政策の理解のために、教職に就かれた先生方向け

のセミナーやワークショップの開催等と含む支援はございますか？ 

17. 英語を英語で教えることに関して英語の先生の英語力についてはどのように思わ

れますか？ 

18. その現状に関して、文部科学省では具体的にどのような対策を取られています

か？ 

19. また先生方の英語力に関して、教職課程への提案、現役の先生への対応、留学サ

ポート、英語教授法取得を促す等の支援の面からはどのようにお考えになります

か？ 

20. 現学習指導要領が導入されて、３年目となりましたが、現場での変化を感じます

か？ 

21. 現場での英語使用の増えてきたと感じられますか？(学校訪問や文科省発表の調

査の結果などから) 

22. さらに現学習指導要領が広く理解され、英語のクラスが英語でより頻繁に行われ

るためには、今後どのような対策を取られる予定ですか？ 
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23. 大学入試がこれまで、コミニカティブラングエージティーチングの導入の弊害に

なってきたとよく言われていますが、文部科学省が現在進めている４技能入試の

導入によって大学入試は変わっていくと思われますか？ 

24. また４技能入試の導入により、教育現場への変化が起こると思われますか？ 

25. 次の新しい指導要領の発表はいつの予定ですか？ 

26. 次の学習指導要領ではどのような内容が盛り込まれる予定でしょうか？ 

27. ２００９年の学習指導要領がうまく導入されているかどうかが、次の学習指導要

領にも影響を与えると思いますが、現時点である問題点と具体的解決策を教えて

ください。 

28. 英語力の面で先生方の力が足りないというお話を聞くことがありますが、それに

対してどう思われますか？ 

29. また英語力の面で力が足りない先生方向けの支援などございますか？ 

 

  



 

 

 

419 

APPENDIX K 

INTERVIEW QUESTIONS TO THE MEXT POLICY MAKER WITH MR. 

SATO (ENGLISH VERSION) 

 

1. What is your educational background including your experience studying 

abroad? 

2. Did you become a teacher after you graduated from university? 

3. Tell me about your teaching experience. 

4. I heard that you conducted English classes in English. Why did you do this? 

5. How did your students’ and the school’s administration react? 

6. What kinds of activities were you involved in at the Board of Education? 

7. Why did you start working at the MEXT? 

8. What roles have you been taking on and from when? 

9. Tell me about the background of the draft of the 2009 Couse of Study. 

10. In the 2009 Course of Study, the policy of teaching English classes in English is 

introduced. What is the background of the introduction? 

11. Can you tell me about the policy of English classes in English concretely? 

12. I heard that exposure and experience are important regarding the policy in your 

lecture the other day. Can you tell me about those points? 

13. What is your opinion about the ratio of teachers’ use of English and students’ use 

of English? 

14. What concrete actions has MEXT taken to have senior high school teachers read 

the Course of Study and the policy of English classes in English? 

15. Is there any support from MEXT for teacher training courses or teaching practica 

at university to help university students understand the Course of Study? 

16. Are there any seminars or workshops for senior high school teachers to let them 

understand the policy of English classes in English? 

17. What do you think about senior high school teachers’ English ability in terms of 

teaching English in English? 

18. What concrete actions has MEXT taken to deal with the current situation? 

19. Regarding senior high school teachers’ English ability, what do you think about 

proposals for teaching training courses, support for current teachers, support for 

studying abroad, and encouragement to obtain a TESOL certificate? 

20.  What do you think about the English proficiency of teachers in terms of support 

such as teaching programs, study abroad, and encouragement to acquire 

knowledge of English teaching methods? 

21. It has been 3 years since the current Course of Study was introduced. Do you feel 

changes have taken place in English classrooms? 

22. Do you think the amount of English use has been increasing in classrooms based 

on your visit to schools and the results of MEXT surveys? 

23. What measures will be taken for the Course of Study to be understood more 

widely and for English classes to be conducted in English more often? 

24. It is often said that university entrance examinations hindered Communicative 

Language Teaching from being introduced. Do you think the introduction of four- 

skill examinations will change this situation? 
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25. Will the introduction of four-skill entrance examinations bring about changes in 

the field of education? 

26. When will the new Course of Study be announced? 

26. What kinds of contents will be included in the new Course of Study? 

27. Whether the 2009 Course of Study has been introduced successfully can affect 

the new Course of Study. What are the current issues you are facing and concrete 

solutions to solve the issues? 

28. What do you think about some senior high school teachers lack of English 

ability? 

29. Is any support available for senior high school teachers who lack English ability? 
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APPENDIX L 

INTERVIEW QUESTIONS TO THE MEXT POLICY MAKER WITH MS. 

KONDO 

 (JAPANESE VERSION)  

 

1. ご自身の教育的背景について教えていただけますか？ 

2. 文部科学省に働くようになったきっかけはどのような経緯でしょうか？ 

3. また文科省ではいつからどのような役割を担っていますか？ 

4. 2009年に発表された指導要領が起草された背景を教えていただけますか？ 

5. また 2009 年の指導要領では「英語は、原則、英語で」という政策が織り込まれ

ましたが、この政策が導入された背景を教えて頂けますか？ 

6. この「英語の授業は英語で」に関して、具体的に教えていただけますでしょう

か？ 

7. またこの「英語の授業は英語で」に関して、先生の英語の使用比率と生徒の英語

使用比率に関してのお考えも教えて頂けますか？ 

8. 現在の学習指導要領、また英語は英語に関して、先生方に理解してもらうために

は具体的にどのような取り組みを文部科学省はされていますか？ 

9. 大学での教職課程や教育実習に対しては、文部科学省から何か、学習指導要領理

解のための支援などございますか？ 

10. 学習指導要領と英語は英語での政策の理解のために、教職に就かれた先生方向け

のセミナーやワークショップの開催等を実施していますか？ 

11. 英語を英語で教えることに関して英語の先生の英語力についてはどのように思わ

れますか？ 

12. その現状に関して、文部科学省では具体的にどのような対策を取られています

か？ 

13. 現学習指導要領が導入されて、８年が経ちますが、高校で変化を感じますか？ 

14. 現場での英語使用は増えてきたと感じられますか？(学校訪問や文科省発表の調

査の結果などから) 

