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ABSTRACT

This longitudinal study was designed to provide an orderly account of how
beliefs about English language learning develop among seven Japanese high school
students, identify beliefs that are beneficial and interfering for language learning and the
routes by which these beliefs are reached, and identify belief changes and their sources.
Beliefs are defined as a cognitive representation about self and the world. They are
situated in experiences and social context. Learner beliefs pertain to many aspects of
language learning and come from multiple sources, including educational background,
experience living overseas, peers, teachers, and persons met in chance encounters.

The data for the study were collected from seven students attending a Japanese
public high school. Beginning when the students were first-year high school students
(10th graders), the data, which were drawn from in-depth interviews, journals, written
reports, observations, and school records, form a qualitative multiple-case-study. Data
gathering ended when the students chose a university in the third year of high school.

There were five major findings. First, learners develop and modify their beliefs
based on their life experiences inside and outside the classroom. This finding suggests
that providing learning experiences is important, but teachers should be aware that
learners with different learning backgrounds and personal traits will likely respond to
those experiences differently. Experiences that most influence learners’ beliefs seem to
be those that learners choose themselves. Second, beliefs are usually implicit, and thus,
learners are not always aware of their beliefs until they are asked to verbalize them.

Thus, one role for researchers and teachers is to find effective ways to elicit learner
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beliefs and make them explicit. Third, beliefs can be placed in three categories:
beneficial beliefs, indeterminate beliefs, and interfering beliefs. Beneficial beliefs
enhance learners’ motivation to learn, while interfering beliefs concern negative
thoughts that hinder them from learning and from engaging in challenging tasks.
Indeterminate beliefs can be either beneficial or interfering depending on the context in
which they occur. Those beliefs are context-sensitive; thus, they are not necessarily
shared by all learners. Individual learners have different beneficial and interfering
beliefs depending on their learning context. Fourth, adolescent learners’ beliefs change
over time because adolescents are in the process of growing and changing physically
and mentally. This suggests that there is great potential for modifying their beliefs in
positive ways. Fifth, learners develop personal theories about learning based on their
beliefs. Considering that learners behave according to their theories of learning,
eliciting learners’ beliefs can bring benefits for researchers and teachers because they

can anticipate learners’ behavior by knowing their beliefs.
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CHAPTER 1

INTRODUCTION

The Background of the Issue

Throughout my teaching career, I have met many students and I have had
opportunities to observe their development as learners and as persons. What impressed
me most was the passion and drive of some students to keep learning and to take part in
classroom activities. They are active learners and they have beliefs about language
learning that are beneficial for their learning. In the present study, beliefs are defined as
a cognitive representation about self and the world. Beliefs strongly affect what people
want and whether they succeed in getting it (Dweck, 2006, p. 1).

I often ask myself what I want my students to be. Although I am pleased to see
my students pass a difficult English proficiency test or pass the entrance examination to
a university they want to attend, my happiest moment is when I observe the students
growing into learners who consider learning English enjoyable, keep learning by
challenging themselves, sustain their motivation to learn English, solve new problems,
develop their ideas and knowledge, and share their ideas with other people. When I
sense that my words, pedagogical materials, choices of tasks, or learning experiences
have enhanced their development, I am most content as a teacher.

In addition to the inspiration I get from my students, I am concerned about
English education in Japan. Although English has an established status as the main

foreign language in many educational institutions, Japan is an English as Foreign



Language (EFL) context, and the English language is seen as a foreign thing, not an
integral part of the students’ lives (see Appendix A). Some students have said to me,
“Sensei (teacher), why do we have to study English? We can live without using English
in Japan.” This is the standard complaint of unmotivated students and is an indication of
their negative attitude toward studying English, an attitude that led me to ask what
studying and learning English should be, especially in the Japanese EFL context. In
EFL contexts, learners’ English-related goals vary, and becoming a successful and
active learner is only one of several possible goals. I have seen high school students
who were highly motivated to study English because of a strong desire to go to a certain
university, but who lost their motivation after passing the university entrance
examination. Even though they passed the entrance examination, they did not
necessarily consider themselves successful learners of English. As a result of such
experiences, I came to think that it is important for learners in EFL contexts such as
Japan to consider English in more meaningful ways, and thus to continue studying it
after achieving proximal goals, such as passing an entrance examination. In other words,
they should have learning goals, not performance goals (Dweck, 1986).

In addition to studying in order to pass university entrance examinations, some
of my students study for other reasons, such as communicating with people from
foreign countries in English and learning about the cultures of countries where English
is spoken. Their ups and downs studying English and their learning experiences have
enhanced their awareness of the meaning of learning English, which has led them to be

active learners. Good foreign language learners are described typically on the basis of



their accessing a variety of conversations in their communities (Norton & Toohey, 2001,
p. 310). In EFL contexts, however, especially in a monolingual country like Japan,
language learners have difficulties accessing English-speaking communities. Some
students do their best to learn English in spite of those difficulties. I am interested in
how those motivated students think, and in particular what beliefs they hold and how
those beliefs inform their decisions and keep them progressing in their studies.

Learner beliefs are one type of individual learner difference (Kalaja & Barcelos,
2006, p. 1). Researchers have investigated their potential effects on learners' strategies
and motivation in the classroom (Horwitz, 1987, 1988; Wenden, 1986a, 1987; Yang,
1999), the process and outcomes of learning (Dweck, 1986; Schommer, 1994), and
attitude change (Fishbein & Ajzen, 1975).

Beliefs can also hinder or enhance the learning process, or clash with the
teacher's beliefs or the culture of a particular classroom (Sick, 2007, p. 42). Negative
beliefs can even cause students to withdraw and feel unhappy (McCargar, 1993).

In sum, learners hold individual learners’ beliefs and they influence learners’
behaviors and learning.

There are many descriptions of learners' beliefs in the literature. They
encompass aspects of knowing and language learning (Watanabe, 1990), "convictions"
(Okazaki, 1997), birifu [beliefs as a loan word in Japanese] (Katagiri, 2005),
assumptions about how languages are learned (Chawhan & Oliver, 2000; Lightbown &
Spada, 2006), and "personal myths" about learning (Bernat & Gvozdenko, 2005).

Furthermore, Wenden (1999) implied that beliefs are judgmental by their very nature.



Psychologists Fishbein and Ajzen (1975) wrote that "beliefs refer to a person's
subjective probability judgments concerning some discriminable aspect of his world;
they deal with the person's understanding of himself and his environment" (p. 131).
They went on to say "beliefs are the subjective probability of a relation between the
object of the belief and some other object, value, concept, or attribute" (p. 131). Thus, in
this view, beliefs represent the information that we have about an object. These
descriptions suggest that learner beliefs have subjective characteristics.

In addition, some researchers and educators considered social and contextual
aspects of learner beliefs. Dewey (1938) saw beliefs as part of our experience. He stated
that beliefs are not only cognitive concepts; they are also social constructs born out of
our experiences and problems (1938, p. 6). Barcelos (2006, p. 28) suggested, learners’
beliefs are shaped by social-cultural perspectives including students’ cultural
background and social context. According to Hosenfeld (2006, p. 39), beliefs are
dynamic, socially constructed, and contextual. Pajares (1992) described beliefs as
dynamic and emergent, socially constructed and contextually situated, experiential,
mediated, paradoxical, and contradictory; beliefs change, and they are constructed in
contexts within social groups and relationships, are influenced by others, and they are
both social and individual. Dweck (2000) noted that beliefs help people organize their
world and give meaning to their experiences; for these reasons, beliefs can be called
meaning systems (p. Xi).

Considering researchers’ descriptions and the characteristics of learners’ beliefs,

in this study, I define learners’ belief as a cognitive representation of a proposition



about self and the world. As such, beliefs can make a great contribution to a learner’s
sustained deep learning (Schumann, 1997), which is learning that takes place over an
extended period of time and during which the learner becomes highly proficient in their
area of study.

Beliefs are expressed explicitly in verbal discourse such as conversations,
interviews, and in written discourse such as journals, essays, and e-mail. Thus, in this
study, I investigate how the participants construct, develop, and change their beliefs in
their learning contexts, in their social communities, and in their social and individual
experiences and to what sources they ascribe their beliefs.

As a teacher and student, I have developed beliefs about my goals and means of
learning and teaching English. My dual identities have allowed me to experience many
benefits. Without English, I would not have made friends in Korea, the United States,
England, and foreign friends in Japan, and would have missed many rich opportunities
to learn from foreign cultures and people. I have shared thoughts and ideas with people
from different countries whom I met in formal settings such as conferences or
university classes, and informally at parties, private gatherings, and even small talk with
people in public places. I have met novelists, philosophers, educators, and researchers
through reading English, and their thoughts have enriched my life. Those experiences
have made me what I am today. My experiences have constructed my beliefs about
learning English and they have guided me to how to teach English. Learning English is

an ongoing journey for me.



These experiences as a learner and a teacher have led me to ask what journeys
have brought my students to where they are. What experiences have they had and how
have those experiences influenced their beliefs about learning? Thus, I became
interested in investigating what factors bring positive and negative changes to my
students: how they sustain their learning, how they change their beliefs about learning,
how they make choices, and how they eventually develop as active learners. At the
same time, | am interested in knowing what factors reduce their motivation to learn and
cause them to develop negative beliefs about learning. I believe that knowledge of my
students’ beliefs can help me understand them better and enhance my ability as a
teacher.

As a teacher in Rokkaku (pseudonym) High School, my inquiries into students’
beliefs started when I carefully observed some students in my classes and talked with
them. One boy, Takeshi, told me about his difficult experiences in the United States. He
said that going to the United States was not his choice and that he did not like it at all.
When Takeshi was a first-year student in Rokkaku High School, he did not want
anybody to know he had lived in the United States because he believed that his English
ability, especially speaking, was not good enough to gain positive appraisal from his
peers as a returnee from an English-speaking country. Two-and-half years later, when
he was in his final year of high school, his attitudes and beliefs seemed to have changed.
He told me that he should have studied English more in the United States and that he
was attending a private language school in order to improve his vocabulary, fluency,

and pronunciation so that he can acquire the skills he had missed out on acquiring in the



United States. His story suggests that the ability to make a personal choice is a more
powerful motivator than having others make choices for us. This realization holds an
important lesson for teachers, as there are identifiable factors that teachers can use to
help students make their own decisions to become more independent learners. Takeshi
might have had experiences, including his interactions with teachers, peers, parents, and
their beliefs about learning English, that helped him change his negative attitude toward
learning English.

Teachers see students often at school almost every day, and are therefor often
oblivious to students’ growth. On any given day, a student can surprise a teacher by
showing a mature attitude. Yuko, one of my female students, joined an English camp in
Korea in 2007. I took her with four other students to the camp, which was organized by
a Korean college teacher, a good friend of mine. At first, Yuko was excited to be in the
camp. As days went by, however, her attitude changed. She seemed to have difficulty
working with other students and often felt irritated. She screamed hysterically, and
eventually she spent most of her time alone. If the camp had been held in Japan, I am
sure that she would have run away and not come back. At the end of the camp, my
impression was that the experience had solidified hatred toward Korea in her. After the
camp, I did not see her for two years, until the graduation ceremony. Yuko, looking

very much a grown-up young lady, came to me and said, 54, BRI GERIZSZ D
F L7, BEBZMRLET, 2FEAOF ¥ T ORBRNENSTZHZ 9785
TRl L BNET, Fr o 22<nThHINEHITINE L,

(Teacher, I passed the entrance exam to Tokyo University of Foreign Studies. I will



study Korean. Without my experience at the camp two years ago, I would not have been
what I am today. Thank you for giving me a chance.) I was stunned. During days at the
camp, I often thought that bringing Yuko to the camp was a mistake and I had never
thought that her experience would foster a determination to learn Korean. This anecdote
symbolizes a theme of the present study that teenagers change in ways that are often
unpredictable but usually good.

Another issue that was raised in an informal discussion with my students
concerned whether students want juken benkyo (studying for entrance exams) in English
classes at school. Some students stated that they do, but others said, "not always."
Sachiko, a student who had lived in the United States for five years said, "No, school is
more than that, I think." She meant that school is not only a gate to college, but also a
place to learn, meet people, and challenge traditional ideas. Sachiko, who was in her
final year of high school, had achieved good grades in English and had participated in
activities such as English Day Camp, Drama, and Speech Contests that were relevant to
learning English. She did not seem to encounter difficulty getting good grades on
English examinations at school and thus she did not want to study strategies for passing
those tests. Perhaps she had sufficient confidence that she could pass the examinations,
and therefore she wanted more than just preparation for what Sakui (2004, p. 158)
called “grammar-skewed” entrance examinations. In this curriculum, English classes
are composed essentially of grammar, vocabulary, pronunciation exercises, ubiquitous
translation questions (Burden, 2005, p. 32), and rote learning. Sachiko’s ideas about

learning English had been influenced both by her experiences in the United States and



at Rokkaku High School. Talking with such students as these made me realize that, with
respect to learning English, each student has a unique background and beliefs that were
constructed through their individual experiences.

Teachers’ beliefs can influence students’ beliefs. One teacher’s anecdote shows
how this can occur. This teacher, who responded to an open-ended questionnaire that I
administered in 2006, said that she believes that the role of high schools is only to help
students prepare for college and that therefore English teachers should teach students
basic grammar and vocabulary. Her belief about teaching English was based on her
experience as a high school student: At high school, she learned English through the
grammar-translation method, but outside school, she exchanged letters in English with a
pen pal and read English books by herself. She believed that school English classes
should focus only on teaching grammar and translation because students can engage in
communicative activities by themselves. If this teacher had had a chance to teach
Sachiko, what would Sachiko have felt about a class in which the teacher’s priority was
teaching grammar and translation? Would Sachiko's beliefs be influenced or modified
by the teacher? This question led me to consider further questions about students in
general. What do Japanese students think about English classes at school? Why do they
study English? What can teachers do when facing students with different beliefs? That

was the starting point of my interest in learners’ beliefs about learning English.



Statement of the Problem

Up to the present, researchers investigating learners’ beliefs have not adequately
addressed four problems.

The first problem is the lack of studies investigating the sources, development,
and changes of learners’ beliefs (Lightbown & Spada, 2006, p. 67). The results of
previous studies have indicated certain tendencies concerning students' beliefs, but they
did not explain why and how those students developed, held, or changed certain beliefs.
SLA researchers have investigated individual difference variables that learners bring
into the classroom, such as aptitude, anxiety, motivation, and working memory. Beliefs
are not included in those categories, but they are a type of individual difference
(Cotterall, 1999) that can influence the variables listed above; therefore, researchers
should strive to shed light on the sources, development, construction, and change of
learners’ beliefs and their effect on learning. By knowing how beliefs change and what
variables change learners’ beliefs, teachers can create learning experiences that
positively influence learners’ thoughts and help them develop positive beliefs. One
problem, however, is that detecting change requires the ability to discern “from” and
“to” conditions: belief states that have recognizable forms and consequences. Also, with
respect to changes of beliefs about foreign language learning, it is important to
investigate how various factors bring about belief change (Tanaka & Ellis, 2005, p. 81).
In addition, few studies have been focused on younger learners, such as secondary
school students. Because adolescents must manage major biological, educational, and

social role transitions (Bandura, 1997, p. 6), I assume that their beliefs change. By
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knowing how and what can change learners’ beliefs, teachers can create learning
experiences that affect learners’ thoughts and help them develop positive beliefs.

The second problem is that the complexity of learners’ beliefs has not been
investigated sufficiently. Researchers have investigated beliefs about language learning
(Campbell et al., 1993; Horwitz, 1987, 1988), learning beliefs held by learners of
different languages (Kuntz, 1996), and the relationship between learner beliefs and
strategies (Wenden, 1987), but no researchers have investigated the interwoven
relationships among learners’ beliefs, their feelings about learning English, autonomy,
their educational experiences, and the characteristics of their beliefs.

The third problem is that learners’ beliefs have not been fully identified nor have
researchers developed a typology of learner beliefs. In the process of growing, some
learners develop positive beliefs, and others develop negative beliefs about learning; in
both cases, those beliefs affect the learners’ efforts to learn. The categorization of their
beliefs can help teachers understand what activities and learning experiences might
enhance students’ motivation to learn and why some students are unwilling to learn. In
the process of acquiring a foreign language, learners develop some beliefs that support
learning and some that discourage it. By knowing what learners believe about learning
English and why they construct their beliefs, teachers might be able to assist learners’ to
change negative beliefs into positive ones. Learner beliefs do not need to be regarded as
unchangeable working conditions; instead, teachers can seek to understand at what

points and how beliefs can be influenced.
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The fourth problem is that the ways in which self-efficacy theory and attribution
theory explain the development, change, characteristics, and categories of learner
beliefs has not been investigated especially among adolescents. Bandura
(2006) proposed that efficacy beliefs play a key role in cognitive development and
accomplishment and that students' beliefs about their efficacy help them regulate
learning activities and master academic subjects (p. 10), which suggests that learners

with a strong sense of self-efficacy hold positive beliefs. Confirming this possibility
with second language learners would produce practical implications for teachers and

researchers.

Purposes of the Study

This study has four purposes. The first purpose is to investigate how learner
beliefs develop and change. Change, as Bailey (1992) and Jackson (1992) pointed out,
occurs in many forms, including knowledge, attitudes, understanding, and self-
awareness. Change itself can have positive, neutral, and negative meanings: Effective
learners can change their attitudes and give up learning, while previously unsuccessful
learners can focus their energies on the pursuit of worthwhile learning objectives. In this
study, I investigate changes among students who find their own way of learning, make
sense of their learning, and develop learning goals (Dweck, 1986). I investigate how
their beliefs change through educative experiences (Dewey, 1938) at school and in

social interactions and to what they attribute their learning.
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The second purpose is to investigate the general characteristics of learner
beliefs. Learner beliefs have been characterized as stable (Cotterall, 1999; Victori,
1999; Wenden, 1986), or as changing (Benson & Lor, 1999; White, 1999). In this study,
those two notions of learner beliefs along with the characteristics of those beliefs are
investigated in order to better understand the complex nature of learner beliefs.

The third purpose is to identify learners’ beliefs and categorize them in relation
to their effect on efforts to learn English. Given previous rudimentary classification of
learners’ beliefs, I hope to illuminate how learners develop beneficial and debilitating
beliefs about learning English, how they develop beliefs that enhance their ability to
sustain learning English, how their beliefs help them make decisions to carry out actions
related to language learning, and how feelings of self-efficacy assist in developing
positive beliefs about learning English.

Previous questionnaire studies (e.g., Suzuki & Kumazawa, 2005; Suzuki &
Wada, 2004; Suzuki, 2006) have indicated that students with high motivation to learn
English also hold positive intentions to learn English and learn more about foreign
cultures. This suggests that motivated students share some beneficial beliefs about
learning English. The ability to identify both beneficial and debilitating beliefs can
assist educators in cultivating positive beliefs in learners.

The fourth purpose of the present study is to investigate how self-efficacy theory
explains the development and change of beliefs and how learners attribute their success

and failure. The results will clarify whether a high degree of self-efficacy is strongly

13



associated with beneficial beliefs and low self-efficacy is strongly associated with

interfering beliefs. Finally, learners’ attributions are also examined.

Significance of the Study

First, by identifying and categorizing learners’ beliefs, this study can sharpen
our understanding of learners’ beliefs in practical ways. All students bring prior
learning experiences with them to the foreign language classroom; they have knowledge
and feelings that are crucial factors in L2 learning (Cook, 2001), and in constructing
beliefs about learning. However, it is difficult for teachers to know each student's
background, understand what they are thinking in class, and what they believe about
learning (Suzuki, 2004), particularly in contexts such as Japan where class sizes are
large and many students do not react overtly. It would be pedagogically beneficial,
however, for teachers to know what students believe about learning and teaching and
where and how they developed their conceptions about learning English. Teachers can
benefit from understanding why some students are willing to engage in some activities
but not others, how self-efficacy functions in developing positive beliefs, and to what
factors students attribute their successes and failures. Teachers might benefit from
predicting what conceptions students with experience abroad have about foreign
language learning. This would allow them to help students develop effective strategies
for learning and, by the same token, students could become aware of how their beliefs

and strategies affect their success.
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Second, this study will help teachers anticipate belief changes in their students
and know the general direction of belief change when the students have new learning
experiences. Just as it is important to understand adolescents’ physical growth and
development, it is helpful for teachers to know how beliefs change differently in
different individuals with different backgrounds and where and how students develop
their conceptions about learning English. Knowing the full range of belief changes will
help teachers predict and understand changing beliefs in their students and implement
teaching approaches that can challenge students’ negative beliefs.

Third, this study offers practical implications for teachers and schools.
Knowledge of how teachers and schools can and cannot enhance students’ positive
beliefs about learning English can contribute both to effective actions and to
understanding why some well-meaning actions do not work. Thus this study helps
teachers anticipate students’ potential beliefs so they can scaffold students’ in their

attempts to develop beliefs consistent with being independent and active learners.

Audience for the Study
Teachers are the first audience for this study. Knowledge of learners’ beliefs
about how languages are learned can help teachers encourage students to expand their
repertoire of learning strategies and thus develop greater flexibility in how they
approach language learning (Lightbown & Spada, 2006, p. 67). This study can also help
teachers understand the gap between the sometimes simplistic views of adolescents and

the complexity and change that characterize them, and particularly the powerful
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emotions they must deal with as they face their changing selves in a changing social
world.

The second audience for this study is school administrators. School
administrators will benefit from the present study in four ways. First, because
administrators usually do not teach and are unaware of students’ voices, they can
benefit from this study by learning to better anticipated problems students might
encounter and better understand the students’ wishes and needs. Second, they can better
anticipate the effects of accepting students with different backgrounds and consider
ways to construct a curriculum that allows those students to contribute to greater
diversity in the student body. Third, they can benefit by knowing that increasing the
variety of learning activities offers students more chances to learn; they can also
encourage teachers to develop those learning activities. Fourth, they can benefit by
knowing that young learners, especially adolescents, need a mentor and that most them
rarely find one at school. This might entail a reconsideration of teachers’ role at school.

The third audience for the study is researchers studying learners’ beliefs.
Researchers will benefit from the present study in four ways. First, the present study
shows that a case study design can capture important aspect of learners’ belief change.
Second, they will benefit by knowing that arraying learners’ beliefs using the
dimensions of beneficial beliefs and interfering beliefs can lead to the identification of
practical measures that can possibly promote the former and change the latter. Third,
the present study indicates that researchers need to be concerned about the frequency of

belief change and the uncertain nature of beliefs especially among adolescents. Fourth,
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researchers will benefit by knowing that learners’ beliefs are not permanent and that

they can change.

Organization of the Study

Chapter 2, the Review of the Literature, is divided into four major sections:
studies of learners’ beliefs, research on high school students beliefs, the conceptual
frameworks underlying this study, and belief changes during adolescence. At the end of
the chapter, I identify the gaps in the literature and present the research questions that
guide this study. In Chapter 3, Methods, I provide a definition of a multiple case study,
and describe the research site, the participants, my position as a researcher, the use of
qualitative data, the analyses, and ethical considerations. Chapter 4 is focused on the
participants’ experiences and their effect on their beliefs as those beliefs grow and
change. In Chapter 5, Results, I provide a typology of beliefs and beliefs and changes.
Chapter 6 is a discussion of the results using a cross-case analysis. Implications of the
findings for teachers and educational institutions, as well as for researchers
investigating the role of beliefs in language learning are also provided. Chapter 7
provides a summary of the findings, the limitations of the study, suggestions for further
research, and concluding comments. Chapter 8 is a postscript describing what some of
the participants in this study were doing and thinking when they were finalizing their
plans for higher education. The further development of their beliefs about learning

English are evident as they prepared to enter new educational contexts.
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CHAPTER 2

REVIEW OF THE LITERAURE

In this chapter, I first review belief studies in the field of second language
acquisition (SLA), research on high school students, along with the theory and
philosophy I use to frame this study. Second, I look at belief changes and highlight the
characteristics and possibilities of the adolescent years. Third, I identify the gaps I
address in this study, state the purposes of the study, and introduce the research

questions that guide this study.

Studies of Learners’ Beliefs

Research about beliefs is not new in fields such as psychology, but it came late
to Applied Linguistics, starting in the mid 1980s. Beliefs are considered one area of
individual learner differences that can influence the process and outcomes of
second/foreign language learning and acquisition (Cotterall, 1995; Kern, 1995). Beliefs
have been related to mismatches between teachers’ and learners’ agendas in the
classroom, students’ use of language learning strategies, learner anxiety, and
autonomous learning (Kalaja & Barcelos, 2006, p. 1).

Many researchers (e.g., Liao & Chiang, 2003; Mantle-Bromley, 1995; Wenden,
2001) have suggested that knowledge of learners' beliefs is one of the elements
underlying effective learning and teaching. Descriptions of beliefs can be predictors of

the future behaviors of students and they are a key element contributing to individual
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learner differences in second language (L2) learning (Tanaka & Ellis, 2005, p. 63).
Learners are sometimes consciously aware of some of their beliefs, but others are
implicit (Kato & Yamaoka, 2000); thus, they possess both explicit and implicit beliefs.
Hosenfeld (2006) found that journals kept by students learning Spanish provided
evidence of the emergence of beliefs. The author explained why some beliefs emerged,
why some emerged beliefs were acted upon, and why others were held but not acted
upon (p. 51). Alexander and Dochy (1995), however, concluded that even if beliefs
remain implicit, they are apt to impact thoughts and actions.

Wenden (1987) suggested that without knowing learners’ beliefs, mismatches
can occur between learners and teachers. For example, learners who believe that
grammar is the most important aspect for learning foreign languages might employ
grammar-centered learning strategies. This belief might lead them to feel negatively
about classes lacking a grammatical component; this possibility underscores how
important it is for teachers to know learners' beliefs when developing a class syllabus.

After acknowledging students' beliefs, teachers can attempt to modify them.
Alexander and Dochy (1995) suggested that change agents of beliefs include education,
learning experience, personality, information, and the nature of the beliefs. Teachers
can develop strategies to alter learners' misleading beliefs about learning based on those
change agents. Altered beliefs, in turn, can lead learners to more successful learning
outcomes. Hashimoto (1993) stated that modifying learners' beliefs that affect learning

can influence the development of learners' strategies.
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Richards and Lockhart (1994, p. 52) suggested that learners’ belief systems
affect many aspects of the learning process, including motivation, learning strategies,
and preferences regarding the learning environment. Therefore, by knowing more about
their students’ belief systems, teachers can better understand student learning behaviors
and can help them learn more effectively (Keim, Furuya, Doye, & Carlson, 1996).

Students can have mistaken or negative beliefs that can lead to a reliance on
relatively ineffective learning strategies, resulting in a negative attitude toward learning
and autonomy (Victori & Lockhart, 1995), or a lack of confidence (Peacock, 1999).
Stevick (1980) indirectly argued for the importance of beliefs when he stated that
success depends less on the materials and teaching techniques used in the classroom and
more on what goes on inside and between people (p. 4). Learner beliefs in this study are
defined as cognitive representations about self and the world.

Modifying learners’ beliefs might not directly lead to increases in their foreign
language proficiency, but it can help them develop more positive attitudes toward
learning the language or heighten the motivation that drives their learning. Changing
beliefs, even the simplest beliefs, can have profound effects on learning (Dweck, 2006,
p. 1).

Although researchers’ interest in beliefs has grown, instruments for investigating
the complex nature of learners’ beliefs have not been fully developed. The most
prominent survey instrument used in earlier studies of learners’ beliefs, the Beliefs
about Language Learning Inventory (BALLI) (Horowitz, 1987, 1988), was designed to

sensitize teachers and researchers to the variety of beliefs held by American students
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who were learning foreign languages in the United States, and to the possible
consequences of specific beliefs for second language learning and instruction. The
BALLI was developed to assess students’ beliefs about language learning in five major
areas: foreign language aptitude, the difficulty of language learning, the nature of
language learning, learning and communication strategies, and motivations and
expectations. The original BALLI was designed to “assess teacher opinions on a variety
of issues and controversies related to language learning” (Horwitz, 1985, p. 334). In a
free-recall activity, 25 foreign language teachers in the United States were asked to list
their beliefs, other people’s beliefs, and their students’ beliefs about language learning.
Teachers examined the list to add more beliefs they had encountered. Then, the
instrument was pilot-tested with 150 foreign language students. Horwitz reported the
striking finding that over one third of the students thought that a foreign language could
be learned in two years or less by studying only one hour a day and that many students
believed that learning a second language primarily involved learning vocabulary or
grammatical rules. Those findings led her to conclude that investigating learners’ beliefs
is important because it leads to a better understanding of their expectations of,
commitments to, success in, and satisfaction with foreign language classes.

Horwitz's (1988) descriptive study contributed to studies that followed by
presenting (a) one way to make an inventory to investigate learner beliefs, (b) the
importance and implications of studying learner beliefs, particularly where students
learning a foreign language in their native country is concerned, (c) a pedagogical

suggestion for teachers that knowledge of learner beliefs ultimately helps them foster
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more effective learning strategies in their students, and (d) a foundation that was
expanded into such concepts as learner strategies, learner anxiety, and learner
motivation.

Researchers that used questionnaires such as the BALLI (Horwitz, 1987; Yang,
1992) were considered to be applying normative approach (Barcelos, 2006, p. 11), in
which types of learners’ beliefs about SLA are described and classified (Barcelos, 2006,
p. 11). In those quantitative studies of learners’ beliefs, researchers conceived of
learners’ beliefs as preconceived notions and tended to consider learners’ beliefs as
generally stable (Campbell, Shaw, Plageman, & Allen, 1993; Horwitz, 1985, 1987;
Hosenfeld, 2006, p. 38; Kuntz, 1996; Mantle-Bromley, 1995). Those studies did not
produce a consensus concerning the relationship between beliefs and behaviors and they
failed to describe context-bound and dynamic beliefs about foreign language learning
adequately because they used only Likert-scale questionnaires and investigated
learners’ beliefs as stable constructs (Barcelos, 2006; Sakui & Gaies, 1999). While
belief changes could be identified by administering questionnaires multiple times, such
an approach is not ideal for investigating the dynamics of change, such as how easily
and under what conditions beliefs change. Thus, in order to investigate emergent beliefs
and the processes of belief change and belief ascription (Kramsch, 2006), a more
qualitative approach using naturalistic discourse such as written or spoken texts
(Barcelos, 2006, p. 93) or mixed-methods designs are appropriate.

The need for a qualitative approach was suggested by Keim, Furuya, Doye, and

Carlson (1996) after they had used the BALLI to survey the attitudes and beliefs about
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foreign language learning held by 215 first- and 196 second-year Japanese students
taking communicative English courses at a Japanese university. The authors concluded
that a more specifically focused instrument than the BALLI should be used to highlight
differences between different groups of students. They also concluded that they could
have used a more coordinated approach of triangulating information gathered from
systematic classroom observations, survey techniques, and interview and written
responses in order to target strategies that were based on beliefs (p. 100). They saw a
need to develop an instrument more sensitive to the populations and situations they
were investigating.

A study of the relationships among learner beliefs was carried out by Sakui and
Gaies (1999), who administered a Japanese version of the BALLI, to 1,296 students
attending several private and public two- and four-year institutions of higher education
in Japan. The first author, Sakui, interviewed seven of the participants in Japanese. The
main aim of this study was to assess the reliability of the questionnaire, particularly in
terms of the consistency of responses to questionnaire items. The authors’ conclusion,
based on a test-retest comparison and on evidence from interviews with some students
who completed the questionnaire twice, was that the participants demonstrated
satisfactory consistency in their responses. The researchers also concluded, however,
that there were limits to what they could learn about language learners’ beliefs from
questionnaire items. An additional source of information, well-conducted interviews,
allowed the learners to reveal beliefs were not addressed in the questionnaire and to

describe reasons, sources, behavioral outcomes, and other dimensions of their beliefs.
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Fukami and Anma (2004) investigated how learner beliefs are influenced by
individual factors, including intelligence, aptitude, personality, motivation and attitude,
and age, as well as sociocultural factors such as assumptions about English education in
Japan and the influence of TOEIC tests on students’ aspirations. The participants were
30 Japanese university students. The researchers found that both individual factors and
socio-cultural factors influence students’ beliefs; students believe that speaking English
is anxiety provoking but that learning English is crucial for their future career. They
suggested that further study with a larger number of participants would be necessary to
construct a belief model of Japanese university students. They found that learner beliefs
are constructed primarily through their experiences as individuals and as social beings.
To investigate the construction of learners’ beliefs via learners’ experiences, they
suggested using qualitative approaches such as classroom observations, interviews, and
case studies.

As a result of a number of critical reviews of the normative approach, two
further approaches were developed, the metacognitive approach and the contextual
approach (Barcelos, 2006). In the metacognitive approach, beliefs are defined as
metacognitive knowledge, which is “the stable, statable, although sometimes incorrect
knowledge that learners have acquired about language, learning and the language
learning process” (Wenden, 1987, p. 163). Wenden (1999) later acknowledged that
metacognitive knowledge might change over time as people mature and their situations

change (p. 435). In those cases, researchers can collect verbal data through semi-
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structured interviews and self-reports in order to investigate the nature of the changes
(Victori & Lockhart, 1995; Wenden, 1986, 1987).

Wenden's studies (1986, 1987) were a springboard to other studies of learners'
beliefs, attitudes, strategies, and motivations. For example, Yang (1999) investigated
the relationship between EFL university students' beliefs about language learning and
their strategy use with multiple methods. She conducted a survey of 505 Taiwanese
university students from five universities using the BALLI, Oxford's (1990) Strategy
Inventory for Language Learning (SILL), and author-designed questions. The main
finding was that the students’ beliefs about their ability to learn the foreign language
were strongly related to their use of learning strategies, especially those that promote
functional practice such as interacting with native speakers. Yang concluded that
teachers should provide more opportunities to students to interact with native speakers,
as well as to use English with non-native learners.

Recently, several researchers have used the contextual approach by collecting
multiple types of data in order to arrive at a better understanding of beliefs in specific
contexts. In general, they have described beliefs as embedded in students’ contexts
(Barcelos, 2006, p. 19) and they have tended to view learner beliefs as changing and
dynamic (Hosenfeld, 2006, p. 39). Those researchers used research methods such as
participant observation, semi-structured interviews, open-ended questionnaires
(Barcelos, 2000), document analysis, learner diaries (Allen, 1996), written reports,
semi-structured interviews (Grigoletto, 2000), narratives (Barcelos, 2008), and

interviews (Barcelos, 2006; Malcolm, 2005). Case studies and narratives have revealed
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aspects of beliefs that were not reported by previous researchers (Barcelos & Kalaja,
2006, p. 236). For example, Barcelos (2008) collected 53 narratives of Brazilian
students and concluded that narratives allowed him to understand the students’
experiences, their beliefs about themselves, and places for language learning in Brazil,
and to gain a better understanding of the interactions among their previous, present, and
future experiences (p. 47). Cotterall’s (2008) narrative case study of three Japanese
adult students revealed how those individuals became independent language learners. In
a case study of beliefs and metaphors of a Japanese teacher of English, Sakui and Gaies
(2006) found that the participant’s professional identity was closely bound up with her
effort to recognize and reconcile several competing sets of beliefs and tensions (p. 160).

To sum up, the three approaches have advantages and disadvantages. The
normative approach allows researchers to investigate the beliefs of a large number of
participants; however, the participants’ responses are restricted to items on the
questionnaire. The metacognitive approach allows learners to use their own words and
reflect on their language learning, however, learners’ beliefs are inferred only from the
students’ statements. The contextual approach allows researchers to investigate beliefs
by listening to the learners and considering their learning contexts; however, it is time-
consuming and therefore suitable only with small samples. The choice of approaches
ultimately depends on the researcher and research questions.

Within the normative and metacognitive approaches, the implicit assumption

seems to be that the students’ beliefs do not change significantly. However, within the
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contextual, alternative approaches, beliefs are described as dynamic and diverse,

meaning that beliefs develop and change.

Research on High School Students’ Beliefs

Few researchers have investigated Japanese high school students' beliefs about
learning English. Two studies conducted by Japanese high school teachers shed light on
how learners’ beliefs can influence their learning, and describe the ongoing conflict
between traditional and contemporary approaches to language teaching in Japan. The
first study was conducted by Nishioka (2002), who investigated the beliefs of 28
students in the co-educational high school with the lowest academic ranking in Tokyo
(p. 1). Nishioka used a modified version of the BALLI and a 23-item language learning
questionnaire developed by Matsuura, Chiba, and Hilderbrandt (2001). The results
indicated that the teachers developed beliefs about their students without asking them
how they felt or what they thought, that the students were pessimistic about learning
English, and that her students' motivation for learning English was integrative (as
defined by Dornyei, 1995), meaning that the learners were studying English because of
a wish to identify with the culture of speakers of that language (i.e., They stated that
they wanted to learn English so that they could get to know native speakers of the
language.) Her findings implied that teachers' assumptions about students' beliefs are
not always consistent with the actual beliefs and that students' beliefs and motivation

also are not always consistent in themselves. Nishioka stated that when teachers know
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what students believe about learning English, they can help the students become better
learners of English by providing them with thoughtful guidance.

The second study was conducted by Oda (2004), who used the BALLI to
investigate 1,700 students in a boys' junior and senior high school where approximately
80% of the students went on to prestigious Japanese universities (p. 74). The results
indicated that although many of the students were aware of the importance of learning a
foreign language, they were not willing to put into practice what they knew: They were
overly self-conscious and reluctant to interact with speakers of the language. The results
suggested that teachers should keep in mind that students come to the classroom with
certain beliefs about language learning and that, although it is not easy to change their
beliefs, teachers should attempt to modify them if they act as blocks to language
acquisition.

Those two studies indicate that mismatches between teachers’ perceptions of
learners and learners’ beliefs can occur and that knowing learners’ beliefs and their

sources can help teachers enhance student learning.

Conceptual Framework
In this section, I review the developmental psychology literature in the field of
education. I also describe how theories developed in the field of developmental

psychology can be used to interpret belief change in adolescents.
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Developmental Psychology

Developmental psychology deals with how people change during their lifespans
(Butler & McManus, 2000, p. 10). Its findings address what is developmentally typical.
In a practical sense, those findings can help parents and teachers predict what children
and students will and can do at different ages. For example, Erikson’s (1968) stage
theory posits that there are stages that everyone progresses through during their lifetime.
For example, in stage 4, the school age stage (before puberty), the child faces the
problem of developing competence in the face of a sense of inferiority about his or her
personal skills. In stage 5, adolescence, the child searches for identity in the face of role
confusion and a lack of ability to concentrate on required tasks. Having solved these
problems, in stage 6, young adulthood, the individual strives to meld his or her identity
with other people, steering a course between intimacy and isolation. Developmental
psychologists using this theory focused on changes that occur with age and on group
averages, but it is clear that there are great individual differences in the rates of
progression (Hinde, 1994, p. 618).

Because development is a complex process, researchers must interpret
differences between different age groups (Butler & McManus, 2000), and focus on not
only individuals but also on those individuals as they function in a network of
relationships (Hinde, 1994, p. 619). Thus, critical questions for developmental
psychologists include not only how individuals progress toward maturity, but also how
individual characteristics are affected by the relationships typically experienced at each

age.
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Developmental psychologists tell us what is possible. For example, typical four-
year-old children cannot sit still for first-grade classes, but six-year-olds can (Bruner,
1997). Research on children’s cognition and strategy use suggests that adolescents are
more capable of dealing with advanced topics in a variety of areas than people typically
think and that self-regulated students can use effective learning strategies in their
pursuit of academic goals (Wigfield, Eccles, & Pintrich, 1996, p. 151). Not all students,
however, can develop the level of autonomy that developmental psychologists suggest
should be possible and desirable. Some second language researchers such as Ushioda
(2003) have suggested that by carefully structuring the classroom learning situation to
include group pressure, the resolve of individual students can be stiffened by their peers.

Sears (1957) and Bandura (1969) reacted against the notion that individuals
progress through maturational stages by themselves. These researchers explored the
social dimension of developmental psychology and developed a position known as
social learning theory. Social learning theory is not a stage theory, as it omits the
notions of biological influences, critical periods, and stages. Although Sears and
Bandura were both developmentalists in the sense of being interested in the processes
underlying behavior acquisition and change (Grusec, 1994, p. 474), their approaches
differed. Sears (1957) considered development cultivated by learning, physical
maturation, and the expectancies for action held by agents of socialization, while
Bandura’s social learning theory posits that people learn from one another, via

observation, imitation, and modeling.
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Dewey’s Conception of Experience

John Dewey (1938), a philosopher and educational thinker, suggested that
experience is personal and social and that life, or what he called “lived experience,” is
education. This implies that students’ learning occurs in their lived experience, which is
influenced by learning contexts, including the school curriculum, teachers, peers, and
their experiences inside and outside of the classroom, and that their thinking and
believing are constructed, modified, and developed over time. Students as learners are
to be seen in relation not only to schools but also to society, and always in a social
context. Thus, learning takes place not only within them, but also with a teacher, in a
classroom, and in a community (Clandinin & Connelly, 2000, p. 2). Following Dewey
(1938), we can observe that learners’ beliefs are shaped by the experiences they have
both in and outside of classrooms. Japanese students sometimes have occasion to shape
their beliefs at private schools, such as prep schools or language schools they attend
after regular schools, on trips to foreign countries, in their discussions with parents and
siblings, and even in conversations with strangers in public places.

Barcelos (2006) investigated the paradoxical nature of beliefs (conflicts between
teachers and students) using a Deweyan framework and ethnographic methods at an
international language institute in the United States. The participants in the study were
three American ESL teachers and three Brazilian students. The data were gathered from
classroom observations, semi-structured interviews, field notes, and the researcher’s
reflective journal. Barcelos found that the participants’ beliefs were grounded in their

experiences, there were conflicts and mismatches among their beliefs, and their beliefs
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influenced one another. In order to understand how individual learners become what
they are and the complex process of developing beliefs through learning and living
experiences, investigating learners’ experiences is crucial. In this type of qualitative
approach, the ultimate goal of researching learner differences is not to produce
generalizations about learners, factors, or outcomes, but to understand the experiences

of the individuals in their particular social contexts (Cotterall, 2008, p. 126).

Attribution Theory and Learner Beliefs

Heider (1958) was a social psychologist and the father of the psychological
theory of attribution. Attribution theory focuses on evaluating how people perceive their
own behavior and that of other people (Williams & Burden, 1997, p. 104). It also deals
with how people make sense of their world, particularly how they explain what they
observe and experience (Dweck, 2000, p. 139). Heider proposed that all behavior is
determined by either internal (personal) or external (environmental) factors. Heider’s
ideas have stimulated many researchers who investigated the ways in which people
interpret the behaviors they see. In education, attribution theory can explain how
students’ behavior is influenced by their prior successful or unsuccessful experiences;
learners with successful experiences might not be afraid to engage with tasks they
perceive as challenging, while learners with failure experiences might avoid
opportunities to face such tasks.

Weiner (1979, 1980, 1986) further developed Heider’s theory of attribution or

causal explanations by focusing on achievement; the attributions people make for their
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success and failures determine the impact of success and failures. This theory leads to
the notion of “locus of control” (Findley & Cooper, 1983), which concerns people’s
beliefs about their control over life events. Attribution theory is closely associated with
the concept of motivation. Most of the research on attributions has been focused mainly
on sport and little research has been carried out in the area of language learning
(Williams & Burden, 1997, p. 107). Recently a few researchers (e.g., Heikkinen, 1999)
reported on learners’ beliefs using attributions or causal explanations as cognitive
entities.

Weiner (1980) expanded the concept of attribution into the field of motivation.
It was later developed into a theoretical framework that has become a major research
paradigm in social psychology. Weiner focused attribution theory on achievement,
perceived successes and failures in life (Weiner, 1974). According to attribution theory,
the explanations that people tend to make to explain success or failure can be analyzed
in terms of three sets of characteristics.

First, the cause of success and failure can be internal or external. That is,
learners can succeed or fail because of factors that they believe have their origin within
them such as ability and effort or because of factors that originate in their environment,
such as task difficulty and luck.

Second, the cause of the success or failure can be either stable or unstable. If the
cause we believe is stable, then the outcome is likely to be the same if we perform the

same behavior on another occasion. If it is unstable, the outcome is likely to be different
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on another occasion. If students believe that their ability is fixed, they might not make
efforts to engage in further learning.

Third, the cause of success or failure can be either controllable or uncontrollable.
A controllable factor is one we believe we can alter if we wish. An uncontrollable factor
is one that we do not believe we can easily alter.

According to Weiner, high achievers approach rather than avoid tasks related to
succeeding because they believe that success is due to both high ability and effort, so
they are confident enough to persist when facing difficulties. Thus, successful learners
are assumed to select challenges of moderate difficulty, rather than very difficult or very
easy tasks because the feedback from those tasks tells them how well they are doing and
helps them energetically pursue their goals.

Dweck (1999) wrote that she continued to believe that attributions were
fundamental motivational variables and critical motivators of persistence (p. 140) and
that motivation does not truly begin until people encounter outcomes with which they
are satisfied. She also suggested that researchers should consider learners’ goals and
personal theories as motivational variables because a complete theory of motivation
must deal with what motivates people to initiate behavior and what determines the
direction of their effort (p. 141).

Regarding attribution and learners’ beliefs about learning English, it is assumed
that beneficial beliefs that enhance persistence in studying and effort include ability and
effort attributions with unstable characteristics and controllability. Example of

beneficial belief is that I succeeded because I am a competent person and I worked hard.
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On the other hand, interfering beliefs that interfere further study and efforts may include
task difficulty and luck attributions. Example of interfering belief is that I did not
succeed because task was too difficult and I was not lucky.