15. さらに現学習指導要領が広く理解され、英語のクラスが英語でより頻繁に行われ

るためには、今後どのような対策を取られる予定ですか？ 

16. 大学入試がこれまで、コミニカティブラングエージティーチングの導入の弊害に

なってきたとよく言われていますが、文部科学省が現在進めている４技能入試の

導入によって大学入試は変わっていくと思われますか？ 

17. また４技能入試の導入により、教育現場への変化が起こると思われますか？ 

18. 4 技能入試導入により、「英語の授業は英語で」の方針がより浸透すると思われ

ますか 

19. 2018年に新指導要領が発表されましたが、その新学習指導要領で強調されている

点について教えてください。 

20. 2018年発表の新学習指導要領にも 2009年学習指導要領同様に「英語の授業は英

語で」の方針が書かれていますが、2009年の学習指導要領に書かれていた内容

と変わらないということでしょうか？変更点などありますか？ 
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21. 2009年の学習指導要領がうまく導入されているかどうかが、次の学習指導要領に

も影響を与えると思いますが、現時点である問題点と具体的解決策を教えてくだ

さい。 

22. 英語力の面で先生方の力が足りないというお話を聞くことがありますが、それに

対してどう思われますか？ 

23. また英語力の面で力が足りない先生方向けの支援などございますか？ 
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APPENDIX M 

INTERVIEW QUESTIONS TO THE MEXT POLICY MAKER WITH MS. 

KONDO (ENGLISH VERSION) 

 

1. What is your educational background? 

2. How did you come to work for MEXT? 

3. What role do you play at MEXT? 

4. Tell me about the background of drafting of the 2009 Course of Study. 

5. Tell me about the background of introducing the policy of teaching English 

classes in English in the 2009 Course of Study. 

6. Tell me about the policy of English classes in English specifically. 

7. What is your opinion about the ratio of teachers’ use of English and Japanese? 

8. What specific initiatives does MEXT take in order to help teachers understand the 

current Course of Study and the policy of teaching English classes in English? 

9. Is there any support from MEXT for teacher training courses and teaching 

practicum at universities to help understand the policy of English classes in 

English? 

10. Does MEXT hold seminars and workshops for English teachers to help them 

understand the Course of Study and the policy of teaching English classes in 

English? 

11. What do you think about English teachers’ English proficiency where teaching 

English in English is concerned? 

12. What specific measures does MEXT take regarding the current situation? 

13. It has been eight years since the current course of study was introduced,. Do you 

feel any changes in senior high schools? 

14. Do you feel that teachers’ use of English in senior high schools has increased? 

(From the results of school visits and surveys by MEXT) 

15. What measures will be taken to make sure that the current Course of Study is 

more widely understood, and English classes are conducted more frequently in 

English? 

16. It is often said that university entrance examinations have prevented 

communicative language teaching from being introduced. Do you think that the 

introduction of four-skill entrance examination currently being promoted by 

MEXT will change the university entrance examinations? 

17. Do you think that the introduction of four-skill entrance examinations will change 

classroom practice in senior high school English classes? 

18. With the introduction of four-skill entrance examinations, do you think the policy 

of teaching English classes in English will become more widespread? 

19. What is emphasized in the new Course of Study announced in 2018? 

20. The new Course of Study announced in 2018 also includes the policy of teaching 

English classes in English. Is it the same policy as in the 2009 Course of Study? 

Are there any changes in the 2018 Course of Study from the 2009 Course of 

Study? 
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21. Whether the 2009 Course of Study has been implemented successfully will affect 

the next Course of Study. What are the current problems you are facing and 

specific solutions? 

22. It has been often said that English teachers don’t have enough English 

proficiency. What do you think about that? 

23. Do you provide support for teachers who are not proficient in English? 
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APPENDIX N 

STUDENT QUESTIONNAIRE ABOUT ENGLISH USE 

(JAPANESE VERSION) 

英語の授業における英語使用に関する高校生の認識調査 

 

私は、テンプル大学博士課程で応用言語学を学んでいます斎藤裕紀恵と申します。

私は現在、高等学校の英語の授業で先生や生徒が英語を使うことにどのように感じ

て、また授業がどのように実践されているかについての調査を行っています。この

アンケートは英語表現 IIのクラスで授業がどのように行われているかについてのア

ンケートです。このアンケート結果はあくまでも調査と研究の一環でみなさんのプ

ライバシーが表に出ることはありません。また皆さんの成績に影響を与えることは

一切ありません。選択肢が与えられている場合はチェックを、記述欄には記述をお

願いいたします。 

 

1. 所属学科（    ） 学年（   ） 

2. 性別 男 / 女 

3. 英検取得級 （   ） 

 

4. 現在、この授業は英語でおこなわれていますか。 

 ほぼ英語で行われている 

 半分以上英語で行われている 

 半分未満英語で行われている 

 英語で行われることはほとんどない 

 

5. 英語でこの授業が行われる際に授業を理解することができますか。 

 ほぼ理解できる 

 半分以上理解できる 

 半分未満理解できる 

 ほとんど理解できない 

 