There are few empirical studies of the relationship between learners’ beliefs and
attributions. Below I introduce three studies concerning attribution and learners’
perceptions and beliefs.

Tse (2000) conducted a study investigating students’ perceptions of foreign
language study using a qualitative analysis of foreign language autobiographies of 51
adult foreign language learners studying in the United States. The participants were
asked whether they felt they were successful in their foreign language study. They had
varying levels of success that they attributed to many sources. Those who felt successful
credited three areas: the teacher or classroom environment, family or community
assistance, and a personal drive to learn. Thus, Tse found that effort was not the only
factor contributing to students’ success in language learning. The two most often-
mentioned reasons for success noted by the participants were having teachers and
professors willing to aid them in their learning and having language input from family
and community interactions. The results of Tse’s study did not completely support
Weiner’s theory that successful learners attribute their success entirely to their own
effort, possibly because the participants in Tse’s study were adult learners who had
different perceptions of success and because learners differ from one another in many

ways.
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Yang (1999), drawing partly on attribution theory, used the BALLI and the
SILL (Strategy Inventory for Language Learning) (Oxford, 1990) to investigate the
relationship between beliefs about SLA and the language learning strategies of 505
university students in Taiwan. The main finding was that the students’ beliefs about
their ability to learn language, including their expectations of success, were related to
their use of learning strategies: functional practice strategies, cognitive-memory
strategies, metacognitive strategies, formal oral-practice strategies, social strategies, and
compensation strategies. She suggested that second language instruction as well as
strategy programs should take students’ beliefs about second language learning,
including both metacognitive and motivational beliefs, into account because she found
that learners’ beliefs were important determinants of behavior.

White (1999), who was interested in the expectations of learners as they enter a
self-instruction context for language learning and the beliefs emerging from their
experience, investigated 20 American university students studying Japanese or Spanish
who were facing a new learning environment, university distance language learning.
The participants ranged in age from 22 to 47 years. Data were collected in five phases
(prior to course, weeks 1-2, weeks 5-6, weeks 8-10, and week 12) in a 12-week period
in one semester via naturalistic interviews, telephone interviews, ranking exercises
(students rank the statements relating to success), open-ended questionnaires, and a
scenario exercise in which students choose a profile they identified as closest to their
views and experiences. The purpose was to investigate student attributions for success.

Through a content analysis of the data, White reported that three categories of
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constructs emerged from the reports as central to an understanding how learners
conceptualized the initial stages of the process of language learning: the learner context
interface, tolerance of ambiguity, and locus of control. First, as the study progressed,
learners’ conceptions on self-instructed language learning were modified. In the
beginning of the study, the learners expected that self-instructed learning would offer
flexible physical circumstances for learning; however, they began to show
metacognitive growth by thinking about the relationship between themselves and target
language sources as the key components to self-instruction. By doing so, the learners
were influenced in new ways by the self-instructed learning and developed their skills
and knowledge about themselves as learners. Second, tolerance of ambiguity was
identified. The learners began to feel less sure about themselves as learners or about
their understanding of the material. Some learners eventually developed a form of self-
instructed language learning, which was seen as requiring patience, endurance, and a
degree of confidence in their ability to continue to progress. Third, during the final
phase, the learners attributed their success to internal factors such as motivation,
persistence, and self-knowledge. White concluded that beliefs can help individuals to
understand and adapt to circumstances and that more studies investigating what learners
attribute their success to would help researchers better understand how learners develop

confidence in themselves.
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Self-Efficacy and Learner Beliefs

Self-efficacy is a belief that one has the ability to complete actions and tasks in
specific situations successfully. Bandura (1988) defined self-efficacy as “a judgment of
one’s ability to execute a particular behavior pattern” (p. 240). Bandura (2006) also
stated that self-efficacy involves “the beliefs people hold about their capabilities to
produce results by their actions” (p. 1) and beliefs in one’s capability to organize and
execute the courses of action, contributes to human motivation and attainment (1995, p.
3). In education, self-efficacy for learning refers to “students’ beliefs about their
capabilities to apply effectively the knowledge and skills they already possess and
thereby learn new cognitive skills” (Schunk, 1989, p. 14).

Self-efficacy affects the choices students make, their motivation, attributions,
and the degree of control they exert in their own lives (Pajares, 2006, p. 339). Self-
efficacy judgments also determine how much effort people spend on a task and how
long they persist with it. Thus, a person’s sense of self-efficacy can play a major role in
how one approaches goals, tasks, and challenges. People with strong self-efficacy
beliefs exert greater efforts to master challenges, they have high motivation, they take
risks, and they are eager to learn. In contrast, those with weak self-efficacy beliefs are
likely to avoid challenges, reduce their effort, or even quit.

Low self-efficacy is closely related to a sense of helplessness. Seligman (1975)
developed the concept of learned helpless, which he defined as a sense of helplessness
created by repeated failure to exercise control over outcomes. Learned helplessness

disturbs normal development and learning because the learners expect to fail. Seligman
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suggested changing people’s explanatory styles by replacing learned helplessness with
learned optimism. This dual explanation of high and low self-efficacy was followed by
Dweck’s (2006) explanation of two mindsets of self-efficacy: a growth mindset and a
fixed mindset. The growth mindset is “based on the belief that your basic qualities are
things you can cultivate through your efforts” (p. 7) and the fixed mindset “focuses on
permanent traits and leads people to fear challenge and devalue effort” (p. 10). She
claimed that people with the growth mindset were not labeling themselves and not
giving up and that people with the fixed mindset did not believe in their capacity for
growth. She also stated that “mindsets are just beliefs and you can change your mind”
(p. 16).

Bandura (1977) stated that self-efficacy theory identifies four major sources of
information used by individuals when forming self-efficacy judgments. The first is
performance accomplishments, that is, a personal assessment of an individual's personal
mastery or accomplishments (past experiences with the specific task being successfully
accomplished). Previous successes raise mastery expectations, while repeated failures
lower them. The second source is vicarious experience, which is gained by observing
others perform activities successfully. This is often referred to as modeling, and it can
generate expectations in observers that they can improve their own performance by
emulating what they have observed (Bandura, 1978). The third source is social
persuasion, which refers to activities where people are led, through suggestion, into
believing that they can cope successfully with specific tasks. Coaching and giving

evaluative feedback on performance are common types of social persuasion (Bandura,
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1977). The final source of information is physiological and emotional states, which
influence self-efficacy judgments with respect to specific tasks. Emotional reactions to
such tasks (e.g., anxiety) can lead to negative judgments of one’s ability to complete the
tasks (Bandura, 1988).

Bandura (1982) concluded that self-efficacy theory has considerable explanatory
power. He found that perceived self-efficacy helps to account for a wide variety of
individual behaviors, including changes in coping behavior produced by different
modes of influence, levels of physiological stress reactions, self-regulation,
achievement strivings, and choice of career pursuits. Thus, Bandura’s concept of self-

efficacy can help explain why students can or cannot keep sustained motivation to learn.

Dweck’s Conceptions of Mindset

Dweck (2006) proposed two mindsets, the fixed mindset and the growth mindset,

and defined the mindsets as powerful beliefs. The fixed mindset is the belief that one's

qualities are carved in stone and difficult to change. People who hold this mindset tend
to have a goal of proving themselves in the classroom and in their careers (p. 6). In the
fixed mindset, everything is about the outcome. The fixed mindset also limits
achievement and it fills people's minds with interfering thoughts (p. 67).

The growth mindset is based on the belief that one's basic qualities can be

cultivated through effort (p. 7). They believe in change and growth through the

application of their abilities and experience. In other words, people with the growth
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mindset believe that their potential is unknown; thus, even challenging goals can be
accomplished with passion and effort. They seek challenge and appreciate opportunities
to learn. The growth mindset allows people to value what they are doing regardless of

the outcome (p. 48).

Belief Changes During Adolescence
Belief changes during adolescence have been addressed in only a few studies.
Yoshimoto (1996) observed the perceptual changes of five Japanese college students in
a longitudinal study conducted in Canada. Those students had thought they could speak
English as fluently as native speakers of English before going to Canada, however, they

realized that it was not only untrue, but also an unrealistic goal after arriving.

Characteristics of Adolescents

As Walsh (2004) wrote, "the teenage years are an in-between stage, it's
sometimes awkward and difficult to know how to treat adolescents" (p. 14).
Adolescents can be confused and they do not always understand why they feel angry or
depressed. Along with influences from parents, peers, and teachers, adolescents struggle
to develop a sense of identity. In this sense, they are in a time in which they explore
behaviors, ideologies beliefs, and ways of behaving as they strive to create an integrated
concept of self (Bem, Fredrickson, Hoeksema, Maren & Loftus, 2003, p. 99). Thus, it is
assumed that the beliefs adolescents hold can change, often without noticeable outward

signs. It is assumed that the factors influencing the construction and modification of
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learners' beliefs are relevant to their physical and psychological development and are
subject to a substantial degree of environmental influence (Butler & McManus, 2000, p.

77).

Factors Influencing Adolescents

Adolescence in Japan takes place during the “intense years” (Fukuzawa &
LeTendre, 2001, p. 5) of Japanese middle school that are characterized by a far higher
pressure to perform academically than in most other nations. Students who undergo
adolescence in the Japanese educational system can be affected by academic pressure
was well as by the major changes in personal and social lives that are characteristic of
adolescents everywhere. Thus, several factors can influence adolescent beliefs, attitudes
and behaviors: peers or friends, parents, private schools, and the prospect of taking
highly competitive university entrance examinations.

First, influences from peers and friends are prominent in the literature. Coleman
and Herdry (1990) questioned 800 children aged 11-17 and found that different issues
peaked at particular ages. For example, young boys focus on heterosexual relationships
but later become concerned about conflicts with parents. One 17-year-old high school
boy told me that a person who speaks English fluently is cool and that he wanted to be
able to do so. He also said that he wanted attention from girls. His desire for
heterosexual relationships might allow him develop a naive hypothesis that if he could
speak English fluently, he could get attention from girls. Because peer culture has a

strong influence on adolescents (Obler, 1993, pp. 425-426), beliefs, and thus
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motivations, can be resistant to the influence of parents and teachers. Peer pressure can
sometimes retard the development of positive and beneficial beliefs. Perhaps for this
reason, Ushioda (2003) recommended harnessing the power of peer groups by using
classroom charters as an intermediate step in the development of autonomy and self-
regulation for individual learners. Such psychological and social-psychological aspects
of learners’ beliefs have not been sufficiently studied in the field of foreign language
education. A related concept is near peer role models (NPPMs) (Murphey & Arao,
2001), who are people who might be “near” to learners in several ways: age, ethnicity,
gender, interests, and past or present experiences. Near peer role models might also be
in physical proximity and in frequent social contact (p. 1).

Second, the adolescent’s relationship with his or her parents should be
considered. Wenger (1998) noted “the activity of children’s learning is often presented
as located in instructional environments and as occurring in the context of pedagogical
intentions whose context goes unanalyzed (p. 54). Adolescence is seen as a turbulent
period characterized by rebellion and the rejection of authority figures such as parents
and teachers. On the other hand, studying the general population of adolescents has
revealed that many not only do not rebel against authority; they maintain good
relationships with them (Butler & McManus, 2000, p. 79). Researchers investigating
learners’ beliefs have paid scant attention to the influence of learners’ parent(s) or the
influence of the culture of the family (Umino, 2004). These issues do not often emerge
in the elicitation of learners’ beliefs, but they exist behind the scenes. It might be that

parental participation in school activities varies depending on the age of the student, and
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that by middle school, parents come to school less frequently, often just to view special
classes (Fukuzawa & LeTendre, 2001, p. 102). Parental influence on beliefs might be
particularly strong when children are young. A December 21, 2008 article in The Asahi
Shinbun reported on the emergence of Japanese parents who strongly want their
children to enroll in prestigious foreign universities. Those parents’ blueprints of their
children’s futures as global citizens encourage the belief that studying abroad at a young
age brings a higher probability of success. Parents who have a strong intention to send
their children to foreign schools naturally shape their children’s beliefs. It would be a
rare elementary-school age child who questions the beliefs on which his parents are
acting.

Third, juken' and juku® influence Japanese adolescents. Juken, which is often
called “exam hell” in Japan, influences students’ life significantly when they are in
junior and senior high school. The degree to which young Japanese adolescents feel
pressure to pass the entrance examinations of prestigious high schools and universities
is greatly affected by their grades and aspirations, and the aspirations their family holds
for them (Fukuzawa & LeTendre, 2001, p. 31). Fukuzawa and LeTendre wrote that juku
provide a small window into a broader social world (p. 57). Students there study with
students similar to themselves in terms of academic aspirations and performance.

Although students at regular schools typically have a variety of goals and interests, juku

! Juken literally means “taking examinations.” Japanese students must pass entrance
examinations to attend most private elementary schools, secondary schools, and
universities.

? Juku is a private institution where students go after school review their study at school
and to prepare for entrance exams.
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classes are often made up of academically similar students who can strengthen the
bonds of friendship and common beliefs among themselves, sharing a feeling that they
are working together to achieve similar goals. As students climb the schooling ladder,
their range of social contacts widens. This is most dramatic at high school in Japan
when they come into contact with students from distant geographical locations. While
some friendships continue over a student’s school career, the most important sources of
friendship in Japan are the student’s current homeroom class and clubs (Fukuzawa &
Letendre, 2001, p. 53).

In sum, along with influences from parents, peers, and teachers, adolescents
struggle to develop a sense of identity. In this sense, they are in “a period of role
experimentation” in which “various behaviors, interests, and ideologies and many
beliefs, roles, and ways of behaving can be tried on, modified, or discarded in an
attempt to shape an integrated concept of self” (Smith, Nolen-Hoeksema, Fredrickson,

Loftus, & Contributor, 2003, p. 99).

Gaps in the Literature
The first gap is that the development and change of learners’ beliefs have not
been sufficiently investigated. Research into beliefs began with Horwitz’s (1987)
studies using the Beliefs About Language Learning Inventory (BALLI), which had a
ripple effect in the field of foreign language education. A considerable body of research
on learners’ beliefs followed (e.g., Campbell, Shaw, Plageman, & Allen, 1993;

Cotterall, 1995; Fukami & Anma, 2004; Hashimoto, 1993; Itai, 1999; Iwasawa &
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Wakai, 2004; Katagiri, 2005; Kuntz, 1996; Sakui & Gaies, 1999; Tanaka & Ellis, 2005;
Yang, 1992; Wenden, 1987). In those studies, learners’ beliefs were elicited via
questionnaires from the perspective of teaching (Woods, 2006, p. 202), or trying to
identify the architecture of a stable belief system (Kramsch, 2006, p. 111). In this view,
learners hold in mind beliefs that are relatively stable and act upon these beliefs when
they perform tasks during the process of acquiring the foreign language (Hosenfeld,
2006, p. 18). However, beliefs are situationally conditioned (Sakui & Gaies, 1999, p.
481). As Benson and Lior (1999, p. 460) observed, it is more valuable to study the
construction of learners’ beliefs, where their beliefs come from, what effects the beliefs
have on the learning process, their functions, and the ways in which they are open to
change.

When investigating development and change, tracing beliefs over time is crucial.
With respect to time, researchers need to investigate learners’ past and present beliefs as
well as their beliefs about the imaginary future. Learners’ preconceived beliefs about
language learning that were cultivated in the context of past learning experiences likely
affect students’ use of learning strategies and their success in learning a second
language (Horwitz, 1987, 1988). By the same token, as some researchers (Anderson,
1991; Dagenais, 2003; Kanno & Norton, 2003) have suggested, imagining a future
community can affect learners’ current learning and beliefs about learning. To date, no
studies have shed light on those three phases of constructing learners’ beliefs. Many
researchers (e.g., Bernet, 2006; Burden, 2005; Hashimoto, 1993; Nakano & Kubota,

2000; Ohata, 2005; Okazaki, 1996; Sakui & Gaies, 1999; Takayama, 2003; Wenden,
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1986a; Wenden, 1986b; Yang, 1999, 2003) have investigated university students'
beliefs. Studies targeting students at different levels of education are needed because
this can provide pedagogical implications for school goals and objectives, curricula,
instruction, and individual learning.

The second gap is that the complex nature and characteristics of learners’ beliefs
is little understood (Richards, Gallo, & Renandya, 2001, p. 56). The complexity is
illustrated by their defining characteristics: They are dynamic and emergent, socially
constructed, contextually situated, experiential, mediated, paradoxical, and
contradictory (Kalaja, 2006, p. 233). Thus, there is a need to investigate patterns of
beliefs, to evaluate their effects on learning, and to understand where beliefs arise from
and how they are developing.

The third gap is that there is still no general consensus about what beneficial
beliefs are and how they promote learning, and what interfering beliefs are and how
they hinder learning. To date, researchers have been concerned with describing and
classifying types of beliefs (Horwitz, 1987), such as beliefs about the difficulty of
language learning, the nature of language learning, aptitude for language learning, and
learning and communication strategies. Those classifications describe a diversity of
beliefs; however, they do not show the relationship between beliefs and language
learning. White (1999) investigated how learners experienced and articulated their
experience of a solo distance language learning context and found that tolerance of
ambiguity can be seen as related to the learners’ particular locus of control. In order to

investigate sources of beliefs and the factors that help learners construct, develop, and
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modify beliefs about learning, researchers should investigate learners' learning contexts,
including teachers, peers, parents, and their learning experiences.

The fourth gap is that theoretical explanations of learner beliefs have not been
sufficiently investigated. Most studies of learners' beliefs have produced empirical
evidence, but theories explaining learner beliefs were rarely proposed. Some
researchers, however, have proposed theories regarding how learner beliefs are
developed, modified and fixed. Examples include a study investigating agency in
language learning histories using attribution theory (Murphy & Carpenter, 2008),
students' perceptions of language study using a socio-educational model (Tse, 2000),
and relationships between students' self-efficacy and their use of learning strategies
(Yang, 1999). More studies are needed if we are to better understand how well theories

match the empirical data.

Purposes of the Study

This study has four purposes. The first purpose concerns how learners beliefs
develop and change. Change can occur in terms of knowledge, attitudes, understanding,
and self-awareness. Change can also be positive, neutral, and negative: Successful
learners can change their attitudes and discontinue learning, while previously
unsuccessful learners can begin energetically pursuing worthwhile learning objectives.
This study is focused on changes in students who learn somewhat independently, as
they autonomously develop their own learning goals (Dweck, 1986). This study is also

focused on belief changes through educative experiences (Dewey, 1938) at school and
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in social interactions and to what the participants’ attribute their learning.

The second purpose is to investigate the general characteristics of learner beliefs
in terms of their stability (Cotterall, 1999; Victori, 1999; Wenden, 1986), or instability
(Benson & Lor, 1999; White, 1999). These two conceptualizations of learner beliefs
and the characteristics of those beliefs are investigated to better understand the nature of
learner beliefs.

The third purpose is to categorize learners’ beliefs in relation to their effect on
efforts to learn English. My purpose is to investigate how learners develop beneficial
and debilitating beliefs about learning English, how they develop beliefs that enhance
their ability to sustain learning English, how their beliefs help them make decisions to
carry out actions related to language learning, and how feelings of self-efficacy assist in
developing positive beliefs about learning English.

The fourth purpose is to investigate how self-efficacy theory explains the
development and change in learner beliefs and to what factors learners attribute their
success and failure. The results will clarify whether a high degree of self-efficacy is
strongly associated with beneficial beliefs and low self-efficacy is strongly associated

with interfering beliefs.
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Research Questions
The research questions that guide this study are as follows:
. How do adolescent learners’ beliefs, develop, and what factors influence changes in

learners’ beliefs?

. What are general characteristics of learner beliefs about learning English?

. What learner beliefs are beneficial for language learning, and what beliefs hinder

the language learning?

. What confirmation or modifications of theory are suggested by the present study?
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CHAPTER 3

METHODS

In this chapter, I describe the methodology of the study and introduce qualitative
analysis and multiple-case studies as the methodological framework for studying
learners’ changing beliefs. Next, I introduce the participants and the research site
together with my position as the researcher. Finally, I discuss the data collection, data

analysis and interpretation, and ethical considerations.

Qualitative Study Design
In the present study, the research questions concern learner beliefs and the
changes in those beliefs. Thus, a qualitative approach with a small number of

participants is appropriate for acquiring a detailed understanding of learners’ beliefs.

Multiple Case Studies

A multiple case study is an exploration of a “bounded system” of multiple cases
over time through detailed, in-depth data collection involving multiple sources of
information rich in a context (Creswell, 1998, p. 61). Thus, multiple-case studies
involve collecting and analyzing data from two or more cases within the same study.
The system is bounded by time and place (p. 61).

In the present study, the bounded system is a public Japanese high school and

the cases are individual students. Yin (2003) indicated that multiple cases should be
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selected so that they replicate each other by either predicting similar results or
contrasting results for predictive reasons (p. 5). In this study, the seven participants had
the desire to study English in the beginning of the investigation. Some of them might
follow similar learning processes and others might not.

In a learner-oriented curriculum, individuals interact over time and develop
shared meanings (Clegg, et al., 1985); thus, the research methodology used in this study
is a multiple-case study approach, which is used to obtain details about phenomena such
as thought processes and emotions (Strauss & Corbin, 1998, p. 11). A small number of
students were investigated in depth. The qualitative data gathering methodology
potentially permits more precise answers to my research inquiries so that I can
understand and interpret phenomena effectively using "thick description" (Geertz, 1973,
p. 6). This description helps readers make ethnological comparisons in the research for
general or universal processes of human behavior and thought (Davis, 1995, p. 448).
Thus, the seven high school students in the present study are broadly representative of
the wider group from which they are drawn (Benson & Lor, 1999, p. 465).

The names of the participants, the school, and other people and agencies that the
interviewees referred to in the course of describing their experience, were changed to

protect their anonymity.

Research Site
The research site, Rokkaku High School, a public school, is located in

Yokohama, a major port city close to Tokyo. Yokohama is an international city, as it
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welcomes many non-Japanese visitors and has approximately 70,000 foreign residents.
The school was founded by Kanagawa prefecture fifteen years ago as an experimental
and pioneer school. The standard deviation (hensachi) of the school is 68. This indicates
that it is a fairly competitive high school. The school policy has been to accept a variety
of students: regular students who graduated from Japanese junior high schools, students
who have lived abroad, foreign students living in Japan, and restarters who quit other
high schools. Rokkaku High School offers choices that are unavailable at other regular
schools: The students do not wear uniforms, they can choose many of their classes
except for a few mandatory classes, create their own timetables, join activities such as
exchange programs with foreign schools, study any of six foreign languages, and take
English classes, such as Global Issues, Media, Presentations, Introduction to Japanese
Culture, Rapid Reading, and Creative Writing, which are not available at other regular
high schools. The school environment seems to work well for the majority of the
students; they enjoy the freedom and autonomy that is an integral part of the curriculum.
Students can select one of two courses: the Kokusai-bunka (the International Culture)
course and the Koseika (the Individual Characteristic) course. Foreign language studies
are emphasized in the International Culture course; six foreign languages are offered
along with English classes. The Individual Characteristic course is divided into five
fields: Social science, Natural science, Sports, Home economics and welfare, and Art

and music. Students can choose among a variety of classes depending on their interests.
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Participants

The participants in this study are students in Rokkaku High School, which is
located in Yokohama, Japan, where I was teaching English at the time the study was
conducted. There are two reasons why I chose them as the participants in this study.

First, high school students were chosen because they represent a fertile ground
for studying belief change. Previous studies (Cantwell, 1998; Chin & Brewer, 1993;
Paris & Byrners, 1989; Schommer, 1990; Weinstein, 1989) have suggested that learners
construct their beliefs about learning before they enter college and that the modification
of learners' beliefs is not easy once they have entered college. Thus, investigating high
school students' beliefs might provide teachers with knowledge about changing beliefs
that hamper teaching and learning. Second, I chose to study students in the high school
where | was teaching because I know that context well; I acted as a participant observer
and interpreter of the site and of the participants. Having access to the students for
interviews, and understanding their learning experiences allowed me to describe the
subtleties and complexities of the setting in which their beliefs were formed and held
sway.

To investigate the processes by which the students’ constructed their beliefs, I
found it crucial to know the students well. After considering ways to select the
participants, an opportunity came to me in October, 2006, when I held an English Day
Camp (EDC). More than 30 students participated in the camp, and among them I found
six students who were serious and fairly reflective about studying English. Three of

them were first-year students and three were the second-year students at that time. Each
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participant was required to make a presentation, and those six students chose topics
concerning English education in Japan. They chose the topics because, according to
them, they like studying English. They had different reasons for liking English, but they
had the same goal: to be a good English speaker or have a good command of English.
They seemed to have stable beliefs about learning English at that time although, |
subsequently learned, these beliefs had changed and would change again. While I was
working with them at the camp, and later helping them prepare their presentations at an
English teachers’ association at a private university in Tokyo, we became close and I
felt comfortable asking them about their backgrounds and ideas about learning English.
I decided to invite those six students to participate in the present study. All of them
agreed to do so.

The six students had different backgrounds and this allowed them to represent
particular characteristics of Rokkaku High School, including the International Cultural
Course and the Individual Characteristic Course. Two of the students were not
Japanese citizens, one was born in Canada, one was good at using computers, one was
interested in education, and one loved English literature. After they agreed to participate
in the study, I added one male student who became a member of the ESS (English
Speaking Society) club. He was born in Peru. I also included a student who quit another
school and entered Rokkaku High School, because I thought that her background of
attending two schools was different from those of other participants. The seventh

participant became a member of the ESS club in April, 2007.
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Thus, in the beginning of the study, I had eight participants, but one student
from the Philippines told me after the first interview in 2007 that she could not
participate in the study because she wanted to concentrate on studying for university
entrance examinations.

Thus, there are seven participants in this study: Natsuko, Rumi, Honey, Mai,
Kazuo, Fumiko, and Satsuki (pseudonyms). One of the students entered Rokkaku high
school as a first-year student in 2005, five entered in April, 2006, and one entered as a
second-year student in September, 2006 after quitting another private high school. The
five first-year students were chosen in order to gather details of their English learning
history before high school. I included the second-year students because I wanted to
observe how studying for university entrance examinations (juken-style learning),
which emphasizes rote memorization, influenced their beliefs.

Because of their professed liking of English, the seven participants are not
necessarily representative of Japanese high school students, many of whom tolerate
English but do not strive to succeed at speaking the language. The participants had
progressed some way toward taking responsibility for their own progress. As will be
seen, even among these seven, there is a general and more or less spontaneous trend for
adolescents to shift toward positive and beneficial beliefs about learning English. My
choice of these students was based on the judgment that more is to be learned from
those who have traveled some of the road than from those who have traveled very little
of it. Naiman et al. (1978) made a similar methodological judgment when they

abandoned their initial plans for extensive interviews of unsuccessful students; they
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only had two participants because the unsuccessful students did not want to talk about
their unsuccessful learning experiences (p. 12).

The participants were selected through purposeful sampling (Patton, 1989)
according to observer-identified categories (Hammersley & Atkinson, 1995) and quota
selection (LeCompte & Preissle, 2003). The questionnaire administered in April, 2006
helped me identify those students (see Appendix C and D). The questionnaire consisted
of the BALLI and open-ended questions about the students’ learning experiences,
overseas experiences, former English classes, interests, and future hopes. It helped me
identify students who have a positive attitude toward learning English and students with
varied experiences, such as experience studying overseas, studying at a cram school,
and studying at another high school. Those seven students were also accessible for me; |
saw six of them almost every day and five of them were in my English classes.

In sum, the criteria I used to select the seven participants were that they had a
variety of learning and life experiences, they were interested in learning English, they
had demonstrated sustained efforts to learn English, and they had successful past
learning experiences in terms of school grades before coming to Rokkaku High School.
Some of them were active participants in English Day Camp.

Table 1 summarizes the backgrounds of the seven participants before they
entered Rokkaku High School. Some of them had similar learning and life experiences.
For instance, three students were born or had lived in foreign countries, and two had

overseas experiences before attending Rokkaku High School. Their overseas
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Table 1. Study Participants

Name

Gender

Country of
origin

Background before attending Rokkaku High School

Maiko

Satsuki

Kazuo

Fumiko

Honey

Rumiko

Natsuko

Female

Female

Male

Female

Female

Female

Female

Canada

Japan

Peru

Japan

Myanmar

Japan

Japan

* Born in Montreal, Canada

* Attended a preschool (8 months) and kindergarten (2
months) in Vancouver, Canada

* Attended a kindergarten in Japan

* Attended a public elementary school and a junior high
school in Japan

* English grade in junior high school: 5

* Born in Japan

» Went overseas briefly every year since childhood

* Attended a Japanese elementary school and junior high
school

* English grade in junior high school: 5

* Born in Peru

» Came to Japan at age 15

» Went to a Japanese school in Peru

» Went to a cram school in Peru

* English grade in junior high school: 5

* Born in Japan

+ Attended a Japanese public junior high school

* Attended a cram school

* Went to Canada for 2 weeks

* English grade in junior high school: 5

* Born in Myanmar

» Attended a local kindergarten and elementary school

* Attended an international school for 2 years

» Came to Japan at age 14

+ Attended a public junior high school in Japan

* English grade in junior high school: 5

* Born in Japan

* Attended a Japanese public elementary school and junior
high school

+ Attended a cram school

* No overseas experience

* English grade in junior high school: 5

* Born in Japan

* Attended a public Japanese elementary school

* Attended a cram school

+ Attended a private Japanese junior high school

* Attended a private Japanese high school

* Quit the private Japanese high school and entered a public
high school

» Went to Asian countries briefly (Stimes) before starting
junior high school

» Went to the Philippines to study English twice before
attending the second high school

* English grade in junior high school: 5

Note. English grade in junior high school: 5 = highest possible grade, 1 = lowest
possible grade.
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experiences were also unique in various ways. Kazuo was from Peru, and Honey was
from Myanmar. Maiko had lived in foreign countries when she was very young because
of her father’s job. Satsuki had been abroad often for sightseeing, Fumiko had been

abroad on a study trip as a prize for a speech contest. On the other hand, Rumiko had

Table 2. English Classes the Participants Took at Rokkaku High School (2006-2009) in
the First Year (2006-2007), Second Year (2007-2008), and Third Year (2008-2009)

Maiko English I (10) English IT (10) Rapid Reading (10)
Writing 1 (9) Presentation (10) Presentation(Audit)
Creative Writing (9)
Satsuki OCI1*©9) English II (8) Presentation (7)
English I (8) Writing 1 (8) Rapid Reading (7)
English Day Camp Media (8)
Global Issues (8)
Creative Writing (8)
Kazuo OCI (10) English II (8) Reading (7)
English I (9) Global Issues (9)
Presentation (Audit)
Fumiko OCI (9) English IT (10) Presentation (10)
English I (10) Rapid Reading (9) Creative Writing (9)
Japanese Culture (9) Global Issues (10)
Writing 1 (10)
English Day Camp
OCI * (10) English II (7) Reading (7)
Honey English I (9) Creative Writing (7)
English Day Camp
OCI (7) Writing 1 (7) None
Rumiko English I (7)
English Day Camp
English II(1st term) (7)  English II(2nd term) (7) Presentation (8)
Natsuko Writing 1 (7) Writing 1 (7) Global Issues (7)
Creative Writing (7)
Reading (6)

Note. OCI = Oral communication course taught by a native speaker of English. Grades

for each class are in parentheses: 10 = Excellent, 1 and 2 = Failure.
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never been abroad. Finally, Natsuko entered Rokkaku High School after quitting
another high school. One of the students, Fumiko, was a second-year student. She was
included as one of the participants because I wanted to observe how her beliefs changed
as she started preparation for college. To make the data consistent, I gathered data about
the history of the third-year student before and during high school. I finished collecting
data when the participant decided which university to attend. The last set of data was

collected before they graduated from high school.

My Position as Researcher

My use of qualitative inquiry led me to be a participant observer and a
collaborative partner in this study. I observed the students after they entered Rokkaku
High School. I was a researcher and a teacher; as a teacher, I acted as a facilitator and
encouraged the students to discover learning principles for themselves. This study
included interviews and small talk so that I could have common experiences with the
participants and they could feel comfortable talking with me about topics that were
salient to them. Interview data were considered as “a product of the interaction between
interviewer and interviewee” (Block, 2000, p. 759). Seeking a balance between
subjectivity and objectivity in reporting, or seeking rigorous subjectivity (Wolcott, 1994,
p. 354) that can be interpreted with some transparency by others, is important (Duff,
2008, p. 131). Because I occupied the research site with my participants and taught
some of them, I had to try not to be too close to the case to see them objectively: |

focused my inquiries as a researcher keeping mental if not physical distance, not bent

60



on investigating the participants’ private life deeply because qualitative researchers are
guests in the private spaces of the world (Stake, 1995, p. 244). I was simultaneously a

teacher, researcher, listener, and recorder of the participants’ voices.

The Use of Qualitative Data

Sources of evidence for this interpretive study included documentation, archival
records, interviews, and direct observations; the use of multiple approaches allowed me
to elicit data from various sources and maximized triangulation. Thus, I collected the
participants' e-mail messages, written reports, internal records, evaluations
(documentation), personal records, such as diaries and journals, and grades (archival
records). I also conducted unstructured and semi-structured one-on-one interviews,
observed their behavior in and outside of the classroom, observed the environmental
conditions (direct observations), administered questionnaires to the participants’
parent(s), and wrote reactions and journals as the study proceeded.

Interviews were a crucial part of this study as they shed light on the learners’
implicit beliefs, attributions, perceptions, and social meanings. The purpose of
conducting the interviews was to elicit the students' views of learning, especially those
that eventually helped them develop beliefs about learning English. Individual, one-on-
one interviews were conducted in the participants' L1, Japanese. Semi-structured
interviews were conducted using an interview protocol (see Appendix D for the
Interview Protocol), and, notes based on free conversations with the participants were

recorded in the researcher’s journal. Interview protocols were used in the beginning of
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the interviews, however, as time went on, the participants spoke voluntarily about
themselves. Those interviews were primarily conducted to collect data about the
participants’ insights; little attention was paid to the linguistic or textual features of the
discourse (Duff, 2008, p. 133). During the interviews, I started with questions, but as
time went on, | anticipated that the interviews would transform into narratives in which
the students made sense of their experiences by casting them in narrative form (Bruner,
1990). A good interviewer is a listener rather than a speaker (Creswell, 1998, p. 125);
thus, I did not speak excessively. After transcribing the interviews, I presented written
information for the participants to check.

The interviews were usually conducted in a place in Rokkaku High School
called the International Corner. It was named by one of the participants in this study,
Maiko. It is a corner next to the foreign language teachers’ room with a table and
benches where teachers and students talk. One working group of parents, Bench People,
which is a group of mostly fathers, made the benches and tables used in the
International Corner. In the International Corner, students get together and talk or do
assignments. Foreign exchange students, the Assistant Language Teachers, and
Japanese teachers often stop by and talk with students there. Thus, the International
Corner is a place for socialization.

As mentioned in Chapter 2, adolescents sometimes change beliefs without
giving any outward sign of doing so. There is a further, existential, problem, that
adolescents do not often think of themselves as holding beliefs—with the result that

beliefs can be said to come into being only when elicited. For the qualitative researcher,
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the situation is compounded by the further problem that participants who have changed
beliefs routinely deny that they have changed. In a sense they are correct; not having
held a belief consciously in the first place, they technically have not changed it.
Nevertheless, to the careful observer, change is evident. In conducting the present study,
I found that observations must be based on behavior as well as verbal reports and that
considerable delicacy is sometimes required in order to discuss not only beliefs, but also
belief changes, with the participants.

Reliability and validity of the qualitative study were investigated through Yin's
(1984) critical tests: construct validity, internal validity, external validity, and reliability.
Construct validity was tested by attempting to minimize subjective judgments in
collecting and interpreting data, which is problematic in case studies (Nunan, 1992).
Thus, I showed written interpretations of the interview data to the interviewees to check
if my interpretations were trustworthy. Operational sets of measures in this study were
discussed with professors and peers studying with me in a doctoral program. Multiple
interviews helped me avoid inaccurate inferences.

External validity was attained by analytical generalization (Yin, 1984), in which
the purpose of the study was not to search for the only truth, but to identify possible
truth, that is, knowledge that strikes others as meaningful.

Data analysis took place both during and after data collection, in line with
Creswell’s (1998) emphasis on a zigzag approach between data gathering and analysis.
The qualitative data were analyzed as Stake (1995) described: by categorical

aggregation, direction interpretation, holistic analysis, establishing patterns, cross-case
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analysis, and naturalistic generalizations. Categorical aggregation seeks a collection of
instances from the data, hoping that issue-relevant meanings emerge (Stake, 1995),
direct interpretation concerns a single instance and draws meaning from it, which is the
process of pulling the data apart and putting them back together in more meaningful
ways (Stake, 1995), and cross-case analysis involves examining themes across cases,
leading to a holistic analysis by which the researcher examines the entire case (Yin,
1989). It is expected that naturalistic generalizations help the reader learn from the case
or its application to other cases (Stake, 1995). Finally, I tried to make sense of the data
and provide an interpretation of the "lessons learned" (Lincoln & Guba, 1985), which
could be presented as assertions (Creswell, 1998). The interpretation of interview data
was demonstrated immediately after the first interview. Each time I met a participant, |
went over the previous data and discussed possible interpretations. When the participant
rejected an interpretation, I made corrections. Thus, the participants and I constructed

the stories together.

Analysis

There was no interview schedule, but instead a protocol listing topics to be
covered (see Appendix E and F). At the beginning of the first interview, I asked the
interviewees to talk about their educational background, past and present experiences,
and the crucial events or experiences that influenced their feelings, thinking, and
learning. In subsequent interviews, I asked them to talk about how they were doing. In

order to elicit their feelings and thoughts, I occasionally asked questions so that I could
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construct the participants’ stories with them. When I interviewed them, I often
interpreted what the participants said, or sometimes, I asked for their stories, judgments,
and opinions by sayinh “Do you mean...... ?”, or “I think you meant......

When I interviewed the participants, I realized that I had to play down my own
reactions. For example, Rumiko said that she did not take any English classes in her
third year because older students had told her that taking English II was not necessary
and that she could study English by herself. As a teacher, I wanted Rumiko to take
English classes, especially elective classes such as Presentation, Global Issues, and
Media. I also became critical or judgmental sometimes. Realizing that my reactions as a
teacher might influence the participants’ narratives, I tried to concentrate on being an
observer, reacting as little as possible.

I made a different color file for each participant and placed the data I collected,
which included transcriptions of tapes, memos, questionnaires, essays, and reports, in
chronological order.

I also made a journal of random thoughts that included my ideas, observations,
comments from an advisor, suggestions from peers, feedback from my reading,
reflections from watching movies, and conversations with people both in English and
Japanese.

Meanwhile, I kept a journal of analysis, writing occasionally to keep notes on
what I was doing. When I had a chance to see the participants, I interviewed them or
talked for a while and wrote my reflections in a more systematic way than in the journal

of random thoughts.
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Collecting and sorting data were done synchronously from 2006 to 2009. All
data, including interviews, reports, questionnaires, and diaries, were coded (Sato, 2008),
that is, I wrote codes in the margins that explained the data (see Appendix G). After the
coding was finished, I put the codes on a piece of paper with numbers to retrieve data
and help me find quotations. I then categorized the codes using focused coding, which
is used to elicit more detailed themes from coded data. Focused coding is considered to
be an efficient approach when investigating areas in which few previous studies have
been conducted (Sato, 2008, p. 104). Focused coding helped me elicit categories to
explain how the participants learned English and what influenced their thoughts and
changed them over time. Through this process a description of each participant
gradually appeared. The categories that emerged from the coding were factors
influencing their learning history. To put codes and categories together, I made a matrix
for each participant (see Appendix H). In the matrix, [ extracted an emergent theme
from each chunk of coded data. These emergent themes are included in the stories of the
participants in Chapter 4. I also paid attention to crucial changes in the participants’
beliefs.

I finished a transcription of the first phase of each participant, which was before
they came to Rokkaku High School. I read each transcription multiple times, paying
particular attention to each student’s encounters with or exposures to foreign culture and
learning English. I paid attention to aspects of their learning environments, including
parents, schools, peers, siblings, and teachers at school or cram school. After sorting the

data, I started writing the story of each participant based on the data matrix. I wrote
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each participant’s story before high school and at Rokkaku High school. I included the
participants’ feelings, thoughts, and beliefs about learning English and their attitudes
toward foreign culture and languages.

I transcribed the tapes and translated them into English. During this process, I
read each transcription multiple times and sorted the information into chronological
order. I listed questions that emerged and asked the participants to write answers. Kazuo,
a male participant, said that it was easier for him to talk, so I asked him the questions
orally and recorded his answers. I handed the participants’ stories, which were written
in Japanese, to them and asked them to check if had I missed something or
misunderstood them.

After I started writing my interpretations of the participants’ beliefs, many
questions emerged: some questions concerned the participants and others were about
their parents. I placed questions on an open-ended questionnaire with the same
questions for both parents and participants so that I could check if their stories were
consistent (see Appendix I for Questionnaire for parents I and Appendix D for
Interview Protocol).

For member checks, I wrote each participant’s story and showed it to him or her
in order to see if he or she agreed with the information (Merriam, 1998, p. 204). The
first participant was Natsuko, and she was followed by Rumiko, Kazuo, Satsuki, Honey,
Maiko, and Fumiko. When I wanted to know more about them, I sent an e-mail message
asking them to come see me. To analyze the data, I read the research questions

repeatedly to tie them to my data (Merriam, 1998). To answer the research questions, I
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extracted positive or negative experiences of each participant that were relevant to his
or her changing beliefs about learning English.

I had been wondering when to stop collecting data and I came to the conclusion
that I would stop when the participants made a decision about which university to attend.
When they had decided, I could let them fly. I did not collect data on Fumiko’s life in
university because she had already been accepted by the university she wanted to go to
(She was one year ahead of the other students.) However, I asked some questions to
clarify data I had already collected about her.

After I finished each participant’s story, I identified changes in their beliefs and
the factors that affected their beliefs.

Finally, I categorized the beliefs in each matrix into beneficial beliefs,
interfering beliefs, and indeterminate beliefs. Beneficial beliefs are positive beliefs that
lead to the participants active learning. Interfering beliefs are negative beliefs that
interfere with the participants’ learning. Indeterminate beliefs are uncertain beliefs that
possibly lead to active learning or disturb learning depending on the situation. A cross-

case analysis of beliefs was conducted based on the categorization.

Ethical Considerations

The data collected from the participants were used to investigate what beliefs
they hold about learning English and how the beliefs have developed and changed. In
the data collection procedures, the participants were able to explore their thinking

regarding learning English and with my help, they reflected on what they said through
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reading transcriptions of interviews and perhaps were able to add meaning through
scaffolding (Bruner, 1996, p. 77) and experienced positive effects by participating in the
study. To establish a mutual working relationship, I explained the purposes and the
procedures used in the study and then obtained informed written consent from each
participant (see Appendix J for Consent Form for Interviews). Interviewing was
collaborative in the sense that I typed out the first-person stories of the interviewees in
Japanese and then asked them to correct and enhance the resulting autobiographical
information. This procedure ensured the accurate representation of the interviewees'
thoughts and increased their enthusiasm for reflecting on their beliefs and experiences.

Before I started collecting data, I had asked the participants to sign ethical
release forms in order to inform them about the potential hazards of participating in the
study such as emotional upset, limits to confidentiality, and the use of the data, and
make it clear that participation was voluntary (Rudestam & Newton, 2001, p. 88). I
asked the participants’ parent(s) to sign release forms (See Appendix L for Consent
Form for Interviews for Parents) because the participants were minors. Lastly, I asked
the principal of Rokkaku High School to sign a release form (see Appendices N for

Consent Form for Interviews for Principal).
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CHAPTER 4

RESULTS: STORIES OF THE PARTICIPANTS

In this chapter, I describe the participants’ life stories learning English. Using
narratives, | summarize how the participants’ experiences learning English enhanced or
disturbed their efforts to learn, what factors influenced them to develop and change their
beliefs, and how their beliefs changed as a consequence of those experiences. In what
follows, the seven learners’ stories along with their emergent beliefs are presented with
a minimum of interpretation. This chapter is the first phase of explanation-building
(Yin, 2009, p. 141); in a later chapter, generalizations that fit the individual cases are

constructed.