6. どんな時に英語で行われる授業を理解できませんか。 

 

 

 

7. 英語の授業がほとんど英語で行われるのはいいことだと思いますか。 

 大変いいことだと思う 

 いいことだと思う 

 あまりいいことだと思わない 

 全くいいことだと思わない 
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8. 左記で「大変いいことだと思う」、「いいことだと思う」、「あまりいいこと

だと思わない」、「全くいいことだと思わない」を選んだ理由を記入してくだ

さい。 

 

 

 

9．あなたは英語で行われる英語の授業にて英語で話していますか。 

 ほとんど英語で話している 

 半分以上英語で話している 

 半分未満英語で話している 

 全く話していない 

 

10. 上記で「あまり話していない」または「全く話していない」を選んだ人はなぜ

か理由を記入してください。 

 

 

 

11. 先生はこの授業で日本語を話しますか。 

 ほとんど日本語で話す 

 半分以上日本語で話す 

 半分未満日本語で話す 

 ほとんど日本語を話さない 

 

12. 先生はこの授業で日本語を使う場合は、どのような時に日本語を使用していま

すか。具体例を記入してください。 

 

 

 

13. あなたは先生に英語の授業で先生に日本語を使って欲しいですか。 

 非常に使って欲しい 

 時々使って欲しい 

 少々使って欲しい 

 全く使わないで欲しい 

 

14. 日本語を使って欲しい場合はどんな時に日本語を使って欲しいですか。 

 

 

 

質問項目は以上になります。アンケートご協力ありがとうございました。 
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APPENDIX O 

STUDENT QUESTIONNAIRE ABOUT ENGLISH USE (ENGLISH 

VERSION) 

 

I am Yukie Saito studying applied linguistics at the Ph.D. program at Temple 

University, Japan Campus. I have been conducting research about how high school 

teachers and students feel about using English in English classes. This questionnaire 

is about how English Expression II course is conducted. The questionnaire is a part of 

my research and your privacy is protected. In addition, this questionnaire will not 

affect your grade. Write a check mark when answer choices are provided and write 

your answers in entry spaces. 

 

1. Department (   ) Grade  (   ) 

2. Gender: F / M 

3. Eiken Grade (   ) 

 

4. Currently, is this English class conducted in English? 

 Most of the class is conducted in English. 

 More than half of the class is conducted in English. 

 Less than half of the class is conducted in English. 

 Little of the class is conducted in English. 

 

5. Can you understand classes when the class is conducted in English? 

 I can understand most of the class. 

 I can understand more than half of the class. 

 I can understand less than half of the class. 

 I can understand little of the class. 

 

6. When can’t you understand the class in English? 
 

 

 

 

7. Do you think it is good that English classes are conducted mostly in English? 

 I think it is very good. 

 I think it is good. 

 I don’t think it is good. 

 I don’t think it is good at all. 

 

8. Write why you chose the above answer. 
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9. Do you speak English in English class conducted in English? 

 I speak mostly in English. 

 I speak more than half of the time in English. 

 I speak less than half of the time in English. 

 I do not speak (in English) at all. 

 

10. Write the reason if you chose, I speak less than half of the time in English or I do 

not speak (in English) at all. 

 

 

 

 

 

11. Does the teacher speak Japanese during the class? 

 The teacher speaks mostly in Japanese. 

 The teacher speaks in Japanese more than half of the class time. 

 The teacher speaks in Japanese less than half of the class time. 

 The teacher rarely speaks in Japanese. 

 

12. When does your English teacher use Japanese in this class? Write examples. 

 

 

 

 

13. Do you want your English teacher to use Japanese during the class? 

 I want the teacher to use English a lot. 

 I want the teacher to use Japanese sometimes. 

 I want the teacher to use Japanese a little. 

 I want the teacher not use Japanese at all. 

 

14. When do you want your teacher to use Japanese? 

 

 

 

 

This is the end of the questionnaire. Thank you very much for your cooperation. 
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APPENDIX P 

SENIOR HIGH SCHOOL TEACHER CONSENT FORM 

 

テンプル大学日本校 Temple University, Japan Campus 

Informed Consent Form 
 

この度、私のテンプル大学博士研究にご協力を頂き、誠にありがとうございます。

ご説明をさせて頂きましたように現在、私は 2013年度より実施されています文部科

学省の現高等学校学習指導要領（外国語：英語）に対して高校の先生がどのような

お考えを持ち、どのような授業実践を行っているかについて研究を進めています。

本研究の目的は高等学校学習指導要領に対する高校教員の意識調査、授業実践、ま

た外部英語 4技能入試の導入が高校英語教員に与える影響の意識調査と授業実践に

与える影響を質的かつ量的に調査して、背後にある問題を探求し、解決策を提案す

ることにあります。本研究へ現場で実際に英語を教えていらっしゃる先生のご参加

は、私の研究にとって大変有益なものとなります。重ねて本研究へのご参加お礼申

し上げます。 

 

Thank you very much for your cooperation in my Ph.D. research at Temple 

University, Japan Campus. I have been conducting research on high school teachers’ 

perception about the Course of Study enacted in 2013 and their classroom practice 

and effects of introducing externally available four-skill English tests on teachers’ 

perception and classroom practice. The purpose of the study to explore issues behind 

the Course of Study by MEXT and the introduction of externally available four-skill 

English tests by conducting research on high school teachers’ perception and their 

classroom practice qualitatively and quantitatively and to propose solutions. Your 

participation in the research through an interview as a high school teacher who has 

been conducting English classes in the field will be beneficial for my research. Thank 

you very much again for your willingness to take part in the study. 
 