Natsuko’s Experiences
HERIEEZLTHDONRE LY, BIOEKTIHTZ T 5I2beb s

TWAEUEND T, DRI A TG B DEZ OHMINERS A
— DR TR/ANT D, HEFEEZT - LR L7z o T,

Doing what I want to do is fun. In a previous high school, I felt that I was forced

to do whatever I did. After I entered this school, small parts of my thoughts

united: [ want to continue studying foreign languages. (Natsuko, I-7, 2007)
Childhood to Elementary School

Natsuko was born in Japan. She was the only child of a mother who worked in a

hospital office and her father who was a certified public account who ran his own

accounting firm. When I asked Natsuko how she felt about being an only child, she said
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that she felt that it was an advantage as she was growing up. Natsuko said (my
questions are in parentheses):

(— A2 T2 TNIDIEFBZIZIEHVETH) Ao ToTEZXT-DIL
EEKIEDP S, (E2WVIEIC?2)bobo 2 A1E, —AoFEnbi
MBI B R LRI, N7 T ATHH->T, — Ao
FTEoTHRAREEDAWL, LIEERSTED, ZAKRO ., &
O THLRNL, b b, TH, T, H. ~A->TTENBLH
MIATMETHE B oA, E— Ao fTlEolomb Il oo TR 12
W2 ERLBETINEL, BREABEEIANGESDIEZY B LW
WnE, TIZW— Ao FTENEZINI) T ENTELEALE RS T, &
T, Y EFELTWHWTEY, B Th) L7, £OWIEREZ
72D7E->T, 2Ab3ANbWVEL, ZARICHFIZ, CLLTEZET
HANGE LG T LT LT osl=zmb o THEI L, Znn, ST
BoLt, " bOFIT—ANoF+TLho7=EE 5, /WNFEAEDEIL, — Ao
TIN5 TNZH B X TWReho Tz,

(Have you ever thought about being an only child?) Honestly, I have thought
about it recently. (What did you think about?) When I was little, I was told that
being an only child was this and that at elementary school, but I thought that an
only child wasn’t different from other students. My family wasn’t particularly
rich or anything. But recently I realized that I could have gone to a private
school and was able to do whatever I wanted because I was the only child and
my parents paid attention to me. Talking with friends made me realize that I was
fortunate. (Now you think so.) If I had not been an only child, my parents
wouldn’t have talked seriously about my changing schools. No I think I’'m lucky
that ’'m an only child. When I was an elementary school student, I didn’t think
about it at all. (I-14, 2008)

Natsuko’s parents had different expectations for Natsuko. Natsuko’s father majored in
law and after graduating from the university, he established his own business. He
strongly hoped that Natsuko would study law at a prestigious national university and
would become a lawyer. On the other hand, Natsuko’s mother wished for her daughter
to like foreign cultures because she (her mother) likes traveling overseas and is

fascinated with foreign cultures. Her mother’s wish led her to expose Natsuko to foreign
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experiences frequently. Natsuko did not see her father often. He was a licensed tax
accountant and spent a lot of time at his office until late at night. In a sense, Natsuko’s
father was an invisible figure. Although his role as a financial supporter was obvious,
his influence on Natsuko was not strong.

Natsuko’s mother liked Thailand, so she took Natsuko to Thailand twice when
Natsuko was a child. She also took Natsuko to Saipan, Guam, and Indonesia when she
was an elementary school student because she wanted Natsuko to have as many
opportunities as possible to be familiar with foreign cultures. These overseas
experiences enhanced Natsuko’s curiosity about foreign countries, especially those in
Asia. Natsuko usually went overseas with her mother or her mother’s friend, but on one
occasion she went to Thailand with her mother and father. At that time, Natsuko did not
speak English at all, as traveling with her parents did not involve communication with
people who spoke different languages. Although Natsuko did not communicate directly
with non-Japanese, she felt that learning about foreign cultures and being in foreign
countries were fun and exciting. These early experiences led to the development of
positive beliefs about learning foreign cultures and languages.

Natsuko was a child who put her effort toward doing what she was good at. For
instance, at primary school, Natsuko liked making origami (making objects with paper)
and impressed her parents and teachers with her origami creations. Because she
believed she was talented in that area, Natsuko never wanted to be outdone by other
students. Natsuko’s mother described Natsuko on those days as makezugirai

(unyielding).
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Playing the piano, however, was different; Natsuko did not feel that she was
good at it and she believed that other students were much better than she was, thus, she
did not practice the piano intensively. Natsuko went to weekly piano lessons even
before starting elementary school; however, she did not like the lessons in part because
playing the piano was her mother’s idea, not hers. Her dislike of the lessons was evident,
as every Friday, the day before the piano lesson, she had a stomachache as she
anticipated the following day’s lesson. At the piano lessons, Natsuko sometimes played
in an ensemble with other students. At that time, she practiced hard because she thought
she was responsible for their success. She felt that working with other people demanded
responsibility and commitment.

When she was six years old, her family went to an amusement park, and at that
time, Natsuko’s mother saw a gamlan, an Indonesian percussion instrument, and wanted
her daughter to learn how to play it. Natsuko started going to gamlan lessons with her
mother. At eight years of age, she took traditional Indonesian dancing lessons. Although
Natsuko was not particularly enthused about playing the gamlan and dancing, she
sometimes enjoyed them. Natsuko also took swimming lessons and calligraphy lessons,
which were her own choice.

When Natsuko was in the sixth grade, a teacher asked Natsuko’s family to host a
student from Hong Kong who had studied Japanese at college in Australia. Her family
hosted the student because Natsuko’s mother was interested in having an exchange
student in the house and she thought she could take care of the student because she had

studied English. Natsuko had not studied English formally, therefore, she did not even
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know the alphabet at that time. Natsuko communicated with the student using gestures
or said simple things such as “hello” to her. Natsuko’s mother spoke English, although
not fluently, so when her attempts to communicate in English failed, she used gestures.
The student stayed with Natsuko’s family for two weeks, but Natsuko said that she
understood very little. Natsuko remembered how poor her English was at that time and
felt ashamed of her lack of ability to speak English; she wanted to ask about Australia
but could not do it. Even though she could not communicate with the student, Natsuko’s
positive beliefs about learning foreign languages, especially English, developed as a
result of this experience.

When Natsuko had to decide which junior high school to attend, she talked with
her mother and decided to apply to a private school. She wanted to go to that school
because it was close to her house and the school facilities were beautiful. In addition,
the public junior high school she was supposed to attend did not have a good reputation;
people said that the school had poorly behaved students. Natsuko did not get along with
some of the other students in her elementary school, so she wanted a new start at junior
high school. After she decided to apply for Sakura Junior High School, she had to begin
preparing for the entrance examinations. She stopped going to private lessons and
instead went to a cram school every day to study mathematics, Japanese, science, and
social studies. Although her grades at the cram school placed her in the middle of the
class, she enjoyed studying there and she got along with the other students well. They
all studied to pass the entrance examinations and shared common feelings about school,

so Natsuko enjoyed going to the cram school more than elementary school. She liked
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Jjuken benkyo. Studying at elementary school was too easy for students like Natsuko
who belonged to the juken-gumi (entrance-exam group) and studied relatively advanced

topics.

Junior High School

Natsuko passed the entrance examination to Sakura Junior High School. She felt
proud and had a feeling of superiority toward many of the other students. Because she
had studied hard to pass the examination, Natsuko expected to be able to relax and
enjoy herself in junior high school; however, she soon found that she had to study hard
again because the demanding curriculum was designed to help students pass
competitive university entrance examinations in the future. She felt that she did not
have a choice, so she thought that she had to study whether she wanted to or not.

Natsuko said:

EEAST OB ABEIT >0 | FRCERFOEENTAIE TR T, %
BREDIRIEC D S T2 DIZIIBNE > TV I DIIRZ TH, W F 2T L%m
BETOHNYFaTLZm2ICOFTLHMNE, b I REEEDIALT,
When I started junior high school, I was flooded with homework, especially
math homework. I still remember that I said to myself then, “Oh my God, I
finished juken benkyo to come here, but again?” At that school, they stuffed a
three-year curriculum into two-years. (I-16, 2008)

Natsuko studied English formally for the first time at the age of 12 in junior high school.

Studying English was a new experience for her, so she was eager to learn it. Natsuko

had a good English teacher in her first year, and she enjoyed the classes a great deal.
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The teacher introduced foreign songs and music, which led Natsuko to develop both a
love for music and a liking for English.

In Sakura Junior High School, there were 50 students in each grade who had
lived overseas (kikokushijo). These students participated in English speech contests, so
Natsuko felt that she could not take part in any of them. These students exerted a strong
impact on her, and although she was friends with some of them, she did not feel very
close to the majority of them. Natsuko felt that these students made their own exclusive
group and that they were slightly snobbish. The spoken English these students produced
in Natsuko’s first year at Sakura Junior High School was beyond her imagination. She
did not think about competing with them and she felt ashamed of speaking English in
front of them. However, Natsuko wanted to study English more intensively and to catch
up with them somehow.

Natsuko told her mother about her wish to study English and her mother found
Natsuko a tutor, Ms. Nakagawa. Ms. Nakagawa was an architect by training who visited
hospitals as a voluntary tutor. Natsuko went to Ms. Nakagawa’s house once a week for
two and half years for English conversation lessons. In the private lessons Natsuko
learned that English is a tool to convey one’s thoughts. Ms. Nakagawa not only taught
English to Natsuko, she also talked about her foreign experiences in Japanese, which
led her to feel that learning about foreign cultures was fun. Engaging in free
conversation with Ms. Nakagawa made Natsuko realize that getting used to speaking
English was crucial. Natsuko also learned from her that English could be a tool to do

many things.
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At the end of her second year at Sakura Junior High School, Natsuko’s mother
thought that having an American student visit their home would help Natsuko develop
her speaking proficiency further. Her family hosted a student from the United States for
one week. Natsuko was not only able to introduce herself in English, but for the first
time in her life, could actually talk with a foreigner in English. Later she talked about
this experience saying:

TAYVADANTIHEBL bW, £ORHZ, WO TRENTE 2, Kl

LT A0 LeoTh, AZ) AW, T, T > LT,

THER2 D FRE —FEAT AT E, BHROF LIMebbiRnoT

V. 2 Lo lo b,

An American student stayed with us for a week. It was the first time that I spoke

in English, I was really moved. I said, “I’m speaking English now! “ I was so

happy, but I also found that I couldn’t make myself understood in English while

going to school on the train. I couldn’t speak well. (I-1, 2007)

Although she was excited to speak with the American student in English while
commuting to school with her, Natsuko felt that her English was not good enough.

Natsuko studied English diligently in Sakura Junior High School. Natsuko liked
English very much and she always got good grades in English. She considered English
to be a subject she was particularly good at.

At age 14, in her third year in Sakura Junior High School, Natsuko felt tired of
studying. Social life beckoned, and her time and energy went toward more enjoyable
activities. Her school grades started falling “like a snowball.” The friends that Natsuko
had in her third year were good ones and they shared many good times together.

Natsuko thought that her accumulated frustration with studying finally exploded and set

her free from intensive study and even from club activities. Natsuko had friends who
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were like her, and they spent time together, going to movies or karaoke almost every
day. With respect to academics, she described herself as “flushed away by the stream”
at that time. Although she was spending a lot of time with her friends in her third year,
Natsuko managed to study English and math just enough to stay in the upper classes;

Natsuko studied both subjects enough to maintain her image as a good student.

First High School

Because she was a student at Sakura Junior High School, Natsuko was
automatically enrolled in Sakura High School, which was itself attached to a junior
college. However, as her interest in studying faded, her fascination with drama and
acting was on the rise: she wanted to be a TV personality or stage actress. Her interest
in drama was inspired by one of the students at Sakura Junior High School who did not
choose to go to Sakura High School. The student was a good friend of Natsuko’s and
loved acting. Another reason Natsuko chose drama was that she liked one actor very
much and thought that she could see him face to face if she attended the acting school.
At the age of 16, Natsuko started attending a private acting school once or twice a week.
Tuition was expensive, but Natsuko’s mother supported her daughter and paid for it.

Going to the acting school changed Natsuko. She became more able to speak in
front of people, and as the youngest student in the drama school, Natsuko observed
many adult students practicing acting and dancing. They looked so alive to her, and she
thought that those people were more human than the students in Sakura High School

who lived to get good grades on examinations. She said:
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At dance school and acting school, I met many people who did what they liked.

They seemed to have an inner glow. They looked more human than the students

around me at that time because the students around me at Sakura High school

just studied intensely for exams. (I-19, 2008)

Her experiences at the acting school, however, gradually lost their appeal, as Natsuko
found that the people in show business were ordinary people. She did not adore or envy
them anymore. After listening to inside stories of actors, Natsuko thought that she could
not make it in that business no matter how hard she tried. In the acting world, she
thought, connections among people, and playing up to directors or producers were
demanded. Natsuko thought that situation was unfair. She quit the school after one year,
but even after quitting, Natsuko kept in touch with the friends she met there. After
quitting the acting school, she wanted to do something she thought was worthwhile, and
she thought of studying English because she liked the language.

She applied for a three-week program in the Philippines sponsored by Youth For
Understanding (YFU), an association that was engaged in exchange programs. An offer
from YFU came to Sakura High School. They could send one student to the Philippines.
Natsuko thought she had a good chance to be selected: “Even a bakana (stupid) student
like me could go.” There were two applicants. Natsuko had interviews with teachers
and was selected because her grades were slightly better than the other applicant. Her

enthusiasm for going abroad was very strong and she felt that the interviewers sensed

her passion. It was brave of her to go overseas by herself for three weeks. Without her
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experiences in the acting school, Natsuko would never have applied for the program.

She said:

BRI THRHEWNANALR) T2 72> T, TN TH L, AT, HE

WO TRPoTeh, 74 VBT TR b LLBRWER S, 7

Ay, TS BR bR S5, SHEHE, biFbhAneEZ A, Z

Dy BRIV, BRFT T, —ATEZEI NI L ZAHICR— > TT»

e, MW b D7 Irotzing,

After I started going to the acting school, I wanted to take on various challenges.

If T had not been to the acting school and had not practiced acting, I probably

would not have gone to the Philippines. I wouldn’t have had the courage to go to

a place I didn’t know at all for three weeks. That would be scary. I went to the

acting school by myself, and I wasn’t afraid of anything. (I-18, 2008)

The three weeks she spent in the Philippines had a big impact on Natsuko. It was a
turning point in her life as her values and perceptions of school, studying, and her future
plans were changed.

In the first week in the Philippines, Natsuko went sightseeing, which was
followed by a two-week home stay. The first week of the home stay was very difficult
for Natsuko. Her English was not good enough and she spoke with a dictionary in her
hand. Her host brother said to her, “Your English needs to be improved.” She knew that
he was teasing her, but she felt ashamed. They became good friends after one week.

During her stay with her host family, Natsuko went to some local schools where
some classes were conducted entirely in English. Although Natsuko had studied English
intensively for three years in junior high school, and this had given her confidence that

she could speak English reasonably well, she could not always make herself understood

in English to the Philipinos. She realized that writing English and speaking English
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were different and that without understanding what people said, communication was not
possible. She felt that her first task was to improve her listening skills.

One night Natsuko had a dream in which she spoke English. Then she found that
she had stopped mentally translating English into Japanese and Japanese into English.
She said “I understood in English! I was so pleased!” This improvement was not yet
enough to let her rest, however, because her English proficiency was still limited, but
she had concluded that trying to communicate messages was the most important part of
communication, more important than speaking correctly. Natsuko said (my responses

are in the parentheses):

PEETE R T, 2o EBEDLRVWEmbARVWERST, 0 dH
ZTIRADED ZRIET LoD L) Il ozinth, FHEORT,
JHETZN WD L, FREI T LWL, REOFRTI U Lt L,
ol ., 74V NUATHTeb, FARIEESTELRALTE
RN LE A, FT LAY EB-T, EEFHIRD, V2 AF ¥ —
2o, (FHLnWkEhnnboia) 9o, AR - 7ZHEEID
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B2 25X >TE U b,

Even though I was not good at English, I thought it important to try to pass on
my message. | came to be able to speak without caring what people thought
about me. At junior high school, kikokushijyo intimidated me and I was ashamed
of speaking English in front of them, but in the Philippines I didn’t care about it.
You have to speak English, so I tried speaking English anyway by using a
dictionary or gestures. (Otherwise nothing would have happened, right?) Yes,
then I still remember the words I used at that time. So, I don’t think my English
really improved, but I developed a wish to communicate. (I-19, 2008)

After coming back to Japan, Natsuko missed her host family in the Philippines, so she
kept in touch with them and visited them during holidays. Her host family was wealthy,

but she saw many poor people and street children in the Philippines. There was a wide
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gap between the rich and the poor. Staying in the Philippines gave Natsuko a chance to
think about life and the cleavage in society between the rich and the poor. After these
experiences, her high school life in the private school seemed meaningless. She did not
feel that she belonged in a school where students just studied hard only to get into
prestigious universities. She started questioning the direction of her life. In the
Philippines where people had a relaxed life, Natsuko asked, “What am I ?”” Natsuko
said:

T4V BT TR - TE T, ZORNLERNEDRN > TERN

BTz, AVIZRWRFZOLDICHET 20 TH> T, ZORTHDIE

FWTHERS, RO « EoTEELNRVDIZ, ThEfim,
g, T O7g b o7,

I went to the Philippines and came back to Japan. Then I started thinking that I

didn’t fit in the school. Students around me studied to get into prestigious

universities, but I was not one of them. I doubted if I should spend six years of

junior and senior high school days just studying. (I-2, 2007).
When Natsuko became a second-year student in Sakura High School, she spent most of
her time dancing, as she was going to three dance schools. Natsuko thought about
becoming a dancer, and dancing deprived her of any enthusiasm for studying at school:
She skipped classes and her teachers considered her to be a lazy student. Gradually, she
came to dislike school.

Natsuko talked with her parents about how she felt: She did not fit in at the
school anymore and as a result, she felt a lot of stress. She also mentioned what she
wanted to do at another high school, such as joining club activities at school and

enjoying school life. Her parents did not seem shocked when they heard how Natsuko

felt, and they accepted her request to transfer to a school that would be more suitable for
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her. Her mother felt that it was important for Natsuko to have a change, so she accepted
Natsuko’s request. Her father supported Natsuko when she made a decision by herself.
Natsuko and her mother started looking for a high school she could transfer to. They
found Rokkaku High School, as it accepted students who had quit other schools.
Natsuko quit Sakura High School in August of her second year and applied for Rokkaku
High School. Her father had heard that Rokkaku High School was a good school, so, he
accepted his daughter’s request to apply to Rokkaku High School.

Natsuko was accepted by Rokkaku High School in August. The entrance
ceremony was in October, so she had had about two and half months before starting her
new high school life. It was a long unexpected break for her. Her mother, as she always
gave Natsuko suggestions, proposed that Natsuko should do something. She searched
the Internet and found a language school for foreign students in the Philippines, a
country Natsuko liked. The language school accepted Asian students from Japan and
Korea. There was a one-month English program and she joined the program.

In the language school, students had English classes Monday through Friday.
Each class was 100 minutes and was taught in English by Filipinos who were native
speakers of English. On the weekend, the students went to the beach and visited tourist
spots. Natsuko had two Filipino teachers and an American teacher. The classes were
designed for non-native speakers of English, so they were not so difficult. After a while,
the students were divided into two levels. Natsuko was put into the advanced class. The
class was very difficult for her initially, so Natsuko studied hard. After a week or so,

she became used to pace of the class and started to enjoy studying. This one-month stay
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in the Philippines was a special experience for Natsuko. Through this experience, she
met people from Germany, Korea, America, Vietnam, and the Philippines and enjoyed
talking with them in English. She felt that she connected with people from different
countries through English and thought that becoming interested in English by speaking
it was the most important thing. Natsuko felt that her speaking ability improved as a
result of participating in the program. She said:
FEENP Lo~ b, FAY NbhFAa, @El 7AVBENT 4 Y
V. b RICIEN ST LR RN TT 0, ZNAELL T, &, HEEN
LeXNich, WAARANEBRSTVHELR, TTWELZATT
Ko
I spoke English and then I met people from Germany, Vietnam, Korea, the
United States, and the Philippines. My world became wider. That made me very
happy. I felt that I was connected with people by speaking English. That was an
authentic feeling. (I-3, 2007)
After she came back from the language school, Natsuko went to Australia to see a
friend who was studying in Australia at that time. She could not understand the
Australian accents well, so she sometimes felt confused. Natsuko then realized that
there are many varieties of English.
Meeting people from foreign countries and communicating with them in English

inspired Natsuko to think about becoming a flight attendant. This job would allow her

to go overseas frequently and speak English. That was her dream at that time in her life.

Second High School
First year (2006). Upon entering Rokkaku High School, Natsuko could not

immediately fit into the new school. She knew no one at the school and was afraid of
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going to school. After joining the baton club, however, she became friends with several
students. In her first year, Natsuko took English I (General English), Oral
Communication I (basic English conversation), and Writing I (basic English grammar
and composition). She chose Spanish as a second foreign language. The teaching
method was different in Rokkaku High School in that she made oral presentations in
many classes, not only in English classes. In Sakura Junior and Senior High School, she
had made only one oral presentation in five years, as the English classes there had been
based on fast-paced memorization. Now Natsuko realized that those classes had led her
to believe that studying English meant sitting at a desk and doing rote exercises.
Natsuko spent her first year in Rokkaku High School adjusting to the school
curriculum. Sometimes she was exhausted by the demands of the curriculum. At the end
of the year, Natsuko joined a program at British Hills, a private institution that taught
English and British culture. Staying there for a couple of days raised her awareness of

British culture.

Second year (2007). In her second year, Natsuko went to Korea and Vietnam
with her mother and to the Philippines in the winter to see her host family. Wherever
she went, English was an indispensable tool for communicating. Those experiences
enhanced her interest and passion for foreign countries and languages. In Rokkaku High
School, Natsuko reconfirmed that she liked foreign countries (Q-2, 2007). She
especially was fascinated by different cultures there and wanted to know more about

them (Q-3, 2007). She wrote:
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When I visited Korea and the U.S., I discovered differences among people and
cultures. As I had fascinating experiences having friends overseas and keeping
in touch with them, I gradually started thinking that I want to engage in a job

that allows me to get involved with many people in different countries. (S-2,
2008)

Natsuko started working three or four times a week after school at a restaurant
near her house. She wanted to earn money to join an exchange program to the United
States offered by Rokkaku High School. When foreign customers came to the restaurant,
Natsuko was always called to speak with them in English. She was happy to do it.
Natsuko liked the former manager of the restaurant who had gone to Australia because
his son lived there. He was an experienced manager who cared for everybody. On the
contrary, the new manager, who was 25 years old, was lazy and mean. Natsuko did not
like him at all. One day, a girl came for a job interview with the manager, but she left
soon after the interview started. Natsuko asked the manger if he would hire the girl. The
manger said to Natsuko, “No way. She’s Korean.” Natsuko got very angry when she
heard this and wanted to quit her job then and there. She wanted money but thought that
spending time at a part-time job was not good for high school students. She did not quit
the job immediately after the incident but after a couple of months, she found a job at a
cram school.

Besides the frustration of working at the restaurant, Natsuko enjoyed school life

a great deal in her second year. In her former school, she was told what to do: She felt

86



that her teachers forced her to do things. In Rokkaku High School, however, she felt
that she could make decisions by herself. She wanted to learn foreign languages, so she
joined the English-Speaking Society (ESS).

At the end of her second year at Rokkaku High School, Natsuko went to
Chicago on an exchange program and stayed with a host family for two weeks. With her
host sister, she went to a local high school that was a sister school to Rokkaku High
School. She found that Americans spoke so fast that she hardly understood what they
were talking about. She had been familiar with a slower English spoken in the
Philippines, so in Chicago, she found that the English spoken by Americans was
difficult to understand. Also, the host students were learning Japanese and they wanted
to practice with Japanese students, so often when Natsuko spoke to them in English,
they replied in Japanese. Natsuko was surprised to see many American students who
were interested in Japanese. Before she met them, Natsuko had thought of Japanese as a
minority language that few people studied. Meeting the American students in Chicago
made Natsuko feel that she had to know more about Japan to let people in the world

know about the country. She said:

B L AKRICHERE > TVWA T, ZARICWDBATE > TES T2, fith,
AARE~A 2 VT4 —FLB-Th, Th, {To T, RATIDOALED
IZTHARZEMR L= WA A) > TRobo o7, Fo T, HAESTH
ARTLALZRWL, FALICHARBGE TRV ERAUIENZRNTL

Lo T, ZNLKHWVWEDLEOLNDHAAR? Z 9o THARTLMMEZ 7220
HAGEZ — AR L LS > TROELNDIHAS TT IV D27 - TH
STey BN EINWENL L, BERTZWDHLNWENZEINIDL D
ST L, k., BRTKELIEWE 2, dHE CEEREE 4., o TW
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I was surprised to see that so many American students were interested in Japan.
I had thought that Japanese was a minority language. In Chicago, I was
wondering why those students were into Japanese and wanted to study it, you
know, Japanese is only used in Japan, so I don’t think you can continue studying
it unless you have a strong passion. And I was impressed that Japan made them
have passion for the country and want to continue study Japanese the rest of
their life. That’s amazing--1 was proud of Japan. There were students who loved
beautiful kimono, wanted to see cherry blossoms, wanted to live in Japan
forever, wanted to open a farm in Hokkaido, liked Japanese fashion, and loved
Japanese cartoons. (I-10, 2008)

Third year (2008). In Rokkaku High School, students do a project in their third
year. Based on her experiences in the Philippines, where she realized that listening
ability was the most important to understand what people said: Natsuko chose a topic
for a project work as “How to develop listening ability by watching movies.” She
watched a movie many times and investigated how she could improve her listening
ability. Then, she found out that continuity was important for improving listening
ability. She wanted to continue improving her English. She wrote:

FEEIZR O TREFICE L TE 213, RVRHBWTZDOEFEIZSIL T
5_kﬂ\mi% AT D BB FIELEEBWET, bR S o
Twéa$; \méwﬁﬂgﬂw@kﬂﬁofwé@%%%\%ﬁﬁ
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B AN TWITIEE D> T 9T,

I think it is important and the fastest way to learn not only English but any
foreign language is to listen to them for a long time and get familiar with them.
The Japanese language we use every day is acquired by listening to people’s
simple talk at an early age. Thus, continuously studying for a long time is more
effective than intensive study. To develop my listening skill, I have to continue
studying after I finish the project. If | take English into my daily life casually, 1
think I can improve my English. (R-19,2008)
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Before she became a third-year student, Natsuko had been thinking about her future. In
her third year, Natsuko seriously had to think about what to do after graduating from
high school. She wanted to go to university, but she did not know which school would
be good for her. She wanted to study English and something international: cultural
studies or communication studies.

Natsuko went to Okinawa for vacation with her mother during a spring vacation
before she became a third-year student. While staying there, her mother said that a
university in Okinawa might be good for Natsuko. There was one university in Tokyo
that Natsuko wanted to go to, but that university was very competitive. To enter that
university, Natsuko had to go through “exam hell” which she had experienced before.
She wanted to escape exam hell because she did not think that studying for entrance
exams was worth the time and effort. At her former school, Sakura Junior and Senior
High School, Natsu became emotionally unstable because of studying too intensely. She
did not want to experience that again. She answered my question by saying

(BRI N N o T2 EN S H DG, A, TR E D
FHRE L, AR RD, LABZDLEL L, Alzig,

S: You didn’t want to study for the exam, did you?
N: Maybe so. It is like, when I think of the atmosphere of a prep school, I have a
stomachache. It’s like, Sakura again, you know. (I-20, 2008)

Natsuko also knew that she had been late for school often because she could not get up

early and because she had a weakness for the pleasant things in life. This self analysis

made Natsuko chose a university in Okinawa. She said:
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To be honest, I’ll play when I am around here. It’s obvious. For example, if I go
to Rikkyo, in Ikebukuro, it sounds like I should play. I don’t have confidence to
be strong enough to say no to temptations in a city. I should fight against those
temptations, but I know that I’ll play. If I go to a university in Tokyo, I’ll have
more freedom to go anywhere. Then, my priority will not be studying. Many of
my friends who go to university now don’t study. I don’t want my parents to pay
a lot of money for tuition to let me play. So, I decided to choose a harder life. (I-
9,2008)
Natsuko was attracted by Okinawa: Okinawa belonged to Japan but had a “foreign”
atmosphere, it was close to Asian countries, especially to the Philippines, and the
weather was warm. Although Natsuko was happy about her decision, her friends did not
welcome the news. They said to Natsuko, “University is the final school for you and
people will judge you by the name of university, so the university you go to is very
important. You’ll regret it if you go to Okinawa.” Natsuko understood why her friends
said that, however, she thought that her decision was correct. She knew that she would
not have difficulty entering Okinawa International University: it was not competitive,
and they selected students based on interviews and short essays in Japanese. After
experiencing juku and juken-benkyo, the thought of studying for another entrance
examination was what Natsuko called a “revived nightmare” (I-20, 2008). In addition,

her friends who went to so-called good universities were not studying but playing

around. She did not want to join the party.
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After all, Natsuko thought that she chose the university not by its academic
standing or name but because of the unique history and nature of Okinawa: Okinawa
has a foreign-like atmosphere and it is close to Asian countries that she could visit. Just
as she had decided to change high schools, she decided to go to Okinawa. She knew that
she would have a full life in Okinawa, studying and meeting people. Natsuko was
excited and looked forward to going to Okinawa the following year. In October 2008,

Natsuko officially heard that she was accepted by Okinawa International University.

The Development of Natsuko’s Ideas

Natsuko’s interest in foreign cultures and languages was cultivated through
foreign experiences when she was very young. Her frustration with classroom methods
of studying English came to a head just at the age when she was taking an intense
interest in her social life. Perhaps because of her overseas experiences, she had a
growing suspicion that there must be a better way to learn English. She found it in
speaking English. In the Phillipines she had a moment in which she realized that
thinking in English was possible for her, was much better than translation, and enabled
her to communicate with others. During this time, she also became able to make
decisions on her own—notably the decision not to go to a prestigious university but to
find one that offered the hope of an enjoyable experience. The maturing of her thinking
led Natsuko to search for a higher education that suited her, and thus she made the final

decision to go to Okinawa International University.
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Rumiko’s Experiences
PFENFEE D L IR N E VDI FRBE T 5 Lo T, A, b
9 ZDLEITIT, BODRMNTIGEITH L TRENTE TLE > T,
AT T, B2 DT,
I have wanted to speak English well, but I have a wall inside me that prevents

me from trying to speak English. At high school, I met with a setback. (R4-4,
2008)

Childhood

Rumiko was born in Japan. She lived with a single mother, an older sister, and
an older brother, none of whom spoke English: “My family has nothing to do with
English,” she said.

At a Japanese preschool, Rumiko had memories of several accomplishments.
She practiced kendo (a Japanese martial art), and when her teachers praised her, she felt
happy. She also learned to skate at the preschool, an activity she found fascinating. She
practiced constantly, and she remembers feeling very happy when she first grasped the
feeling of accomplishment after a long practice. When she was one of the older students
at the preschool, she won a footrace. On Sports Day, there was a student in a wheelchair
in her race. Rumiko’s mother told Rumiko to push the student’s wheelchair. She was
last in the race but felt good about helping the other student.

In addition to her accomplishments early in her schooling, Rumiko also
experienced a feeling of success outside of school. She joined the Boy Scouts because
her older brother was a member (Girls could join the Boy Scouts at that time). There

she learned discipline and became the leader of a group.
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Rumiko’s first encounter with English was when she was a little girl. Her
mother, who used to deliver English materials for children, put a poster with the English
alphabet on the toilet wall. There were pictures of animals, insects, and familiar things
for children that started with the letters of the alphabet. Every time she went to the
bathroom, she looked at those pictures and their English names, so she memorized the
spellings of those words. No one told her to memorize the words; she learned them by
heart by herself and said them in English. Rumiko has been interested in languages
since that time.

Rumiko studied English for the first time as a fifth grader in elementary school.
She went to a cram school where teachers taught advanced school subjects. Rumiko
learned English through picture cards with English words on them or by playing games,
which she enjoyed very much. She liked computer games and played with Play Station
and Game Boy Color, both of which were popular among Japanese children.

Studying English through picture cards and playing games were fun. Before
beginning junior high school, Rumiko had huge expectations and hopes for learning

English at junior high school: she thought that it would be fun.

Junior High School

Rumiko got good grades in English in junior high school, which is when
Japanese students start learning English formally. She quit the cram school when she
entered junior high school because she did not think it was worth going and thought that

she could manage studying English by herself. Although she was doing well studying
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by herself, Rumiko wanted to keep her studies moving forward, so she took a
correspondence course to prepare for high school entrance examinations. She did not
pay much attention to English classes at school. In her first year, Rumiko had an
English teacher who looked like a Japanese cartoon character, Anpanman, and whose
English pronunciation was awful. She realized this when she entered high school and
compared his pronunciation with that of the high school English teachers. Rumiko got a
perfect score on her first English test in junior high school, and this was followed by
passing the Eiken level 4 examination.” Already in the first grade at junior high school,
she knew she had aptitude for acquiring English. Good grades on English examinations
at junior high school led teachers and peers to acknowledge that Rumiko was very good
at English. Rumiko also thought of herself as a good learner of English. Good grades
meant that she could translate English into Japanese and vice versa or she could answer
questions about English grammar. She believed then that being good at English meant
getting good grades on English tests.

Because she got good grades in English and her classmates recognized her skill,
they often asked her to help them with English. She occasionally taught English to her

classmates. She said:

% EIKEN is an abbreviation of Jitsuyo Eigo Gino Kentei (Test in Practical English Proficiency),

Japan’s most widely used English-language testing program. EIKEN is produced and administered
by the Society for Testing English Proficiency (STEP), Inc., a nonprofit foundation based in
Tokyo,Japan. Eiken Level 4 is equivalent to MEXT benchmark for junior high school graduates.
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HEORHCHGEEZ B A TR D, JWEEEHZ D Z LIRS - T, &
FEERBZ D DRI, FREEHZ Thro T ILDEENR I L LY,

I taught English to my peers at junior high school. Since then, I’ve been

interested in teaching English. I like it. I’'m happy when my friends understand

what I taught. (I-1, 2007)

In her second year, Rumiko’s English teacher, a middle-aged male teacher, was her
homeroom teacher. He said to Rumiko, “Tanaka-san nara wakaru daro” (Tanaka-san,
you already know this, right?), which Rumiko interpreted to mean that she did not have
to work hard in class because she knew everything. Indeed, she got good grades without
paying attention, so she chatted with her friends in class. Rumiko was very interested in
English textbooks, however, and read them by herself many times, even memorizing
some of the sentences in the textbooks. When she was in the third year at junior high
school, Rumiko had a young female English teacher whom she said she could not trust
very much because the teacher did not seem to be knowledgeable about English. Later,
after Rumiko entered Rokkaku High School, she compared her junior high school
teachers to those in the high school. She remembered that her junior high school
English teachers did not pronounce English as well as her high school teachers.

In the summer of her last year at junior high, Rumiko started going to cram
school to prepare for the high school entrance examination, which she was anxious
about. At the cram school, she met a wonderful teacher whom she respected immensely
and still respects as a mentor. The teacher, Mr. Oshima, had a moderate amount of
teaching experience, and although he was not a fluent speaker of English, he was very

good at teaching. His class was fun and the lessons were easy to understand. He passed
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on his knowledge of strategies for studying English, for example, how to improve
listening skills. Rumiko thoroughly trusted him, and she relied on his judgment for
everything, for example, choosing a high school. He was the first adult she considered
as a mentor. Because she was good at English and always got good grades, her
classmates at cram school asked her to teach them English. Teaching was something
Rumiko really liked. She used some of Mr. Oshima’s teaching methods to teach a friend,
and when her friend said that she understood, Rumiko was happy. She felt that teaching
was difficult but rewarding. She enjoyed teaching English and because of Mr. Oshima’s
influence, Rumiko thought that she might become an English teacher in the future.
When Rumiko was preparing to take the Eiken semi-second level English
proficiency test, she spent time with one of her cram school classmates who needed
help. Rumiko taught English to her, so she did not enough time to study for herself. Mr.
Oshima gave her a huge bag one day, in which Rumiko found listening materials. She
also found a letter from him. In the letter, he wrote, “I was impressed with you helping
your classmate just before the Step test; you have spent your time for someone else.
Enclosed in the bag you will find listening materials for the Step test. I do hope those
help you get a listening shower and get ready for the test.” Rumiko was touched by the
teacher’s words and listened to the tapes at home, on the train and during break time at
school. When she passed the test, Mr. Oshima praised her. Both passing the test and his
praise made her happy, and she was proud of herself. Mr. Oshima was promoted and
was transferred to another cram school in Chiba prefecture. Rumiko missed him very

much.
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In junior high school, an Assistant Language Teacher came to English classes
occasionally and conducted games. Although Rumiko did not have chance to speak
English in junior high school, she looked forward to finding more opportunities in high
school. Those expectations led Rumiko to choose Rokkaku High School. Rumiko’s first
choice was the Kokusai bunka (International understanding) course at Rokkaku High
School, so she applied for it. Rokkaku High School offered two phases of entrance
examinations for junior high school students: Zenki nyushi (First term) examination that
consisted of an individual interview and a group discussion (in Japanese) and Koki
nyushi (Second term) examination that consisted of an individual interview and paper
examinations. Rumi thought that she could study English at the Kokusai bunka
(International Culture) course but she failed Zenki nyushi, so she changed to another
course, Koseika (Individual Characteristic) course, which did not seem to be as
competitive as the Kokusai bunka course. She passed the Rokkaku High School
entrance examination in 2006.

After entering Rokkaku high school, Rumiko found that there were many
students who were better in English than her. She also felt that her choice of the
Koseika course was correct because she had much more freedom to choose classes in

the Koseika course compared with other courses in the school.

High School
First year (2006). Rumiko took Oral Communication I once a week and English

I (General English) twice a week in her first year in Rokkaku High School. She was
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interested in languages and enjoyed studying alone by analyzing sentences; she did not
enjoy studying in class as much in part because she did not like passive learning. She
did not like English I, which was taught using the traditional grammar-translation
methodology by a Japanese teacher of English. The students were asked to translate
English to Japanese and copy what the teacher wrote on the board. The students in the
English I class were supposed to have a notebook for the class but Rumiko did not have
one. She thought that simply writing sentences whose meaning she already understood
was useless, so she just wrote memos in the textbook. She said:
HEHEREFEORELPHFETRVAT, FEREDPLTWVDDODIFE 72
ATT L BEFIZ, AT, (\EREEINWLRN?) #lio Tk 5 72lF
Wz < NDHDITH VBTN, NI EDFE LB TIND DTN
WATT T &, BB TS DIESEARVD,
I don’t like English classes anyway. I like putting Japanese into English by
myself. (Don’t you need classes for that?) I appreciate it if teachers give me
information that is in the textbook and teach how to use words in detail, but I get
bored just listening to ordinary English lessons. (I-2, 2007)
Although English I was taught using a traditional teaching method, Rumiko’s class,
which was the upper class, had quite a few students who had overseas experience. She
studied with those students who spoke English fluently (Q2-2, 2007), and their superior
English ability shattered Rumiko’s confidence. She decided that English was not a
subject she was good at any more, and her motivation to study English faded away.
Rumiko preferred the Oral Communication I class, which was taught by a
Japanese teacher and two Assistant Language Teachers in turn, and in which she had

many opportunities to speak English. Rumiko learned that she could enjoy using

English by making skits and that English was a tool for communication, not just
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knowledge that needed to be memorized. The teacher told the students that learning
something through English was important. That idea changed Rumiko’s perception of
studying English, as she realized that English is a tool to learn something. Her grade in
Oral Communication I was 7 out of 10, and 8 for English I. She did not have as much
confidence in her English as she did in junior high school and had what she called “an
inferiority complex” about speaking English. She became nervous when she had to
speak English with the Assistant Language Teachers.

Rumiko found the traditional way of teaching English uninspiring unless she
learned something or something she felt was worth knowing. When studying grammar,
she tried to discover rules and figure how the sentences were used. If she could not
determine the rule, she looked up information in workbooks or a dictionary or asked the
teachers. She liked English, but she did not like English class. She had no problem
reading the textbooks, but she wanted to study something more than textbooks, such as
English newspapers or paperbacks.

In her first year at Rokkaku High School, Rumiko attended the English Day
Camp (EDC), which was an elective subject in which students spent four days speaking
only English. Although she initially felt anxious, Rumiko eventually liked it because the
students were not expected just to sit and listen but to get involved in activities. This
approach appealed to Rumiko, as she liked discovering rules by herself. On the first day
of camp, though, she almost dropped out because she was so nervous and lacking in
confidence in her English, especially her speaking abilities. Her nervousness faded as

time passed and she ended up enjoying the camp, in part because the Assistant
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Language Teachers were supportive to the students. On the first day, Rumiko was
impressed with a workshop conducted by Professor Tanaka of Keio University and Mr.
Morimoto, a graduate student at Keio who had graduated from Rokkaku High School.
Professor Tanaka’s lecture was about learning vocabulary through a cognitive approach.

The lecture changed Rumiko’s ideas about learning English: H W 5E4EDRFEIT T2
<HEHBAMNS =TT, TEOMBFTIECHONVWTOEZ TEE2bNE L, o
TWOHFEZ ) EMMoTEVIEWNWI LZE XTIV VAL N T LR3bnD
F L7z, HEEOARY DN F L7, [The class Mr. Tanaka taught was very
interesting. He changed my thoughts about learning English; I learned that it is
important to use familiar words wisely and express what we want to say. | was aware of
true word ability (D-1, 2006).]

On the second day, Rumiko learned about fair trade and met people from Nepal.
She was interested in Nepali Bazalo, a NGO that worked as a liaison between Japan and
Nepal. Shesaid: 7 =7 + FL— RIZOWTHIDZ N TEE Lz, HHANRF
HFIRATEZTHLVERATLE, TH, oyt vk
9, RZNU AP o OJFENCELI NS U £, [1 learned about fair trade. I had never

thought that the world is unfair, but we have to make an effort. ’'m interested in
NAPALI BAZARO (D-1, 2006).]

On the final day, Rumiko and five other attendees made a group presentation
about English education in Japan. Rumiko chose English education as her topic because

she had become interested in teaching English as a result of her teaching experience at
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the cram school and junior high school. Rumiko also thought that the English education
she had experienced had problems and that it should be changed. Rumiko and five
members discussed the construction of a new English education system in Japan and
presented it at the end of the English Day Camp. She found that she was in a good

group. She said: VM A R — L —RIZREB LTEDIZEDICE > TEN-72TT,
[“I think it was good for me to present with great members” (D-2, 2006).]

After taking part in all the programs in the English Day Camp, Rumiko felt that
her English ability, especially speaking, was far from perfect. She thought that her
listening ability would not lead to an ability to express thoughts in English and wanted
to know how she could improve her speaking proficiency.

Rumiko’s dilemma was that she could not do a presentation well in English
although she could do it in Japanese. Her problem with English at the time was that she
could not speak well even though her listening skills were reasonably well developed.
When Rumiko did a presentation in Japanese in her computer class, she thought that she
did well without looking at her notes, but it was difficult for her to make a presentation
in English without looking at her notes. Thus, she thought that she needed more
experience making presentations and wanted to learn how to express herself in English.
At that time, she believed that she could become an excellent speaker in the future by
accumulating experience speaking English.

At the end of her first year at Rokkaku High School, Rumiko passed the second
level of the Eiken Test. Rumiko viewed the test as a challenge to herself, and passing it

fueled her enthusiasm to continue studying.
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Because she liked teaching, Rumiko taught Japanese to a German student, Rea.
Rea studied Japanese very hard and wanted to take the Kanji Step test. Rumiko taught
Rea specific Japanese expressions such as dondon (recklessly) and motto motto (more
and more). Rumiko did not use any textbook but taught Japanese through conversation.
She felt that she had become a real tutor. Rumiko found that teaching was enjoyable;
she especially enjoyed thinking about how to teach ambiguous Japanese.

The strong positive impact from the English Day Camp in her first year at the
high school, did not remain long. At the end of the first year, she had high hopes for
studying English: She wanted to read English books and join activities including a two-
week exchange program to the United States. However, at age 15, she felt that her
passion for studying English faded away because English was not the subject she was
not good at anymore and she did not think that she could be like returnee students until

she went overseas.

Second year (2007). In the second year, the only English class Rumiko took
was Writing I, which met once a week. Most second-year students took English II, but
Rumiko opted not to take the course because some of the older students had told her
that English II was not worth taking and that she could study English by herself.
Rumiko did not like formal and traditional English classes anyway, so she was happy to
take their advice. She liked translating by herself, but she found listening to teachers
uninteresting. The Writing I class was taught by a male teacher who explained grammar

in great detail. Just listening to the teacher’s explanation was boring; she wanted the
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teacher to check what she wrote in English, as she thought that the teacher’s corrections
were useful. Her grade for Writing I was 7 out of 10. She did not do well on paper
exams.

Rumiko did not take any English classes focused on speaking because of her
experiences meeting the Japanese students who had returned from trips abroad and
speaking with non-Japanese students in and outside of class. She had lost her

confidence and had almost given up on learning to speak English. She said: 935 % -~
HABMED AN SAET, IEERFEICXT 2 BENh A IR0z, JwEF
L DFETHFRIIKTT D EEAE K572 LTz, [There were many students who

spoke English fluently. To be honest, my confidence in my English was broken into
pieces. The huge interval between the returnees and me reduced my passion for English
(Q2-1, 2008).]

Although Rumiko was not studying English very much in her second year, she
was actively engaged in extra curricular activities. During summer vacation, Rumiko
attended an English Summer Camp for elementary school children for one day. She felt
that she got a good response from the students, and found that she enjoyed teaching
English to them. At that time Rumiko was not sure what she wanted to do after high
school, so she thought that she would decide after the English Summer Camp. After
working at the day camp, Rumiko thought that she wanted to be an elementary school
teacher.

Rumiko made presentations for the Slovanian ambassador when he visited

Rokkaku High School, at a teachers’ meeting at Sophia University, and at a speech

103



contest with ESS members. She thought that the content of the speeches was acceptable,
but she was dissatisfied with her pronunciation. Rumiko had an inferiority complex
about her English pronunciation because she compared herself with the students who
had lived overseas. Rumiko thought that people with bad pronunciation were not cool
and while she thought that she should practice reading aloud or practice pronunciation,
she did nothing about it. She felt ashamed of her Japanese accent. She said: F§ % 23 U
Lo TN B ot A, AuR=TH FELREENEESL LOALD
NEDLVIZWENDL, Erbb—H-o TR o7z, HHEFEICH-T, [My
pronunciation was terrible, I thought. At a presentation for the Slovenian ambassador
and a presentation at Sophia University, there were students around me who had
excellent pronunciation. I sighed and I felt an inferiority complex (I-6, 2008).]

Rumiko taught Japanese to foreign students. As a Japanese tutor, she
occasionally taught Japanese to Harry, an exchange student from Australia. She spoke
Japanese to him and when he did not understand her Japanese, she spoke English. She
also taught a student from Malaysia who impressed her because of his improvement and
enthusiasm.

Rumiko started considering taking the entrance examinations of two national
universities, but that meant that she would have to take the National Center Test (See
Appendix A), which required her to study not only English but also other subjects, such
as mathematics. Rumiko was not good at mathematics, so she thought that she had to

focus on that area. Instead of taking English classes at school or going to cram school,
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Rumiko studied English by herself: She did exercises in textbooks, memorized words
she found in vocabulary texts, and read textbooks on the Step Test.

In Rokkaku High School, a project study (1 credit) is required for all students.
The students conduct the project in three phases in two and half years. Rumiko chose
the topic “English education at elementary schools in Japan,” as she had heard and read
that English education in elementary schools was a current topic. Her advisor, Mr.
Enomoto, an English teacher, introduced a book about how to learn English. The book
criticized early English education at elementary schools, saying it could only come at
the expense of proper attention to the Japanese language. Through the book, she learned
new ideas about English education, such as the idea of a critical age for learning
languages. Rumiko thought that the book was too critical of English education in Japan,
especially regarding teaching English in elementary schools.

The main idea of Rumiko’s paper was that elementary school students should be
familiar with English, by receiving them many opportunities to enjoy and experience
the language. She also suggested establishing stronger ties between the elementary
school and junior high school curricula. As part of her project, Rumiko organized
games and activities, and she was deeply involved in the English Day Camp for
elementary school students. Being a leader of the English Day Camp, in turn, gave her
confidence in teaching English to children. Working in the camp twice in summer and
winter gave Rumiko a chance to think carefully about English education for elementary

school students. She felt strongly that the materials for use in a long-term English
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program must include rich content. The opportunities to teach English to elementary

school students affected Rumiko’s plans to be an elementary school teacher. She said:
RELZEI LELELITEDINEEZEX TUNPEDTZOIZT Y o+ Z2AE
ST LTT I Lo, EHEENTR D L0 B 2 Eo 7257
W Livan & BTz,
I made handouts for elementary school students by thinking how I could make
lessons easy to understand, and I really enjoyed it. I started thinking that I might
be better making materials for elementary school students instead of becoming a
teacher (Q2-1, 2008).

Rumiko thought that she might be able to contribute to English education by producing

good pedagogical materials. She wrote: /NFAEXROEFET A F v 7T, £9X

STEHLDLNPDRTWNEZEZX T U eb T 032506, BOIZITERER

IRIGEHE TIER T BMEED ZETHELEZHBET 22 LNANTND

DONH LIV E B iR®H 72, [In EDC for elementary school students, I thought

about how to make effective handouts. Maybe it would be good for me to engage in
second-hand English education by producing English materials (questionnaire, January,
2008).]

Rumiko also knew that being a teacher would require a lot of work besides
teaching English. She liked teaching but she did not want to do the extra work, such as
dealing with social issues such as bullying. Rumiko strongly wished to be involved with

education, so making teaching materials became one of her alternatives for a future job.

Third year (2008). Since she was a first-year student, Rumiko had worked part-

time at a coffee shop. Her mother was a single mother, so Rumiko thought that she had
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to do something to provide financial help for mother. She did not get any allowance
from her mother; she had only asked for money if necessary before she started working.
After working, Rumiko paid for her transportation and a cell phone. At the coffee shop
where she worked, she sometimes had foreign customers. Rumiko did not speak to them
in English because she thought that it was strange to speak in English in Japan.
However, when communicating in Japanese did not work, she spoke some English (e.g.,
large or small) to help them understand. Older students and co-workers at the coffee
shop told Rumiko that their attitude had changed when they went overseas and that
Rumiko should go abroad even for a short time. Some people around Rumiko brought
her stories of foreign countries, and the stories inflamed her imagination. She thought
that she would go to those countries when she became a university student—but only
for a short time because she was afraid to live overseas for a long time and because she
liked Japan very much. During her time at Rokkaku High School Rumiko did not go
overseas; she did not even apply for a passport. Instead of participating in the sister
school program in the United States, she went to Yamagata Prefecture and stayed on a
farm for her school trip.

As noted above, Rumiko had an inferiority complex toward the students at
Rokkaku High School who had lived overseas, and she did not have confidence,
particularly in her English speaking ability. She believed that she would never be able
to speak English fluently if she only studied English in Japan. She also thought that her
speaking would never improve without studying abroad. She thought of herself as a

typical Japanese student: 5 D H 4375 H AR D RFEHBE Wik > T\ D5 TV I KL
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b, FoTZH, &b, PFROLEXENBELZLSLED Ly,
T e SRR 2 AT E 2GR, &7 72, [1am a product of Japanese
English education. I did not practice English pronunciation. What I have done was
practice translation (interview, May, 2008).]

Rumiko felt that she might give up studying English, especially speaking
English, when she went to university, and she became unenthusiastic about learning
English. She felt that there was a wall in the form of her inability to speak in front of her
and that she could not break through it. Rather than try to break through the wall by
studying in Japan, Rumiko decided that it was best to go abroad. She believed that her
speaking would improve if she went abroad because she would speak English every day.
She said:

LOBENTE TV ATY, HFEEMIRT D ORI WA TT T &

Kz LoD Z LICHT2BEIEDOFICH D, boMHELSHTH

T, SHEDLZENRENRY, LN WES S| TOREZFTHD

DUREFIEAI 2T, I25T, LoXbLI D& ZRNTT M,

I have a wall inside me. Studying English is fine with me, but I have a wall

against speaking English. It’s already there and I don’t think I’ll be able to speak

English until I break the wall. To break the wall, I have to study abroad. I have

to speak there, don’t I? (I-7, 2008)

Rumiko organized the English Day Camp for elementary school students in May and
visited another elementary school. Because she had enjoyed studying English at a cram
school before she officially started learning English in secondary school, Rumiko

wanted the elementary school students to enjoy games or activities so that they would

begin to like English.
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Teaching elementary school students made Rumiko certain about her future: she
wanted to go to university to study English education, and then she would work to make
good English materials for children in Japanese schools. She wanted to promote an
English-language curriculum in which students would learn to speak English well.

Rumiko’s selected the university she wanted to attend by herself. She did not
select a private university because the tuition was unaffordable for her mother. She
chose a national university located in Tokyo so that she would not need to spend money
for accommodations. She studied hard and passed the examination to the national

university.

The Development of Rumiko’s Ideas

Rumiko discovered a gap between being good at English at school and being
able to speak English in real-life communicative contexts. She was considered good at
English as measured by tests in school in junior high school, but she felt that her ability
to speak English was inadequate in high school. Under her calm exterior, Rumiko was
an emotional person. She wanted desperately to excel, but she feared failure. She sought
out new ways of excelling, then drew back at the threat of humiliation. Long after Mr.
Oshima moved away, she could have used him to give her courage and direction.
Rumiko finally decided to engage with English education in the future, not by teaching,
for which she felt inadequate because of her limited speaking ability, but by making
pedagogical materials for Japanese students of English. She hoped that by doing this she

would be able to help them communicate using English—the very thing she could not do.
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Maiko’s Experiences

TRITRIE D KFFH LB ARERZFf o TWT, TRE2MD EHLWNE
ARRGBENATERT, BOOMIRBILN D & BVET,

Everyone has different feelings, thoughts, and opinions which expose me to new
ideas and points of view that enable me to broaden my horizons. (S-1,2007)

Childhood

Maiko was born to Japanese parents in Montreal, Canada. When she was seven
months old, her family returned to Japan. She went to a Japanese preschool, and at the
age of 4, her family moved to Vancouver, where she attended a preschool for eight
months and a kindergarten for two months. Maiko remembered that she was happy with
the big house she lived in with her parents.

At the preschool, she could not speak English initially, but many of her
classroom friends were immigrants who, although they could not speak English well,
spoke it in a fashion that allowed Maiko to generally comprehend what they were
saying. Now Maiko doubts that she spoke English correctly at that time, but she was
able to communicate to a degree. She remembered that she sang songs in English with
her classmates when she was at the preschool. Her first teacher was Canadian. When the
class practiced drama, Maiko was slower than other students, so the teacher scolded her.
She knew that the teacher was very angry but did not understand what she said, so she
was at a loss. The drama was about a story of a goat that lived in a valley. Maiko played
one of the ordinary goats. She did not memorize her lines, so when she was told to say

her lines she could not. The teacher repeatedly scolded Maiko, saying, "Maiko, Maiko."
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Maiko thought that she was a slow learner and that the teacher was irritated by her. She
was sad because she could not understand what the teacher said.

Once Maiko and her little sister went to a birthday party for a girl who called
herself "princess." That was a gorgeous birthday party in which children danced and
played games. Maiko remembers beautiful decorations in a big house. The girls were
overwhelmed by the atmosphere and did not enjoy the party; instead they just sat
silently in the corner.

Maiko returned to Japan and went to the kindergarten she had previously
attended. She was nervous because she was not sure if she would be accepted back into
the group. She remembers hanging back and wishing she could go back to Canada
because she did not feel that she fit in any particular group of students. Maiko felt that
she was different from the other students.

After returning to Japan, Maiko had a problem due to a lack of Japanese
vocabulary. At the kindergarten, she could not say murasaki (purple) in Japanese, so she
said purple. The teacher corrected her, saying, Maiko chan, murasaki desho. Paapulu
Jjvanai desho (Maiko chan, murasaki, isn't it? Not purple.). Maiko could only say, purple,
purple.

Maiko did not read Japanese books by herself at that time. However, at the
prompting of her father, who told Maiko repeatedly to read Japanese books, she
eventually read many books. She believed that thick books were better because they
looked cool. She read all the books written by Jun Okada, who was an elementary

school art teacher. He wrote fantasies about ordinary pupils who joined in an adventure.
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Maiko’s grandmother gave her those books on her birthday. She liked to be excited by
stories and felt empathy with the main characters of the books. She thought that she
should read all his books.

After finishing kindergarten, Maiko went to a public elementary school. Her
English was slipping away, but her parents were more concerned about her becoming
interested in Japanese.

Maiko went abroad to Canada and Korea during summer vacations and
sometimes her friends came to Japan to see her. She spoke English at that time. Her
father's friends often visited her family, and sometimes Canadians from Montreal and
English-speaking Americans stayed with her family. A movie director and his family
and people whom her parents met in Canada when they were young came to visit them.
Those visitors gave Maiko a few rare chances to speak English, but they were not
enough to allow her to maintain her ability to use the language.

Maiko attended an international understanding class taught by various teachers
in elementary school. She looked forward to the class and wanted to speak English. She
was also interested in the guest speakers from outside of English-speaking countries
who came to the school and introduced their culture in English. Maiko enthusiastically
spoke to the teachers in English because she had not spoken to English speakers for a
while after she came back from Canada and she missed speaking the language, but the
other students could not understand her. She interpreted what the teacher said to them

because the teacher could not speak Japanese. When she spoke English, her classmates
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said, "Oh!" with amazement. She thought that understanding what people said in
English was fun and wanted to use English more often as a tool for communication.

In the upper grades of elementary school, Maiko became interested in getting
good grades on tests; she was a perfectionist who wanted to get a perfect score on every
test. Because her father did not talk to her about her grades, it seemed that he was not
interested in her scores in school; however, Maiko’s mother was pleased to see Maiko
getting good grades. Perhaps because of her good grades, Maiko did not study hard;

instead, she played outside with her friends after school.

Junior High School

Maiko’s parents suggested that she apply to a national junior high school
attached to a high school and university. While she was at first unenthusiastic about the
idea, Maiko gradually became interested in applying to the school. In order to prepare
for the school’s entrance examination, she studied at her regular school, but this strategy
was unsuccessful, as she did not pass the examination. She was very disappointed but
decided to do her best at a junior high school in her neighborhood.

The junior high school English classes, which were designed to introduce
English from the beginning, were focused on grammar. The demands of the class and
the textbooks she used were easy for Maiko. Because she was born overseas, she took it
for granted that she should do well with English and French: She felt that she had to be

good at them.
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Despite her success in classes, they were far from satisfying. The first English
teacher tried to introduce songs, and she had fun in the class, but the next teacher was a
typical cram school-type teacher who always said, "This will be on the test" and gave
the students many tests from high school entrance examinations. She did not have a

single chance to speak English, so she found this approach boring. She said: H*# D%
KT, mEZBHO, s, LARDOTEDIMEIGT A 2D K
D IRAEE T, BRI ST/ o> 7=, [At junior high school, the teacher used

materials for high school entrance exams, saying that this would be on test. He gave
many tests and we didn’t have any chances to speak English (I11-1, 2007).]

The teacher let the students write katakana (one type of Japanese phonetic
syllabary) above the English words and had them memorize the Japanese
approximations of the English phonology. Maiko memorized the words and sentences
in the textbook for tests. As time went on, she thought that she should not stand out and
that she should not show her understanding of English or her good pronunciation
because she did not want to embarrass the teacher and get unwanted attention from her
classmates. She became invisible. She could do it, but it was not fun.

When Maiko had to decide which high school to attend in her third year at
junior high school, Maiko’s parents heard about Rokkaku High School by some friends.
They thought that the school would provide a good environment for their daughter, who
had overseas experiences. Following her parents’ advice, Maiko applied for the
Individual Characteristic course at Rokkaku High School. She wanted to study about

the environment in a foreign language.
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High School

First Year (2006). In junior high school, Maiko had studied in the way other
students did by memorizing words and sentences or doing textbook exercises because
that was the only learning strategy she had. After entering Rokkaku High School,
Maiko continued with the same approach. She took English I and Oral Communication
I. In English I, Maiko was an excellent student who earned perfect scores on her tests in
the first semester, an achievement that made her feel satisfied.

Maiko was not happy about Oral Communication I class, which was taught by
an American teacher, Jon. She had high hopes for the Oral Communication class, but
Maiko did not think Jon knew how to teach effectively. He spent too much time just
talking. She believed that Jon was a good person, and interesting, but thought that his
teaching style had problems. She thought that Jon did not know what he should do for
the students, so she wanted to talk with him about the class. She felt ashamed talking to
him in front of other students by herself, so she talked to him after class with one of her
Chinese classmates. She observed that most of the students were sitting in the back of
the classroom and did not speak up. She told him that pointing to some students and
asking them to talk or making a circle might be effective. Jon listened to Maiko and her
friend and changed the class so that the students sat together in the center of the
classroom, or made groups and talked. When Maiko told Jon that she wanted to sing, he
brought a song. In the second term, after every class, she went to Jon and they talked or
sometimes had lunch together. They developed classes together. In retrospect, Maiko

believed that Jon’s Oral Communication class, in which she played a leading role, was a
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valuable experience. Through her experience of working with Jon on the class, Maiko
learned that she needed to speak up sometimes, and that being too passive was not good
for her.

In the second term she joined English Day Camp, which also changed her
attitude and her approach toward learning English. She did not know what English Day
Camp would be like, but the older students said that it was good and she liked the
syllabus, so she signed up for it.

In English Day Camp, students were not allowed to speak Japanese even during
breaks. Maiko was shocked by the all-English classes, as using English for everything
was more difficult than she had thought. She could give a simple self-introduction in
English, but she realized that she could not keep up with the students who had lived
overseas and older students when talking about things like social problems. When she
could not make herself understood in English, she felt mortified at her poor English and
longed to be a better speaker of the language. Maiko wrote in the questionnaire (2007)
as follows: FATHEEN EFITFHE LW EEWE L, JEDOT A M TRWVWAE
B Z 2T TIEREDTT, bobiiEDO % RiFTon & BvET, [Istrongly
want to speak English well. Getting good grades for grammar tests is not enough. I have
to improve my English (Q2-1).]

Older students, especially those who belonged to a volunteer group discussing
international issues and aid, whom Maiko met in English Day Camp, influenced her

greatly. Their English ability was excellent but that was not enough for them. They
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always tried to improve themselves; they had high goals in terms of learning both
English and social issues. Maiko was impressed with their attitude.

At lunch time in July, Maiko talked with Nimo, one of older students who
belonged to the volunteer group. Before that, she watched older students talking with
exchange students and she envied them. Nimo asked her to join the volunteer group.
Group members often got together and discuss contemporary topics. For instance, one
person brought up a topic such as development in India or computers in Japan and they
discussed the topic. They participated in an English drama contest in November,
creating a drama criticizing the gap between the rich and poor countries. Maiko played
the main character. Knowing the older students made her feel ashamed of being
satisfied with just getting good grades on tests. Maiko thought that they were confident
and wanted to be like them.

Maiko wanted to set up an English Speaking Society and wanted to learn from
both foreign teachers and Japanese teachers even though she did not take their classes.
Maiko always seemed to set high goals, introducing ideas that most people never
thought of. She wanted to learn English and French to broaden her horizons. In college,
she wanted to study abroad. Maiko thought that if she had not met foreign teachers,
older students, and English teachers, she would have been satisfied simply with good

results of tests. She said:

EIIZAS TG, HiE-o TV O RHIZE L TEAREDsTe> T )
MRFFOENEbDoT-, PEORFX, HREHEEARZTCT A MUEAY
i, BRELEZRZTZVIZSNVIESTZATTITE, BRICA-STZ6,
ZIOINIDHLKELITNE, Ro1F0 ., FEITFIC E~E~ ELDH
RO SoTHEY LSRR E L, bob, MEAZHET LI
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DE LT, FAT 4 T DOHAENRNSIENNT, HERFEDTFENKE
A
After I started high school, my thoughts toward English as a subject changed, or
my feelings toward it changed. In junior high school, I just memorized English
words to prepare for exams or memorized textbooks, but in high school, those
things are still important, but I also think I should never be satisfied, but should
improve my English all the time. I aim to achieve higher goals now because |
met many foreign teachers and older students. (I11-2, 2007)

During the summer vacation in her first year, Maiko joined an English program at

Temple University Japan Campus. There she met people from different countries. She
enjoyed talking with them in English. She wrote: f#IZFGFE T Lo 72D, A4
= UT7ANDGTY, @LIEARIE, BiRl L (Va—v - Ty vafs
) RWOEDZ L, BFRIZR Y FEFE LTI T L7, [Iespecially enjoyed
talking with a person from Nigeria. | talked with him about political issues (if he liked
George Bush) and his country. It was interesting and I had a good time (R1-3, 2007).]
Maiko’s understanding of how to study English changed at Rokkaku High
School. In junior high school, she just memorized vocabulary and textbook passages
and prepared for tests. In high school, however, although she still thought that those
tasks were important, she developed the attitude of never being satisfied with her
current level of proficiency: She always wanted to keep climbing toward the peak. To
do so, Maiko believed that studying other subjects and accumulating knowledge of
various issues would enhance her speaking ability. At the end of her first year, 15-year-

old Maiko decided she wanted to study abroad in the future.
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Second Year (2007). In the second year, Maiko became very active and sought
out learning experiences. The passive Maiko did not exist any more. She set up an
English Speaking Society (ESS) with her friends, participated in an English speech
contest and a French recitation contest, organized the English Day Camp for elementary
school students, went to Costa Rica with her family, made a presentation to the
Ambassador of Slovenia, joined a study trip to Hiroshima with a group of British
students, and joined a sister school program to visit the United Kingdom. She took
French classes, and two English classes, English I and Presentation. She received
perfect grades in her English classes.

The most impressive activity for Maiko was her presentation to the Slovenian
Ambassador. The Europe Union, which hoped to promote the United Nations, sent
ambassadors to schools all over Japan. Rokkaku High School had one student whose
father was from Slovenia and he told the Slovenian Ambassador about Rokkaku High
School and this resulted in a visit from the Ambassador. The students in the English
Speaking Society had an opportunity to make a presentation introducing the school and
student life. Maiko thought it was a major debut of ESS.

Maiko had a difficult but inspiring experience of speaking English in the
presentation class. Several older students she had met at English Day Camp and who
spoke English with confidence were in the presentation class. There were many in-class
discussions in English with foreign students from China, Myanmar, Malaysia, Germany,
and Australia. Maiko prepared for the discussions and enjoyed them; she felt that her

English improved through taking part in those discussions. The foreign students and
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Assistant Language Teachers talked in English among themselves and although Maiko
always wanted to join their group, she found it difficult to do so. As a result, Maiko just
listened to them without expressing her opinions. She felt ashamed because she thought
that being passive in a discussion was meaningless. She said:
APFENT =T =L, HDO3IANRT IVREFEFT LLRNTT
e B EIXALT DRAEHNEDLSTZATTTE, BARPIIARILETL
RRLLRRNTT D, TN LL T, b ZARDIZAD 720,
Crangneg, 25, 80k loT, KA, #ig, 5L BHE
TN T 4 Ay a L ThHoTWIEUTESTmATTITE, bxro
ERBIIANTZZR> TV HIKELETLT,
Iza (Malaysian student), Harry (Australian student) and Lau (Chinese student)
spoke a lot of English. And the ALTs, who changed three times, spoke with
them and among themselves and foreigners. 1 felt mortified because I couldn’t
join the group. I wanted to speak up. At first the older students talked with the
foreign students, but in the end I joined them a little. (I12-1, 2008)
Maiko felt that she had a full life in her second year. She had quite a few opportunities
to teach English to elementary school students with the other English Speaking Society
members. They had a summer English camp, a Halloween party, and a Christmas party.
Maiko especially enjoyed making and organizing the programs with the other students
in the club. Through participating in many activities, Maiko thought that she had
changed from being a passive student to an active student.
Although she was busy, Maiko was told by Mr. Hiranuma, a PE teacher who put
himself in the position of personal consultant, that she was playing around, not seriously
studying, and that she ought to give up her frivolous activities in favor of serious

preparation for college. At that time, Maiko thought that she would follow Mr.

Hiranuma’s advice.
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While considering where to go to university at the end of her second year in
high school, Maiko reasoned that bright students avoided international-oriented
universities. It was her belief that students at international-oriented universities are
“flippant and shallow.” She wanted to attend a university that attracted serious students.

She said:

ERER-> TV FmEN, ELHLL20No TWIBFERERRH - T,
FHDOWVN A5 TV ) DIZEBERIZIT 2N EBoTmATT L, WbhbWwd
Ho bbb L TTIRMRADL, SFC D AO Z1F7=0 ., ICU RAIE-~T
W7o b, FEEEST R L CEBEEIT -0 £ BTG L
TEATT X, bbAA, TOAEBLLTITVWEENRH - T, EHOWLWN
NT=BRANTEA DT E, IFALICHDOWW AT BIZEEER > TEDRW
A2 TS TT,

I had a stereotypical idea that students who belong to kokusai-kei (international-
oriented) are not serious students. I thought that smart students did not go to
kokusai-kei universities. | thought that so-called chara-chara (flippant) students
applied for Admission Office exam to SFC (Keio Shonan-Fujisawa Campus), to
ICU, or to Kokusaikyoyo (International studies) at Waseda just by studying
English. That was my biased thought. Of course, they have strong intentions to
apply for those universities and are smart but deep in my mind I thought that
really smart students would not go for kokusa-ikei. (12-2, 2008)
Maiko was unwilling to study for the university entrance examinations, so she decided
to apply to Waseda University, a prestigious private university with a good reputation.
Maiko went to Mr. Hiranuma and said that she would apply to Waseda University
because studying for entrance examinations was meaningless. Waseda and Rokkaku
High School had an agreement that one student per year could enroll in Waseda without
taking an entrance examination and she wanted to be that student. Mr. Hiranuma was

furious to hear Maiko’s decision and told her that it was just an excuse to avoid

studying for the entrance examinations. He wanted Maiko to take the entrance
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examination of a competitive national university. Maiko talked with other teachers to
get advice. Some recommended Hitotsubashi University, a prestigious national
university in Tokyo. She listened to them and gradually came to feel that she wanted to
attend Hitotsubashi University. Although she thought that she decided to go to

Hitotsubashi by herself, Maiko had a small doubt about her decision. She said later:

FAOFEAR, 1 H 2 2 IS, FRIEAED L Z AT 2RI, AL RAE

HZITET > TE2TLATT L X TV I DIFEROLRNZ L7127

b, ZLELTIVWELNTZATT L, HBrod, 1 1HPZBRTHLE

NTNDHELEET, ZARKFIHATLIEE SR> TRLNT, £NT,

FTEDZLENKUIILTELN R, TALHEVRIC—YE->TE o

KO RRN LET R

On my birthday, on January 22, [ went to Mr. Hiranuma and said, “I’m going to

apply for Waseda University. I don’t think juken is beneficial for me.” Mr.

Hiranuma was very angry and scolded me. At that time, the third-year students

were studying hard for entrance exams. He said, “Don’t spoil yourself.” I took

his words seriously and said “Hitotsubashi University” without thinking. I think

that was a kind of excuse. (I2-3, 2008)

Third Year (2008). Beginning in her final year of high school, Maiko began
studying for the Hitotsubashi University entrance examination. This decision obliged
her to stop many other activities she wanted to do. During summer vacation, Maiko
attended a large cram school and studied every day. The classroom was packed with
students who wanted to go to Hitotsubashi University. She felt that everything was
strange at the cram school. She did not like the school’s examination-oriented teaching
approach or its shortcuts for efficiency. Students were required to memorize long lists

of words by rote. She took prep tests many times and eventually she felt sick. Maiko

said:

122



FlEREE, T LK AT NR o2 TT, B HAR—FEL 20
TI N, TIWVREEIZWDSEWNWNT, Ao TN o THWNWEL
77 THUTEBZTERONS LNV WATTIFE, FAE., 7 <$E 2B
FATTITE, O, EZXNTHULRWTE, B TTLriIEA
BAEREEBIATTITE, brotZBTT Lk, #HxHb, HELE
L, BEEELNGL, CORBELZIRONEL LNLRWATT T
E. mENEE, ZZE LMD oTnS 2R, ATy
H—OFFTEH LD, BEZ T THRATEI Y, 4%, TARI
ELHLRS TOWWATE L, v —HEWRE L TENTHHATT
Lo MIZN—oTHE-T, &, FEOHELMF--TRATZWVWL, Lo
CVEZTWVWEREWVWDE, TH20ENREDTRLIOLH )N TE
72 L. ZBrfhif> T2/ > THRWE LT,

I didn’t like the yobiko at all. The students around me all wanted to go to
Hitotsubashi University. There were many students in a huge room. I didn’t like
the juku. Maybe I thought too much, but I always think deeply. I felt scared of
the yobiko. Students who don’t think much maybe don’t mind going to the
yobiko, but I felt that the yobiko was really strange. Their way of thinking about
English was weird, and the textbooks included the strangest notes. For example,
on ethics, it said, “The philosophy of Heidegger is difficult, so just memorize
some words. You don’t need to know about it deeply now. It’s OK not to know
it very well.” I said to myself, “What is this?” I want to use English words after
memorizing them but they wanted me to memorize twenty words a day. I
became exhausted and hated juken benkyo. (I2-1, 2008).
Maiko talked to her uncle, who used to be a prep-school teacher, and confessed her
feelings. She expected that her uncle would scold her as Mr. Hiranuma had but, to her
surprise, he understood Maiko’s distress. He agreed that Maiko should quit studying for
the entrance examination, and said that it was good lesson for her to know the first-hand
consequences of such study. Maiko also talked to her father, a university instructor, and
told him that she wanted to go abroad. Her father’s advice was to do what he had done--
go to a Japanese university first and then study abroad. After listening to her uncle and

her father, Maiko finally decided to apply to a prestigious private university, Waseda

University, which had been her initial choice. Following the advice of adults had led her
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on a long detour on the way to choosing a university. Maiko consoled herself by saying
that she had learned a great deal, both about choosing a university and about herself.
She had accepted advice uncritically, but choosing what she really wanted would be the

best course for her. She talked about her feelings then saying:

AARDY AT LT, ELORMET, BOZLEEXTE-TILESD L
BOATHITE, BENATH » T BER, EDEALF LT, EERT
ITETZNEZE ST BIANEAIATIT o T, 21XV E I NI BRRD)N
2T, ABEROIERTEDL>TEIATLEIITE, BRHICTEI WD
DOPHTL D0 >THRST, RITH Lo &EI AN LT,
Serious teachers think about the Japanese context and they told me to go to a
national university. I think they told me that because they thought about my
future. Yesterday, I was talking with my homeroom teacher and said to him, “I
want to go to Kokusaikei University.” Then he said, “If you want to go to
Kokusaikei, you should work at the Ministry of Foreign Affairs.” I anticipated
that he would say that. Maybe he thinks that I can do what I want at the Ministry
of Foreign Affairs, but I still don’t understand why the idea came to his mind
first. I don’t think that’s what I want. (12-5, 2008)
She was not sure what occupation she would choose in the future, but she thought that it
would involve overseas study and research. Maiko wanted to study English and French
at the university and introduce authentic Japan and Japanese to foreign people. Through
her experiences meeting foreign people in foreign countries and in Japan, Maiko felt
excited to meet them and learn from them. She also liked being in foreign contexts, as
they allowed her to do things she could not do in Japan. Those foreign experiences and
people also gave Maiko chances to look at Japan from the outside. She learned what
foreign people thought about Japan and what images they had of Japan. They

sometimes had stereotypical ideas. She wrote about one episode she experienced during

a family trip to Ecuador:
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XY TN TRIR L%, WBICE L/ NETYH U RS vy TFEREEL
77e T T, FIREFL, AL ANDBKRTEZFR, T XS Ri=h w7
JNZIINBANGEEZ LE LT, BAWDEDZ & ZiAW DT,

AL ANDBRIABITZHIZ, TWOE EARBEDEREITNDLD
M, FEERITLE?] EEEELE

After we studied a lot in the jungle, we had a sandwich lunch at a cottage facing
the ocean. There, we (my family and I, a family from Switzerland, a couple from
Holland, and Carlos) had a fun conversation. We asked each other about our
countries, The Swiss father asked us what we usually eat, saying ‘Sushi? You eat
sushi, right?’
(R2-3,2007)

Maiko was eager to learn foreign languages, go overseas, learn foreign culture and meet

people there, and at the same time she believed that knowing about Japan would be very

important.

The Development of Maiko’s Ideas

Maiko was a hard-working student who was curious about everything around
her. Her experiences overseas ignited her interest in languages and cultures. In her
childhood, however, Maiko was a passive learner. She listened to what teachers said
and did what she was told to do. In junior high school, Maiko showed that she could
keep her head down and her mouth shut as well as any model student, and keep doing it
for years if necessary. However, she knew from the beginning that there should be more
joy in learning, and she found her way to people like Jon and her uncle, who could
respond to her feelings. In high school her inspiring encounters with older students and
foreign students changed her attitude toward learning English. She became an

independent and active learner and, after a detour, one who chose her own fate. She
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learned to recognize stereotypical judgments about universities and mindless drills for
entrance examinations. In the end, she chose a university for what she was sure were the

right reasons.

Kazuo’s Experiences

TELLETEZLDANIE S THELNLFNTZN, 1 O I E - 7o
TEALFHTZLTINDLEAD LEH, SEEIFILDDITME S LD
s

I want to meet as many people as I can and to learn from them. They will help

me to think from different perspectives. Languages play a part there (Q3-1,
2008).

Childhood

Kazuo is a Japanese citizen who was born in Peru and who lived in Peru for
fifteen years before he came to Japan to go to high school. Although he lived in Peru for
an extended time, his native language is Japanese. Kazuo went to a full-time Japanese
school in Peru where the students were all Japanese and classes were conducted in
Japanese. His older sister went to a local high school in Peru, so her Spanish was much
better than Kazuo’s and his older brother’s. His sister spoke Spanish naturally. His older
brother went to high school and college in Japan. In his family, Japanese was generally
spoken, with Spanish occasionally mixed in.

Kazuo’s first encounter with a foreign language, Spanish, occurred when he was
a child. Two Peruvian maids worked in his house, so he acquired Spanish, which he
regarded as only a tool for communication with the maids; thus, Kazuo learned Spanish

by speaking it. Kazuo also went to a local primary school for a Spanish class once a
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week. Kazuo's mother, who spoke Spanish, sometimes brought her Peruvian friends
home, so Kazuo spoke Spanish with them. Spanish was taught at the elementary school
through speaking-focused activities, so he did not learn to write.

Kazuo started studying English at elementary school where English
conversation was included in the curriculum. At that time, he could not speak English
well, but he memorized high frequency English formulae such as greetings. He thought
that studying English was meaningless because he did not think he would use it. When
he was in the sixth grade, Kazuo’s parents sent him to a private cram school to learn
English. They thought that English was important for their son and believed that he
would use it in the future. At the cram school, Kazuo took a 90-minute English class
once a week that was taught by Peruvian teachers who had overseas experience in
England and who were qualified as teachers of English. At first, the weekly English
class had little impact on him, in part because he hated English and knew so little of the
language. He could not even write the word one. Every month the teachers gave a quiz
in which the passing marking was 70. Kazuo's marks were usually 72 or 73, so his
parents had him start going to the cram school five days a week.

He said that going to cram school helped him get better grades because his
exposure to spoken English increased immensely. When Kazuo started going to cram
school five days a week, he was not motivated to go initially because it was tiring, but
as time passed and his speaking skills improved, he started enjoying speaking English.

He said: i NLEEI K SWE B TWF &, ZATEAGEEL L~V 7> T

Kl BE U < 72> TE Tz, [Atfirst, I felt that going to juku was troublesome and
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didn’t want to go, but when my speaking gradually improved, I found that going there
was fun (I 1- 1, 2007).]

When I asked him which school, the Japanese School or the cram school, helped
him find meaning in studying English, Kazuo said, 28 C9°4a, “FIRDIEFEIL, 2R,
f#f BL9-X T, [It was the cram school. English classes at school were definitely easy

forme (I3 -1, 2008).]

Junior High School

At junior high school in Peru, Kazuo did not use Spanish often except at home
when he spoke with the maids or his mother’s local friends. Kazuo realized that
languages slipped out of his memory unless he used them.

When Kazuo was in the second year of junior high school in Peru, he had an
experience that changed his attitude toward learning English. That summer, he flew to
Japan to visit his relatives. On the airplane, a woman was sitting next to him. Soon he
found out that the woman was Korean and that she had visited her son in the United
States. Because English was the only tool for them to understand each other, they
started talking in English. She was in her 50s and her English was not very fluent, but
Kazuo enjoyed talking with her immensely and was moved by the fact that he could
communicate with her in English. This experience made him realize that he could speak
and communicate in English and that English was important. That made him glad that

he had studied English, and he started enjoying the English classes at the cram school.
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He talked about his experience of talking with a Korean woman:

BEICE > TW ADEE O AN T, BEWSEDNE LRD o 72T E 955

RO TV THEL, Eobb )T R0ITNENALE>TFELT

HLST, PLORRZENDH - T, JEEEOMLIENEL D FEEP->TT

EolclzoTHRAT, 220U roTe, BED,

The person next to me on the airplane was Korean. We could not communicate

with our native languages but we talked in English. Neither of us could speak

English fluently, but I had a good time talking with her. This happened when I

was in the second year at junior high school. I thought that English was

important then and was glad that I had studied English. Since then, I enjoyed

going to the cram school. (I 1-2, 2007)

Because of this experience along with studying at cram school in Peru, Kazuo
developed a strong belief that speaking is most important and that continuing to speak
English is crucial. He wrote in the questionnaire: & (Z7>< L 2 ~FLALIXHRGEN 5 £
RHMmB, LeXoTWS Z EANE, [If Ispeak English, my English will
improve, so I think it’s important to keep talking in English. (Q 2—1, 2007)]

The English classes at the Japanese junior high school were taught by Japanese
teachers speaking mostly Japanese. The teachers used New Horizons, a textbook that
was used in many secondary schools in Japan. English classes in his junior high school
in Peru were the same as those in Japan. The classes were too easy for him and although
he did not pay attention to grammar he got good marks on the tests. Kazuo’s ideas about
studying English were influenced by the cram school, where he was taught English in

English, not by junior high school classes where teachers taught English through the

medium of Japanese, using variants of the grammar-translation method. He believed
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that if he had not gone to cram school in Peru, he would not have learned to speak
English or understand English as well as he currently did.

Kazuo did not like the English teachers at his junior high school, and he
especially disliked the Japanese teacher who taught English in the first and second year.
The teacher was a stickler about spelling and he pointed out Kazuo’s spelling mistakes.
Kazuo thought that that teacher did not like him because he was ahead of the other
students. In retrospect, he attributed his hatred of grammar to that teacher. He did not
like grammar because he did not understand the teacher’s explanations. He thought that
he could make himself understood when he was speaking and believed that grammar
was not necessary. He said (my questions are in brackets):

HEERIZ R T, RANEATE Lz, IEA TS > T0 o0, FEOFA
NI D, BEEEAEPAFARCSTHo T, HRELENEINLTHSDD
WZEZbNAME, (TARbEo-0) FATA, RLETAT
L6, ThH, 908U ER-TEL, (CENEFEZE-oTHEL-TA
LR, ZRUEEILTEAD) IS5, BTIEHAFEY, E,
HAINTTIFE, BETEZEY, FOTEWTEWT, . 297 53A7
STHEZT, CUEHZEIZRo TRV LRV, ) R4, RoThHA
TTIFE, FROBET, THEWTARAWATT L, 1AL, TXS
NH, (THLTAMITEERINHR) MERNTT, Zrnb, 22
TT Xk, A= 7L, ZobDIENE LITFTEC, ZobD 7T
~—DEIIDbh o bR I nb, VWNEWNWNWE - ThoT,  (34FEMHE
EF S LI ?) ToblhomTT, THL3EXKDOLE X2, 1H
MR, WAENRHZTT Iv—2FWVEEZH L TE T, 2z k< e
72T, (FTARR?) 1EET, i, BEXENLT KDL
RINANTT, 200 BLWVWTHKDoHR-T, TAMDLEE, HL 30
L TE I, (BEEZLR) E0vdhHzxd. & Tliz, 10
O HITEIN Ao 72T E, AT TWNI &, WOLEBEL M
FHR L TRV, RA LV FENTTv—Db r oD Lo TT
Do OV OBRENIR T, WO,
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At junior high school, I didn’t pay attention in the English classes. They were
boring. The students did exercises in the textbooks. I could answer those
questions. (Did you well on the tests?) I didn’t study for the tests at all, but I got
90 out of 100. (You don’t think you’re good at grammar. Why do you think so?)
Maybe, I didn’t study grammar much at juku because English was taught in
English. They taught grammar but they taught forms and I memorized them by
listening. (Then, you didn’t learn grammatical terms, right?) Maybe I did at
junior high school but I didn’t pay attention to it. I didn’t have to because I
could get good grades on tests. (No problems on tests?) No. That’s the point. |
was used to speaking too much and I knew basic grammar anyway, so I thought
that I didn’t have to worry about grammar. (Did you get good grades in junior
high school?) Yes, but in my third year, once perhaps, the teacher gave a
grammar-centered test and I didn’t do well on the test. (Test?) Only once. |
could finish tests quickly, even reading tests. I took about 20 minutes to finish
and didn’t know what to do for the rest of time, 30 minutes. (Reading was easy,
wasn’t it?) Everything was easy for me. I couldn’t get 100 because I didn’t study
the textbooks at all and the tests covered the content of the textbook such as
grammatical points. I couldn’t get good scores on those tests. (I 3- 2, 2008)

Kazuo’s belief about himself as a good learner of English allowed him not to pay
attention in English classes. He said: 7 TIISEN ML BER N EE S TWWE LT,
Lo _XAUINWEAS S 5T, Sob 075 L, [Atjunior high school
(nihonjingakko) in Peru, I believed that I didn’t need grammar and that speaking was
everything because I understood what people said in English. (I 2-3, 2008)]

He also said: ~/L—® H AR NP O HRFEORZEIL, BEHRGE TR < i
DR ST E | HE > 720 TIEL hbAE DRI Lot
[English classes at the nihonjingakko in Peru were conducted mostly in Japanese. They
were ordinary grammar-centered English classes. They were easy, so I didn’t pay
attention to them. (I 2- 2, 2007)]

Because he had studied at the Japanese school, Kazuo’s parents wanted him to

go to a high school where he could study in Japanese because they anticipated coming
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back to Japan someday. There was, however, no Japanese school for high school
students in Peru because high school is not compulsory in Japan. Accordingly, Kazuo’s
family moved to Japan and Kazuo applied to Rokkaku High School in Yokohama
because the school accepted students who had lived in foreign countries and foreign
students who lived in Japan. Those students received preferential treatment over
applicants who graduated from junior high schools in Japan when applying to Rokkaku
High School.

Kazuo encountered various types of culture shock in Japan: There were traffic
lights, he had to do everything by himself, he had to use Japanese currency, and the
class sizes seemed too big. In Peru, he did not have the freedom to walk around by
himself: a maid or a chauffeur was always with him. He did not take trains or buses but
took a car with a chauffeur, which he did not enjoy much. When he came to Japan, he
realized that he could go anywhere by himself without asking permission from his
parents. He enjoyed it, but soon realized that he did not have a good sense of direction
because he had always been driven by a chauffeur whenever he went out. Although it
took a while for Kazuo to get used to life in Japan, he enjoyed the freedom he found

there.

High School
First year (2006). When Kazuo was in the first year of his studies at Rokkaku

High School, he took English I (general English) twice a week and Oral communication

I (basic English conversation) once a week. He had not studied grammar formally
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before, so had little awareness of grammatical structures. In English I class, grammar
was important; consequently, Kazuo felt that it was difficult to learn English in that
class. He got 70 or 80 out of 100 on the English I tests. He said:

AN COREEIL, HFE ] & A —T b, HBED LT, ENRDHAEY
RO TR T, ERANTHE 2D D TIHEN A- TRV, TEDTEX
DHMNB7RV, B TIEES TWAD I EHEEL TRy, Zhiddh-o T
HEBSTWDITEHMEL TV, TEEEZRC-> CTTCENEMAINT
WA DTEEL WY,

In Rokkaku High School, I took English I and Oral Communication. In English
I, I didn’t study grammar much and learned English using my instincts, so
grammar doesn’t speak to me. I don’t understand how grammar functions. I use
it, but I don’t understand it. I sense that what I write is right, but grammatically I

don’t understand it. Grammar is emphasized in the classes, so it’s difficult for
me. (I 1- 1,2007)

Because of his good grades at junior high school, Kazuo had thought that he was good
at English before coming to Rokkaku High School. In Rokkaku High School, Kazuo
was inspired by other students, especially ones who had similar background with him:
kikoushijo, foreign students and exchange students. He said (my questions are in
brackets):

ERE, BARTEAADRNSR ST, HRETIIHRARTERNNS T
TRV, BRDOTFUR72WnWTT D, &K, b, ELT;T-TH 7L d
ANED WL, ZZ0F, b, TEXDHHAKRST, TEXDHANE N 2o
To B EDTIZWNWTEDLZANRNTESL Y LE L, (UK
7o dz) RS0 L, (EhDIEEREA D LB o7=m) B4 T
BIAT O TR EEDE NI D, T30, BRI LIZE Lo T
XIATTITE, 2EARNWREST, FHEETHEEITL-oTW ) B4
EAMMEEE & Dy, 2V E 72N TT 0, WS e, OV I BT T2
Nh, LT THEBEL,
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I found that there were many students in the high school who were good at
English. At junior high school in Peru, students, they were Japanese students,
they did not do well in English. Few students went to juku. Here, I was surprised
to meet students who were better than me in English. (Were you inspired by
them?) Yes, I was. (Is that why you wanted to set up ESS?) I missed juku. It has
been interesting at high school, but I am still bored. (You mean doing something
in English?) The ESS members value foreign countries, so I enjoy talking with
them. (I 3-3, 2008)
Although he acknowledged that he needed grammar for the examinations and the Step
test, he did not study it by himself. He thought that he would pass on the basis of his
spoken fluency. His weakness, he thought, was a lack of English vocabulary. As for the
paper tests, he almost always understood what a passage was about, but could not fill in
the gaps or choose the correct multiple-choice answer because of a lack of vocabulary
and grammatical knowledge. The Oral Communication class was similar to the class
Kazuo had taken at the cram school in Peru: He did not have to read very much, so he
enjoyed the class. His grades were 9 out of 10 in this class.
Because Kazuo wanted to speak English, he started the English Speaking

Society (ESS) with some friends. For Kazuo, speaking was most crucial factor in

learning a foreign language, but in English I class, he did not have any chances to speak
English and the once-a-week Oral Communication class was not enough for him. In
cram school in Peru, English was everywhere, but in Japan, he felt that he had few
chances to speak English. He wanted more opportunities to speak English. Thus, for
Kazuo, the ESS club was a substitute for the cram school he had attended in Peru.

In his first year at high school, Kazuo wanted to take the STEP test because he

wanted to have a practical purpose for studying English. His experience living in Peru
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gave birth to his interest in international relations in which he believed that English
plays an important role. He also believed that speaking was most important and that if
someone studied a foreign language but could not speak the language, the study was
meaningless. He wanted to go to a Japanese university, but he did not want to stay
indefinitely in Japan. He wanted to go to many countries, and to do so, he believed that

the ability to use English, especially speaking, would be an important tool.

Second year (2007). In his second year at high school, Kazuo took an English II
(general English) class twice a week. He was supposed to take Writing I, a grammar
class, but he forgot to register for the class.

Kazuo accepted an opportunity to be a volunteer teacher at an elementary school
near Rokkaku High School. The elementary school had an Assistant Language Teacher
who taught English, so he was in class as a teaching assistant. The Assistant Language
Teacher was from Italy and he spoke English with an Italian accent. Kazuo had nothing
to do in the class because the teacher did not ask him to do anything; thus, he was just
an observer. Kazuo felt that simply observing the class was meaningless, so he stopped
going.