本研究についてご質問がございましたら、（テンプル大学日本校応用言語学博士課 

程）斎藤 裕紀恵までご連絡頂ければと存じます。 

If you have any questions about the research, please contact me. 
 

研究の目的 Purpose of the Study:  

2013 年より実施されている学習現学習指導要領と外部英語 4技能入試の導入が高校

教師の意識と授業実践、また意識と授業実践に影響を与える要因を探る  

To investigate high school teachers’ perception about the Course of Study enacted in 

2013 and the introduction of externally available four-skill English tests and their 

influence on high school teachers’ classroom practice. 
 

収集するデーター Data that will be collected 

(1) 授業見学 Classroom Observation 

＊授業見学は本研究のためにビデオ録画をさせて頂きます。 

Classroom observations will be video-recorded.  

(2) インタビュー Interview 

＊インタビューは本研究のために IC レコーダにて録音をさせて頂きます。 
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Interview will be recorded for this research 

(2) 書類、プリントなど Documents and handouts 

(3) アンケート Questionnaire 

 

プライバシーの保護 Confidentiality 

収集されたデーターは本研究、また本研究に関わる論文、発表等、学術目的のみに

使用され、またお名前は偽名を使用し、特定の個人と断定できないようにいたしま

す。 

The collected data will be used only for this research, academic purposes such as 

papers and presentations related to this research and your name will be confidential by 

using a pseudonym. 
 

自主的参加 Voluntary participation 

参加は自由意志にお任せいたします。また本研究から辞退を希望する場合はおっし

ゃってください。 

Your participation is voluntary. If you wish to withdraw from this research, let me 

know. 
 

参加声明 Statement of participation 

本研究に関する説明を読み、またすべての質問に関して十分な回答を得られたの

で、この研究に参加することを同意いたします。 

I have read the explanation about the research. I was able to have all the questions 

answered fully and I agree to participate in the study. 
 

参加者の署名と日付 Signature of the participant and the date 

署名 Signature: 

日付 Date: 
 

研究者声明 Statement of the researcher 

上記に署名頂いた参加者から参加の同意を得られました。この同意書の写しを参加

者にお渡し、研究終了後 3年間保管することを確認いたします。 

I was able to obtain the consent from the participant who signed above. I confirm that 

I will give a copy of this informed consent form to the participant and keep the 

original for three years after the completion of the research. 
 

研究者の署名と日付 Signature of the researcher and the date 

署名 Signature: 

日付 Date: 
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APPENDIX Q 

HEAD TEACHER CONSENT FORM 

 

テンプル大学日本校 Temple University, Japan Campus 
 

Informed Consent Form 
 

この度、私のテンプル大学博士研究にご協力を頂き、誠にありがとうございます。

ご説明をさせて頂きましたように現在、私は 2013年度より実施されています文部科

学省の現高等学校学習指導要領（外国語：英語）に対して高校の先生がどのような

お考えを持ち、どのような授業実践を行っているかについて研究を進めています。

本研究の目的は高等学校学習指導要領に対する高校教員の意識調査、授業実践、ま

た外部英語 4技能入試の導入が高校英語教員に与える影響の意識調査と授業実践に

与える影響を質的かつ量的に調査して、背後にある問題を探求し、解決策を提案す

ることにあります。本研究へ現場で実際に英語を教えていらっしゃる先生のご参加

は、私の研究にとって大変有益なものとなります。重ねて本研究へのご参加お礼申

し上げます。 

 

Thank you very much for your cooperation in my Ph.D. research at Temple 

University, Japan Campus. I have been conducting research on high school teachers’ 

perception about the Course of Study enacted in 2013 and their classroom practice 

and effects of introducing externally available four-skill English tests on teachers’ 

perception and classroom practice. The purpose of the study to explore issues behind 

the Course of Study by MEXT and the introduction of externally available four-skill 

English tests by conducting research on high school teachers’ perception and their 

classroom practice qualitatively and quantitatively and to propose solutions. Your 

participation in the research through an interview as a high school teacher who has 

been conducting English classes in the field will be beneficial for my research. Thank 

you very much again for your willingness to take part in the study. 
 

本研究についてご質問がございましたら、テンプル大学日本校応用言語学博士課程 

在籍 斎藤 裕紀恵までご連絡頂ければと存じます。 

If you have any questions about this study, contact Yukie Saito, a doctoral student  

in Applied Linguistics at Temple University, Japan Campus. 

 
 

研究の目的 Purpose of the Study:  

2013 年より実施されている学習現学習指導要領と外部英語 4技能入試の導入が高校

教師の意識と授業実践、また意識と授業実践に影響を与える要因を探る  

To investigate high school teachers’ perceptions about the Course of Study enacted in 

2013 and the introduction of externally available four-skill English tests and their 

influence on high school teachers’ classroom practice. 

 

収集するデーター Data that will be collected 

(1) 授業見学 Classroom Observations 



 

 

 

432 

＊授業見学は本研究のためにビデオ録画をさせて頂きます。 

Classroom observations will be video-recorded. 

 

(2) インタビュー Interview 

＊インタビューは本研究のために IC レコーダにて録音をさせて頂きます。 

Interviews will be recorded for this research. 

 

(3) 書類、プリントなど Documents and handouts 

(4) アンケート Questionnaire 
 

プライバシーの保護 Confidentiality 

収集されたデーターは本研究、また本研究に関わる論文、発表等、学術目的のみに

使用され、またお名前は偽名を使用し、特定の個人と断定できないようにいたしま

す。 

The collected data are used only for this research, academic purposes such as papers 

and presentations. Your name will be confidential by using a pseudonym. 
 