Instead of going to elementary school as an assistant, Kazuo and the other
English Speaking Society members, acting on a teacher’s advice, organized an English
Day Camp for elementary school students. The English Speaking Society held English
Day Camps during summer, Halloween, and Christmas. Through teaching English to

elementary school students and observing the elementary school students’ learning, he
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observed that the children learned by playing games, not by sitting at desks. He
confirmed that learning foreign languages should be enjoyable and interesting.

Although he had scorned grammar for years, Kazuo had a change of heart in his
second year of high school. When he listened to a Malaysian exchange student speaking
broken Japanese, Kazuo lost confidence in his own English speaking ability; he worried
that his speaking was disfluent and that he might sound like a child. At that point,
Kazuo wanted to improve his English skills, especially his grammatical knowledge
because he thought that a lack of grammatical knowledge hindered him from
developing more advanced speaking proficiency. Kazuo began to think that he had to
develop grammatical knowledge and increase his vocabulary to become a better learner
of English. He said:

HARIZE T DL, AT Lo Ro TWiUZW WL E o Tzt
BN b HEIE Lo TEE, ol LD ETLRRDIZ
W, HERE DERIE R EE L ThnE Le Wt bho T, £9
WO RITR G KEI7Z EbhoTe, BETTIHRI T, /2D AR, FROD
HPALIGEE Lo XoTWND L "good” LME X2, [EITFEEN
TN E W, E38%] o THRSTEOR, 58 F 2 T-B->TWnWaBIT
E'L speaking IZBWTHIHEDRNMETE > Thhr oz, 1HFEORHINET
LhhrolzibE, 2ERNLEEZ LT, FFLTWAHE X1, Rtz &L
MEZRN, D NRE—2 DI ENEZRL T, BRX Yy T4 T 4 4 A
EMELRATEZRRLS THFICRY, BEHEWRSTHSTES2Y, £
NEBZ A0, EVHATIILRRARZIWNT 2L, f#?
TEHESLBNPL L X0 LMELE L, EWVWZDT50HM0EE LA
Do

Since I came to Japan, first I thought that speaking English was everything but I
began to think that I need knowledge. To speak in a sophisticated manner, I

realized that I have to understand knowledge and rules and that studying them is
also important. Not in English classes but speaking at NOV A (language school)
or with exchange students made me aware that I could say only “good.” Before,
I thought that learning a language meant speaking. I thought so, but now I know
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that grammar is important to improve speaking. In my first year, I sensed that I
needed to learn grammar but in the second year, I was sure that I needed
grammar. | just repeated the same sentences while speaking. I couldn’t include
new words or idioms and my speech was too simple. I thought I was stupid. To
fill this gap, I think I have to keep speaking and speak while developing
vocabulary. I also have to write. (Q8-1, 2008)
Looking back at his second year, Kazuo did not feel that he put much effort into
studying English. He liked speaking English, however, and wanted to improve his
speaking skills, so he went to a conversation school twice a week from June to October
until the school went bankrupt. There, he had classes with native speakers of English
and a small number of students. Classes were fun and Kazuo thoroughly enjoyed them.
In the second year of high school, the students play key roles in school events,
especially in the school festival held in the fall, because the third-year students stop
taking part in school events so that they can prepare for the university entrance
examinations. Kazuo was busy working, as he volunteered to be a leader of the
students’ committee for the school festival. He liked working at school events but at
first he did not want to be a leader because he knew that the position entailed a great
deal of responsibility. No other student volunteered to be the leader, so Kazuo felt that
he had to take responsibility and apply for the position. He enjoyed working with other

students and he realized that he liked exchanging ideas and negotiating with others;

organizing the school festival gave him a chance to do so.

Third year (2008). In his third year, Kazuo took Reading, Global Studies in

English, and Spanish III (advanced). He also audited the Presentation class (English),
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and joined a supplementary lesson in English with a Japanese teacher and an Assistant
Language Teacher. He joined the class because he believed that continuing to speak was
crucial. There were only five students in the class, which was focused on discussions
and speaking English. It was like the cram school Kazuo had attended in Peru and he
enjoyed it very much, but he still felt that his lack of vocabulary and grammatical
knowledge was limiting his ability to express himself. He said (my questions are in

brackets):

(B DEFENEEIRTH?) FFEN2BDIEEDLS B NWTEHD0
725 C) kL, BNV T, (WD ?) EFVWo Y, (RAT
77A, WETERY, TERVWST1IEBNLE S THDIET A FNE
WIRBE 2 Lo THEEETERNWEEDE > TEDZWE SR

W) BbZenTdiF iR, ok, EITE RV ET s E/l-TE
L7einb, D EXIT, e T, BRI ENPEDNTHLNBRWN

L. SVEMEbLNTH, LHESTWNILDOEMIBLIZZ B0 NG

FERSATT, (FHER, b, HFEROLE XIS T
7ZER) 5, RoTREATTIE, ZARIZ, ik, UELEFER
HDOMHSTHDLHATTITE, SFRTHLL-EOLNTESTATTITE,

HTE7ZD)7e-> T, TH, FiLh havebeen &L 72N T9 7y, H

3ED LoD ENTIVELNERSWTT D, 72, Fo5b0
FTREIRNN 2o T, (LoD ETUENMEE>TUR L2 EH
% 2AEER L DY) B TV I D, Lo THRHT, SR Z & LE
272N 725 T, Tthink, EE 9 VNI R LNEZRWVATENR, Hol,

FF 2T NMIZNWALREDE, LD ENT — K& > THhiznig L
N, RELEDA T 4 A LB OEFENTZ NS> THhDHATTIT L,

(ZULEH LB TE A0, EMNR) UEL, o O/MATT N
TERWLS, W 2D LrEaXTRVWOT, HTILLI/EAI L LT

b, HH., EILTHELDN R > TWIHKLURAT, (Z5A, ELZ
EIRATEER) TSN
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(What do you think of your English proficiency?) English proficiency? (I mean
your ability in English.) I lack grammar and vocabulary. (When do you think
s0?) Always. (Why have you kept saying that you’re not good at grammar since
you were a first-year student? Is it because you don’t do well on tests? When
you speak English, you don’t think about grammar, do you?) No. I’ve always
thought that I’'m bad at grammar. In the English classes, when a teacher says
adjective or SV, I don’t understand what they are because I haven’t studied
grammar. (Maybe so, but you studied it in junior high school, right?) Maybe, not
much. I’m not sure I learned grammar. In my third year, I learned it a bit, but it
was “have been” or something like that in the third year at junior high school
anyway. Speaking is fun so I preferred speaking. (Have you felt that you needed
grammar when you spoke, or during any other experiences?) Experience, or
when I speak, I can say childish things, for example, I think or something like
that. I want to use difficult words naturally, or [ want to use expressions or
idioms. (How can you do it? Grammar?) Grammar also. I can not construct
sentences, | can just say what I heard. When I try to make new sentences, I don’t
know how. (Maybe you should write) Maybe. (I 3- 4, 2008)

In the beginning of the third year, Kazuo did not know which university he wanted to
apply to, but he knew that he would like to communicate with people from different
countries and study international relations or something similar. In Rokkaku High
School, Kazuo met students from different countries. He found that meeting people
from different cultures was interesting; as a result, he developed an interest of
intercultural experiences and understanding different cultures.

Kazuo was fascinated with discovering the different views and values of people
with different backgrounds. Thus, he was sure he would continue learning not only
English but other foreign languages as well. He thought that it is important to

communicate with people in their native language. He said: 9<5513>Y —/1, L Vi
<VEREDBONTIEWT 2V, BOEMHFTH-T, =27V AZHY -
VW, IRLTH OB )5, [English is a tool. I want to be close to the person

who is speaking. I don’t want to depend on an interpreter. It’s between me and my
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interlocutor. I want to know the precise meanings that he or she conveys. (Q8-2, 2008)]

Before the summer vacation (the midpoint of his third year), Kazuo decided to
apply to Yokohama City University and study in the International Department. To
prepare for the entrance examination he went to a prep school where he focused on
English grammar. After four months, however, Kazuo decided to apply to Akita
International University, where all classes are taught in English. He chose the university
because it has an ideal learning environment for him with foreign teachers and students.
The entrance examination for Akita National University was competitive; however,
Kazuo passed the examination in March.

In his future studies, Kazuo wanted to have opportunities to meet as many
people as possible from different countries and to enjoy cultural differences. He also
wanted to go overseas. To accomplish these goals, he planned to continue learning
foreign languages, including English. To Kazuo, communication is related with getting
to know people, and he believed that communication had to be done in the native
language. Through meeting many people from different countries at Rokkaku High
School, Kazuo developed a belief that while he needed to look at a situation using his
own value system, he also needed to be flexible enough to understand and negotiate
different view points. He also believed that languages are a tool for communication and
therefore grammatical knowledge and general knowledge about the world are necessary.

He talked about his future saying:
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FREITRFE > ThRWITNE, BlX, WAARANEEET LTy — 3
I MBVIL, BXHESLLEELNLL, —DODIZEEWVAA
RITEMNB R BN D, b, WAAURFIIIT-> T, BEIZELEZW, &
FEIIZY =L LT, bo b WAARSFELZME S Lo v, JREA,
ZTIDEEEF O THEEVWAARTRENLAROND LI =0,
LlE. BODOH -S> TWASETBIRSTEINLIET U,

I have not decided on my future job, but my dream is to talk with as many
people as I can. By doing it, I have cultural shock, which I enjoy. I can expand
my ideas and see things from different angles. I want to go to many places and
meet people. I want to use many languages as a tool. I want to use languages to
see society from different points of view. Now, I want to use the languages I can
use now to expand my world. (Q8-1, 2008)
The Development of Kazuo’s Ideas
Kazuo’s life in Peru for 15 years was like living in a garden surrounded by a
wall. Even though he lived in a Spanish-speaking country, he could speak only a little
Spanish. His strong interest in studying and speaking English arose through an
experience of communicating with a Korean woman in English. Kazuo experienced a
belief change in high school. He had thought that speaking naturally would always be
acceptable and that acquiring a language thorough speaking was more important than
studying grammar, but he became consciously aware of the importance of studying

English grammar in order to make his English more sophisticated. His overall motive

remains fixed: He loves to communicate with people in their own languages.

Honey’s Experiences

GBI LVWASDEZE S E T NAEb0 TR, 27 EHEE LN
HE 9o TH, O AKX VBRI EESTH, £TH90VWIHH
FBEbLTHEIT/o T, BmBNICR T, FEE-THERF- TS L
B ATT,
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English helped me to discover myself. Speaking two languages gave me

confidence and I became active. I think English has power. (I3-2, 2008)
Childhood

Honey was born in Myanmar. She went to a local school near her house in
Myangon, the capital city. In Myanmar, kindergarten, elementary school, junior high
school, and high school were combined in a single institution. Honey attended the local
school until she entered the fifth grade, and she then went to a school in a different city.
At those schools, Honey used the Myanmarese language (as she called it). She then
went to an international school, where she studied for about two years. The transfer to
the international school was decided by her father who wanted her to improve her
English skills. Her father often made sudden decisions that surprised her. One day he
said to her out of the blue, "Let's move to another school." Almost immediately, she
transferred to the international school. There were many foreigners as well as students
native to Myanmar at that school. Classes were taught only in English, and although the
students from Myanmar were supposed to speak only English inside and outside of the
classrooms, they spoke the Myanmar language among themselves. The teachers were
authoritative and strict, and the students were afraid of them.

Honey reflected that if she had not gone to the international school, she would
not have learned to speak English well, but that learning English changed her. Before
she went to the international school, Honey had been shy, afraid of standing in front of

people, got nervous easily, and did not have confidence in herself. She was from a poor
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area and her family was not wealthy; as a result, she felt that she should not voice her
opinions. However, the English ability she gained at the international school gave
Honey confidence. By the time she was in the seventh grade, she believed that English
had the power to change people and that English was a weapon she could use. Speaking
two languages also made her believe that she was better than the monolingual students.
At the international school, she spoke English with friends, and gradually gained the
ability to speak English effectively. Students at the international school were hard
workers; Honey was influenced by those students and studied hard. She became active
and outgoing. She said:

FEEIZH LWVWA S %ﬂowﬁ1<ht%@fﬁm FL, T WEEL A
tothf¢; ANDENINE DWW L, BIET 5 L, FEMIZH/NE
WEE T H 5 Eh%%ofﬁ&#oto%ﬁ&%ﬁ iﬁ#otb B
Qé/wfﬁElZli IRDHETIE, TH, /X —TCHREZHVEDTEDDY
F L7, FEEEERGET AZAN, BEADBE-TWAHEZ L, FETHZEN
ZNALRBRNTT D, BOOBERENPEETL2ONRZWNE 272N TT
Mo TEMHA VA —IATHOTRENEDbST=2OHH5 L, Jigxd Lo
NOEEIICR->THEZFTA LI o7z, 2rEEEZ LS ND &
NI ThH, MOANL Y BRIFNEF-TH, 205 HER
HTHELICR-T, LD L)oo, BEWRIZ/R-720,
AT, BRATRITIR, AT & DFERRAY & Dy (AR T B EDbST- A
FL)EI>TT, AT v AT v T TEDLSTATTL, Ixvr~v—
W EiE, Svr~—fELlL Lo N7 T, HEOANR s
STWhholzL, ThHh, AU F—UToTEEEI v ~—DHFTH
H3 D L~ BN o725 T 9 &5,

English made me aware of a new self inside me. I was a quiet girl and scared of
standing in front of people. I became nervous easily and did not have confidence
about my family. We had not been wealthy before my father came to Japan, but
when [ started learning English at the international school, I changed. The
English way of speaking, I mean, in English we say what we think. I say my
opinions and insist on them. So, in the international school, in a new
environment, I became confident with my English. I felt confident because I
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could speak two languages and so I had more power than other people. Then, I

became able to speak up. Now, people say that I am sociable and active. (You

changed after you came to Japan.) Yes, I’ve changed step by step. In Myanmar, I

could only speak the Myanmar language and went to an ordinary public school,

but when I went to the international school, I felt that I stepped up in Myanmar.

(I3-2,2008)

Junior High School

When Honey was 14, she came to Japan with her family. Her father had initially
come to Japan alone and worked hard to get enough money to bring his family to Japan.
Honey entered a Japanese junior high school at the end of the first year of the school.
She did not speak Japanese at all, so her strategy was to learn Japanese by talking with
friends, just as she had learned English by talking with her friends at the international
school in Myanmar. Honey never had difficulty making new friends, so it was not
difficult for her to get used to the new linguistic environment.

At first, Honey sat quietly in the junior high school classroom. Although she did
not understand a single word of Japanese in the beginning, she listened to her teachers
carefully and copied what they wrote on the blackboard. She also enjoyed talking with
her friends, and she attended supplementary Japanese classes at a local elementary
school where volunteers taught Japanese to foreign students. She developed a learning
strategy of deliberately using expressions soon after learning them in the supplementary

classes. These strategies worked, as Honey gradually came to understand Japanese. She

said (my questions are in brackets):
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e, B THLRILTH- T, ZOXRBHDPNNWE B ST L0FH 5 A
T4 L (BRGETH?) HEARETH, PFROKE, HERZEORE, 1ZAL &
VINFRTHAFEOERENH > T, FFEORENKDSTZ L, HEEEIZ
ASTHEATT L, ZRERE LI 2020 G, SHEEWVE L, N
BITAT> T, AARGEHENL T, T2 TEIWVWIHIRI L NIRRT S U
RRNTT N, FNEROB, VT, KELEOESFEOHRTHES Lozl
TRATT L, (BRUTWVWETRFIETE L) b, A T-RBUILL
PhES, FIUIFLOF T, TR TV EE LRV, & o T
HHDIIEDRNEERERNLRN T 272N TT D, FA, /— FEDED X
VEECRZXT=HTNEZ NG L, BEF L,

When learning a language, I use expressions I like. (Even in Japanese?) In
Japanese, too. When I was a junior high school student, I took Japanese lessons
at Honcho elementary school after school. I joined a broadcasting club at junior
high school because I wanted to improve my Japanese pronunciation. After
school, I went to Honcho elementary school and learned Japanese expressions.
The next day, [ used them when I talked with my friends. (That’s a good way to
learn.) So I always use the expressions I have memorized. I do it all the time.
Without using them, they were meaningless. I memorized more than taking
notes. I prefer doing it. (I3-5, 2008)
Her foreign friends told her that their fathers helped them a lot when they came to Japan
by taking them shopping or showing them around, but Honey’s father did not do
anything like that. She could not rely on her mother because she did not know anything
about Japan and did not speak Japanese. Three days after she came to Japan, Honey had
to go to Shibuya (a big shopping area in central Tokyo) by herself to buy some clothes.
At that time she spoke English. Gradually she became increasingly independent. In
Myanmar, she had followed her mother, but in Japan, her mother followed her because
she learned how to function in Japan quickly.
Honey said that her sudden independence changed her into a new person. Being

a good student and studying all the time did not attract her anymore. She wanted to have

fun with her friends. She enjoyed talking and doing things with her friends.
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As a result of her learning and living context, Honey’s orientation gradually
shifted to Japanese. When Honey went to the international school in Myanmar, English
was important to her because she read, wrote, thought, and spoke English, but in Japan,
she felt most comfortable when speaking Japanese. As a result, English was becoming
less and less important. In Japan, Honey was surrounded by Japanese and was very
comfortable using Japanese. She was like a language chameleon who changed herself

based on the language she used.

High School

First year (2006). When she arrived at Rokkaku High School, Honey spoke
good English. She attributed her speaking ability to the international school in Myanmar.
Honey entered Rokkaku High School in 2006 as a foreign student living in Japan. In her
first year at Rokkaku High School, she took Oral Communication I, taught by a native
speaker of English, and English I, taught by a Japanese teacher. The Oral
Communication I class was easy for her, and English I was be difficult even though it
was taught in Japanese. Honey also has a restrictive (reflective) belief that English is a
weapon. By acquiring the power to use English, she changed into a more confident

person. She said (my questions are in brackets):

FEEIRATT R, (BlE. BAGBOFDRRIB LSRN ?) £9 TT X
2, (BRIZWAHEIL) TH, HRANE RS EREFE L TIHEGEIZR
HATT L, BOORME LTIE3EE LN T, FOHTH I v
VRO THAENHESTR N ER2WNT 0, bR Oz s LT
ITHFERATT R, BART, BRANIN DWW EHDH U TT
M ¥ Uv—IlIF-oTH, BRIZWTHHEHGR —FTT7A4 REFTS
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DITEENNS LV, (EETZohb M5 ?2) 9 T4,
A Vo VNS ENRATT R, BOER. THRE, FEE
L. 220 OFFT VAR BSTT, Ehb, REATo2LE 5
LA TE Lo TT 7 R0 ETh. e, o lF B RED
STV HZ STV D, ERET E, AADER> THRD TRV A
TF L, BTV I OAAROR TS b D nE, BARES TV
V= hOFTHBPREREHELEDHRD LBV ETA,

English is a weapon. (Now, Japanese is a weapon, isn’t it?) Yes. (While you are
in Japan, I mean.) But compared to Japanese people, English is still a weapon
for me. I speak three languages, but among them, I do not use the Myanmar
language, so English is a weapon for me in Japan. There are so many things
where I can not compete with Japanese. In Myanmar and Japan, I think English
is a language I can be proud of. (Will you study English?) I think so, but now
I’'m fed up with other things, my life, but I like English, so I want to continue
studying it. At university, I think I can study English. I’'m sure I’ll study it. Ill
get involved with medical services, but I haven’t decided if I would practice
them in Japan. The word international has been in mind, so I’ll need English
anyway, so I’ll study it. (I3- 5, 2008)

When in Myanmar, especially at the international school, her teachers told Honey to

study hard and her peers did so: Studying was her life there. After she came to Japan,

however, the teachers did not seem strict and the other students were not so hard-

working. In this new context, even her parents were not behaving in an authoritarian

way. She said that it was as though she had been set free in the open sea. As a result of

this change, Honey’s perception about school and studying changed completely. She

did not study hard in the first year at Rokkaku High School. Nobody told her to study

and she was getting used to life at the high school, spending time with her friends, and

doing a part-time job. Before the term examinations, she studied a little, but she realized

that it was not easy to catch up with the other students. Although she faced a dilemma

of whether to study or to spend time with friends, she made excuses to herself that she
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was busy doing this and that. Inside, however, she knew that she was neglecting her
studies and she felt slightly guilty about putting her efforts into other activities, such as
socializing and hip-hop dancing.

In the second term of the first year, Honey joined the English Day Camp, where
the students had to speak only English. She learned about foreign cultures and issues
such as poverty or global warming. On the final day, visitors from Nepal talked about
poverty in that country and said that many children in Nepal could not attend school.
Honey was shocked to hear that and thought that she wanted to help them. English Day
Camp made her think that learning about the world and studying English are important.
She also learned that communication was possible in spite of difficulties, when people
had a strong wish to communicate.

At the end of her first year of high school, Honey decided that she wanted to be
a doctor because she liked helping others in need. She knew that becoming a doctor in
Japan would demand a lot of hard work for at least six years at a medical school,
financial support from her parents, and the aptitude to be a doctor. Honey was not
confident that she would meet all the qualifications to be a doctor, but it was

nonetheless her dream.

Second year (2007). In her second year at Rokkaku High School, Honey took
only one English class (English II) because her attention was shifting to Japanese.
English was not something special anymore to her. She started thinking about her

future, and she had misgivings: She was not Japanese and she wondered if she could get
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a good job in Japan in the future. Her life at that time was filled with her part-time job
and going out with friends, so she could not afford to think about or study English.
Although Honey had lived in Japan for five years by then, she was not sure if she would
stay in Japan rest of her life. She liked Japan but she was not Japanese and her limited
native language skills did not allow her to believe that she was fully Myanmarese. Her
shifting identity suggested the possibility of living outside of Japan in the future.

Honey’s dilemma was that she felt that she did not have time to take the classes
she was really interested in such as global issues, philosophy, and psychology. Instead
of taking those subjects, she took general classes that were necessary for passing the
university entrance examinations.

Honey’s wish to be a doctor was not fully supported by her parents, who
believed that Honey had not studied enough to go to a medical school in Japan. Her
parents did not think that she was serious about becoming a doctor because she was
rarely at home. She spent a lot of time dancing or working. Conflicts with her parents
gave Honey a chance to think about herself. She questioned if and why she wanted to be
a doctor and found that she had two reasons. One was that in her house in Myanmar,
Honey experienced the death of her grandparents. She had wanted to help them, but she
was unable to do anything. She thought that becoming a doctor would allow her to help
people like her grandparents. The second reason was that she believed that doctors
made a lot of money and that she could help her family financially. However, she knew
that she faced serious barriers to becoming a doctor in Japan: She was not Japanese, her

Japanese was not as good as Japanese students, she did not have any relatives who were
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doctors, which meant that she did not have any connections, and she could not get
support from her parents. It was a time of confusion and a time when she had many
arguments with her parents.

In her second year in the high school, Honey spent time on activities such as
eco-concerts, candle nights, and organizing workshops. Her mother told Honey to come
home as soon as school finished and help her to do housework, but Honey told her
mother that she was working on important events, so she did not listen to her. To make
matters worse, Honey’s father lost his job. At that point, she stopped thinking about
going to medical school, and despaired of attending any university. Her family had a

hard time for a while, until, at last, her father got another job.

Third year (2008). In the third year, Honey took English classes in Reading and
Creative Writing to prepare for the university entrance examinations. She liked English,
but she did not have time to enjoy it. She could have taken interesting elective classes,
but she did not think she had time for them.

Honey also started attending a cram school, which she paid for with the salary
she earned from a part-time job. At this time, she started thinking seriously about her
future and which university she should attend. She applied for a scholarship that was
available for students in need, as the scholarship would have eliminated the need for her
parents’ financial support. Her parents wanted her to give up going to a university, but
Honey refused to do so. She wanted to be independent and knew that she had to do so in

Japan; thus, she wanted to become a professional in some area, as she strongly believed
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that a professional skill would help her in the future. Although she had given up her
dream of becoming a doctor, Honey still had a strong desire to help people. She had
other choices such as becoming a nurse, a care-giver, or a medical technician. She chose
the third one and decided to become a radiologist.

After struggling to determine what she wanted to do in the future, Honey found
a university she wanted to attend: the International Social Welfare University, located in
Tochigi prefecture. The university had a program Honey was interested in: She could
become a radiologist and gain experience working in hospitals overseas. She said: [ 7y
BED S THHER STV ) DI, ERIET E BARDERE > Tiko> TR A
TT &, EE->TWIDORALSOFTV2E B 5, [1want to work in a medical
context, but [ haven’t decided if I will work for Japanese medical society. The word
“international” has stayed within me. (I3-5, 2008)]

Her parents agreed with her choice although they worried about her living alone
in Tochigi prefecture.

Honey’s summary of her situation was that her journey to Japan gave her a
chance to learn Japanese, and now she speaks three languages: the Myanmar language,
English, and Japanese. She feels that she can see three worlds through the three
languages. As long as she lived in Japan, English would be a weapon for her to compete
with other Japanese because she knew that her Japanese would never be perfect. One
corner of her mind was labeled “international.” She wanted to work in foreign countries
and knew that she would need English to do this. Therefore she would continue

studying English.
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In October 2008, Honey was officially informed that she passed the entrance

exam to International Social Welfare University in Tochigi.

The Development of Honey’s Ideas

The disruptions in Honey’s life might have defeated a less resilient person. By
junior high school, she had experienced successive floods of three languages, the
Myanmar language, English, and Japanese. Her self-image and her understanding of
what was important changed repeatedly. In her second year of high school, at a time
when even monolingual adolescents are fully occupied with creating independent lives
and social groups, Honey faced questions of national identity, a conflict between her
obligation to her family and her commitment to her own future, and a desire to dedicate
her life to the service of others. By the time she graduated from high school, she had
developed several beliefs about languages: English was be a weapon for her to survive,
Japanese was her first language and identity as long as she lived in Japan, and language
is not only a subject to study at school but a means by which to live. Honey also
believed that marketable skills are crucial to living in foreign countries. This belief
affected her choice of university; she decided to go to university to acquire skills that

would lead her to become a medical practitioner.
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Satsuki’s Experiences

L, FEEEOAL & B NTeH Lt G -7 LTDHA T, mH

Eo TN, ZINIDLNDHAT, Fabafhii L TV CTaREICR

SYANAN

For me, studying English is not painful at all because I know how interesting it

is to meet cultures and local people in foreign countries. (12-7, 2008)
Childhood

Satsuki was born in Yokohama, Japan. Her first encounter with English
occurred when she was about three years old. Her parents, who were world travelers,
took Satsuki overseas every summer. Her father went abroad every year to play golf.
Satsuki’s mother spoke English quite well. Satsuki’s mother had studied English at
Ferris University in Japan. There she developed a conviction that English is important,
and so she strongly encouraged her daughter to study English. She had Satsuki listen to
English CDs, do textbook activities, and she took her abroad every year. Going abroad
and experiencing foreign cultures had the greatest impact on Satsuki. Satsuki’s mother,
who used to be a computer engineer, also wanted Satsuki to learn how to use a
computer. Thus, Satsuki started using a computer when she was four or five and started
to learn to type at eight.

Satsuki’s parents loved traveling, and went abroad for at least a week every year.
They went to many countries including the United States, Mexico, Australia, Saipan,
Guam, Malaysia, Singapore, Fiji, and Hawaii. While in foreign countries, they stayed in
a hotel or rented an apartment. Satsuki remembers going to Guam and Saipan before

starting elementary school, followed by Saipan again the next year. When Satsuki was a
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first-grader, she and her family stayed in Hawaii for one month. Satsuki’s first
experience of making herself understood in English was when she went to a restaurant
with her parents in Hawaii. She said, “Water, please” and a waiter understood her. As a
result of her overseas experiences, Satsuki strongly believed that languages should be
studied to communicate with people living in foreign countries.

Satsuki played with children in the Kids’ Club in Hawaii while her parents were
playing golf. She made friends but because she could not speak English, they
communicated using gestures. Satsuki was at a loss when she did not know the word for
toilet in English, but she gradually found out that she could communicate with the other
children without language.

There were no formal English classes in Satsuki’s elementary schools, but once
every three or six months there was an International Understanding Class in which
foreign teachers visited the class and led the children in games. Gradually Satsuki began
to pick up English. When she was in the sixth grade of elementary school, Satsuki went
to an English conversation school, which she found too easy. In the sixth grade, Satsuki
took part in the Yokohama City International Speech Contest. Her speech was about the

relationship between Japan and South Korea.

Junior High School
Satsuki went to a local junior high school. Although she started learning English
formally at school, her overseas experiences helped her feel that studying English very

easy in junior high school. She got straight 5s (top grades) in her English classes.
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Satsuki attributed her good grades to the overseas trips she had taken with her parents.
Satsuki’s overseas experiences led her to believe that getting used to English was more
important than memorizing English phrases and words. Thus, she thought that English
classes that offered exposure to English were beneficial, and she thought that English
teachers should speak as much English as possible in class. She did not think that she
could develop her English skills sufficiently at school and concluded that she had to
study outside of school and that she needed to find an environment in which she could
use the English she was learning.

In order to be close to English, Satsuki spent time listening to English songs, as
this helped her feel close to English. She borrowed CDs by groups such as the Back
Street Boys, and she sang their songs. Satsuki felt that listening to the CDs and singing
contributed to the development of her English pronunciation.

Besides her self-study of English pronunciation through music, Satsuki’s
attitude toward speaking in front of people was developed at junior high school. Satsuki
chose topics that were related with foreign countries in school studies: Integrated Study
(sogoteki gakusyu) course. In the first year she chose a topic “Relationship between
France and Japan” and “Trade in Australia” in the second year in her. She was
interested in international cultures at that time. Because she had many opportunities to

do presentations, Satsuki became used to speaking in front of large audiences.
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High School

First year (2006). Satsuki applied to Rokkaku High School and chose the
International Culture Course because she liked English and wanted to take many
English classes along with a second foreign language. Many of her friends in the
International Culture Course had been abroad and liked English. She commented that
having chances to go overseas and use English motivated people to like English, and
that having bad grades in English classes were a demotivator. She thought that having a
positive attitude toward learning English was related with foreign experiences or

experiences using English. She said:

PEEEN I E 2 N, FAOA Y DN, EEESUED N - T, filh L HESik
TELE-ZEDH DN, BEBICMNZZ EDH D N, FEEHIV - T
IDIIITHT=Z ENRNED, BEESNINADZ Y, FhiR L LT
WERTT 4TI A A=V oD, BFENPEWVEHIZRD 0 Ll
W,

Students around me who like English, especially who belong to Kokusibunka
(International Culture) course, have experience going overseas and encountering
English. On the contrary, students who don’t like English have never been
abroad or have not had chances to go abroad. Students who just study English at
school have negative images toward English, for example when they have bad
grades on tests. (I1-1, 2007)
In her first year in high school, Satsuki took Oral Communication I (OC I) and English I.
An American teacher taught the OC I class. Satsuki enjoyed the class and did not find it
difficult. English I, a more formal study of English, was divided into two classes (an
upper and lower class). Satsuki belonged to the upper class but it was sometimes

challenging for her. She found that her classmates were very good at English, especially

the students who had lived overseas.
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Satsuki joined English Day Camp in order to get more practice speaking English.
English Day Camp was an eye-opening event in that she was amazed by the older
students’ English oral proficiency and wondered if she could be as good as them when
she became older. In junior high school her image of herself was that she was good at
English, but in high school she could no longer hold that belief.

Satsuki also took a Spanish class, which eventually helped her communicate in
Spanish when she went to Mexico with her parents. She had thought that she could
make herself understood in English in Mexico because English was the common
language in the world. The reality, however, was that local people in Mexico did not
understand even simple English. Satsuki’s Mexican experience changed her perception
of the place of English: she realized that English was not always a tool for
communication. Although she could not make herself understood in English, Satsuki
could communicate with the local people in the Spanish she had begun to learn. She
was the only person in her family who understood Spanish, and she was proud of

herself. She said:

B DRI AF T TS TZATTITE, Ho, 1FA LI, (iF
ITTIT-72D?) AT TITo AT E, JGEE U R VWA TT L,
IR, 1FA LT /0 water Bl U722V A TT L, bus stop Hali L7 < T,
HEIEILLIST, AL AR VEELE - TTC, HEELELLF-TEA
T, ANME—72 A EDEHFESHWTIDOND 2TV IAT, HLrolfED
NV LELETE, FNT, 2—ZAREETHLHEURVWD > TES
T, b, B3R LeXb R0 AR LN WATER-T, (£9
72h, HROILEFE L D WOWNRRN HR) WP B IED E DV H
K7, water &£ 7> busstop THIBELURWRAN, BAATHZZETW
BNWERSDT, AFvaosTHIRERELOTHIDE, HE->TWH
FMEGH LD LW TT T E, WS oiftfidd-> T T,
BWURNEZ, BLRVABWNWDE STV, ERELELE, A FAL
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W5 D LELE, 2. AXFvagiATT AU BIZEWNS (1)
YHIVENES L) 1T, FHOBRNWE L,

When I was in the first year, I went to Mexico and found that really (Did you go
on a trip?) Yes, I went there for sightseeing, but I couldn’t communicate in
English at all. People didn’t understand simple words like water or bus stop. 1
was at a loss. I had taken Spanish class and brought a Spanish dictionary, so I
understood Spanish words. My parents relied on me a bit. I was shocked to
know that I could not make myself understood in English, so I realized that there
are many people who do not speak English at all. (Yes, English is considered a
common language in the world, isn’t it?) Yes, that’s what people say, but many
Mexican people don’t even understand water or bus stop. Even in Japan, I think
most people understand water or bus stop. Maybe it’s because Mexico is still a
developing country and not all people have a good education. Anyway, I learned
that although English is said to be the global language, there are many people
who don’t understand English. I was surprised to know it. Mexico is close to the
U.S., so I thought that (people are bilingual?), yes, I thought so. (12-6, 2008)
At the end of the first year of high school, Satsuki wanted to use English as a tool when,
in the future, she would be a management consultant. With this goal in mind, she
continued to study English and develop her speaking, writing, and reading abilities. She
was also interested in working for a tour company organizing tours. To realize her
dreams, she thought that English was a must for her because she thought that English is
routinely used on business.
Satsuki selected the International Cultural course in high school. Many of her
friends in the course had been abroad and liked English. She thought that having
chances to go overseas and use English motivated people to like English, and that just

studying English at school as a subject, as well as getting bad grades in English

demotivated students to learn English.
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Second year (2007). In her second year, Satsuki took English II and Writing I.
Knowing that she would have to study for university entrance examinations in her third
year, Satsuki wanted to enjoy her life in the second year. She started practicing the
drums, she took part in the all-Japan word processor competition, became a committee
member for a sports festival and a school festival, and joined a dance club called Toys.
Through those activities, Satsuki met Japanese students who had lived overseas and
foreign students. For each school activity in Rokkaku High School, there was a small
society or a community. There, the students struggled to solve problems, discussed their
concerts or talked about breaking up the group. They sometimes had parties at their
houses and talked, watched videos, and played games together. Through those
experiences, Satsuki said that she learned how to cooperate with other people.

During the summer vacation, Satsuki joined a two-week program in Canada that
was organized by a private company. She stayed with an older Canadian couple and
went to a language school. That was the first time Satsuki had gone abroad without her
parents. She was not satisfied with the program because it was too easy for her, but she
thoroughly enjoyed being away from her parents. As a teenager, she was bored by the
trips with her parents, so she did not miss Japan at all for the two weeks she spent in
Canada. Satsuki did not speak much with her host family, but she was happy doing her
own shopping, doing laundry, and being alone in her room.

In March, 2008, Satsuki joined a sister-school program. She went to Chicago
and stayed there for two weeks, attending an American high school. At first, Satsuki

could not keep up with the rapid speech of the other students, but by the end of the
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program, her ability to converse improved. Although her English was limited, Satsuki
found many similarities and commonalities between Japanese and American high

school students. She said:

HANET AU D NEMEERL, Z20ES ATTH L, LoD, 3T
FERHIT—RETE L, T AU BT a—r Lk, RNEZABDNALRND
DR DO TITE, FERFEE STV D OIF, HARNDEEAE L IE
LTD0 o, &, LoV FHFEROEmKRAERA TR > T £ AT,
PESTWD KV EZT, MERIL. ZDAZRWNR->T, KB LEL
7o

Japanese and American students have slightly different values, but we talked
about the same topics. I didn’t understand American jokes thoroughly, but we
shared topics about what we liked. I felt that they are high school students
anyway and that their thoughts and perceptions weren’t different from what I

had thought. (I2-3, 2008)

Her short stays in English-speaking countries made Satsuki reconfirm that “being there
and speaking English there” was crucial. She began to ask for speaking classes at school,
and watched for chances to speak English. Sometimes, for example, she chatted with an
exchange student from Australia.

Satsuki also communicated with non-native speakers of English in English. She
wrote on a questionnaire: A4 AN & DIPEFETD A — /)L T, HiklL, 23 =
== a yOFERELVWD ZERHE AR o THRERRTE, Hitko T, bR
EBZFHED T & HERTEX 7, [Through exchanging mail with a Spanish person,
I experienced communicating in English and learned that people have different cultures
and ideas in different countries. (Q2-1, 2007)]

By the end of her second year in high school, Satsuki was an independent

learner who worked to find ways to study English by herself. Besides studying for
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classes at school, she developed a routine of listening to foreign music on the train and
reading English paperbacks almost every day. To study for the upcoming university

entrance examinations, Satsuki started memorizing English vocabulary using textbooks.

Third year (2008). In her third year, Satsuki took more English classes than
were required: Presentation, Rapid Reading, Creative Writing, Media and the World,
and Global Issues. She wanted to study current events in English.

Satsuki started going to a prep school that trained students to pass university
entrance examinations. Her studies at the prep school were demanding; they involved
studying ten hours a day, but Satsuki did not feel overwhelmed. Her parents did not
push her to study hard to get into a prestigious university but told her to do her best. For
her part, however, Satsuki interpreted her mother’s words to mean that she wanted
Satsuki to go to a prestigious Japanese university. Satsuki decided to apply for the
Politics and Law Department of Waseda University, one of the most prestigious private
universities in Japan. She knew what kind of learner she was: She was not good at
everything, so she had to make choices. At school, she could not study for term
examinations effectively. She believed, for example, that she had put a lot of effort on
history, which was her favorite subject. As a result of this, she got low grades in some
other subjects. She described herself as an unbalanced learner and she knew that any
attempt to study even more would cause stress. This self-analysis led Satsuki to choose
a private university that did not demand excellence in all subjects: She studied world

history, Japanese, and English. To concentrate on studying, Satsuki gave up playing the
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drums and dancing. She said that a student like herself who was preparing for entrance
examinations had to draw a line between study and play.

Satsuki still intended to become a management consultant. In the third year,
however, she had more practical ideas such as going to a Japanese university and
studying abroad to get an MBA. She heard from her friends that universities did not
offer sufficient language classes, so she thought she might go to a language school to
develop her speaking ability and prepare for the TOEFL, or go to a school specializing
in management and marketing.

Satsuki had been abroad many times but in her third year of high school, she still
believed she could not speak English well. Satsuki thought that to keep using English

was the way to improve her speaking ability. She said (my questions are in brackets):

(RATLORLDREE LR NWEBSTHREDONLL?) 99—,

WL RXD72W0 0 h, 1FAEITRETIE, 3FRITRSTEI VI

LI ZTEBIATTITE, olF0, TN THIFLEALELORNLR
VW, (BFRAELLORBENESSICASTNAED) W TTHh, o
0., Loxbnd LenEttA, GBI To-RTE I E-

722) YA ITATo ML, FRUE, BROIEL, Lonv, GHvL
) WL, BrolllEELhol=0ON, ZEOHIZRBLRLL

7w, Brobt Ll NDEH o=t BRTZWREL TIR- TR
T, LIEBL o TIREENT, ., Lo o TR DOWNWT, T A

U T X LITRREY . b Lol obo oo T,

%0 o bIATHT2BI R -T2 D> T, (DI FHED2H
fl?) ZFXo 2 BEHTE LN, EDOF T TERERBEIZH Y £ LT,
TH, o THRKBHBLEE-BR I,

(Why do you think you’re not good at speaking English?) Um, I don’t speak it
every day. In classes, in the third year, I think the chances to speak have
increased, but I don’t speak it often. (Speaking with exchange students or belong
to ESS?) No. Without speaking it often, I can’t speak it. (What about Chicago?)
When I went to Chicago, at first I couldn’t speak. (They speak fast.) Yes, fast,
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but after a while I felt that my English became better. Then I came back to Japan.
In English classes, I realized that I couldn’t speak. I thought that my English
slipped away quickly. Staying there was effective, I think (You mean, two
weeks in Canada?) Yes, two weeks in Canada was effective. I sensed it at the
end of the program, but when I came back to Japan, I felt that my English was
gone. (12-3, 2008)

In March, 2009, Satsuki took the entrance examinations of several universities

including Waseda and was accepted by Aoyama Gakuin University. It was not her first

choice but she was satisfied with the result.

The Development of Satsuki’s Ideas

Satsuki’s initial interest in foreign cultures and her motivation to learn English
was at first the result of accompanying her parents on multiple trips overseas. She had
various experiences that led to greater insights into the place of English in the world as
well as the state of her own developing English ability. Satsuki attributes her interest in

English to her oversea experiences. She said:

Th., BT, HEFEHERDOIE, B/NSWENL, Lo 2A1bIT-
TV LT, #EEEOXLE NBMOO b EafiiiG 72V LTDHA
T, TOVODRDONDLAT, EiEz i L T THEATAEITR SR
A

I like English because I have been going to foreign countries since I was little
and have experienced foreign culture and meeting local people, which I find
very interesting. So, I don’t mind studying English and don’t consider studying a
hardship or anything. (12-6, 2008)

In high school, she took control of her own life, treating herself to a relaxed second year

before the grind of studying for university entrance examinations. With her new self-

reliance, she went on an overseas trip without her parents and planned and executed her
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own attack on English. Determined to work in the international community in the future,

she knew English would play a key role in her work as a management consultant.

Fumiko’s Experiences
BER ORI DN TIT, HRNCMEE D &V D T EDNRHEEROT
FRWNEECET, FAT, BBy, 2E 23, B o REE

FFONx ORI EIERCRE L2 WK R D, B DA B, B2 5 )6
ZRE LD, €OV IBMIIEREI 2R A £,

I learned that detachment from established values led me to discover myself. By
questioning stereotypes about foreign countries and people, I could feel people’s
real feelings and see their expression beyond nations. At that moment, I was

really moved. (S-2, 2008)

Childhood

Fumiko was born in Tottori prefecture. As a child, Fumiko was a daydreamer
and played alone. She drew many pictures, took walks, picked flowers, sang songs, and
danced by herself. In a way, Fumiko lived in her own world.

Fumiko’s meeting with English and foreign culture was triggered by her father
who loved the blues and played music in the car. Fumiko listened to songs in English.
She did not understand the lyrics and felt afraid of English and the foreign atmosphere.
One day, she was taken to the U.S. military base in Atsugi to see fireworks and enjoy

the summer festival. Again, she did not understand what the Americans were saying, so

she became scared of being with foreign people. She recalled those days and said:
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KEMD, BV EMN-TZ, Bo b UWHE,

My father likes the blues and played them in the car. They were in English, so I
was scared because I didn’t know what the singers were saying. [ was often
taken to the American base when I was little, but I was still scared of English,
foreign people, and the foreign atmosphere because I didn’t understand what the

people were saying in English. (I12-1, 2008)

When Fumiko was an elementary school student, she did not study and consequently

did not do well at school. She was especially bad at math. She got good grades only in
art and Japanese. Even though she got bad grades, she did not care because studying

was not her goal. Her parents urged her by saying “Try”, but trying did not appeal to her.
She did not study or read books at home. Fumiko spent four years at elementary school
playing soccer and working on art.

Fumiko said that she was an obnoxious child who disturbed the class. In class,
she asked the teacher, “Why should we understand that?”” She frequently stood up and
said annoying things because she wanted attention. When she started asking those
questions, the teacher said, “Hamasaki, mataka. (Oh, Hamasaki again)” (Hamasaki is
her family name), being weary of Fumiko’s disturbing questions.

When Fumiko started the fifth grade in elementary school, she started thinking
about her future and felt insecure because she had not accomplished anything. This
anxiety provided her with motivation to study. First, she took a correspondence course,

but did not like it. Then she started going to cram school to study mathematics and

Japanese. Gradually her grades improved, a situation that gave her a sense of
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satisfaction. Still, Fumiko was doubtful about what she was doing: She was unsure why
she had to study mathematics and where she would go by doing so. Despite her doubts
about studying math, Fumiko felt some satisfaction by getting good scores on the math

tests.

Junior High School

Fumiko wanted to change herself in junior high school, so she behaved quietly
and nicely in class. Then she applied to be a class leader. No one but her stood up for
becoming a leader, so eventually she was selected. The leader’s responsibilities
included being in charge of class meetings, being a liaison between the class and
teachers, and leading the class at school festivals or activities. At that time, she started
going to a cram school where she was told by the teachers that she should study hard to
get perfect grades in all subjects in order to be admitted into the high school she wanted
to attend. Fumiko decided to study hard and did so. However, being the class leader
while doing her school work and cram school work was not easy, as she felt pressure to
bring the class together. She wanted to take charge of the class for a choir contest at
school, so she pushed her classmates to practice hard. The result, however, was that she
was disliked by some of her classmates and was bullied for a year; her glasses were
stolen and she found nasty notes in her shoes.

In her second year, Fumiko had a new homeroom class with new classmates.
Although the bullying had stopped, Fumiko still felt the trauma of the previous year. On

the surface, she pretended to enjoy school life, but she often felt that she wanted to be
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alone. She sometimes shut herself in the toilet and kept flushing it. She said that it was
an act of blowing the cobwebs away. Fumiko believed that by studying hard and
getting good grades she could forget the nightmare she had experienced.

Fumiko studied English formally for the first time in junior high school. Her
purpose was to prepare for the high school entrance examinations. She went to a cram
school, a place that she really liked. The cram school had a small number of students
and Fumiko had a feeling that the teacher knew her well. When she was in the second
year at junior high school, one of her cram school teachers encouraged her to enter a
speech contest. She decided to do so, and she practiced English pronunciation because
she thought that good pronunciation was crucial. She did not win the speech contest, but
she enjoyed giving the speech about drawing pictures, an activity she liked a great deal.
She developed confidence by reading aloud in front of many people.

In the second year of junior high school, Fumiko applied to take part in an
exchange program between cities in Canada and Japan because she always had had a
longing for foreign countries and had never been abroad. She liked English a great deal
and studied it hard to win the contest. Fumiko won the contest, and went to Canada for
two weeks. She enjoyed her trip. She visited Niagara Falls and stayed with a Canadian
family for three days. She spoke in English to all the people she met, even the flight
attendants, and asked questions. She avoided being with Japanese students as much as
possible. She sometimes could make herself understood in English but at other times,

she failed to do so. That was Fumiko’s first overseas experience and she said it was
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because of that experience that she jumped from the small pond, a classroom, to the
open seas, the world.

Although Fumiko received perfect grades in English for three years at junior
high school, she had difficulties communicating effectively with the Assistant Language
Teacher. She was scared of him despite the fact that he smiled at her.

When it was time for Fumiko to apply for admission to high school, she
abandoned her first choice because it was a high-level school. Fumiko, instead chose
Rokkaku High School, where she thought she would see many students from different
junior high schools. Fumiko wanted to make a clean start in high school and escape
from the environment she was in. Thus, she applied for Kokusaibunka (the International

Culture) Course at Rokkaku High School, intending to study English intensively.

High School

First year (2005). In the first year at Rokkaku High School, Fumiko did not
have much self-confidence. She took Oral Communication I, taught by an Australian
teacher, because she wanted to learn spoken English, but she found the class boring and
was very disappointed. She had entered Rokkaku High School because she intended to
study English intensively for three years. In English I (General English) class, Fumiko
worked very hard and also became close to the teacher. Although she was exhausted by
the long commute to school and her life at high school, English was her hope and she

was determined to study English no matter what happened.
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In the International Cultural course, students were encouraged to take both
English and second foreign language: French, Spanish, German, Chinese, or Korean.
Fumiko did not study a second foreign language, as she insisted on taking only English
classes. She did not see herself as a juggler who could handle studying multiple
languages.

Fumiko’s school life in the first year was not enjoyable, as she was struggling to
get used to the new school and find a comfortable niche; unfortunately, she was unable
to find one. There were many talented students at Rokkaku High School who were good
at dancing, singing, and organizing events, and as Fumiko could not match the other
students’ talents, she not only failed to find the niche she sought, she also lost
confidence in her own abilities. There were many activities, including club activities,
available at Rokkaku High School but Fumiko did not join any of them. She avoided
meeting other students, and even avoided going to the locker space where students got

together and talked. She said:

TIWALEDLE < SANT, B Koo T o), BIENEL
ol Uo7 ATT L, By =< DL T ITWhinoTe, 725
R NEEDLRNESIT, ANEKEBIZZRIML 725Dz, BE
& NGBET

There are so many students who were great in many things, so I lost myself and
I lost my confidence. I was scared to go to my locker. I avoided seeing people at
that time. Making friends with them would have helped me, but I tried to avoid
seeing people. (12-5, 2008)
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Second year (2006). In her second year, Fumiko took English II, Rapid Reading,
Writing I, Japanese Culture (English) and attended the English Day Camp. It was
unusual for a student to take so many English classes in one year.

During summer vacation, Fumiko joined a five-day sister-school program in
Seoul, South Korea. Fumiko stayed with a Korean student. The students communicated
mainly in English and Japanese. Through talking with the Korean students, Fumiko
realized her lack of knowledge about World War II and the Japanese army’s invasion of
Korea. She was shocked to learn about Korean “comfort women” (women conscripted
for sexual service to Japanese soldiers) at a museum. Fumiko understood that the
knowledge and experiences she gained in South Korea were authentic ones, not those
that she had found in her school textbooks.

Fumiko also joined a four-day English Day Camp where the students had to
speak only English. This restriction had an impact on Fumiko. She found it difficult to
speak only English but she did her best; she thought that exposure to English was very
important and spoke even when she was not sure if she could make herself understood.
Sometimes she was at loss for words, but the experience increased her motivation to
study English. Fumiko joined a group that did a project on English education in Japan.
Her group made a presentation in front of other students and teachers. At the
presentation, she was very nervous, but the achievement of speaking in front of students
and teachers gave her confidence in speaking English in public. At the English Day
Camp, Fumiko also learned about foreign cultures in Hawaii, the United Kingdom,

Thailand, and Nepal. Fumiko thought that in turn she wanted to introduce Japanese
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culture to those foreign guest speakers. Preparation for the final presentation at English
Day Camp was not easy: she had meetings with her group members every day. At the
presentation, she was very nervous, but speaking in front of the other students and
teachers gave her confidence. Although she was getting used to making presentations,
Fumiko still felt uncomfortable when she spoke with native speakers of English even if
she clearly understood what they said. She said: 4 C%., H CTHEL T LBV
EMNETE DT E AT 4 7 L OHBEOODADIZB DN LR, 1 [EIEX
THBLTIEHRNWE TE W, AARGED X DIZILTER, [l can make a
presentation after preparing for it, but I still don’t know what to do with native speakers
of English. I have to get ready before I talk with them. I can’t talk with them as I do in
Japanese. (I1-1, 2008)]

In the second year, Fumiko chose English satire as a topic for her project, a
mandatory one-credit course all students took. Fumiko’s choice of topic was inspired by
a cartoon by Bainsksy, a British caricaturist. She became deeply involved in the project
and enjoyed studying the topic. For her, studying was her identity. She said: \» U &
NIZRES 5k T iR, THUTERY 2NN TE 7, HODHIZ
506, FNE{E LTI HiL/z, [When I was bullied, I kept studying English.
After all, studying would not betray me. It would be good for me eventually. I believed

that and that is why I have been able to get through hardships. (12-7, 2008)]
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At the end of her second year, Fumiko’s wished to go to England to study the
guitar, especially the blues. She wanted to go to England because she preferred British
blues and rock music to that of the United States. Fumiko’s interest in England and her
passion for music led her to apply to an exchange program between Rokkaku High
School and a school in the United Kingdom. She was one of 18 students selected from
30 applicants based on the results of an interview and essay. Fumiko, the other students,
and two teachers went to England for two weeks where they visited two sister schools.
The program was an eye-opening experience for her, as she met many people with
different perspectives, broadened her view of the world, and began to see the world in a
more positive light. Although Fumiko still had an inner barrier between herself and
native speakers of English, in England, she discovered that she could keep talking if the
topic was something she was interested in such as music. She also realized that if she
had something she really wanted to say, she could communicate with native speakers of
English without a great deal of anxiety. At that time, her belief about native speakers of
English was challenged.

Finally, Fumiko made a decision to study hard in Japan so that she could return
to the United Kingdom someday. When she arrived at Narita airport in Tokyo, the

world seemed different: She felt that she was not what she used to be.

Third year (2007). In her last year of high school, Fumiko took two English
classes, Presentation and Creative Writing for English. In the Presentation class,

Fumiko experienced a joint-curriculum project between Rokkaku High School and a
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school in the United Kingdom in which students in both schools worked to find answers
to the question, “Was the bombing of Hiroshima justified?”” Both schools received
grants from the British Council and the Daiwa Foundation that made it possible for
them to go to Hiroshima for five days together. Through the project, Fumiko learned a
great deal about Hiroshima, was impressed by talks given by survivors, and was aware
of the difficulties of translating survivors’ words into English. She felt the diversity of
human languages and sensed that languages can influence people’s minds.

During her third year in high school, Fumiko decided to go to Sophia University,
which is well known in Japan for its foreign language department. Instead of the foreign
language department, however, she chose the literature department. First, she thought
about going to the United States to play the guitar instead of going to a university, but
she eventually decided to study a field for which she had prepared for two years in high
school: literature.

In her third year, Fumiko started thinking that English should not be a
mandatory subject at school. Fumiko reflected on her learning of English for six years
and thought that students should not be required to study English at school: They should

have choices of foreign languages. She said: VN > [ XV OB 2 5 2 THWDWA L
RIQVNINR, BAIINEIN > T o Teb, AHA, @2, THVH- TV ) ==
T ARG D U2 T30y, [I think students should have many choices of

foreign languages. People tend to picture white people with blond hair and blue eyes

when they think of gaikokujin (foreign people). (13-4, 2008) ]
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Fumiko studied English because she happened to find it interesting, not because
English skills would help her find a good job (a motive often suggested by her teachers).
She said:

AT ZTZN DR TWD T IEND | BB ETZN 60> ThH o

FTIEZ WATT X, 2FEleE, b ro B EIN TS - T,

ARENTEZILGNTVWARBELE S72721F T, FE, fESITHRITE & D,

HO, BIRIZHRTZ LD TINIDTIHATR->THDIF L7 T,

T2 E 1200,

I study English because I like it, not because it is necessary in society. English

happens to be needed, for example, for entrance exams. I study English not

because it has advantages or is beneficial for getting a job but because I like it.

(I3-2,2008)

Fumiko liked English and thought that she had a “sense” to understand English, but she
did not think that English was superior to other foreign languages. Because she had
started studying English at junior high school where teachers spoke positively about
studying English, saying that learners can broaden their mind by learning English and
now she felt she did not have any other choice. Fumiko started thinking that
“broadening one’s view” by learning English was not always positive. She thought that
broadening one’s view might also hinder concentration on something more important
than learning English.

Despite those critical thoughts, Fumiko found learning English interesting.
Through her participation in the exchange programs to Korea and England, she found

that individuals were more important than countries; meeting people from different

countries fascinated her. Especially when she understood those people’s feelings and
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expressions and felt the atmosphere in foreign countries, Fumiko was tremendously
moved and happy.

In her third year, Fumiko felt that studying English had been a form of support
that had helped her get through the difficulties she had experienced at school. She
believed that studying would never betray her: As long as she studied, she would be
rewarded for her efforts with a sense of satisfaction. She studied English because she
liked it, not because English would bring her advantages when looking for employment,

and she was sure that she would continue studying English for a long time.

The Development of Fumiko’s Ideas

As a child Fumiko felt that foreign things were “scary,” but as she grew older
and suffered setbacks in her efforts to socialize with other Japanese students, she
adopted the view that English is a safe haven. She substituted intellectual development
for social adjustment and found rewards and satisfaction from using her considerable
mental skills. She eventually decided to study English literature in college, not for the
instrumental reasons commonly suggested in Japan, but for the sheer intellectual

pleasure of such study.
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CHAPTER S

RESULTS: SYSTEMATIC SUMMARY OF BELIEFS

In Chapter 4 I summarized the stories of the seven participants with respect to
learning English, paying particular attention to the events before and during their
studies at Rokkaku High School, and ending when the participants’ selected a
university. During the course of telling their stories, the participants offered informal
explanations of how they developed and changed their beliefs. In this chapter, I extract
general patterns from the stories they related. In doing so, I seek to avoid the ever-
present danger of distorting the “truth as the participants see it, or lessening the force
of their stories.

Constructing a typology of the participants’ beliefs and belief changes is the first
phase of explanation-building (Yin, 2009, p. 141). The second phase, undertaken in

Chapter 6, is to describe general patterns that fit the individual cases.

A Typology of Beliefs
In the review of the literature on learner beliefs in Chapter 2, I concluded that
there is little consensus regarding categorizing learner beliefs, although different
authors have described the efficacy of beliefs and traced changes in beliefs over time. In
order to proceed, therefore, it is first useful to posit a typology of beliefs.
Because human beliefs are subtle and varied, any typology must be a

simplification. This fact requires the researcher to explain the reasons for reducing
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complex reality to a particular set of categories. In the present study, categories are
intended to serve two purposes. The first purpose is to relate particular beliefs to
different degrees of success in learning English, and the second purpose is to permit an
analysis of changes in beliefs over time. Three categories of beliefs were identified in
this study: beneficial beliefs, interfering beliefs, and indeterminate beliefs.

Beneficial beliefs induce learners both to expend effort to learn English and
psychologically, as van Lier (1996) expressed it, to “engage with” the materials and
activities deemed helpful to learning (pp. 48-56). Stevick (1989) observed that
successful language learners have insight into their learning styles (p. 19), and contrive
to spend time with people who are speaking the target language (p. 41). Beneficial
beliefs, thus, lead learners to engage in beneficial behaviors, such as reflecting on their
learning styles and interacting with speakers of the target language. Examples of
beneficial beliefs in the present study are (a) English is a useful tool for communicating
with foreign people and (b) learnable skills are important for improving English
proficiency.

Interfering beliefs inhibit learners’ effort and depth of processing (Craik &
Lockhart, 1972). Because adolescents worry about how they look to their peers
(Horwitz, 2008, p. 9), their anxieties tend to inhibit their active participation in language
classes. Reluctance to participate can be rationalized by beliefs that are consistent with
the behavior. Examples of interfering beliefs are (a) making mistakes is embarrassing,
(b) I have no talent for learning English, and (c) the only way to develop English

fluency is to study abroad.
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Indeterminate beliefs are beliefs whose effect the learners’ success at learning
English is unclear, or they can be either positive or negative. Indeterminate beliefs tend
to be beliefs about oneself, and they often begin with “I.” An example of an

indeterminate belief is “I have a weak will.”

Beliefs and Changes
The above typology is used in the present study to relate beliefs to levels of
successful language acquisition, and in tracing changes in beliefs over time. An
evaluation of the use of this typology is offered in Chapter 7. The following sections
cover the same material presented in Chapter 4, identifying beliefs explicitly and

assigning them places in the typology.

Beneficial Beliefs
A summary of beneficial beliefs is offered in Table 3. The table is organized by

time period for each participant.

Natsuko’s beneficial beliefs. A strong and stable belief that Natsuko had held
since childhood was that foreign cultures and going overseas were interesting. Natsuko
attributed those beliefs to her mother, who frequently took her to Asian countries. This

belief eventually led Natsuko to the Philippines, Korea, and the United States and
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Table 3. Beneficial Beliefs

Name Time Period Beliefs
Natsuko  Childhood Foreign cultures and going overseas are interesting.
Elementary Doing whatever I like is best.
school
First year of The goal of studying is not getting good grades and going to a
high school famous university.
There is another way of learning English.
Second year of A different context would be good for me.
high school English is spoken with different accents (Inaccurate pronunciation is
accepted).
English is a tool for communication.
It is important to speak without being afraid of what other people
think.
Being an only child has advantages.
My English is not yet good enough to communicate with people.
Studying for entrance examinations is important.
I should know a lot about Japan.
Rumiko  Childhood, English is interesting.
junior high Teaching is rewarding.
school, and high  Learning something through English is important.
school There is a different way of learning words.
Kazuo Childhood I have a sociable character.
Junior high People have different and interesting cultures and thoughts.
school Speaking English is fun.
High school Language is important to communicate with people.
Studying grammar is also important.
Maiko Junior high Languages should be used to communicate with people.
school
High school Speaking English is most important.
It is important to have a learning environment that has a foreign
atmosphere.
I can learn from others.
Japanese should see the world to expand their knowledge about
foreign cultures.
I should not be satisfied with my English.
I do not accept defeat.
I can make a decision in my context.
Honey Childhood Speaking is the most important skill.
High school I am good at speaking English.
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English brought me a new world.

English gives me power to be sociable.

Using what one learns in real situations is the best strategy to
acquire a language.

English is a master key to communicate with people in the world.

Satsuki Junior high English is a useful tool for communication.
school English helps me to expand my knowledge.
Overseas experiences cultivate interest in English and motivation to
study it.
English is not always the world language.
Fumiko  Junior high Studying English protected me from the outside world.
school high The four skills of English are important for learning English.
school I like English.

Studying English gives me satisfaction.

motivated her to get involved with English-related activities such as being a member of
ESS club, teaching English at elementary schools, and taking part in exchange program.

Doing what she likes is best is a beneficial belief that Natsuko held. In her first
high school, Natsuko felt as though she was trapped in a cage. As a result, she began
looking for alternatives. Through studying acting at an acting school, she became
confident because she worked with older people and learned from them that a good life
consists of doing what you like. Natsuko attributed her decision to do what she really
wanted to the acting school and the people she met there. They encouraged her to take
the opportunity to go to the Philippines. Her adherence to this belief later led Natsuko to
decide to go to the university in Okinawa. She also began to believe that the goal of
studying was not to get good grades and attend a prestigious university.

Thus, instead of tolerating a school environment where students compete,
Natsuko’s decision to quit her first high school was based on her belief that a different

educational context would be good for her. Natsuko had already experienced a change
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of context when she went to the Philippines for three weeks and benefited from the
experience. She said that she did not hesitate to leave her first high school, and after
doing so, she felt that her decision to change was the correct one. She tried hard to fit
into the new school and to identify meaningful future goals.

Through her experiences of going abroad (especially to non-English speaking
countries) and meeting foreign people, Natsuko had opportunities to speak with people
face-to-face in English and to sense the diversity of the English language. The
conception of multiple Englishes is rarely mentioned in English classrooms, but
Natsuko understood that English was spoken with different accents, a belief that
promoted her tolerance for understanding different languages and that freed her from
the fear that inaccurate pronunciation would hinder her efforts to speak English.

Through her experiences in the Philippines, Natsuko learned that English is a
tool for communication. This belief then led to the belief that it was important to speak
without being afraid of what other people think. This belief helped her reduce the sense
of anxiety that is experienced by many ESL learners (Young, 1991, 1992), including
many Japanese students (Ohata, 2005).

For Natsuko, a beneficial belief was that being an only child was advantageous.
When she became a high school student, her friends were inadvertent facilitators in
Natsuko’s development of this belief. After noticing this belief, Natsuko appreciated
both the financial support she received from her father and the psychological and
practical support from her mother. Natsuko attributed her opportunities to take private

lessons and to change high schools, to her parents and to being an only child. This
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might not have been a beneficial belief until she became aware of it, but in Natsuko’s
case the belief spurred her to make an effort to study English.

In Rokkaku High School, Natsuko focused on speaking English because she
believed that speaking was more important than writing. While speaking English,
however, Natsuko faced a lexical block that all learners face. As a result, she felt that
she needed to expand her English vocabulary. This led her to begin thinking about more
effective strategies to learn English.

A beneficial belief that Natsuko had at that time was that her English was not
yet good enough to communicate with people. This belief enhanced her motivation to
learn English and encouraged her to start a project to improve her listening proficiency
by watching English movies. Through the project, Natsuko began to think that it was
important to continue studying. She said, “Perhaps juken-style study is also important.”
By this she signaled that she was re-evaluating a formerly rejected learning strategy.

Through meeting people when she traveled overseas, Natsuko was aware of her
identity as a Japanese and of her lack of knowledge about Japan. This thought led her to
go to a university in Japan. She could have chosen to go overseas to study, but she
chose Okinawa where she would study English as well as the history of Okinawa. The
belief that knowing Japan well is crucial was a beneficial belief that led Natsuko to the
decision to go to Okinawa.

As for learning style, Natsuko realized in her first year in Rokkaku High School
(her second high school) that her belief that studying English meant sitting at a desk and

doing exercises was wrong. This belief was developed by her experiences in a private
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junior and senior high school was wrong. Doing presentations in Rokkaku High School
gave Natsuko a chance to reflect on her own learning style. The awareness of her
learning style she gained at this time led to a beneficial belief that there are alternative

ways of learning English.

Rumiko’s beneficial beliefs. Rumiko’s belief that English was interesting was a
beneficial one that endured even after encountering obstacles. Because of this belief,
Rumiko kept studying English by herself. Her curiosity about English, which was
aroused when she was a child, continued for a long time and in fact helped her develop
the autonomous ability to take charge of her own approach to studying.

Rumiko’s belief that teaching is rewarding was beneficial because this belief
encouraged her to continue teaching English in various contexts. She found that she
liked teaching her friends English and felt happy when they understood English because
of her help. By doing so, Rumiko became interested in teaching and decided to
investigate English education in Japan for her final project study.

Rumiko’s awareness of learning style was inspired by her teachers. A teacher in
her high school told the students that learning something through English is important;
this idea made sense to Rumiko. Also, a professor at a university helped her realize that
there is an alternative approach to learn foreign language vocabulary instead of just
memorizing the words. An awareness of these ideas led Rumiko to reflect on her own

learning. Thus, those emerged beliefs inspired by teachers were beneficial.
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Kazuo’s beneficial beliefs. Kazuo’s belief that there are different and interesting
cultures and ideas was beneficial because it led him to communicate with people from
various counties. During Kazuo’s life in Peru, he met not only Peruvians but also people
from many different backgrounds. In Rokkaku High School, he met foreign students,
Japanese students who had lived in foreign countries, and teachers from various
countries. Kazuo’s interest in the differences among cultures and people’s ideas helped
him be more tolerant of differences among people and to try to avoid conflicts.

Kazuo also believed that speaking English was fun, which was a beneficial
belief. He had held this belief since experiencing the pleasure of making himself
understood in English by talking with a Korean woman and with flight attendants
during a flight. This belief prompted him to seek opportunities to speak English.
Kazuo’s experience of speaking with the Korean woman in English also helped him
develop a belief that language is an important tool to communicate with people. With
this belief, Kazuo actively sought out opportunities to speak English.

Kazuo’s belief that he needed to study English formally to understand a variety
of functional and grammatical structures was beneficial. This belief came to Kazuo after
becoming aware of deficiencies in his grammatical and lexical knowledge when talking
with exchange students in English. Being aware of the deficiencies in his own English
ability promoted his growth as a learner.

Kazuo’s self-image of being sociable was a beneficial belief that encouraged
him to meet and talk with new people. He was interested in people and liked talking

with them; he said that it was his nature to take a close interest in them. Kazuo’s
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sociable character led him to engage in many activities with Japanese and foreign

students using English.

Maiko’s beneficial beliefs. Maiko’s belief that languages should be used to
communicate with people was beneficial. Through communicating with others in
English, Maiko became interested in learning from them. Thus, exposure to
conversational English was Maiko’s major strategy for learning English. During
elementary school and junior high school she did not have opportunities to act on this
belief, but she held the belief none the less. Maiko’s choice of Rokkaku High School
was based on her belief that it was important to have a learning environment that had a
foreign atmosphere.

Maiko’s beliefs that she could learn from others and that Japanese should see the
world to expand their knowledge about foreign cultures were beneficial, as they led her
to increase her interest in foreign languages and cultures. Since her childhood, Maiko
had met many people who were not Japanese. Her father invited his foreign friends to
their house and the family visited families in foreign countries. Maiko’s encounters with
foreign people were unusual for her age. At Rokkaku High School, Maiko met and
talked with foreign students in English; this was inspirational for her.

Maiko’s belief that she should not be satisfied with her current level of English
proficiency was beneficial. She acquired this belief from older students in Rokkaku
High School who were her mentors. This belief encouraged her to be involved with

activities, such as setting up an English club and joining a speech contest. Maiko said
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that she had changed into a more active student. For example, during the summer
vacation in her first year, Maiko joined an English program at Temple University’s
Japan Campus where she met people from different countries. She enjoyed meeting
them, talking with them in English, and learning from them. She also liked being in
foreign contexts and having experiences unavailable in Japan.

Maiko’s belief that she would not accept defeat and the accompanying feeling of
mortification when she could not accomplish a task was a beneficial one. This belief
helped her overcome problems and improve her English proficiency. Thus, this belief
helped push her forward and avoid giving up easily in many situations. Her
determination helped her achieve her English-related goals.

When Maiko was a junior high school student, she did what her teachers told her
to do and did not doubt their suggestions. However, three years later, Maiko was finally
able to decide what she would do independently, which is evidence of her growth.
Maiko’s belief that she could make her own decision about a university was beneficial
for her and was part of her process of becoming an independent learner. She ultimately

made the decision by herself, against the advice of her teachers.

Honey’s beneficial beliefs. Honey’s belief that she was good at speaking
English was a beneficial belief because it helped her study another new language,
Japanese. In Honey’s case, language was a survival tool and a weapon she used to
compete with others. Going to an international school and studying English became a

source of pride for her. Her confidence in her ability to speak English was a shelter that
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helped her to live in Japan and learn Japanese, which was a completely new language
for her. Honey’s English was superior to that of her fellow Japanese junior high school
students. She stated that her persistence in learning Japanese was due to the confidence
she had gained by learning English.

Honey developed a beneficial belief that English gave her access to a new world
and the ability to be social. Before studying English at the international school, Honey
said that was a shy girl from a country village, but after studying English for two years,
she became more confident and socially active, which was beneficial because she
trusted that she had the ability to meet and interact with people successfully.

Honey developed the beneficial belief that learning a language by engaging in
communicative and real situations is the best strategy because she learned English using
this strategy. Her belief encouraged her to be sociable and communicate with people
using the target language.

Honey shaped a belief that speaking was the most important language skill
because of her experiences in the international school and in junior high school. This
was a beneficial belief in that it encouraged her to join speaking-oriented activities such

as the English Day Camp, English speech contest, and English drama contest.

Satsuki’s beneficial beliefs. Satsuki had believed that English was a master key
as a world language that would allow her to communicate with people everywhere and
that she could make herself understood in English anywhere. In Mexico, however, she

found that people did not understand even simple English words. This experience
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changed Satsuki’s belief about English. She came to believe that there are still many
people in the world who do not understand English. It did not cause her to lose
motivation to study English, but she thought that she should continue learning Spanish
in college in order to be better prepared to work in the global market. Thus, this belief
encouraged Satsuki to acquire multiple foreign languages.

The basis of Satsuki’s second beneficial belief was based on her extensive
overseas experiences in Hawaii and Guam, places she had visited for a month almost
every year since childhood. These experiences inspired Satsuki to learn English, and led
to her beliefs that English is a useful tool for communication and that studying English
is interesting. As a result of these beliefs, Satsuki found opportunities to go overseas, to
take elective English classes in high school, and talk with people in English. By doing
so, she felt that English expanded her knowledge.

Satsuki also developed a belief that overseas experiences cultivated her interest
in studying English. It was a beneficial belief that motivated her to go abroad, join
English activities, and become interested in foreign people and cultures. Through
overseas experiences, Satsuki was, for example, aware that English was not the only
tool for communication and that she should study another foreign language to
communicate with more people in the world. She also found it interesting to share
thoughts and feelings with American students while she was in Chicago, which

motivated her to study English more.
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Fumiko’s beneficial beliefs. Fumiko had experiences such as joining English
Day Camp, presentation at university, two-week exchange program in the United
Kingdom and taking various English classes at high school including Global Issues,
Presentation, Creative Writing, and Media and the World. Those experiences required
her to listen, speak, read and write English. This led Fumiko to develop a beneficial
belief that the four skills of English were important for acquiring the language. Because
of this belief, Fumiko engaged in a variety of learning experiences. She read English
books, went overseas, spoke English with many people, wrote journals in English, and
exchanged e-mails in English.

Fumiko believed that studying English protected her from the outside world.
When she had difficulties at school, for example being bullied at junior high school and
feeling that she did not fit in at high school, studying English always gave her a sense of
relief that she had her own English world. English was an escape from the real world
for Fumiko, but it was a beneficial belief that helped her study English single-mindedly
and receive good grades in junior and senior high school. She liked English and
believed that studying it helped her be herself. Even when she was not able to make
close friends at school, Fumiko believed herself that she could succeed because she
could study English, an activity she could put her heart into. These thoughts about
learning English encouraged her to study English more. As a consequence, Fumiko
developed the belief that she had a good sense of understanding English. In her first
year in junior high school, when she was bullied for a year, she could not trust anyone

but herself. Thus, she studied English hard because studying was one thing she could do
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to be herself. Through all these difficult experiences, Fumiko found that studying
English gave her a sense of satisfaction. This feeling helped her decide which university

she should go to and what she should study.

Interim Summary of Beneficial Beliefs

The beneficial beliefs that the adolescents in this study formed are statements
about reality including the nature of the world, the nature of oneself, and the
relationship between the two. The common features can be summarized as follows.

First, curiosity and interest toward foreign cultures and people bring about
beneficial beliefs and they lead learners to participate actively in foreign communities
and to take advantage of learning opportunities. In short, beneficial beliefs lead to active
learning.

Second, learners’ confidence in their English ability leads to beneficial beliefs
concerning their ability to control their progress, thus supporting their sense of self-
efficacy and helping them make autonomous decisions.

Third, beneficial beliefs have a reflective nature. When learners review their
attitudes, actions and learning styles, they develop beneficial beliefs that lead to
progress.

Fourth, for adolescents, part of their growth involves developing a sense of
agency that encourages them to make their own decisions. Thus, one type of beneficial
belief is a belief that they can make their own choices successfully. Two examples that

emerged in this study were choosing a school and selecting learning strategies.
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Interfering Beliefs
Interfering beliefs inhibit language learning or allow learners to rationalize

failures to expend effort to learn. Interfering beliefs are summarized in Table 4.

Natsuko’s interfering beliefs. Natsuko expressed two interfering beliefs. First,
she had a belief that studying for entrance examinations was stressful. This belief
involved many negative feelings such as hatred, rejection, and stress, one of which
caused her to be unable to concentrate. As a result, she escaped from studying by going
shopping or to movies with her friends. This interfering belief emerged out of her
multiple experiences of studying for entrance examinations.

Natsuko’s second interfering belief concerned her feelings toward students who
had lived overseas. Like many Japanese students who feel inferior to students who
speak English relatively fluently, Natsuko also thought that she could never achieve the
same level of oral proficiency. This was an interfering belief that led her to expect to

fail at learning English.

Rumiko’s interfering beliefs. Rumiko had a belief in junior high school that being
good at English meant getting good grades on English tests, something she was able to
accomplish. In high school, however, her grades were no better than many of the other

students, a fact that was not demotivating Rumiko. As a consequence of receiving
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Table 4. Interfering Beliefs

Name

Time period

Belief

Natsuko

Rumiko

Kazuo

Maiko

Honey

Satsuki

Fumiko

First high school
Second high school

Junior high school
High school

Junior high school

Junior high school

High school

International school
Junior high school

High school

High school

High school

Studying for entrance examinations is stressful.
I will never be like returnee students.

Being good at English means getting good grades on tests.

Living in an English-speaking country is necessary to speak
good English.

Being good at English means speaking good English.

I will never catch up with returnee students.

Studying abroad is the only way to speak like returnee
students.

Limited speaking ability is because of Japanese English
education.

I have to speak good English to be an English teacher.

It is strange to speak English in Japan.

Speaking English is most important.

Studying grammar is less important than speaking.

Being good at English means getting good grades on tests.

I am good at English because of my good grades on tests.

I should listen to the teachers.

I have to give up many things when studying for the entrance
examinations.

Kokusai-kei students are shallow, not deep thinkers.

I should study the vernacular language first.

Speaking is most important.

I can not speak English well.

An English-speaking context is necessary for me to improve
my English speaking ability.

I am not a good speaker of English.

Studying for entrance examinations is demanding and does
not help me improve my speaking ability.

There is distance between me and native speakers of English.

receiving average grades in English, Rumiko no longer believed that she excelled, and

she became less engaged in learning English.
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Rumiko’s belief that living in an English-speaking country was necessary to
speak good English hindered her from trying to speak English in Japan. She thought
that it is strange to speak English in Japan. She attributed her lack of speaking
proficiency and knowledge of English to the Japanese educational system and to her
lack of experience living overseas. In response to this situation, she developed a belief
that staying in English speaking countries for a while would be the only way to make
her a good speaker of English and that she could communicate with people in English
without any problems.

Rumiko also developed a belief that being good at English meant speaking well,
a belief that interfered with her learning. Rumiko was intimidated by students who
spoke English fluently at high school; by comparing herself to them, she no longer
thought that she was good at English and felt that she would never catch up with those
students and that studying abroad was the only way to speak like them. Her feelings of
shame regarding her English pronunciation were one basis of her sense of inferiority.
This belief came into play when she compared her English unfavorably to that of the
students who had lived overseas, and it had the unfortunate consequence of making her
abandon her goal of being an English teacher.

Rumiko’s belief that the English educational system in Japan caused her poor
speaking ability was an interfering belief. She claimed that she was a “product of
Japanese English education.” Attributing her performance to external factors hindered

Rumiko’s progress toward becoming an autonomous learner.
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Kazuo’s interfering beliefs. Kazuo’s strong belief in the primacy of speaking
English was accompanied initially by a series of negative beliefs about studying
grammar and vocabulary. In junior high school, he believed that he did not need
grammar and in his first year in Rokkaku High School, he did not like studying
grammar because he felt he did not understand it. In his second year, although Kazuo
gradually started to notice that he was not good at grammar, his belief that speaking was
more important than grammar continued for almost three years and it hindered him

from trying to develop both grammatical and lexical knowledge.

Maiko’s interfering beliefs. Maiko developed a belief that she was good at
English when she was a junior high school student because she got good grades on tests.
Her beliefs that she was already good at English and that her grades were good enough
were not beneficial beliefs because they did not encourage her to take part in various
English-related activities, such as applying for English related contests and actively
speaking English in English classes.

Maiko’s belief that she should listen to her teachers later led her to what she
thought of as a wrong decision to attend a cram school. Her belief interfered with her
ability to follow her intuitive sense about the best way to proceed such as taking part in
as many English related experiences as possible, for example, teaching English to
elementary school students, taking part in a speech contest and a drama contest, and
talking with exchange students from sister schools in the United States, England, and

France.
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Maiko also believed that she had to give up doing many activities she wanted to
do to study because of the university entrance examinations. This belief haunted her and
caused her stress. The belief was not based on her own experience; it was based on a
“common sense” view of Japanese high school students who aspire to go to a
university.

Another interfering belief for Maiko was the belief that students who wanted to
go to universities with an international student body were shallow thinkers. Maiko
thought that those students did not study very hard for the entrance examinations. For a
long time, she did not allow herself to take what she thought of as the easy path. She did
not know how she developed this belief, but it influenced her choice of university; thus,

the belief affected her choice negatively by limiting it.

Honey’s interfering beliefs. Honey’s belief that she had to study the vernacular
language first was an interfering belief in terms of her language identity. She
experienced three learning contexts: a local elementary school in Myanmar, an
international junior high school in Myanmar, and junior and senior high schools in
Japan. It was natural for a teenage student thrown into different linguistic contexts to
believe that a priority should go to studying the vernacular language; thus, she made an
effort to learn to speak English at the international school and to learn to speak Japanese
after arriving in Japan. As a consequence, she felt that she no longer had a first
language. Her proficiency in the Myanmar language, which was ostensibly her native

language, was not highly developed and English and Japanese were not her first
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languages, so Honey felt that she had not established a language identity.

Because of her experiences in the international school in Myanmar and in junior
high school in Japan, Honey developed the belief that speaking was the most important
language skill. By making friends, Honey could get a sense of being part of the new
context. Her belief about the superiority of speaking it encouraged her to join speaking-
oriented activities, but it was interfering in that it led to her to neglect English classes

that were focused on grammar, reading, and writing.

Satsuki’s interfering beliefs. Satsuki did not think that she could speak English
well and had an inferiority complex about speaking the language. She thought that an
English-speaking context was necessary for her to improve her English speaking ability.
Thus, she wanted to study in an English-speaking country in the future. Satsuki’s belief
in the importance of context sometimes interfered with her active participation in
English classes at school. She did not join English-related activities, such as
participating in the speech contest, working hard in English classes, and taking English
proficiency tests.

After meeting students who had lived overseas, Satsuki did not believe that she
was a good speaker of English. This interfering belief prevented her from joining
activities aimed at enhancing her speaking ability, such as English Day Camp in the
third year, or preparing speeches for class presentations.

In her third year, Satsuki started studying for the university entrance

examinations. Through going to prep school and studying only for examinations,
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Satsuki developed a belief that studying for entrance examinations was a demanding
task that did not help her to improve speaking ability. This was an interfering belief that
discouraged her from engaging in English-related activities and taking an active part in

English classes.

Fumiko’s interfering beliefs. Fumiko developed a belief that there was
distance between her and native speakers of English. This belief brought her tension
every time she met native speakers of English. In trying to speak with an Assistant
Language Teacher who was a native speaker of English, Fumiko felt that she could not
talk freely or behave naturally when communicating with him. Thus, this belief reduced

her opportunities for meaningful interaction with native speakers.

Interim Summary of Interfering Beliefs

The interfering beliefs held by the adolescents in this study concerned their
interpretations of the relationship between themselves and their environments that
caused them not to make an effort to improve their English or to do so inefficiently.
Interfering beliefs seem to have four characteristics.

First, they are related to loss of confidence, in which students believe that they
are unable to achieve their goals. For instance, Rumiko lost her confidence when she
met returnee students.

Second, interfering beliefs seem to be the result of a fixed mindset or

stereotypical ideas. For instance, Rumiko believed that she would never speak English
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well without going overseas. She also believed that speaking English in Japan is
strange. Maiko held a critical belief about Kokusai-kei students saying that they are not
deep thinkers. Overestimating speaking ability led Kazuo to a belief that grammar is
less important than speaking. Also, Rumiko and Maiko believed that getting good
grades on tests meant that they were good at English. Such beliefs often provide
learners with an excuse not to make an effort and limit their choices in a sub-optimal
way.

Third, an overdependence on the opinions of others causes interfering beliefs.
For adolescents, a failure to think the facts through or to organize their options
rationally leaves them at the mercy of the opinions of others or their own half-baked
ideas. For example, Maiko believed that she had to give up what she wanted do when
she started studying for entrance examinations to university because she had been
informed it by other students, and perhaps some teachers.

Fourth, attributing their deficiency to outside factors such as English education
in Japan or schools cause interfering beliefs. Rumiko’s criticism on Japanese English
education system and Satsuki’s belief on an importance of English-speaking context
were interfering beliefs that hindered them to be active learners in their current learning

contexts.

Indeterminate Beliefs
Indeterminate beliefs govern individuals’ learning efforts, but their effects are

not clear or they can be beneficial or interfering depending on the learner’s feelings and
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perceptions of the context. Table 5 summarizes the indeterminate beliefs found in the

present study.

Table 5. Indeterminate Beliefs

Name Time period Beliefs
Natsuko Childhood I like fun things.
High school I want to do something enjoyable.

Choosing by myself leads to motivation to learn.

I tend to choose an easy course.

I have a weak will.

Making mistakes is OK. (Speaking English without fear of
making mistakes is important.)

Rumiko Junior high school T am good at English.
I can prepare for entrance examinations by myself.
High school I can study English without taking English classes.

I can be a good speaker of English in the Kokusai-bunka
course.

I can be a good speaker of English in English-speaking
countries.

I have a protective wall against English inside me.

Kazuo Junior high school T am good at English.

Fumiko High school I can not do many things at the same time.

Natsuko’s indeterminate beliefs. Natsuko’s self-analysis indicated that she
liked to do activities she found interesting. What was enjoyable differed slightly in
different contexts, but Natsuko was motivated to learn as long as she could perceive
learning as fun. When she first studied English as a school subject in junior high school,
she liked English and did well because the teacher made the class enjoyable by using
music and games. It seemed that as long as Natsuko had a teacher who made classes
fun, she would make an effort to learn English, but when Natsuko encountered a teacher

who believed that classes should include a lot of discipline, she emotionally rejected the
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teacher and this hindered her learning.

Natsuko’s belief that she wanted to do something enjoyable originated when she
took private dancing and acting lessons while studying at Sakura High School. This was
a belief counter to her mother’s belief and to the school policy of Sakura High School
that students should follow the teachers’ directives and study hard; thus, this belief was
in conflict with the beliefs of the people around her. At that time, Natsuko lost her
motivation to learn at school, and she strongly resisted adopting beliefs from
supposedly influential persons such as her mother and teachers. Thus, this belief was
interfering while Natsuko studied at Sakura High School. Later experiences Natsuko
had at Rokkaku High School, however, indicated that changing her learning context
allowed her to change her belief. At Rokkaku High School, Natsuko found what she
considered meaningful learning, which was enjoyable.

Natsuko’s experiences of forced learning at Sakura High School shaped her
belief that being able to make her own decision motivated her to learn. She also
believed that she tended to choose relatively easy courses that posed no serious
challenges. If those two beliefs had conflicted, she might have become an unsuccessful
learner. However, as Natsuko chose to go to a university in Okinawa to escape from the
distractions she might have encountered in Tokyo, she was able to act on her belief that
she had a weak will; thus, the belief itself was beneficial. Her belief about the
importance of making decisions herself was also a beneficial belief in choosing a

university or a job; it led Natsuko to become an autonomous and independent learner.
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A belief that making mistakes was acceptable and that exposure to speaking
English was more important than fearing mistakes was beneficial in terms of her
fluency development. My observations indicated that Natsuko had a positive attitude
toward meeting people and talking with them in English. She did not hesitate to speak
English even though she could not find the words to express exactly what she wanted to
say. It seemed that Natsuko prioritized finding opportunities to speak English over to a
desire to speak accurately; thus, she believed that exposure to English was beneficial in
terms of developing fluency, but not (in the short term at least) in terms of developing

accuracy.

Rumiko’s indeterminate beliefs. Rumiko’s belief that she was good at English
was an indeterminate belief that exerted both good and bad effects depending on the
learning context. This belief was a beneficial belief as long as the criterion was getting
good grades, but it led to demotivation once she found herself “invisible” in class by
getting average grades. Until she became a high school student, Rumiko believed that
she was good at English: She received good grades and her peers asked her to teach
them English. She said, “I sensed that the teacher thought that I knew the

answers” (interview, May, 2008). Therefore, she was a confident student, and her
confidence that she belonged to the “good grades student group” (interview, May,
2008) led her to make a sustained effort to study English.

Rumiko’s belief that she could study by herself was beneficial in terms of

helping her become a more autonomous learner, but on the other hand, it led her to shut
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the door on some learning opportunities. Thus, her belief that she could study English
by herself for the university entrance examinations was an indeterminate belief. Older
students in the tennis club told Rumiko that she did not need to take English classes and
she listened to them. It was not pressure from the older students but Rumiko’s adoption
of their idea that confirmed her belief that she could study English without taking
English classes. Rumiko readily accepted the other students’ beliefs while rejecting the
advice from her teachers.

Meeting with foreign students and returnees gave Rumiko a chance to develop
the idea that she needed an inspiring environment to become a good speaker of English.
She believed that she could have been a good speaker of English after she had begun the
International Culture course at Rokkaku High School and that she would be a good
speaker of English if she had a chance to live in an English-speaking country. Such
beliefs, founded on imagination, are indeterminate beliefs. To the extent that they are
theoretical and do not lead to action, the beliefs are not beneficial, but when the beliefs
help the learners take action, the beliefs are beneficial.

Rumiko’s belief that she had a protective wall against English in front of her
was both beneficial and interfering. When she took the belief as a challenge and
succeeded in learning, it was beneficial; on the other hand, when she surrendered to the
belief and gave up studying, it was interfering. In her third year, Rumiko felt that there
was, and still is, a wall her preventing her from speaking English. The wall she

described was a metaphor for an obstacle she could not overcome. The wall seemed to
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symbolize a lack of overseas experience and perceived inability to speak English

fluently.

Kazuo’s indeterminate beliefs. Kazuo had dual learning experiences in Peru.
He went to a Japanese junior high school and a private cram school. At the Japanese
junior high school, Kazuo was taught by Japanese teachers who taught English through
the medium of Japanese, while at cram school, he learned English through English.

The belief that “I am good at English” was an indeterminate belief for Kazuo,
with both interfering and beneficial consequences. His confidence in his English ability
was developed in Japanese junior high school where he could get good grades even
though he neglected the grammar the teacher focused on. His neglect of grammar
impaired his development of higher proficiency in English; thus, the belief was
interfering at that time. This same belief, however, encouraged Kazuo to enhance his
speaking ability by taking opportunities to speak English. In this sense, the belief was

beneficial.

Fumiko’s indeterminate beliefs. Fumiko knew what kind of learner she was
and had a belief that she could not do many things at the same time. This belief
discouraged her from trying to learn a second foreign language. On the other hand,
because of this belief, Fumiko concentrated on acquiring only English and achieved

good results.
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Interim Summary of Indeterminate Beliefs

Indeterminate beliefs include the characteristics of both beneficial and
interfering beliefs. They become beneficial or interfering depending on the learner and
learning context. Indeterminate beliefs become beneficial when they lead to confidence
and autonomy and they become interfering when they lead to avoidance or rejection of
challenges, advice from adults and experiencing new contexts.

Indeterminate beliefs found in the present study have the common characteristic
that they start with “I”” and that thus, they mostly concern learners’ perceptions on their
ability, intension, and expectation. Subjective characteristics of indeterminate beliefs
could help the learners develop beneficial beliefs if the learners change their perceptions

of themselves.

Belief Changes
The participants’ stories indicated that their beliefs changed as they experienced
personal growth and changes in their learning contexts. The belief changes found in the

present study are summarized in Table 6.

Natsuko’s belief changes. Natsuko underwent three major belief changes
concerning her goals for learning English, her perceptions of learning English, priority
of English skills, learning strategy and making decisions.

Natsuko’s first major belief change concerns her goals for learning English.