自主的参加 Voluntary participation 

参加は自由意志にお任せいたします。また本研究から辞退を希望する場合はおっし

ゃってください。 

Your participation is voluntary. If you wish to withdraw from this study, let me know. 
 

参加声明 Statement of participation 

本研究に関する説明を読み、またすべての質問に関して十分な回答を得られたの

で、この研究に参加することを同意いたします。 

I have read the explanation about the research. I was able to have all the questions 

answered fully and I agree to participate in the study. 
 

参加者の署名と日付  

Signature of the participant and the date 
 

署名 Signature: 

日付 Date: 
 

研究者声明 Statement of the researcher 

上記に署名頂いた参加者から参加の同意を得られました。この同意書の写しを参加

者にお渡し、研究終了後 3年間保管することを確認いたします。 

I was able to obtain the consent from the participant who signed above. I confirm that 

I will give a copy of this informed consent form to the participant and keep the 

original for three years after the completion of the research. 
 

研究者の署名と日付 Signature of the researcher and the date 

署名 Signature: 

日付 Date: 



 

 

 

433 

APPENDIX R 

TOKYO METROPOLITAN GOVERNMENT MEMBER CONSENT FORM 

 

テンプル大学日本校 Temple University, Japan Campus 
 

Informed Consent Form 
 

この度、私のテンプル大学博士研究にご協力を頂き、誠にありがとうございます。 ご

説明をさせて頂きましたように現在、私は 2012年より実施されています文部科学省の高

等学校新学習指導要領（外国語：英語）で提示されている英語のクラスは原則、英語で

行うという新しい政策に関して、高校の先生がどのように認知をして、どのようにクラ

スを実際に行っているのかについて、研究を進めています。本研究の目的は高校の先生

が新しい方針に対する認知と授業実践を質的かつ量的に研究することにより、英語は英

語でという新しい方針に対して背後にある問題を探求し、解決策を提案することにあり

ます。本研究に東京都教育庁の立場からのご参加は、私の研究にとって大変有益なもの

となります。重ねて本研究へのご参加お礼申し上げます。 

 

Thank you very much for your cooperation in my Ph.D. research at Temple 

University, Japan Campus. I have been conducting research on high school teachers’ 

cognition about the policy of English classes in English under the new Course of 

Study enacted in 2012 and their classroom practice. The purpose of the study to 

explore issues behind the policy by conducting research on high school teachers’ 

cognition and their classroom practice qualitatively and quantitatively and to propose 

solutions. Your participation in the research through an interview as a member of the 

Board of Education will be beneficial for my research. Thank you very much again 

for your willingness to take part in the study. 
 

本研究についてご質問がございましたら、テンプル大学日本校応用言語学博士課程在籍 

斎藤裕紀恵までご連絡頂ければと存じます。 

If you have any questions about this research, contact Yukie Saito, a doctoral student in 

Applied Linguistics at Temple University, Japan Campus. 
 

研究の目的 Purpose of the Study:  

2012 年より実施されている新学習指導要領と英語のクラスは原則、英語で行う政策に関

して高校教師の認知と授業実践、また認知と授業実践に影響を与える要因を探る  

To investigate high school teachers’ cognition toward the policy of English classes, in 

principle, in English under the new Course of Study, their classroom practice and 

factors which affect their cognition and classroom practice.  
 

収集するデーター Data which will be collected 

（１）インタビュー Interview 

＊インタビューは本研究のために IC レコーダにて録音をさせて頂きます。

Interview will be recorded for this research 

（２）書類、プリントなど Documents and handouts 
 

プライバシーの保護 Confidentiality 
収集されたデーターは本研究、また本研究に関わる論文、発表等、学術目的のみに使用
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され、またお名前は偽名を使用し、特定の個人と断定できないようにいたします。 

The collected data will be used only for this research, papers and presentation related 

to this research and your name will be confidential by using a pseudonym. 
 

自主的参加 Voluntary participation 
参加は自由意志にお任せいたします。また本研究から辞退を希望する場合はおっしゃっ

てください。 

Your participation is voluntary. If you wish to withdraw from this research, let me know. 
 

参加声明 Statement of participation 
本研究に関する説明を読み、またすべての質問に関して十分な回答を得られたので、こ

の研究に参加することを同意いたします。 

I have read the explanation about the research. I was able to have all the questions 

answered fully and I agree to participate in the study. 
 

参加者の署名と日付 Signature of the participant and the date 

署名 Signature: 

日付 Date: 
 

研究者声明 Statement of the researcher 
上記に署名頂いた参加者から参加の同意を得られました。この同意書の写しを参加者に

お渡し、研究終了後 3 年間保管することを確認いたします。 

I was able to obtain the consent from the participant who signed above. I confirm that 

I will give a copy of this informed consent form to the participant and keep the original 

for three years after the completion of the research. 
 

研究者の署名と日付 Signature of the researcher and the date 

署名 Signature: 

日付 Date: 
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APPENDIX S 

MEXT POLICY MAKER CONSENT FORM 

 

テンプル大学日本校 Temple University, Japan Campus 

 

Informed Consent Form 
 

この度、私のテンプル大学博士研究にご協力を頂き、誠にありがとうございます。 ご

説明をさせて頂きましたように現在、私は 2012年より実施されています文部科学省の高

等学校新学習指導要領（外国語：英語）で提示されている英語のクラスは原則、英語で

行うという新しい政策に関して、高校の先生がどのように認知をして、どのようにクラ

スを実際に行っているのかについて、研究を進めています。本研究の目的は高校の先生

が新しい方針に対する認知と授業実践を質的かつ量的に研究することにより、英語は英

語でという新しい方針に対して背後にある問題を探求し、解決策を提案することにあり

ます。本研究に新学習指導要領の政策立案者としてのご参加は、私の研究にとって大変

有益なものとなります。重ねて本研究へのご参加お礼申し上げます。 

 

Thank you very much for your cooperation in my Ph.D. research at Temple 

University, Japan Campus. I have been conducting research on high school teachers’ 

cognition about the policy of English classes in English under the new Course of 

Study enacted in 2012 and their classroom practice. The purpose of the study to 

explore issues behind the policy by conducting research on high school teachers’ 

cognition and their classroom practice qualitatively and quantitatively and to propose 

solutions. Your participation in the research through an interview as a policy maker of 

the new Course of Study will be beneficial for my research. Thank you very much 

again for your willingness to take part in the study. 
 

本研究についてご質問がございましたら、テンプル大学日本校応用言語学博士課程在籍 

斎藤裕紀恵までご連絡頂ければと存じます。 

If you have any questions about this research, contact Yukie Saito, a doctoral student in 

Applied Linguistics at Temple University, Japan Campus. 
 

研究の目的 Purpose of the Study:  

2012 年より実施されている新学習指導要領と英語のクラスは原則、英語で行う政策に関

して高校教師の認知と授業実践、また認知と授業実践に影響を与える要因を探る  

To investigate high school teachers’ cognition toward the policy of English classes, in 

principle, in English under the new Course of Study, their classroom practice and 

factors which affect their cognition and classroom practice. 
 

収集するデーター Data which will be collected 

（２） インタビュー Interview 

＊インタビューは本研究のために IC レコーダにて録音をさせて頂きます。

Interview will be recorded for this research 

（２）書類、プリントなど Documents and handouts 
 

プライバシーの保護 Confidentiality 
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収集されたデーターは本研究、また本研究に関わる論文、発表等、学術目的のみに使用

され、またお名前は偽名を使用し、特定の個人と断定できないようにいたします。 

The collected data will be used only for this research, papers and presentation related 

to this research and your name will be confidential by using a pseudonym. 
 

自主的参加 Voluntary participation 
参加は自由意志にお任せいたします。また本研究から辞退を希望する場合はおっしゃっ

てください。 

Your participation is voluntary. If you wish to withdraw from this research, let me know. 
 

参加声明 Statement of participation 
本研究に関する説明を読み、またすべての質問に関して十分な回答を得られたので、こ

の研究に参加することを同意いたします。 

I have read the explanation about the research. I was able to have all the questions 

answered fully and I agree to participate in the study. 
 

参加者の署名と日付 Signature of the participant and the date 

署名 Signature: 

日付 Date: 
 

研究者声明 Statement of the researcher 
上記に署名頂いた参加者から参加の同意を得られました。この同意書の写しを参加者に

お渡し、研究終了後 3 年間保管することを確認いたします。 

I was able to obtain the consent from the participant who signed above. I confirm that 

I will give a copy of this informed consent form to the participant and keep the original 

for three years after the completion of the research. 
 

研究者の署名と日付 Signature of the researcher and the date 

署名 Signature: 

日付 Date: 
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APPENDIX T 

COLT RESULT OF MIKU’S FIRST COMMUNICATION ENGLISH III CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class (Listening)   00:15 

Explanation about the class Class (Listening)   00:14 

Introduction to reading 
comprehension 

Class (Listening) Function Textbook p. 30, 
Handout 1 

02:31 

 

Listening to the main text Individual Reading, (Listening) Function Textbook pp. 28–

29, Handout 1 
03:24 

 

Reading comprehension Class 

 

Reading, speaking, 
(Listening) 

Function, 
pronunciation 

Textbook pp. 28–

29, Handout 1 
28:38 

Asking questions for speaking Class (Listening) Function Handout 1 02:13 

 

Students’ speaking time Pair Speaking 

 

Function Handout 1 02:42 

 

Closing remarks Class    00:04 

Total time     41:01 
Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX U 

COLT RESULT OF MIKU’S SECOND COMMUNICATION ENGLISH III CLASS 

 

 
Activity 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class (Listening)   00:34 

Welcoming the students Class, individual Speaking, (Listening) Function  16:25 

 

Reading comprehension Class, pair, individual Reading, speaking, (Listening) Function, 
pronunciation 

Textbook 
pp. 53–56, 
Handout 1 

18:22 

 

Listening to the main text Individual Listening Function  04:28 

 

Reading comprehension Class, pair, individual 

 

Reading, speaking, (Listening) Function Textbook 
pp. 53–57 

 

04:47 

 

Explanation of the next class Class (Listening)  

 

 00:07 

Closing remarks Class (Listening)   00:28 

Total time     45:11 
Note. (Listening) = Students listening to the teacher or other students’ speaking English. 
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APPENDIX V 

COLT RESULT OF MIKU’S FIRST ENGLISH EXPRESSION I CLASS 

 

 
Activity 

Participant 
organization 

Student 
modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class    00:19 

Vocabulary test Class, pair, individual Reading Vocabulary Handout 1 12:01 

Grammar exercise Class, individual Reading Grammar, forms Textbook pp. 
22–23 

17:43 

Speaking practice Class, individual Speaking  Grammar, forms Textbook pp. 
22–23 

01:13 

Presentation, preparation, and practice Class, pair Speaking Function Handout 2, 
Handout 3 

11:07 

Closing remarks Class    00:14 

Total time     43:37 
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APPENDIX W 