When she was a passive student at her first high school, Natsuko’s English-related goals
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were getting good grades at school and attending a prestigious university. Visiting the
Philippines and meeting foreign people and attending an acting school led her to change
her goals. She became to believe that studying English is for communicating with
people and sharing culture and that finding what she likes to do is the goal of studying.

The second belief change concerns changes in Natsuko’s perceptions of learning
English. She had believed that making mistakes was embarrassing and that speaking
like a native speaker of English was good until she visited the Philippines and met
foreign students from different countries. Natsuko came to believe that English spoken
with different accents is acceptable as long as meaning is conveyed clearly and that in
order to communicate with people in English, both studying for examinations and
knowing one’s own culture are important.

The third belief change concerns in Natsuko’s priority of English skills.
Natsuko’s foreign experiences and meeting foreign people had led her to develop the
belief that speaking was more important than writing. This belief was altered because of
meeting people from foreign countries, which led her to realize that her English was not
developed enough. She came to believe that juken-type study was important for
developing her English abilities.

The fourth belief change concerns in Natsuko’s learning strategy. Natsuko’s
learning experiences in junior high school led her to believe that studying English
meant sitting at a desk and doing exercises. This belief was modified through her
learning experiences in high school, which led her to understand that exposure to

English and doing presentations are alternative ways of learning English.
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Table 6. Summary of Belief Changes

From

To

Impetus for change

Natsuko

Getting good grades and going
to a prestigious university
are the goals of study.

Speaking like a native speaker
of English is good.

Studying English for tests is a
goal of study.

Sitting at a desk and doing
exercises is learning
English.

Making mistakes is shameful.

Speaking is more important
than writing.

Foreign cultures and going
overseas are interesting.

Going to a university in a
foreign country is the best
choice for study.

Decisions are made by
someone else.

Rumiko

I am good at English because I
get good grades on English
tests.

Getting good grades means
being good at English.

Studying English is studying
language.

Memorization is the only way
to learn words.

I have to take English classes to
learn English.

I want to be an English teacher
like Mr. Oshima.

Doing whatever you like is
best.

English is spoken with
different accents.

English is a tool for
communication.

There is another way of
learning English.

It is important to speak up
without being afraid of what
other people think.

My English is not good enough
to communicate with people.
Juken-type study might be
important.

Lack of knowledge of Japan.

Going to a university in Japan
to learn English and
Japanese history is best.

I must make decisions myself.

I am not good at English
anymore.

Being good at English means
speaking English well.

Learning something through

English is important.

There is another way of
learning words.

I can study English by myself.

Maybe I do not want to be a
teacher. My pronunciation is
not good and I can not speak
English well.

Studying for entrance
examinations. Attending
acting school/visiting the
Philippines

Experiences in non-English
speaking countries

Experiences in the Philippines

Class presentations

Meeting people from different
countries

Speaking English with foreign

people

Staying in Chicago as part of
an exchange program
Staying in Chicago as part of
an exchange program

Forced learning at Sakura High
School

Experiences in high
school/returnee students

Meeting with returnee students

An English teacher
Workshop by a professor.
Older students’ advice

Meeting with returnees who
spoke fluent English
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Kazuo

English is not fun. I don’t like
English.

Speaking English is more
important than studying
grammar.

Maiko

Getting good grades means
being good at English.

I should not criticize what a
teacher does.

I have to listen to my teachers.

I have to do juken benkyo to
pass the entrance
examination.

Honey

I am shy.

Language is one of subjects at
school.

English is the most powerful
language.

Satsuki

English is useful everywhere.

Fumiko

English is an important school
subject.

I cannot speak English
naturally with native
speakers of English.

Speaking English is fun.

Grammar is also important.

Being satisfied only with good
grades is shameful. It is
important to improve
oneself constantly.

I can negotiate with a teacher.
I can make decisions myself.

Studying for entrance
examinations is
meaningless.

I am active.

Language is a weapon for
survival.

Japanese is currently more
important than English.

English is not used every
where, so [ have to learn
another foreign language.

English should not be a
compulsory subject.

I can speak in English about
topics I like (music).

Speaking English with a
Korean woman on an
airplane

Talking with foreign students

Inspiration from older students

OCI class with an American
teacher

Studying for entrance
examinations

Prep school experiences

Studying at an international
school and learning English

Studying in an international
school/Living in Japan

Living in Japan

Traveling in Mexico

Learning experiences and
observation

Staying in England and talking
with British students
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The fifth belief change concerns decision making. Through her experiences at
the acting school and overseas, and studying in Rokkaku High School, Natsuko
developed a feeling of self-efficacy and made a decision about her future by herself.
Thus, her belief that decisions should be made by someone else was modified to the

belief that it was crucial for her to make her own decisions.

Rumiko’s belief changes. Rumiko’s major change in her beliefs about learning
English concerned her perception of being good at English, her agency of studying, and
the criterion for being an English teacher, and perceptions of learning strategies.

Rumiko’s perception of being good at English in junior high school was based
on the good grades she received on examinations. In high school, however, Rumiko’s
confidence was shattered when she met returnees who had lived abroad and spoke
fluent English. Meeting them changed her perceptions of learning English and being
good at English. She came to believe that without greater speaking proficiency, she
could not consider herself good at English.

The second change concerns her approach to studying English. Rumiko had
believed that she had to take English classes to study English in junior high school. In
high school, however, she accepted older students’ advice that she could study English
by herself for preparing for entrance examinations to university. Her learning context,
the Rokkaku High School curriculum, allowed Rumiko to avoid English classes that

were not required for students in the Individual Characteristics Course.
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Third, Rumiko’s criterion for being a good English teacher changed. When she
was in junior high school, Rumiko went to a cram school where she met Mr. Oshima,
an enthusiastic and caring teacher who became her mentor. Because of him, Rumiko
wanted to become a teacher. In high school, however, Rumiko met returnees and
foreign students whose higher speaking proficiency made her acutely aware of her
limited speaking ability and this destroyed her hope to be an English teacher. She
believed then that speaking English well was a prerequisite for becoming an English
teacher.

The fourth change concerns Rumiko’s perceptions of learning strategies. She
believed in junior high school that learning English was to study grammatical structures
or vocabulary of English. In high school, however, this belief was modified through
English classes into the belief that learning something through English is important.
Also, in junior high school, memorization was the only strategy to study English. In
high school, Rumiko learned through attending English Day Camp and became to

believe that there were several strategies to learn English.

Kazuo’s belief changes. Kazuo had two belief changes. The first change
occurred when he came to believe that speaking English was fun because he could
communicate with people. Before then, Kazuo did not think that studying English was
enjoyable, and he had no clear idea of why he was studying English. His experience of
speaking English with a Korean woman on a plane changed his attitude toward English.

by triggering a greater interest in speaking and communicating in English. He came to
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believe that English was a tool for communication and that speaking the language was
fun.

The second change concerned Kazuo’s conception of what he should do to learn
English. Since his chance meeting with the Korean woman on the airplane, Kazuo
believed that speaking was important and studying grammar was not. This belief was
reinforced because, Kazuo got good grades on English tests without studying grammar.
In his third year of high school, however, Kazuko’s belief that speaking the only was
important skill was challenged when talking with foreign students: He came to believe
that studying grammar was also an important part of becoming a good speaker of
English.

Kazuo’s belief changes were embedded in his experiences. Neither his teachers
nor other adults played a key role in changing his beliefs. Kazuo assessed his English

ability by himself and discovered what he needed to do in order to be better at English.

Maiko’s belief changes. Maiko’s belief changes concerned her perception of
being good at English, her role as a student, and making decisions.

First, Maiko’s perception of being good at English in junior high school was
based on getting good grades on tests. In high school, inspired by working with older
students, she came to believe that learning English was not only for passing
examinations but also for communicative interactions. She also developed the belief

that it is important to improve herself constantly.
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Second, Maiko’s attitude toward teachers changed in high school. In junior high
school, she believed that not being noticed was a strategy that would allow her to get
along with her peers and teachers, so she was passive student. She also believed that she
had to listen to the teachers and that she should not criticize what they did. Slowly,
however, Maiko came to believe that teachers should hear her voice and that she could
assert her opinions. Thus, she became to believe that she could negotiate with teachers.

Third, because of her developing sense of self-efficacy on believing in herself,
Maiko came to believe that she should make decisions about her future herself. In
making her decisions, Maiko’s beliefs about studying for entrance examinations
changed. She had believed that she had to study for the examinations to pass them, but
her prep school experiences led her to believe that studying for entrance examinations

was far from what she wanted to do.

Honey’s belief changes. Honey’s belief changes occurred over the long term
along with changes in her schooling and living contexts both in Myanmar and Japan.
The changes concern her personality and her belief about the role of language.

First, Honey’s personality changed after she started learning in English at the
international school. Before going to the international school, she had viewed herself as
a quiet and passive person who could not speak in front of people. Studying in English
in the international school gave her confidence that she could speak two languages.
With that confidence, Honey became more sociable and acquired many friends. Honey

attributed her changed character to her learning English.
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Second, Honey’s perception of English changed from being just another school
subject to being a weapon that helped her survive in a new linguistic environment.
Honey attributed her changes to both her experiences studying at an international school
and living in Japan. Honey’s belief that English is a weapon to survive was reapplied in
Japan with respect to Japanese. Thus, in choosing a Japanese university, she decided to

study Japanese more intensively than English.

Satsuki’s belief change. Satsuki’s major belief change concerned the
universality of English. She had believed that English was like a MasterCard that would
allow her to communicate anywhere in the world. As she discovered in Mexico,
however, English is not spoken by everyone and knowledge of more languages than

English is necessary in order to communicate with as many people as possible.

Fumiko’s belief changes. Fumiko experienced belief changes concerning
English-learning policy and her own English-speaking ability.

First, since she started learning English at age 13, English had been a major part
of Fumiko’s life: She took as many English classes as possible in high school, took part
in a two-week exchange program in England, and seized opportunities to develop her
English skills. Fumiko devoted her energy to learning English because she believed that
studying English was an important way for her to gain greater confidence. During most
of her adolescence she did not doubt that everyone should learn English. In her third

year at high school, however, that belief changed. She thought that only those students
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who are interested in learning the language should study it.

Second, Fumiko did not initially have confidence speaking English with native
speakers of English: She felt intimidated and awkward when speaking with them.
However, speaking in English about her favorite topic, music, gave her confidence and
this led to a change in her beliefs. When Fumiko went to England as part of an
exchange program in her third year of high school, she discovered that when she talked
about music, she could speak naturally without stopping. At that time, her belief that
she could not speak naturally with native speakers of English was amended and she

gained confidence that she could speak English when speaking about what she liked.

Interim Summary of Belief Changes

In this chapter we have seen that by the time the participants arrived in high
school, they had already been strongly influenced by what they had experienced to that
point in their lives. Their beliefs about learning English were shaped by various
experiences, including overseas experiences, experiences at cram schools, chance
meetings with strangers, and various learning experiences. In high school, these
students struggled toward physical, emotional, and mental maturity in a complex world
that offered conflicting advice. Their beliefs about learning English were modified,
reconfirmed, reversed, and sometimes totally changed. Their beliefs about language

learning became an essential part of their life-determining decisions.
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This chapter is the foundation for Chapter 6, in which I organize and summarize
the participants’ beliefs (sources, changes, and the effects) in light of attribution theory

and self-efficacy theory, and report the key findings of the study.
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CHAPTER 6

DISCUSSION: CROSS-CASE ANALYISIS

In Chapter 4, I described the participants’ stories of learning English, dividing
each story into three phases, childhood, junior high school, and high school, and
constructed an account of how each learner developed beliefs. In Chapter 5, I placed the
beliefs elicited from the stories of the seven learners into three categories: beneficial,
interfering and indeterminate beliefs, and I described the belief changes experienced by
the participants.

In the present chapter, I reshape the raw material of Chapter 5 into explanations
(Yin, 2003, p. 120). By doing so, I attempt to offer answers to the four research
questions by discussing beneficial, interfering, and indeterminate learners’ beliefs and
building a general explanation of the characteristics of learners’ beliefs. This is done
through a cross-case analysis of the empirical and theoretical findings related to the

seven participants of the study.

Research Question 1: Development and Change of Learners’ Beliefs

The first research question concerned how learners develop beliefs and what
factors influence changes in their beliefs. For children and adolescents, beliefs about
language learning typically result from their experiences and the degree of mental
maturity specific to their ages. Thus, in the present discussion, findings concerning

developing and changing beliefs are organized by age.
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Age-Specific Influences on Learners’ Beliefs

The Origins of Learners’ Beliefs. Attempts to answer the riddle of the origins
of beliefs have produced a number of explanations. Some explanations are based on
empirical research, although many others are based on inferences, anecdotal evidence,
or generalized assumptions. Researchers assumed that learning beliefs are acquired
consciously as well as unconsciously (Larsen-Freeman, 2001) and that they are derived
from a number of experiences at various stages in an individual’s life. Some research
has shown that beliefs about learning are fairly stable (Arnold, 1999; Dweck, 1999;
Nespor, 1987), that they develop in elementary or early secondary school (Chin &
Brewer, 1993; Paris & Byrnes, 1989), or in mid-to-late adolescence (Cantwell, 1998;
Schommer, 1994), or by the time a student gets to college (Weinstein, 1989). Those
studies suggested that beliefs are determined at a certain time. The data in the present
study, however, suggest that beliefs held by adolescents can change frequently. Below I

discuss influences on affective development and changes in learner beliefs.

Parent(s)’ Influence. While listening to the participants talk about school and
learning, I often perceived their parents’ influences and found that they affected the
learners’ beliefs and actions, especially when they were young.

Rumiko’s mother put an English poster in the bathroom, hoping that Rumiko
would come to like English. Maiko’s father insisted that she read Japanese books so that
Maiko could maintain Japanese, her first language. Natsuko and Satsuki’s mothers

strongly desired to help their daughters learn English by taking them to foreign
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countries. Fumiko’s father introduced her to English through foreign music. Honey’s
father transferred her to an international school where students were taught through the
medium of English. Kazuo’s parents sent him to a cram school where he studied
through the medium of English.

Although young children tend to accept their parents’ views uncritically,
adolescents, who are in the process of changing their role models from parents to others,
broaden their receptivity to ideas beyond parents, and in some cases are negative about
parental guidance. In the present study, however, only a few typical teenagers’ negative
reactions to parents’ guidance were observed. For example, Natsuko was sent to private
piano lessons by her mother, but she did not like the lessons at all. She said that she had
a stomach ache before lessons. Kazuo went to a cram school in Peru because his parents
worried about his grades in English class. He said that going to a cram school was not
his wish but that of his parents’.

Some of the above examples show that parents’ beliefs, attitudes, and
perceptions of education and learning significantly impact young learners. Some young
learners are influenced easily by their parents’ views and decisions, but as they grow

older and develop their agency, they do not always follow what their parents say.

Overseas experiences at early age. Living and staying in a foreign country even
for a short time when learners are young can influence their beliefs. An influence
observed among the participants in the present study is that overseas experiences can

enhance learners’ interest in foreign cultures and languages. Natsuko and Satsuki had
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been abroad frequently since they were very young. They were familiar with foreign
cultures and were interested in different cultures and languages. Those interests and the
motivation to learn English were further cultivated at elementary school in International
Understanding classes, and in junior high school when their formal education in English
as a school subject began. Because of these foreign experiences, they were looking
forward to learning English at school.

Another influence is that learners with overseas experiences tend to develop a
belief that speaking is the most important skill. For example, Maiko and Kazuo who
acquired languages (Spanish for Kazuo and English for Maiko) through listening and
speaking when they were abroad; they developed a belief that speaking is very

important, and they brought that belief to the schools in Japan.

Junior High School and Senior High School.

Cram school: learning outside of school. Barcelos (2008) studied students’
narratives in Brazil and found that their beliefs were strongly influenced by private
English courses outside of public schools and that students attributed their proficiency
in English to private English courses. The situation is slightly different in Japan, but the
participants’ stories suggest that cram schools and prep schools in Japan also affect
learners’ beliefs, although no studies have provided evidence of their effects.

Some of the participants in this study were influenced by experiences at cram
schools and prep schools. Rumiko, Fumiko, and Kazuo had positive learning

experiences at cram schools when they were junior high school students. Natsuko went
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to a cram school when she was an elementary school student and she enjoyed it. All of
them liked the atmosphere of the cram schools with their friendly teachers and students.
Perhaps thirteen- and fourteen-year-old students, particularly, need peers and teachers
who listen to them. School teachers often assume that students go to cram school only
for intellectual purposes, to help them get good grades at school, but the participants’
narratives show that they enjoyed not only studying but also socializing with their peers
and teachers. Natsuko, for example, said:

BT Lo Tz, AEDT T I Do ER LTS, ObemHE<,
B, MR- TVIDRAES, BIRELT ET I EAL 5T
<NT, RBIFBEAPRESTZIRE, Zaidh, BT bR —HIEo7
DOHRLBRAIRERSTE L, - THIEL T SToh D, FKD T
CNRESTCKENTE T, BOFTNRE Lo T,
Cram school was really fun. I remember that the teachers were good. They made
the lessons interesting and enjoyable. My grades were not so good, but I got
along well with my friends at the cram school. We were doing the same thing,
so we could share many things. I preferred cram school to school at that time. (I-
16, 2008)
Kazuo went to a cram school in Peru where he was required to use English. He said that
he did not like going to cram school because the teachers gave the students placement
tests often and divided them into upper and lower levels. At that time, Kazuo did not
want to be separated from his friends, who were very important to him. Kazuo’s

narrative suggests that he attributes his developing interest in English and finding

reasons to learn English to his experiences in cram school, not those in Japanese schools.

Studying for examinations. Students who have experienced foreign learning

contexts in which English was used as a tool for communication sometimes have
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difficulties adjusting to studying for entrance examinations, which demands rote
memorization in Japan. The approach is based on a “banking” concept of education, “in
which the scope of action allowed to the students extends only as far as receiving, filing,
and storing the deposits” (Freire, 2003, p. 72). In studying for entrance examinations,
many students feel that “preparing for entrance exams is not real learning” (Kanno,
2003, p. 118).

As Satsuki and Maiko said, many students had stereotypical ideas about
studying for entrance examinations, including the belief that they had to give up
everything, such as hobbies, friends, and extracurricular activities, in order to do so and
thus, they felt stress. For them, studying for entrance examinations demanded endurance
over a long period of time. Maiko could not put up with it, and quit; Natsuko choose not
to study for entrance examinations; Satsuki, Rumiko, and Fumiko accepted the
examinations as a necessary step in the process of going to university. When the
learners had a strong desire to pass the examinations, they were reconciled to studying

for them.

Influence shift from parents to peers. On their journey to find themselves,
young learners listen to influential figures such as their parents, teachers, and peers.
However, during adolescence, peers begin to take on a more central role (Walsh, 2004;
Williams & Burden, 1997) and significant relationships are observed among peers
(Butler & McManus, 2000). Teenagers have many peer groups in settings such as home

rooms at school, sports teams, musical groups, and school clubs. Typically, there is at
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least one salient peer group for each individual (Howard, 2006, p. 103). As they grow
older, learners tend to withdraw from their parents and listen more carefully to peers
(Walsh, 2004, p. 220); thus, the peer group is often a source of peer pressure. Satsuki,
for instance, became reluctant to go overseas with her parents, although she had been
doing so since she was a child. Rumiko took only one English class in her second year
and did not take any in her third year because she listened to older students in her tennis
club who suggested that she did not have to take English classes because she could

easily study English by herself.

Influences from returnee students. A common belief that participants held is
that speaking fluent English equals being “good at” English. In many cases they
developed that belief encountering Japanese returnee students who spoke fluent English.

Encounters with returnee students can impact learners in two ways. One is that
learners adore them and adopt them as a role model. Another is that learners are
overwhelmed by them and develop an inferiority complex toward them. This latter
tendency was observed in Rumiko and Satsuki. They believed that they were “good at”
English in junior high school because they got good grades on English examinations,
which was their criterion of being good at English at that time, but they lost confidence
in high school because of meeting returnee students at Rokkaku High School who spoke
fluent English. Because speaking ability is overt, it is often mistaken for the whole of

language skill, including accuracy, coherence and cohesion, and the fledgling speakers
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observed in the present study seemed easily intimidated by returnee students’ displays

of oral fluency.

Factors Leading to Belief Changes

Sources of belief change. What factors contribute to belief changes? Under what
circumstances do adolescents resist change even though well-meaning adults try to
promote belief change? The results of the present study indicate that adolescents’
beliefs are rather fluid mental constructs.

The participants in this study changed their beliefs in different contexts. Some of
their belief changes are consistent with the results described in earlier studies in which
beliefs are regarded as relatively permanent, existing before and after their elicitation by
a research instrument and unaffected by the instrument itself. In the present study,
however, beliefs seemed to exist most strongly at the moment of elicitation, and could
be observed to undergo change; although the changes were not always acknowledged
by the learners. In the present study, three factors leading to belief change were

identified: experiential factors, interpersonal factors, and self-generated factors.

Experiential factors. The stories of the learners in the present study indicate
that overseas experiences give them chances to communicate in authentic ways in
foreign languages and enhance their interest in foreign cultures and people. Through
those experiences, the participants become aware of the various roles of language, and

the purposes and benefits of learning foreign languages. Overseas experiences were a
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trigger for some students to change their values and beliefs. Natsuko went to the
Philippines and changed her beliefs about school, learning, her values, and her choice of
university. One of Kazuo’s belief changes occurred when he met a Korean woman and
talked with her in English on an international flight. The experience led him to believe
that speaking is the most important element in language study. Satsuki believed that
English was spoken everywhere in the world because of experiences speaking and
listening to English in foreign countries before starting high school, However, in
Mexico, she found that English was not understood She changed her belief and thought
that it is important to learn other foreign languages in addition to English. Maiko
believed that she had to be able to speak both English and French because she was born
in Canada and had lived there for a few years when she was a child. Her experiences
living in Canada cased Maiko to believe that she should speak English and French.
Facing difficulties, problems, or crises that shake their identities and confidence
can also cause learners to modify their beliefs or develop new ones. Natsuko’s journey
to the Philippines induced her to modify her beliefs about school and studying. Fumiko,
who was bullied in junior high school, came to believe that studying would provide her
with a stable identity and sustain her confidence. For them, hardships led to new
experiences, which played a role in overcoming the hardships. In this, new beliefs

emerged.

Interpersonal factors. People are sources of belief change. Previous studies of

learners’ beliefs suggest that they change their beliefs because of teachers and

223



educators’ use of a number of strategic means, or by input given by teachers(Woods,
2006, p. 218). In this study, however, the agents of change were often persons other
than teachers and educators. For example, Maiko was influenced by older students in
her high school who were her role models. Her “fixed mindset” (Dweck, 2006), a belief
that getting good grades in school meant being good at English, was challenged by
those older students. After listening to them, Maiko felt ashamed that she had thought
that good grades at school were evidence of adequate learning. She then developed a
“growth mindset” (Dweck, 2006) that she should not be satisfied with her current
English proficiency and should constantly strive to improve. In this case, the older
students were near peer role models (Murphy & Arao, 2001) who allowed the younger
learners to identify with them, become inspired, and themselves become more effective
learners (p. 9).

A developmental trait of adolescents is that they question adult authority. In the
present study, Maiko at first accepted the advice of well-meaning teachers that she
should study for examinations in order to gain entrance to a prestigious university. She
later rejected this idea as stereotypical and not applicable to her personally. She
experienced stress in disregarding the strong advice of a teacher, but she did it. Parents
as well as teachers also experience rejection by their adolescent children, as in the case
of Satsuki, who no longer wanted to accompany her parents on overseas trips.

In spite of an inclination to question the conventional wisdom of many adults,
the students in the present study readily accepted the advice of a few highly trusted

adults. Rumiko was influenced by her cram school teacher, who was a good teacher
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who showed that he cared about his students. By observing what he did and being
impressed with his attitude as a teacher, Rumiko developed a belief that teaching can
influence students positively and thus teaching is rewarding. Natsuko’s curiosity toward
foreign cultures and English was enhanced by a private teacher she had when she was a
junior high school student. For a student to trust an adult seemed to require two
perceptions: The adult sees the student as an individual rather than a stereotype, and the
adult is pursuing no personal agenda but has only the student’s best interests at heart.

Influence by others sometimes led to a loss of confidence. For example, Rumiko
had never been abroad. She had studied in EFL contexts in Japan and described herself
as a product of Japanese English education. She attributed her lack of speaking ability
to her lack of overseas experience. Meeting with students who had lived in foreign
countries and spoke English fluently reinforced her belief that studying abroad was the
only way to improve her speaking ability. This belief was not shaped by her own
experience but by a second-hand belief. Such beliefs can be changed by more
experience. Rumiko was just one of many Japanese learners who believe that only
going abroad will make them fluent speakers of English. Maiko’s belief that students
majoring in international studies are shallow was developed through Maiko’s

observations on students at Rokkaku High School.

Contextual factors. This study also shows that the context in which learners are
living can cause beliefs to develop and change. This notion is in accord with

sociocultural theory, which states that ideas begin as an external social activity and
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eventually become internalized (Lightbown & Spada, 2006, p. 48). Students such as
Honey, who are put into foreign language communities without sufficient preparation,
tend to look for survival skills by themselves, through involvement with the target
language. Honey acquired English and Japanese by collaborating and interacting with
other speakers. Her strategy for learning foreign languages was based on her personal
beliefs of learning, which was very much a response to the situation she found herself in.
Natsuko, changed schools, and in doing so changed her beliefs about learning. All of
the participants changed their beliefs because of the environment at Rokkaku High
School, where they met many returnee students and foreign students. Those students
were inspirations for Maiko, Kazuo, and Natsuko, who themselves had lived overseas.
On the other hand, Rumiko, who did not have foreign experiences at all, felt intimidated
in front of returnee students. The school context was certainly one of the factors that
caused Rumiko to overestimate the importance of speaking English while observing
returnee students who could speak: Rumiko developed a belief that she would be able to
speak fluently if she went overseas. Rumiko’s low sense of speaking self-efficacy
caused her to develop a stereotypical fixed mindset, a belief, that people who speak

English fluently are superior.

Direction of belief change. According to Walsh (2004), high school students in
general have not developed concrete beliefs about self or identity. They are easily
influenced by peers and external factors, such as the media. Thus, they often develop

second-hand beliefs (beliefs not developed through their own experiences), and are
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easily swayed. Beliefs that emerge from their own experiences are stronger and resist
modification. For example, Natsuko, Kazuo, Maiko and Satsuki’s belief that English is
interesting was shaped by their foreign experiences. This belief remained unchanged
throughout the study. Being a teenager is typically a process of finding one’s own
identity in a particular social context. Teenagers often listen to older students, not to
their parents, as Rumiko did when she decided not to take English classes because of
the advice she received from older students. She later changed this belief about the
unimportance of English classes. In general, as Walsh suggested, adolescents change
from holding vaguely formed beliefs about self to more mature beliefs.

While high school students are developing cognitively, they change their beliefs
and their perceptions. Kazuo’s decision that knowledge of grammar is important is an
example. Such decision-making, according to Howard (2006) is one sign of maturity.

In the present study, many belief changes were in the direction of greater
maturity in terms of decision-making. For example, Maiko decided not to take an
entrance exam to a national university recommended by her teachers and Natsuko
decided to go to a university in Okinawa even though her friends did not agree with her
decision. Honey changed her belief when she faced the reality that she could not be a
doctor. At that time, Honey made a decision about her future by herself.

The results of this study show that well-meaning teachers and other adults are
not always influential in changing students’ beliefs. It is, however, encouraging to find
that students themselves, taking charge of their own assessments, usually change their

beliefs in the direction of beneficial beliefs. Sometimes they make inappropriate
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decisions; for example, Honey had decided to be a doctor and Maiko had decided to
apply to a national university, but they often benefit from their own inappropriate
decisions and correct them. Autonomy is something many adults encourage at least in
theory; however, adults are not always comfortable when they find that their influence
over adolescents is diminished as they pursue greater autonomy. This finding does not
suggest that teachers should retreat from implementing their teaching beliefs. On the
contrary, as Kazuo’s story suggests, teachers’ belief are a springboard for some learners
to become aware of their deficiencies in learning and to become more independent
learners.

This section on belief changes can be summarized with three observations. First,
adolescents often resist deliberate attempts by adults to change their beliefs. They seem
to suspect adults of trying to impose ideal or stereotypical beliefs when their own desire
is to establish beliefs valid for their unique personalities and situations. Second, even
while resisting the efforts of adults to influence their beliefs and behaviors, adolescents
seem to be on the alert for circumstances, experiences, and interpersonal encounters
they can regard as valid and significant sources of beliefs. Often these are chance
encounters, because people encountered outside of one’s circle of friends and
acquaintances can be expected not to desire to change one’s intentional states. Third, in
general, beliefs about learning English change positively, that is, in the direction of
greater effectiveness in governing language-learning activities. This is good news in
view of the widespread failure of well-meaning adults’ deliberate attempts to cause

belief changes.
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Research Question 2: General Characteristics of Learners’ Beliefs about Learning
English

The second research question concerned the characteristics of the learner beliefs
identified in the present study. The characteristics of learners’ beliefs can be grouped
under five headings.

First, this study shows that some stable beliefs have a common origin: They
arise from experiences that the learners had when young. Rumiko, Natsuko, and
Satsuki’s interest in English was stimulated at an early age; thus, they shared the belief
that English is interesting. Even when they faced difficulties, they did not abandon this
belief.

Second, learners develop beliefs about themselves by analyzing their
experiences in their particular learning context. For instance, Rumiko, who had believed
that she was good at English in junior high school, changed her belief at Rokkaku High
School when she met returnee students and foreign students who could speak English
more fluently than she. If she had gone to an ordinary high school where speaking the
foreign language was not so important, she might have continued to believe that she
was good at English. Thus, the context in which she was learning English affected her
beliefs about her own learning and degree of development. Another example concerns
Natsuko, whose belief that exposure to English was most important was developed in
the Philippines. If she had not had that experience, she might have continued to be too
conscious about her mistakes when speaking English. In these ways, the experiences the

participants had in particular learning contexts shaped their beliefs. Many researchers
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have employed the contextual approach (e.g., Bernet & Gvozdenko, 2005) in which
beliefs are viewed as embedded in learners’ contexts. In the present study, too, learners
were seen to construct their beliefs within particular learning contexts.

Third, learners’ beliefs are not determined wholly by the social context; beliefs
are the product of an interaction between learner-specific factors and the context. Thus
beliefs learners hold can differ even through they are in the same context. Although the
seven participants in the present study studied at the same high school, as the results of
the study indicated, they developed different beliefs: they are examples of the
inseparability of context from personal factors in the creation of beliefs.

Fourth, second-hand beliefs constructed from the narratives of others, such as
parents, teachers, senior students and media, do not consist of personal experiences;
thus, they are relatively easily modified by learners’ personal experiences. If learners do
not have direct experience with a particular belief, however, second-hand beliefs might
be their only option. An example of a second-hand belief is that English skills will help
learners when they start working. Learners face conflicts between the beliefs of others
and their own beliefs. However, if learners develop beliefs from their own experiences,
they are less affected by the narratives of others. Two cases in the present study
illustrate this process. Among the seven participants, only Fumiko, decided to study
English at a university. The other students did not want to study English as a subject but
wanted to continue studying it as a tool for communication. Fumiko believed that she
found what she wished to study, English satire, at high school by herself. This led her to

choose a literature department, not a language department, at her university. For her, the
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choice of her major was closely related to her identity. Natsuko decided to go to
Okinawa International University even though her friends advised her to reconsider her
choice. Her experiences in junior high school, where most of the students were studying
to go to prestigious universities, shaped her strong belief that making her own decisions
based on her own values would lead to a meaningful life. Thus, she did not change her
decision. The examples of Fumiko and Natsuko, demonstrate that resistance to advice,
even the advice of close friends, can be strong and healthy. This is a positive function of
adolescents’ notorious resistance to advice.

Fifth, some beliefs exist only when elicited. Many researchers have discussed
the dynamism of beliefs. Dufva (2006), for example, asserted that beliefs are always
anchored to something factual (p. 143), and that a belief emerges or becomes articulated
at the very moment of the precipitating fact (p. 144). This dynamism is related to the
implicit nature of learners’ beliefs: Unless asked to articulate their beliefs, learners are
generally not aware of their beliefs and perhaps they are unaware of why they are
engaging in activities even when they seem to enjoy them (Burden, 2005, p. 3). Beliefs
become explicit in response to some eliciting event, such as responding to a
questionnaire, taking part in an interview, or engaging in social interactions. Past events
and experiences are evoked and reflected on by research participants. As William James
(1890/1983) said of sensations, we have to recognize that:

...however we might in ordinary conversation speak of getting the same

sensation again, we never in strict theoretic accuracy could do so; ... that

whatever was true of the river of life, of the river of elementary feeling, it would

certainly be true to say, like Heraclitus, that we never descend twice into the
same stream. (p. 227)
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The reflective nature of beliefs was observed in the present study, as illustrated by an
interview with Natsuko (See Chapter 4). The extract illustrates that Natsuko’s belief
that being an only child helped her was triggered by my question about that issue.
Through talking with her friends, Natsuko confirmed this belief. Thus beliefs, especially
implicit beliefs, emerge by reflecting on past events, interactions, and reflective

thinking.

Research Question 3: Beneficial and Interfering Beliefs About Language Learning
The third research question concerned what learner beliefs promote or hinder
learning. Many beliefs found in the present study are individual beliefs of the seven
participants, however some of the beliefs are likely shared with many young Japanese
learners such as Satsuki’s idiosyncratic belief that was later abandoned, that English is
spoken everywhere in the world. Other beliefs are more widespread and of greater
permanence. Those more general beliefs are discussed here, under three headings:

beneficial beliefs, interfering beliefs, and indeterminate beliefs.

Beneficial Beliefs

Learners’ beliefs can be beneficial if they lead to an awareness of effective
learning strategies and are therefore facilitative of learning (Bernat & Gvozdenko, 2005,
p. 8). There can never be an absolute list of beneficial beliefs because people and

situations differ from each other in complex ways. In the present study, however, the
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following eight beliefs emerged as effective in helping the participants develop more
effective learning strategies and sustain deep learning.

1. Interest in English

One of beneficial beliefs is the belief that English is interesting. Kazuo and Maiko who
were born in foreign countries, and Natsuko and Satsuki who traveled to foreign
countries when they were young believed that English is interesting. They were put into
contexts of knowing and learning English, where they developed an interest in the
language. Fumiko’s interest in English was cultivated by her father who introduced
English music to her. Honey was born in Myanmar and put into an international school
by her father. By improving her English, Honey developed practical interest toward
English. Rumiko, who had never been abroad, first became interested in English
because of an English poster that her mother posted in the bathroom. The seven
learners’ initial encounters with English differ, but as their stories show, they all have in
common that they believed that English is interesting.

2. Interest in foreign people and culture

Natsuko, Kazuo, Satsuki, and Maiko’s stories suggest that firsthand experiences of
meeting foreign people and cultures impact learners, helping them cultivate the belief
that meeting foreign people and knowing their cultures is interesting. Natsuko enjoyed
staying with a host family in the Philippines by knowing how people lived and what
they ate. Maiko was always fascinated by foreign cultures and meeting people from
other countries such as an African teacher, the Slovenian ambassador, and exchange

students. Satsuki’s experiences in Chicago enriched her knowledge of American
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students. Those interests lead to learners’ understanding that English is a tool for
communication that enhances learners’ active interactions with English speakers.

3. English as a language weapon

When the participants were put into contexts where their first language was not an
acceptable means of communication, they struggled to acquire the language skills
needed in order to survive in the new context. It was not an easy task: They experienced
uneasiness, anxiety, and conflict. Among the seven participants, Maiko spent her pre-
school days in Canada, Honey was sent to an international school when she was ten
years old and Kazuo lived in Peru for 15 years. All of them had “language homes™
where they could communicate in their first languages but outside the home they
struggled with new languages: Maiko in a local preschool in Canada, Honey in an
international school in Myanmar, and Kazuo in a cram school in Peru. Those who
experienced language struggle outside the home developed a belief that English is a tool
they can use to make themselves understood. A belief that English is a lifesaver or an
anchor was shared by Fumiko, who was bullied in junior high school and Honey, who
was brought to Japan by her father. Both learners had constraints and difficulties in their
daily lives, and English helped them deal with those difficulties and keep moving
forward. Fumiko explained that she survived hardships by studying, and especially
studying English, which she liked most. No one suggested that she study English to get
over the bullying she experienced; she found that strategy by herself. Thus, for Fumiko,

English was a life saver or an anchor that helped her become more confident.
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Foreign students living in Japan have to compete academically with Japanese
students. Not having grown up in Japan, they need to improve their Japanese language
ability in order to do so. Developing this ability takes time. A student like Honey,
however, who knew English well before coming to Japan, was able to use English as a
linguistic weapon to compete academically with Japanese students. She became
confident after learning English because she felt that she had been empowered.

4. Positive attitude toward change

A belief that change is helpful, for example, changing schools or changing goals, is a
beneficial belief for many young learners when they face difficulties and constraints
from authorities. This is because in many cases, learners’ learning context is chosen by
their parents and not themselves. The parents’ choices in selecting their children’s
education from a range of options is based on their perceptions of cultural and economic
capital (Bourdieu, 1977), and they can exert “a strong impact on their children’s
language and identity” (Okada, pp. 247- 249). As Natsuko’s case showed, the physical
and emotional pain of learners that is caused by a mismatch between school and learner
is a signal for changing the context. Natsuko wrote:

AR D 2RI o T, XU AEND LTW e, HFE D FIITITH2

KTeo T, HAELCLNASNAEEDI, BAILWNRIZRD | FHRITAT 2

EMA RV RIZIRo T,

In the second year at Sakura High School, I spent a lot of time dancing. Then, I

became reluctant to go to school. The teachers told me things, I hated school

rules, and eventually going to school became stressful for me. (Questionnaire-5,
2008).

235



Natsuko was happy at her new school, Rokkaku High School, where she was not forced
by teachers to study hard to get into a prestigious university.

5. Reflective thoughts on their own learning

As Natsuko and Kazuo judged their own English ability, they developed the belief that
they have correctable deficiencies; this was a beneficial belief that encouraged them to
study more. At first, Kazuo did not believe that grammar was an important aspect of
speaking English. Thus, he did not listen to a junior high school teacher in Peru who
told him that he had to pay more attention to spelling and grammar. In high school,
however, he demonstrated a reevaluated belief that he needed grammatical knowledge
to become a better speaker. Natsuko, too, said that at her second high school she needed
to change her approach to studying to better prepare for the entrance examinations. This
meant focusing on developing vocabulary and grammatical knowledge to understand
complex English. Kazuo and Natsuko both identified the need for an analytic approach
(Ellis, 2008) in which they would study grammar to express themselves effectively.
Their reflection on their specific learning deficiencies helped them concentrate on and
move forward in their studies (see Chamot 1987 for further examples of good language
learners reflect on their own learning processes.)

6. Intentions and ambitions: A feeling of competitiveness

Kazuo and Natsuko were aware of their insufficient English proficiency caused by their
lack of knowledge about English grammar. Their intention to be better learners led them
to awareness of their lack of grammatical knowledge. On the other hand, Maiko became

to believe that she should not be satisfied with her English inspired by older students:
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She had the ambition to become highly proficient in English. Those intentions and
ambitions led to positive attitudes regarding further study as being rewarded.

7. Commitment toward learning

A belief that one does not accept defeat was beneficial for some learners as it drove
them to study hard. Maiko and Natsuko described this belief as part of their
personalities. A belief that one does not accept defeat works as a beneficial belief when
there are chances or experiences to develop affordances and reap rewards from the
effort. “Commitment, passion and a solid block of dedicated time” (Childs, 2005, p. 14)
led to success in helping learners make use of experiences and affordances. Maiko’s
narratives explained her belief in herself. She wrote, “in the fifth grade of elementary

school, I began to want to get 100% on tests.” [/NFAL D 5 FADKFIZ, FAXT A B
T1OO0RZERMYEWVWERS XOIZ EL, |

In high school, she joined the English Day Camp where students were required

to discuss issues in English. At that point, she wrote: 3555 CiE LG >72 0 LTV SR
WCHBOEWEWI EBRHEFETEARNE, BTN LIEST, MELH- L
ZhlLirne, o7z, [Whenl could not make myself understood in English
during discussions, I felt ashamed and thought many times that I had to make more
effort. (J-1, 2006).]

Natsuko wrote the following in a questionnaire: & & BEFZ DO H)I| X A DIRFE
ERZTELL, BAVy A2 L9 LRODF, SMEICEATWRE

FEIZAT T 720> 7225 TF, [l had English lessons with Ms. Nakagawa,
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who used to be an architect. I decide...decided to take private lessons because I didn’t
want to be defeated by the students who had lived overseas. (Q-6, 2008)]

8. Self-image of speaking English

The belief that a fluent speaker of English is cool is beneficial when it helps the learner
make efforts to develop greater speaking proficiency. A questionnaire study (Suzuki,
2006) indicated that Japanese high school students think that someone who speaks
English is cool. They admire people who speak English fluently with native-like
pronunciation, perhaps because speaking is the most obvious of the four language skills

of speaking, listening, reading, and writing.

Interfering Beliefs

Interfering beliefs concern learners’ negative thoughts and feelings such as low
self-efficacy, hatred, rejection, stress, and anger, that hinder them from learning.
Learners can have mistaken, uninformed, or negative beliefs that can lead to ineffective
strategies, a negative attitude towards learning and autonomy (Bernet & Gvozdenko,
2005, p. 8), and avoidance. Natsuko’s negative belief that studying for entrance
examinations causes stress emerged in her experiences of studying for the tests. This
negative belief became embedded, and made her reject any study of that kind. Perhaps
interfering beliefs, or inhibitive beliefs (Bernet & Gvozdenko, 2005, p. 8) generate
negative thinking that leads to further interfering beliefs. In the present study, four
interfering beliefs were identified.

1. Negative attribution to external factors
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Beliefs about potentiality that are based on attribution to social or environmental factors
can hinder learners’ active participation in learning. Rumiko believed that her poor
English speaking ability was due to English education in Japan and her lack of overseas
experience. This belief decreased her motivation to learn English. Language learners
who have never lived in English-speaking countries often believe that living there will
make them fluent speakers of English. This is also a common belief among educators
(Tanaka & Ellis, 2003, p. 64). This second-hand belief is interfering when it invites
excuses. Rumiko and Satsuki postponed their efforts to develop speaking ability; they
said that they would go abroad and study at university.

2. Skewed perception of being good at English

This study also showed that many students had a belief that being good at English
means getting good grades on English tests. Rumiko, Satsuki, Maiko, and Kazuo all
held this belief before going to Rokkaku High School. Their grades in junior high
school were good enough for them to consider themselves as being good at English. In
high school, however, they found that the status of being good at English was not easily
attained because many students had higher English proficiency than they did.

3. Low self-efficacy

Beliefs that create low self-efficacy are interfering beliefs. Some of the participants
talked about their belief that they would never be as fluent as returnee students; they
feel intimidated by them. This belief led to other interfering beliefs such as a sense of
shame regarding pronunciation, and that they should not speak English in front of

returnee students. Those beliefs interfere with learners’ need to gain access to linguistic
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input, interaction with others, and opportunities for production, which can lead to
demotivation for studying English.

4. Overestimation of the importance of speaking English

Kazuo, Natsuko, Rumiko believed that being good at English meant being good at
speaking English. This belief hindered them from being fully engaged in learning in
classrooms focused on grammar or test-taking. Peacock (1999) studied learners in Hong
Kong and found that 62% of them believed that learning a foreign language is mostly a
matter of learning a large number of grammar rules and concluded that learners had an
“incorrect” belief about foreign language learning and that this incorrect belief could
cause dissatisfaction if teachers emphasize communicative tasks rather than
grammatical practices. The participants in this study, however, developed a belief that

being good at English meant speaking English fluently.

Indeterminate Beliefs

Indeterminate beliefs are beliefs whose effect is not clear or which change
according to context. They can be beneficial in some combinations of learner awareness
and environmental affordances (Churchill, 2007), and can be interfering in other
conditions. In the present study, four indeterminate beliefs were identified.
1. Underestimated self-evaluation
Fumiko’s belief that she cannot do many things at the same time caused her not to study

multiple foreign languages. For learning other languages, it was an interfering belief,
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but it was a beneficial belief in terms of learning English, as it helped Fumiko narrow
her goals to concentrate on learning English.

2. Tolerance for making mistakes

Exposure to English in the Philippines helped Natsuko develop a belief that exposure in
English is more important than trying not to make mistakes; thus, the belief was
beneficial because her exposure to English increased. This belief, however, can be
interfering in a context that demands accuracy such as in many formal English
classrooms, examinations, and when making formal speeches.

3. Overestimation of oral English skills

The belief that speaking is most important is an indeterminate belief. Kazuo and
Natsuko, because they had strongly wished to speak English well, sought out
opportunities to speak it, but they eventually realized that they reached a plateau in their

speaking abilities Kazuo said:

HARIZRTOOIE, &L XNiuInninie o Tz &, &
Wb o MBI L STE, ol EOL-ULTL D ITIT A
EMERIE N EEFRE L TRV E Lo Xiu7eWn e bho T, £ 950 ) ik
HRYITE Lo T,

Since I came to Japan, first I thought that speaking English was everything, but I
began to think that I need knowledge. To speak in a sophisticated manner, I
realized that I have to understand grammatical rules and that studying them is
also important. (Q8-1, 2008)

Their belief that speaking is the most important skill is, thus, an indeterminate belief.