COLT RESULT OF MIKU’S SECOND COLT RESULT OF MIKU’S FIRST ENGLISH EXPRESSION I CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class    00:17 

*Explanation of the task Class    03:10 

Checking writing Individual Writing Function  04:39 

Presentation preparation Class  Function Handout 1 12:05 

Presentation practice Pair Speaking  Function Handout 1 02:55 

Grammar  Class Reading and (Listening) Grammar Textbook p. 
23 

22:32 

Greeting Class    00:21 

Total time      45:56 
Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX X 

COLT RESULT OF NAOKI’S FIRST COMMUNICATION ENGLISH II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class (Listening)   00:14 

Vocabulary test Class, pair, 

individual 

Reading, writing, (Listening)  Handout 1 05:27 

Reading comprehension Class, pair, 

individual 

Reading, speaking, writing, 

(Listening) 

Function Textbook pp. 54–55 15:56 

Vocabulary Class, pair, 

individual 

Reading, speaking, (Listening) Function Handout 2 00:58 

Reading comprehension Class, pair, 

individual 

Reading, (Listening) Function Textbook pp. 54–55 00:57 
 

Listening Individual Listening Function Textbook pp. 54–55, 
Handout 3 

03:11 
 

Reading comprehension Class Listening, reading, speaking, 
writing 

Function 
Pronunciation 

Vocabulary 

Textbook pp. 54–55, 
Handout 3, 4, 5 

19:15 
 

Sharing the next week Class (Listening)    00:22 
Closing remarks Class (Listening)  Function  00:14 
Total time  (Listening)    50:24 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX Y 

COLT RESULT OF NAOKI’S SECOND COMMUNICATION ENGLISH II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class    00:33 

Vocabulary test Class, pair, individual Reading, writing, 

(Listening) 

Vocabulary Handout 1 05:55 

Reading comprehension Class, pair, individual Reading, listening, 
speaking 

Function, vocabulary, 
grammar, 
pronunciation  

Handout 2 14:22 
 

Vocabulary Class, individual Reading, 
speaking, 
(Listening) 

Vocabulary, 
pronunciation 

Handout 2 4:51 

Listening & Reading 
Comprehension 

Class, pair, individual Listening, reading 
speaking, writing 

Function, Vocabulary Textbook pp. 74–

75, Handout 3 
16:15 

Listening Class, individual Listening, reading Function, pronunciation Textbook pp. 74–

75, Handout 4  

1:19 

Reading comprehension Class, pair, individual Speaking, listening Function Textbook pp. 74–

75, Handout 3, 
Handout 5 

4:35 

Closing remarks Class 
 

(Listening)   00:28 

Total time     49:53 
Note. (Listening) = Students listening to the teacher or other students speaking English. 

  



 

 

4
4
3
 

APPENDIX Z 

COLT RESULT OF NAOKI’S FIRST ENGLISH EXPRESSION II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class (Listening)   00:07 

Explaining the task Class    00.14 

Introducing me Class (Listening) Function  01:14 

Writing Class, individual Writing, (Listening) Function  14:32 

Reading comprehension 1 Class, pair, 
individual 

Reading, speaking, 
(Listening) 

Function Handout 1 14:13 

Reading comprehension 2 Class, pair, 
individual 

Reading, speaking, 
(Listening) 

Function Textbook pp. 48-
49, Handout 2  

4:39 
 

Listening Class, individual Listening, writing Function, pronunciation, 
vocabulary 

Textbook pp. 48-
49, Handout 1 

5:35 
 

Vocabulary Individual Reading, listening, 
speaking 

Vocabulary Handout 3 5:06 

Speaking Pair Speaking Function, vocabulary Handout 3, 
Handout 4 

5:02 

Sharing schedule; Closing 
remarks 

Class (Listening)   00:14 

Total time     50:56 
Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX AA 

COLT RESULT OF NAOKI’S SECOND ENGLISH EXPRESSION II CLASS 

 

 
Activities 

Participant organization Student modality  
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class    00:04 

Grammar test Class, pair, individual Reading, writing, 
(Listening) 

Grammar Handout 1 09:09 

Explaining homework Class   Textbook 1:48 

Reading comprehension Class, pair, individual Reading, (Listening) Function, 
grammar 

Textbook pp. 52-53, 

Handout 2 

10:18 

Explaining how to study Class   Textbook 1:04 

Listening Pair, individual Listening Function Handout 2 4:26 

Reading comprehension Class, pair Speaking, (Listening) Form, grammar Textbook pp. 52-53 11:06 

Explaining how to study Class   Textbook 01:59 

Explaining grammar Class Reading Grammar Textbook pp. 52-53 07:54 

Explaining the next class;     00:31 
Closing remarks Class (Listening) Function  00:02 
Total time     50:40 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX BB 

COLT RESULT OF KENTA’S FIRST COMMUNICATION ENGLISH Ⅰ CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting and Introducing me Class    00:40 

Review vocabulary Class, pair Reading, speaking, 
(Listening) 

Vocabulary  01:18 

Introduction; Review lesson 
5-1 

Class Listening, speaking Function  02:32 

Review lesson 5-1 Class, pair, individual Reading, speaking, 
listening, writing 

Function Handout 1, 
Textbook pp. 72–

73 
 

31:35 

Reading aloud Class, individual Reading, speaking, 
listening 

Forms Handout 2 05:07 

Review lesson 5-2 Class, pair, individual Reading, speaking, 
listening 

Function Handout 1, 
Textbook pp. 72–

73 
 

06:36 

Greeting; Explaining my visit Class Listening  Textbook pp. 54–

55, Handout 3 
00:28 

Total time     48:16 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX CC 

COLT RESULT OF KENTA’S SECOND COMMUNICATION ENGLISH I CLASS  

 

 
Activities 

Participant 
organization 

Student modality  
Content 

 
Material 

Duration 
(mm:ss) 

Greeting and Introducing me Class    00:44 

Review vocabulary Class, pair, individual Writing, reading, (Listening) Vocabulary Handout 1 06:22 

Translation Class, pair Reading, speaking, writing, 
(Listening) 

Forms Handout 1 

 

2:27 

 

Reading aloud Class, pair Speaking, reading, 
(Listening) 

Forms Handout 2 21:53 

Listening Individual Reading, listening Forms Handout 2 02:10 

Reading aloud and shadowing Class, pair Speaking, listening, reading Forms Handout 2 09:59 

Reading comprehension Class, pair, individual Reading, speaking, 
(Listening) 

Function Handout 1 04:49 

Closing and introducing me Class    00:05 

Total time     50:19 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX DD 

COLT RESULT OF KENTA’S FIRST ENGLISH EXPRESSION II CLASS 

 

 
Activities 

Participant 
organization 

Student modality  
Content 

 
Material 

Duration 
(mm:ss) 

Greeting and Introducing me Class    01:57 

Reading a letter Class, pair, individual Reading, writing, 
(Listening) 

Function Handout 1 p. 1 08:08 

Preparing speech Class, pair, individual Writing, speaking, 
(Listening) 

Function Handout 1 p. 2 15:02 

Learning vocabulary Class, pair, individual Reading, writing Vocabulary Handout 1 pp. 
3–4 

04:23 

Translation Class, pair, individual Reading, writing Forms, vocabulary Handout 1 p. 7 05:47 

Grammar and vocabulary Class, pair, individual Reading, speaking, 
(Listening) 

Vocabulary, 
grammar, forms 

Handout 1 pp. 
5–6 

08:56 

 

Explain about the exam; 
introducing me; final remarks 

Class    00:45 

 
Total time 

    49:38 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX EE 

COLT RESULT OF KENTA’S SECOND ENGLISH EXPRESSION II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting and introducing me Class    00:34 

Translation Class, pair Reading, speaking, 
(Listening) 

Forms Handout 1 p. 7 04:20 

Vocabulary quiz Class, pair Speaking, (Listening) Function, 
vocabulary 

Cards  05:02 

Reading Class, pair, individual Reading, writing Function Handout 1 p. 1 07:35 

Speech Class, pair, individual Reading, writing, 
(Listening) 

Function Handout 2 p. 2 12:17 

Translation Class, pair, individual Reading, speaking, 
(Listening) 

Forms, vocabulary, 
grammar 

Handout 1 p. 3 15:44 

Grammar Class, individual Writing, reading Forms, grammar Handout 1 pp 
4–5 

04:04 

Greeting Class    00:22 

Total time     49:58 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX FF 

COLT RESULT OF SHIN’S FIRST COMMUNICATION ENGLISH II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Greeting Class (Listening)   00:26 

Grammar 1 Class Reading Grammar, form Textbook p. 30 13:37 

Grammar 2 Class, pair, individual Reading Grammar, form Textbook p.31 12:41 

Grammar 3 Class, individual Reading Grammar, form Handout 1 12:11 

Writing Pair, individual Reading Grammar, form  Handout 1 10:06 

Closing remarks Class (Listening) Function  00:26 

Explanation Class Reading   00:17 

Total time     49:44 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX GG 

COLT RESULT OF SHIN’S SECOND COMMUNICATION ENGLISH II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Grammar 1 Class, individual Reading Grammar, vocabulary Handout 1 28:12 

Grammar 2 Class, individual Reading, writing, speaking Grammar, vocabulary Handout 2 19:17 

Explanation about the next 
class 

Class    00:15 

 

Closing remarks 

Class (Listening) Function Handout 1 00:13 

Total time     47:57 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX HH 

COLT RESULT OF SHIN’S FIRST ENGLISH EXPRESSION II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Listening Class Listening Function Textbook pp. 54–

55, Handout 1 
01:34 

Listening and reading comprehension Class, pair, 
individual 

Listening, reading Function Textbook pp. 54–

55, Handout 1 
04:54 

Introduction of the article Class, 
individual 

(Reading)  Handout 2 05:39 

Reading comprehension Class, pair, 
individual 

Reading Function 

 

TB pp. 54–55, 
Handout 1 

04:14 

 

Translation and grammar Class, pair, 
individual 

Reading Form, grammar Handout 1 08:30 

Reading aloud Class, pair, 
individual 

Reading, speaking, 
listening 

Form, grammar Handout 3 22:22 

Closing remarks Class (Listening)   00:12 

Total time     47:25 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
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APPENDIX II 

COLT RESULT OF SHIN’S SECOND ENGLISH EXPRESSION II CLASS 

 

 
Activities 

Participant 
organization 

 
Student modality 

 
Content 

 
Material 

Duration 
(mm:ss) 

Vocabulary test Class, individual Reading Vocabulary Handout 1 08:33 

Listening Class, individual Listening Function Handout 2 01:44 

Understanding the passage Class, pair Reading, speaking, (Listening) Function  04:36 

Reading aloud Class, pair, individual Listening, reading, speaking Form Handout 2 07:31 

Listening Class, individual Listening, reading, speaking Function Handout 2 03:01 

Writing Class, pair, individual Writing, (Listening) Function Handout 3 18:54 

Greeting Class (Listening)   00:18 

Total time     46:12 

Note. (Listening) = Students listening to the teacher or other students speaking English. 
 