When a learner’s awareness of their linguistic weaknesses is coupled with learning

experiences, the belief becomes beneficial because it leads to greater skill development.
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On the other hand, if they keep believing it and do not develop other skills, they might

limit their own development. For example, Natsuko said:
PR DRI D85 2 — AR IR L7z, #E RO B Z > TR D
REOTEH, BEEL LI, Th, ®KTIE, HELZHTHBHFEITR-
ThEVFEFEEZENRLS ol BEZFHTHINES LV B o &BEL
Webmoloing,
When I was in junior high school, I studied English hard. I did exercises in the
exercise books and prepared for English lessons and reviewed them afterward.
But in high school I came to like speaking, so I didn’t write much because |
found that speaking English was more enjoyable than writing. (I-4,
2007)
Natsuko’s interest in learning English was focused inordinately on speaking, but in her
third year in high school, she began to think that she needed entrance-examination-style
study to develop her writing and reading skills.
4. Self-evaluation
A belief about one’s confidence in or abilities to speak English is indeterminate because
it changes depending on the situation. Natsuko studied English intensively in junior
high school and got good grades. As a result, she believed that her English was good
enough. However, in the Philippines where Natsuko had to communicate in English,
she believed she had deficiencies in her speaking skills. This self-perception of being a

failure at speaking English, which leads many students to devote less effort to speaking,

led Natsuko to a speaking-oriented learning strategy.

Research Question 4: Confirmation or Modification of Theory
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The fourth research question concerned how the learner beliefs identified in the

present study agree with theory or add new interpretation to current theories.

Theoretical Findings About Beneficial Beliefs

As the data suggest, beneficial beliefs are stimuli that can encourage learners to
develop the motivation to learn and to undertake new tasks. This finding is partially
consistent with Bandura’s (1993) concept of self-efficacy and Dweck’s (2006)
arguments about a growth mindset. Dweck explained that people develop feelings of
self-efficacy to take on challenges, which applies to a positive attitude toward learning.
Thus, I argue that self-efficacy can lead to beneficial beliefs. I next discuss how self-
efficacy applies to my data and the consequences of self-efficacy for the participants.
The purpose is to demonstrate the empirical application of self-efficacy theory and the

concept of attribution in the Japanese context.

Bandura’s self-efficacy and beneficial beliefs. In the present study, self-
efficacy was not investigated purposely. The participants’ stories, however, provided
indications that the emergence of self-efficacy occurred when they were motivated to
learn by experiences in and outside of school and people they met. Self-efficacy then
led to the development of beneficial beliefs. Bandura (1995) identified four sources of
self-efficacy; mastery experience, vicarious experience, social persuasion, and
physiological and emotional states in judging capabilities (p. 3). Below I describe how

the data in the present study apply or do not apply to those four sources.
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First, Bandura stated that mastery experience is the most important factor in
enhancing a person’s feeling of self-efficacy. In other words, success raises self-
efficacy; failure lowers it. An example of this effect is found in the present data.
Kazuo’s experience talking in English with a Korean woman, which he referred to
several times during the interviews, was a mastery experience for him. Through the
experience, he had a feeling that he had “made it in English,” which fostered a
beneficial belief that the purpose of learning English is for communication.

Second, vicarious experiences are “seeing others perform threatening activities
without adverse consequences” (Bandura, 1977, p. 81). Such experiences “can create
expectations in observers that they too will eventually succeed if they intensify and
persist in their efforts” (p. 81). This starts with the observation that “we are similar” and
then the realization that what the “other” can do should be possible for me (Murphey &
Arao, 2001, p. 1). Maiko’s story is evidence of this; by participating in an older
students’ group and observing their performances and positive attitudes, she was
inspired to become an active learner herself. As Rumiko’s story suggests, however, if
others’ performances seem overwhelmingly difficult to perform, observers might lose
confidence rather than feel encouraged. Rumiko felt that she could not compete with the
students who had lived in English-speaking countries and that she simply did not belong
in their category. Maiko and Rumiko’s stories suggest that vicarious experiences
enhance self-efficacy and confidence only when the observers sense that they are
ultimately capable of such high-level performance. If observers do not have confidence,

vicarious experiences will not inspire them to make adequate efforts to improve.
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Social persuasion is the third way of strengthening people’s beliefs that they
have what it takes to succeed (Bandura, 1995, p. 4). Coaching and giving evaluative
verbal feedback on performance verbally are common types of social persuasion.
Bandura indicated that self-efficacy expectations induced by verbal persuasion are
likely to be weak and shortlived (Bandura, 1977, p. 82). Adolescents, who hold
emerging and unsettled beliefs might not accept verbal persuasion from authority
figures such as teachers and parents blindly. Some of the participants, however, took
advice from adults. Maiko listened to her uncle’s advice about quitting going to the
cram school and Rumiko was encouraged by Mr. Oshima, a cram school teacher, who
gave her a letter before the Eiken test with listening materials so that she could prepare
for the test. Two cases indicate that social persuation works for adolescents when they
feel trust toward the persons giving the advice.

Fourth, according to Bandura (1977), physiological and emotional states in
judging capabilities are sources of self-efficacy. In other words, people develop self-
efficacy when they have feelings of success or overcome of setbacks or problems. As
Honey and Fumiko’s cases showed, English as a self-defense tool was a source of self-
efficacy. Honey and Fumiko developed feelings of self-efficacy by using the power of
English as cultural capital (Bourdieu, 1991). Honey’s feeling of self-efficacy grew from
the English-speaking ability she gained in an international school in Myanmar. Fumiko
was saved by English when she faced a lack of self-confidence caused by being bullied
by classmates in junior high school. Adolescents are in the process of finding their

“self” thus, they are often fragile when facing an identity crisis of losing their self. In
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the case of Honey, a stranger in a new land, a linguistic weapon, such as oral English
proficiency, helped her develop self-efficacy. Also, as Fumiko’s case indicated, an
adolescent whose identity is threatened can make use of a linguistic weapon to defend it.

Thus, for them a feeling of victory over peers was a source of their self-efficacy.

Dweck’s growth mindset and beneficial beliefs. Dweck’s (2006) “growth
mindset,” derived from Bandura’s concept of self-efficacy, is consistent with the
concept of beneficial beliefs. A growth mindset can exist when individuals believe that
their basic qualities can be cultivated through their own efforts; everyone can change
and grow through application and experience (p. 7). According to Dweck (2006),
people who hold a growth mindset believe that a person’s true potential is unknown
because it is impossible to foresee what can be accomplished with years of passion, toil,
and training. They do not label themselves as unable or as failures and throw up their
hands, and even though they might feel distressed, they are ready to take risks, confront
challenges, and keep working at them. For them, the bigger challenges provide greater
opportunities for growth and they value what they are doing regardless of the outcome.
Thus, a growth mindset is based on the belief that one can change. Those positive
attitudes lead to beneficial beliefs that enhance people’s learning.

What Dweck called a growth mindset was observed among the participants in
the present study. Dweck did not describe what helps people develop the growth
mindset, but the present study offers examples that flesh out this developmental

question. According to the data gathered in this study, aids to developing a growth
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mindset include inspiration from others, learned attitudes shaped by experiences, and an
awareness of correctable deficiencies in oneself that is cultivated by an intention to
improve. These aids to development are demonstrated, respectively by the cases of
Maiko, who was inspired by older students, and Natsuko and Kazuo, who became

aware of their lack of grammatical knowledge.

Theoretical Findings about Interfering Beliefs

Self-efficacy and interfering beliefs. As Bandura (1977) suggested, a person
with low self-efficacy develops feelings of hopelessness, avoids tasks, and quickly
gives up (Bandura, 2006, p. 4). Dweck’s (2006) related concept of a fixed mindset
explains interfering beliefs and the consequences of holding them. For people with a
fixed mindset, the outcome is everything. Thus, if they fail once, they believe they will
fail all the time. Dweck (2006) reported that students with a fixed mindset experienced
higher levels of depression (p. 38) because they are always in danger of being measured
by a failure (p. 39); they are filled with limiting thoughts and eventually, they develop
negative stereotypes of themselves (p. 75) saying, for example, “I am permanently

inferior because I failed before”.

Growth mindset and interfering beliefs. In the present study, some interfering
beliefs are suggestive of what Dweck (2006) termed a fixed mindset, a state of mind
that can lead to low self-efficacy. In addition, students who hold interfering beliefs

develop feelings of hopelessness and avoid engaging in tasks. Rumiko is an example of
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a student who, because of her low evaluation of her speaking ability, avoided taking
part in English classes and in speaking activities. Rumiko’s negative feelings about
herself, her lack of overseas experience, and bad English pronunciation, are typical of

many Japanese learners of English (Allen, 1996).

Summary of Beliefs and Self-Efficacy

As the participants in this study demonstrate, beneficial and interfering beliefs
are relevant to the development of self-efficacy. Self-efficacy can, to some extent,
however, explain how some learners develop beneficial and interfering beliefs.

This study indicated that adolescents’ beliefs are more influenced by their low
self-efficacy. The beneficial beliefs adolescents hold are developed within experiences
they enjoy, feel excited about and inspire by. And self-efficacy is one of the sources of
positive beliefs. Low self-efficacy, however, can explain the degree to which learners
develop interfering beliefs, as this study showed that learners give up easily when they
do not have confidence in themselves. It seems that adolescents often compare
themselves with others, make judgments about themselves, and are susceptible to
developing feelings of low self-efficacy concerning their abilities and chances of

SUCCCSS.

Theoretical Findings about Attribution Theory
The data in the present study indicated that changes in learners’ perceptions of

success and failure affect their demotivation and intentions to learn. Learners’ beliefs

248



shape their motivation and individual learners develop unique beliefs about learning
English. Thus, attribution theory needs to allow a diverse range of definitions of success
and failure.

In the present study, the participants scores on examinations, which might have
contributed to perceptions of academic success and failure were not investigated.
Learners’ perceptions of success and failure, however, emerged via interviews. Below I
first discuss perceptions of success and second perceptions of failure I observed among
participants. I then will discuss how three characteristics of causal elements of
attribution Weiner argued apply to those perceptions.

First, examples of perceptions of success regarding changing learning context
emerged. Natsuko’s case in which she quit Sakura High School and entered Rokkaku
High School indicates that changing the learning context can provide learners with a
chance to feel more motivated and less anxious. In her new high school, she joined
activities that enhanced her speaking ability and she ultimately enrolled in a university
in Okinawa. Thus, Natsuko found new meanings of learning English and achieved her
goal to find a university she wanted to attend. Her case shows that context change and
the agency to decide the change are elements that affect attributions for success.
Honey’s case also indicated that changing context from a local school to an
international school gave her confidence because of English she learned at the
international school. Satsuki attributed her interest in English for her several overseas

experiences. For her, a strong interest toward English was the key to becoming a
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persistent learner of English. Fumiko’s feeling of success was developed when she
overcame bullying by studying English.

Second, examples of perceptions of failure were observed in Rumiko and
Honey’s cases. Rumiko lost confidence in her English ability, and especially in her
speaking by meeting returnee students. Losing confidence in her own ability was an
experience of failure for Rumiko. Honey, who had wanted to become a doctor, had to
change her goal because she realized that her parents could not provide enough
financial support. Giving up a dream to be a doctor was a failure for Honey.

According to Weiner (1974), causal elements of attribution are made up of three
characteristics: internal and external, stable and unstable, and controllable and
uncontrollable. Next I discuss how those characteristics apply to attributional factors of
the participants.

Natsuko’s changing learning context, which she later described as a good
decision, was led by Natsuko’s agency to make a decision herself. This was an internal
factor whose origin was within her. On the other hand, Honey’s changing schools was
not her decision but her father’s. Thus, the causal element of Honey’s attribution was
external. Satsuki’s causal element of attribution was also external: her trips overseas
were her parents’ decision. Fumiko attributed her developing feelings of success and
overcoming hardship to studying English. This was an internal element that involved
making an effort to study English.

Rumiko’s attributional element of her failure, lack of oral English ability, was

external because she believed that her relatively low ability was caused by her lack of
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overseas experiences. This belief is, however, unstable because Rumiko believes that
she will be able to speak English well if she goes overseas in the future. Honey’s
attributional element of her failure, giving up her dream to become a doctor, was
external and controllable because it stemmed from a lack of financial support from her
parents.

This study suggests that attribution theory should consider a diversity of
learners’ perceptions and their changes and that it should include diverse definitions of
success and failure in the cases of foreign language learners. The data in this study can
add new layers to Weiner’s (1974) original formation of attribution theory concerning

learning English.

Pedagogical Implications

As this study suggests, teachers can learn a great deal from students’ stories
about themselves. In this sense, learners themselves contribute to the development of
the field (Breen, 2001). Teachers should consider students’ backgrounds and how they
came to be where they are. Larsen-Freeman and Cameron described “learner factors” (p.
151) that each learner holds such as previous learning experience, aptitude, and gender.
By doing so, teachers are able to avoid making hasty judgments (Kanno, 2003, p. 141)
about students and to thereby avoid narrowing their potential. The present study
suggests that students have a great deal to teach us if we chose to learn (Bailey, 2001).

One consequence of a longitudinal study is that the researcher has sufficient

time to reflect on the relationship between the emerging findings and the nature of the
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learning context. In the present study, such reflection has led to twelve implications for
teachers and schools.

First, it is important that teachers get to know their students’ skills, preferences,
and experiences, particularly the changes they have experienced in different learning
contexts. Quite a few Japanese students quit one school and reenter another. They bring
their learning backgrounds and beliefs about learning with them when they arrive at the
new school. They do not often talk openly about the reason(s) why they quit a school. If
I had not had chances to talk with Natsuko, I would have never known why she quit the
previous private high school, and this knowledge was beneficial for me as a teacher
responsible for providing Natsuko’s career guidance. As doctors need to know detailed
information about their patients, such as their habits, occupation, age, gender, and
previous illnesses, teachers should know about their students to better understand their
situations and facilitate their becoming good learners. In order to know more about
learners’ backgrounds, language learning histories (LLH) (Murphey & Li-Chi, 2004, p.
83; Murphy & Carpenter, 2008) are helpful. Teachers can also encourage learners to
write journals or reflections about the class and their learning. It is beneficial for
teachers to have students record their experiences, as this allows the teachers to see how
learners develop and change their beliefs about language learning. These days teachers
are not always allowed to know students’ personal backgrounds because of a concern
for student privacy. Teachers do not always know where students have lived, what their

family is like, how many brothers and sisters they have, or what their parents do. I
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believe that teachers should know what stories students bring to the class in order to
enhance learning.

Second, teachers should know about students’ overseas experiences, as such
experiences can strongly impact young learners. The beliefs they develop during their
stays in foreign countries are strong and often resist modification. Students with and
without overseas experiences differ in terms of their beliefs about foreign language and
cultures; thus, teachers and school administrators should consider what programs and
classes can best enhance their curiosity and motivation to learn English. Students who
have lived overseas are often more comfortable in communicative classrooms and they
typically do not find memorization-oriented study meaningful. Thus, teachers should, as
far as possible, offer varied classroom experiences. The students’ narratives show that
Japanese schools do not function to maintain students’ foreign heritage experiences.
Teachers and schools might well develop methodologies to do so. Students like Kazuo
and Honey, who acquired English by using English, arrived at junior high schools in
Japan far ahead of their fellow students in terms of their speaking proficiency of English.
Japanese schools were prepared to accept those students only if they conformed to what
other students did. School administrators might consider the higher proficiency levels of
returnee students and develop curricula for them.

Third, this study offers knowledge of students’ change over years for novice
teachers so that they can predict what is going to happen in their teaching context and
how their students will change. Novice teachers often experience burnout because of

not receiving the expected responses from students. They need to know that students are
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able to change and will change, but that the teachers should not expect to see immediate
changes as a result of their teaching. They should be patient and keep moving ahead.

Fourth, teachers should introduce various activities and learning strategies in
foreign language classrooms so that learners with different characteristics (Sternberg,
1996) can try them and find their own preferred strategies, as this can help empower the
learners and allow them to find meaning in studying English. Otherwise, learners,
especially high school students, have little interest in English aside from its being a
graduation requirement (Teweles, 1996). Teachers should keep in mind that small
events can sometimes generate a chain of reactions that produce a significant change.
By implementing various teachings and offering various experiences and learning
opportunities for students, teachers can hope that learners will find aspects of English
that engage them. It is a teacher’s responsibility to provide as many learning
opportunities as possible (Shimoyama, Isoda, & Yamamori, 2002).

Fifth, it is beneficial for teachers to know parents’ beliefs about learning English
because parents can choose and change learners’ learning contexts, which affects
learners’ beliefs about learning. Parents’ pedagogical beliefs merge with learners’
stories implicitly and explicitly, and with various effects.

Sixth, considering the centrality of university entrance examination in the
educational culture in Japan (Gorsuch, 2000, p. 699), teachers and educators who are
involved with English education should consider meaningful goals of learning English
and implement teaching that inspires learners to enjoy learning and helps them find

meaning in learning English. The students in the present study felt considerable stress

254



when studying for entrance examinations as they were required to memorize a great
deal of information. Students with foreign backgrounds seem especially to dislike
studying for entrance examinations. Studying for entrance examinations should not be
the only goal of studying English. Teachers and educators can implement exchange
programs, for example, so that students can learn to use English as a tool for
communication. In classrooms, teachers can include communicative activities such as
journal writing, discussions, and presentations. Through those activities, students can
better understand how English is used and what they should do to convey their thoughts
in English.

Seventh, students need experiences that enhance their curiosity to learn English
and find meaning in learning English. The present study demonstrates that no one can
tell a child’s future potential from his or her current behavior. Adolescent learners,
especially, can change their beliefs, goals, and dreams. As Dweck (2000) wrote, “we do
not know exactly what someone is capable of with the right support from the
environment and with the right degree of personal motivation or commitment” (p. 155).
Thus, I think teachers need to offer learners as many opportunities as possible to
interact with the global community via English. They can create classroom conditions
for learners to engage in communities of practice (Menezes, Barcelos & Kalaja, 2008, p.
228) so that the learners can exchange their ideas via group work or cooperative
learning. Examples include exchanging e-mail in English with foreign students
attending sister schools overseas, editing English news (introducing school events in

English) in English classes and English Day Camp, visiting local international schools
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and inviting their students to take part in extra-curricular activities. Those opportunities
are “educational experiences” (van Lier, 2004, p. 5). In order to identify experiences
that are educational for certain learners, teachers can listen to stories of their past and
the present and find out what experiences they need. This study also suggests that
teachers should be tolerant of young learners’ confused behavior and support them in
their efforts to change their interfering beliefs.

Eighth, teachers should create an encouraging atmosphere in the classroom so
that learners can enhance their self-efficacy. First, the teachers’ role in a classroom with
returnee students is to build a cooperative atmosphere so that both returnees and regular
students can ask questions of each other and returnee students become mentors to the
other students. Second, many foreign language learners harbor anxiety (Horwitz, 2008,
p. 9; Cheng, 2001; Liu, 2006; Wei, 2007), and Japanese students, especially, tend to be
afraid of making mistakes in front of peers (Murphy, 1996; Ohata, 2005), and this fear
often hinders their willingness to produce English. In order to help students realize that
it is important for them to overcome feelings of debilitating anxiety, teachers can give
them opportunities to meet other learners, such as Asian exchange students, who
learned English as a foreign language. So and Dominguez (2004, p. 47) recommended
that local students communicate in English with foreign students who “don’t pay
attention only to their mistakes or their errors but try to understand their English.”
Eventually, they might conclude that are mistakes inevitable and they should not be

ashamed of them” (So & Dominguez, 2004, p. 47).
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Ninth, teachers’ input about beliefs is crucial for learners. Teachers can
influence learners’ motivation by making the classroom a supportive environment
appropriate to their backgrounds (Lightbown & Spada, 2006, p. 185) so that learners
pick up clues to understand English (Gibson, 1989) that help them to make meaning of
their learning contexts. Teachers should also be aware of how students view the causes
of their own success and failures. Teachers can talk about successes and failures with
students, learn about their attributions, and monitor inaccurate and harmful beliefs.

Tenth, this study suggests that learners’ decisions should be respected. Young
learners are often hindered from following their inner voices. They negotiate their
tentative ideas with parents, teachers, and others in their lives; however, this process
causes frustration and uneasiness among some learners. Learners find their best learning
paths when their motivation has an internal locus (Taylor, 1992). In the present study, if
Natsuko and Maiko had been allowed to be themselves, they might not have wasted so
much time and effort before finding their destinations. Thus, teachers should pay
attention to learners’ voices and provide them with opportunities to make their own
decisions. Teachers can help students foster a sense of personal identity by encouraging
them to make decisions for themselves and by helping them express their individuality
in constructive ways.

Eleventh, as attribution theory suggests, it is better for students to believe that it
is their own effort or behavior rather than external circumstances that leads to success or
failure in learning. Thus, students should be evaluated students not only based on test

results, but also on the basis of their effort, as this can enhance students’ internal locus
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of control. Thus, teachers should include a variety of evaluation criteria in class so that
students can recognize that the results of the tests are not the only evaluation of their
improvement. Students’ improvement should be evaluated through, for example,
portfolio, essay, presentation, journal, group work, quizzes and term examinations.
Twelfth, listening to students’ voices is important, as it can be an effective form
of psychotherapy that leads to empowering individual agency (Murphy & Carpenter,
2008, p. 17). In this study, interviews with the participants over three years might have
had an impact on the participants. As the interviews went on, rapport between us was

established, we became close, and we felt like we were co-constructing stories.

Methodological Implications

The first methodological implication of the present study is that that eliciting
learners’ stories is a fruitful method of studying learner beliefs. This study and other
studies (Alanen, 2006; Dufva, 2006; Hosenfeld, 2006; Kramsch, 2006; Sakui & Gaies,
2006) have elicited valuable information about learning and teaching. Because beliefs
are complex, often implicit, and changing, they are best viewed not just as linguistic
products but also as ascription processes (Kramsch, 2006, p. 111). Qualitative studies
such as the present study are able to capture learners’ processes of belief construction.
As Benson and Nunan (2004) concluded, the complexity of learner differences is
brought out through the investigation of learners stories of their experiences. Narratives,
interviews, and diary studies that illuminate learners’ inner voices are effective

instruments for belief studies. In light of the time-consuming nature of this kind of
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qualitative study, however, a key factor is the selection of participants. If participants
can be induced to talk freely, perhaps as few as three or four participants might be
sufficient for in-depth studies.

Second, the present study found that the use of a questionnaire such as BALLI
(Horwitz, 1987) can provide background knowledge for forming interview questions.
Questionnaires can elicit the general beliefs of a large number of participants, and offer
hints for investigating sources of and changes in learners’ beliefs. Conversely, the
results of interviews such as those employed in the present study can be used for
developing items for an inventory such as the BALLI.

Third, it is crucial to establish trust with participants, but this takes time. In this
study, for example, it took Fumiko about a year and half to talk about being bullied.
The researcher should be a sympathetic and patient listener over a long period of time.
In this sense, the teacher’s beliefs might have partly shaped the students’ beliefs

(Murphey, 1996, p. 77).

Theoretical Implications
The most important finding of the present study is that beliefs are not stable
constructs that can be expected to remain the same through the learner’s academic life.
Instead, beliefs change, and some seem to exist only when elicited by a researcher. The
fact that beliefs change means that the conceptualization of beliefs, as well as attempts

by adults to control them, must be adapted to their fluid nature.
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In the field of TESOL, in which researchers investigate human struggles and the
complexity of learning, there is no widely accepted theory of teaching and learning.
Language learning is acknowledged to be a highly complex and dynamic process,
driven by affective variables such as confidence, motivation, attitudes, anxiety, and
teacher/student(s) perceptions (Finch, 2004, p. 29). As the present study showed,
learners are diverse, they live in different contexts, and they do not follow observable
rules of belief development. Instead, they follow different paths that ultimately lead
toward maturity and autonomy. In this environment, it behooves teachers to accept
diversity, as this helps teachers understand individual students and their learning
histories as they strive to help them find their own path to becoming a good learner of
English.

In this chapter, I have offered answers to the four research questions and a
general explanations of learners’ beliefs in relation to theoretical findings. I also have
discussed the educational implications, pedagogical implications, methodological
implications, and theoretical implications for studies of learners. In Chapter 7 I discuss

what I have learned about high school students, and offer final conclusions.
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CHAPTER 7

CONCLUSION

It is not the consciousness of men that determines their being, but, on the
contrary, their social being that determines their consciousness. (Marx,
1859/2000, p. 425)

In this study I investigated learners’ beliefs as elicited from their stories of their
experiences. The study showed that learners develop their beliefs about learning English
through their social and personal experiences. The seven learners showed that they are
social beings whose beliefs and experiences are not limited to the foreign language
classroom; their learning and social contexts influence their beliefs. In this chapter, I
first summarize the main findings of this study. I then describe the limitations of the
study and provide suggestions for further study. Finally, I close by providing final

remarks about this study.

Summary of the Findings
Some researchers (e.g., Alanen, 2006; Kalaja, 2006; Sakui & Gaies, 2006) have
pointed out the dynamic and diverse nature of learners’ beliefs, suggesting that
qualitative approaches such as in-depth case studies of individual learners are needed to
gain a deeper understanding into how learner beliefs emerge and how they might
interact with the language learning process (Tanaka & Ellis, 2003, p. 69). Following

those suggestions, I conducted a qualitative, longitudinal study of learners’ beliefs,
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using repeated interviews during the students’ high-school years. This study produced
five key findings.

First, as Barcelos (2006) suggested, beliefs exist within and as a result of one’s
personal and social experiences (Dewey, 1938). As the present study showed, learners
are influenced by learning experiences and modify their beliefs accordingly.
Experiences that influence the participants’ beliefs in the present study are varied: some
are personal, such as Rumiko’s first encounter with English in the bathroom, Fumiko’s
suffering experience in junior high school and others are social such as Kazuo’s
encountering a Korean woman in the airplane, Fumiko’s meeting British students, and
Natsuko’s meeting a host family in the Philippines.

Second, some beliefs are reflective and retrospective because learners develop
beliefs in the process of thinking or engaging in action. This idea corresponds with
Dewey (1997), who stated that thoughts that result in belief have an importance
attached to them that leads to reflective thought (p. 5). Beliefs that are shaped within
experiences are contextual and personal. Learners are not always aware of their beliefs,
and some beliefs exist only when they are elicited.

Third, beliefs can be placed in three categories relative to their roles in
promoting language learning: beneficial beliefs, interfering beliefs, and indeterminate
beliefs. Previous researchers have discussed two dimensions of beliefs, positive and
negative beliefs (Horwitz, 1987; Horwitz, 1999) and facilitative and inhibitive beliefs

(Bernat & Gvozdenko, 2005).
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Fourth, this study indicated that adolescent learners’ beliefs change over time,
and this change appears to be a natural and healthy tendency of teenage minds. Many
beliefs change as learners become older and change learning contexts. Some beliefs
change rapidly, and others begin when learners initiate learning English and remain
stable for many years.

Fifth, learners develop personal theories about learning English within which
beliefs are idiosyncratic rather than predictably patterned. Individual differences and
changes of beliefs are consistent with a dynamic systems view within developmental
psychology (Thornton, 2008, p. 566), which allows that different children follow subtly

different paths, even if they all end up at a similar destination.

Limitations

Three limitations of the present study deserve comment. First, a primary
limitation is the representativeness of the participants of this study. They were high
school students in Japan who were motivated and who succeeded at learning English.
Six of the seven participants were girls, and six of them had overseas experiences
before coming to the research site. While the findings can not be generalized to other
students and other sites, it is my belief that the findings can help teachers plan
treatments for discouraged and disaffected students, primarily by widening their
acceptance of nonstandard beliefs and means.

Second, I chose the participants from within my teaching context, Rokkaku

High School. It is possible that a study of participants from other educational

263



institutions might have produced different conclusions given the characteristics defining
those institutions.

Third, considering data collection, the concentration in the present study was on
the students themselves. Data were not systematically collected from parents, siblings,
peers, or cram school teachers. Doing so would have permitted an investigation of
students’ beliefs from different perspectives and triangulation would have been possible.
This would have provided corroborating evidence for the findings (Creswell, 1998, p.

202) and greater breadth to the results.

Suggestions for Further Research

There are eleven suggestions for future research.

First, because beliefs are complex, a wider variety of participants and data
would produce more generalizable results. Thus, participants’ genders, backgrounds,
age, learning histories, and parents’ beliefs should be considered when selecting
participants. Interviewees might also include relevant adults such as teachers and
parents.

Second, in future studies, a smaller number of participants might allow
researchers to produce more detailed insights into belief development and change. To
do so, choosing participants should be conducted carefully by considering the
knowledge to be gained from each.

Third, studies of students attending private institutions, such as cram schools or

prep schools, are needed. The participants in this study mentioned the influences of
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cram school teachers when they were junior high school students. Researchers might
focus on what beliefs teachers at private institutions have about teaching and how their
beliefs influence learners’ beliefs. Although many Japanese students spend a great deal
of time and money at those institutions, researchers have not investigated the
consequences of attending them. The participants in this study suggested that they
might have been more influenced by cram school teachers than teachers at schools, and
that learners’ beliefs can be constructed and modified by them.

Fourth, longitudinal studies in which students’ beliefs are investigated
throughout the six years of junior high school and high school would shed light on the
beliefs adolescents develop, changes in those beliefs, and on the consequences of belief
changes.

Fifth, complementary studies outside Japan could be conducted to investigate
the extent to which the current findings are unique to Japan. Another country, where
university entrance examinations do not strongly feature a foreign language, might well
provide a different picture of learner beliefs.

Sixth, the categories of beliefs employed in the present study need to be refined
and verified. The first refinement might be to distinguish beliefs about self from beliefs
about the setting. Such a refinement would be useful in adding to the literature of
attribution theory. The second refinement might be the use of an open-coding approach
to categories via a qualitative investigation of a few learners. The step might yield more
complex and detailed categories, which would further develop our understanding of the

complex nature of learner beliefs.
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Seventh, empirical evidence of the causal relationship between learner beliefs
and language learning must be established. The present study suffered from the
limitation that it assumed, rather than demonstrated, that beneficial beliefs influence
learning positively, interfering beliefs exert a negative influence and indeterminate
beliefs have no influence on language learning outcomes. Such evidence would
necessitate an operational definition of language learning success, presumably in
contrast to the kind of learning that is measured by university entrance exams or
proficiency tests such as the TOEIC or STEP TEST.

Eighth, at several points in the present study it was helpful to refer to findings
from developmental psychology about theoretical expectations concerning mental
development and maturity of the adolescents under study. In this case, cross-
disciplinary research is called for. Although such research is relatively rare in the field
of SLA research, more of it, and a more explicit application of psychological theory to
the development of adolescent beliefs, would be useful.

Ninth, the participants in this study became successful and self-motivated
learners. However, as it is unknown how many students like these exist, a follow-up
study investigating what percentage of high school students graduate with this high
degree of success is warranted.

Tenth, considering that there are a great number of unsuccessful learners, a
study of the beliefs of such learners would help teachers and researchers better

understand what hinders students from learning and what they attribute their failures to.
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Eleventh, this study indicated the importance of knowing learners’ beliefs. It
seems that relatively few teachers are aware of the importance of knowing their
students’ beliefs about learning. Thus, future researchers can investigate teachers’

beliefs about learning and learners.

Concluding Comments

During this longitudinal study, I constructed stories by listening to students’
voices and observing what students did in and outside of school for almost three years.
The frequent contact eventually helped build a strong bond between my students and
me. The study also gave me opportunities to rethink English education in Japan and led
me to the conclusion that learning English is not only about accumulating linguistic
knowledge, but also concerns finding one’s place in an English-speaking context.

The knowledge I gained from conducting this study helped me develop curricula
at school and design my classes. In this way, the learners’ contribution to my teaching
and understanding of the field is significant. I now confidently agree with Bailey (2001)
that our students have a great deal to teach us, if we but choose to learn (p. 29).

I also found that learners’ beliefs are shaped by their experiences, the voices of
others, and their own thinking; they learn both in and outside of classrooms. As van
Lier (2004, p. 5) said, language learning is not gradual, linear acquisition, but a kind of
emergence. In this sense, I believe that teachers and researchers should take account of

the ecological linguists’ focus on language as a process that modifies relations among
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people and the world, and that sees language learning as finding ways of relating more
effectively to people and the world (van Lier, 2004, p. 4).

Working with my participants to write their stories gave me a chance to know
them well. Without this project, they might have seemed like the 200 or so other
students whom I teach every year, and I would not have known them except through
their test results and essays. I found that it is important for teachers to know what
journeys students have made to arrive where they are and what prospects they see ahead.
After knowing them well, I could guess what would attract their attention and how they
would react to certain class activities. I wished that I could know all my students as well
as I knew my participants, and I realized that every year I miss rich opportunities.
Listening to the voices of my participants and talking with them confirmed that
education requires a context in which learners and teachers can construct meaningful
knowledge together. The seven participants in this study taught me that I, as a teacher
and learner, can share thoughts and feelings about learning with them: They became a
part of me.

Finally, I am pleased to know that the participants ultimately found meaning in
learning English and departed in search of their goals. In this sense, all seven
participants are successful learners. I hope they continue learning English along with
other subjects and continue to develop their own voices (Yashima & Nishide, 2009, p.

173) and to speak out in international contexts.
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POSTSCRIPT

Departure for the Future

After I finished writing the final comment of the dissertation, I contacted some
of participants who were available at that time for the final interview. Natsuko had gone
to Okinawa, Kazuo to Akita, and Honey to Tochigi, far from Yokohama. Only Maiko
and Fumiko were available, although Fumiko and I communicated via e-mail. In the
final interviews in March, 2009, they reflected on their learning of English and exposed
how their thoughts and beliefs about learning English had changed and what they
thought about their future. They also talked about what learning English meant to them.
I introduce Maiko’s reflection through the interview and Fumiko’s reflection through
her speech for the graduation ceremony and an e-mail message. Also, I introduce mail

from Kazuo, Natsuko and Rumiko.

Maiko’s Reflection and Thoughts

In the end of her final high school year, Maiko enjoyed studying English and
French by reading books. She did not study focused on test preparation.

Looking back to her high school days, Maiko recognized that her attitudes had
changed in three years at high school. Confidence that Maiko was good at English with
good pronunciation, attributed to her living in Canada, was challenged in high school

where she encountered senior students who had strong intentions and purposes to study
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English. Maiko was inspired by those students and came to believe that the important
thing was what she could convey through English.

In the first year at high school, Maiko was fascinated by speaking English with
ALTs, and exchange students: she thought that speaking English was kakkoii (cool).
In those days, her persona was not what she really was: she tried to be aggressive or to
be cheerful. She said: ALT DA T B A L RGELZFETOITE L -72TT,
ONOLIEELI L L TRV ADOEREEAEALTE 2TV LELT, &
HEWTIISNCRS S ELTWE L, SAEOEDOTICHEZZMLIAL 9
& L CUW&E L7z, [Speaking English with ALTs and exchange students was so fun. I

tried to be cheerful, laugh, and tell my opinions directly. In a way I tried to be a gaizin
(foreigner). I tried to merge myself into foreign culture. (Final Interview, FI-1, 2009)
In her third year, however, Maiko thought that she had not been true to herself.
Through experiences of working with senior students and a short stay in the UK as part
of an exchange program, Maiko realized that speaking English fluently like a native
speaker did not mean anything until speaking included some messages, and that native
speakers did not always speak meaningful things. She also observed some students at

Rokkaku High School who tried to speak and behave like Americans. She said:

FNIMADNDOAEENHNE DO NTZHBE VW EETHELTNWDIOE R E L
oo TRAIIALD D LNVERAT E, BROZ2W ) OREITORGFEE L
TWHEITLE, £2O90VIH AL ENWEITEDRWLH AR
D7cnE S EnERA,
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I saw some students who spoke English with good pronunciation and could

communicate with foreign people. I do not want to be rude, but they do

meaningless conversation. I do not think they are cool and I do not want to be

like them at all. (Final Interview, FI-2, 2009)
Maiko attributed her awareness of those changes to her proficiency in English and to
studying English. Understanding English utterances of British students helped her to see
what British students were like and to compare their attitudes with those of Japanese
students. As a result, Maiko found out that Japanese students had better attitudes in
class even though they were quiet and reserved: they listened to teachers.

Her goals are to speak her own English, to be herself even when she speaks
English, to utilize English as a tool to convey messages, and to have confidence as a
Japanese person and as an individual.

Maiko’s theme of study was to investigate why Japanese people adore Western

cultures and try to imitate them. She said:

NABEKTIE, TAV DO XbE~ R L TWDHAEENRTZS SAVWEL
oo TOWVIOANEDBIET AV IOERPKREGFETTIFE, T LA
FESXALICIEER S D £9, AARNICEELZ G X THAARAEEZE L LA
b\\i—a‘o
EVWARNTIESOEO LY T AU Bk i & T, FAlX. AR
WZIETIES LWSUERH D DI KN L TWER A, &I ETT,

At Rokkaku High School, I saw many students who wanted to imitate American
culture. They love American music. I am almost angry about Western cultures.
They influenced Japanese people and destroyed Japanese culture. Young
Japanese preferred American culture to that of Japan. I believe that Japan has
rich culture but they do not appreciate it. That is a shame. (Final Interview, FI-4,
2009)

Maiko’s choice of university was based on her beliefs about learning and on

experiences she had at high school where she met students and teachers with different
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nationalities and backgrounds. She wanted the same environment for studying at
university. She wrote in the statement to university:

I E NS OB T AT T 4T 4 —ThH->T, b L, HAANH
AT DO UL Z B VIS TWnER L, Lo HNICAREZFEF-TYH
W EESATT, REGLFENRD - T, FEMEICERE T EH
AKBNDOH VW EFESTWERA, 06, o EHFELE R L
T, ZHrITNE bt HAULEEZ 2D L HICbn tBnEd, 257
T Z LA N EBTE L0 TIER VW EBNET,

I believe that culture is a basis of identity and that if Japanese people are proud

of Japan or local culture, they become confident about themselves. I have a

contradiction that I adore Western culture but I am not always proud of Japanese

culture. Thus, I want to study deeply Western culture hoping that it would make
me think what Japanese culture I can be proud of. To do so, I hope I can

implicate an idea of multicultural society. (S-4, 2009)

At university, Maiko wants to study English and French as tools for communication and
study culture, including movies, as an anthropological framework to become an
intellectual. Also, she wants to get involved with activities aiming at world peace and
environmental activities. Her imagined college life (Murphey & Li-Chi, 2004, p. 83) is
full of activities and studying.

After all, for Maiko, learning English gave her a chance to be conscious about
the influence of English on Japanese culture and attitudes, to be aware of Japanese
cultural identity, and to believe that message is crucial for communication: for Maiko,
English is an analytical lens. She also learned that being oneself is very important when
she speaks English or French.

In summer of 2009, Maiko went to France to study French and learn French

culture for two months. As she mentioned in the interview, French is the language she
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“has to learn” next to English because she was born in Montreal where people spoke

two languages, English and French.

Fumiko’s Reflection and Thoughts

Fumiko was selected to be a speaker at Graduation ceremony in March, 2008 as
a representative of the International cultural course students in Rokkaku High School.
She explored her thoughts about the meaning of learning English and foreign culture.

Fumiko said:

FRUWZDO > TIEONIIEDOFOBNEH ALV E LT, Fr¥EL
WO P2 % . FATZ2 DI D 22 WATREME 2 H & | HT 722 KZE~ L TR
SHET,

ANAEKTOR 2T, FNENDOMINIEZ DT WERZZ A7 2
LERWET, FE. A~ A0 ERD, —AEDESLELTIN
5HAEVDNEIL kA EFFTH>Z ETL X 9,

ST, HEADKRABKTORLZRYIES> TATLEIN, £
ix, EApta, PAREEFEZLTHAETL L ID, HICHAT WL
SVWNWEHLHDLTLLE Y, HATFER-TWEHLHDLTL X I,
EOTUMOH L7 A E 8 E LB HATLLEY, 7. 4£Ex
HNVRBRECEBEFICSWRENHEATLEN N EATZE LSS TL
£ 9,

B, EMOEFBFLE VI LDICASAERTME LA WE LT,
ROIRSTHDLE, ZNHDORED—D—DF, — A — ADEARIZMME
L. HEE, TLTREEHEA ofhﬁﬁ%totio W b E
T, HH LS TWZAFOROBEIZIE, 260 EDOBRRIZ S EVH
SNALERANREETOENHHTL X 9,

FIX. BOOE~E B A, YIERE 2T 5 S AER AT b
R hEENE Lz, ZOFRIE, R F e, SRMESICEN T
WET, NAEKRTOALZ EOHEWN, — A~ ANDIERRFHEDZE
METSNE LT,

LML, Ehoicfiiind Z & T, BHY E%%ﬁ%ot_k%%@
F Lz, M ESADAAEDENENRRST-RBROBEZZHDY Y
THZET, AETOAGHTOMEERED K91 ﬁ@ibkoﬁ@ﬁ
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EAMEBLO 520D AV, RS, ZLTEH, 5FETELWVWEER
TEXEZEIEFARYGIZELVDEA I, HHWE, 5 FTHE->TWD
CENTELEZ LIFARBICHES TWADEA I 0, bITOWEICTED
FELOTDHZEITTEROVDTIERWEA I D, &V ) HEEE D,

FLEHFICE 2T, NAEKTOHLX, HEOMSZ2ER, 5716
LD, HOAWVIEmE L0752 LT, [MELEEZNL “B57
EWVILDOEEFTIOMFT 200X TLE, i, 5 TOESY
HE % —EEYY, GI0EidZ & T, 2L BAARABFENE
L7=e LA L., ZNEENZ DO B WINFEE 5= X 9 IcBVWE3, AN
NAERTHEAT Z Lid, BERoE&IciEbndic, BEqllcmE 49 &
WHZETY, “HRAlCHEAEINLIE, BbI 555N . ZD
X9 REBOEY FREEMLZFOE LT,

DT L, BRAaRGmICEIMA TEXLZ N TEET, R
X, #EE, PE, A XV A= F—RZRIZSM L E L, [EEEAE
Wl EWIOILATTR, —K, EEIHMITLL I, EHEEEDORRE
IZMCTL X HD, AL EICEAZE#RT A2BE ST EZICHLOTL &
I FAT., FNHORMEHLTE DI EDREIIHY FHA, Lo
L. RASKROBENSTFAT TBEROBEICIR bz, BRI &
B VI T ENKELEERO TRV ER U ET, Ak, Ea#
Z T80y, Bl 2R, HBre B REEEZ o N & O 72 8dE 02 1 2 1M R
5, Bz sA, BIpZBRAERL D, O XD BRI, HRE W
NEZ, RIKTHIEDEREZAHELET, TNOIXEDL T, BEUVFE
T oI HED AT OWEEIKE) 27 2 72RO T,

oI, B, BRE2 b5, SETIEET RV,
i) RO T, ZONE —AN—AEFIEf T D, —A— AICE
5 M) &, DOPTETCHI LT, T—~EEZIZIUD, HExi®HE
RIZHRAICH D ARG 72 b D2/ K 912, R BOB HIZBIT TWv
<z & ERBnwET,

BZIC, BN EZITIED, FkrZeZonT x5 2 TS
STEXL FLT—A—ANCAREERNEZET. ZONAERITL
BIEHER L EIFET, BONRESTINELE,

We feel the spring breeze in the air. Today, on the graduation day, we fly
in the sky holding limitless possibilities within us. Every day, and minute at
Rokkaku High School was embedded inside us as history. It will become our
blood and stay with us forever as our legacy.

Just look back at your history at Rokkaku High School now. What color
and what expression does it have? You may have cried sometimes, and perhaps,
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you may got angry one day. Or you may have been so happy one day. Also you
may have some days on which you felt small and wished to disappear.

I have faced many agonies here at Rokkaku High School. Looking back,
I now believe that each agony expressed your serious and genuine attitude of
your thinking about yourself and others. Your struggle must be reflected on
faces of your friends and teachers.

I have been encouraged and inspired by Rokkaku students who always
had tried to do their best. Here, at Rokkaku High School, there are many
talented students and we meet different values. Through meeting them, I sensed
the wide universe around me.

Although I was immensely inspired by my peers, I sometimes felt lost at
the same time. Because of my internal conflict with different values of other
students, I even doubted whether established discourse was right. I struggled to
find the truth.

My days at Rokkaku High School were occupied with those struggles of
doubting the established values, looking for “myself” or creating a new “me”.
Through those, I learned that I should not be obsessed with the ordinary rules
and values but be strong enough to challenge them if necessary.

I found this in various experiences. I joined exchange programs with
Korea, China, and England. I was supposed to do international exchange called
kokusai koryu. What is country? What is an exchange between countries? Why
not an individual but a country? Why is a country more important to an
individual? I can not answer those questions yet but my attitude of questioning
the ordinary is what I learned at Rokkaku High School. I believe that this is the
most important thing.

I looked at expressions on people’s face who spoke different languages. I
stood in foreign countries and felt foreign breezes. At these moments, I felt
myself deeply touched and sensed the meaning of exchange. It was like deep
emotion when I encountered old stories which were inherited over many years.

In this world, I believe that there is “something” that surpasses borders,
languages and ages. Each of us cherishes “something” inside us, then eventually,
I think we will have future.

Lastly, I would like to express my sincere gratitude to all of you and
Rokkaku High School which has special magic to empower all of us.

I sent Fumiko questions about her learning English at high school; what she found, and
what she thought about learning English. It took a while before I received an answer

from her. The mail started with an apology that it took a couple of months for her to try
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to find answers to my questions, which she had not finished yet, and then she wrote
what she had been doing. Fumiko wrote:

TAEBITTRTT D, FAIA Y7 A7+ —RIZ1IHWE LT, N—T+
—RH Ly P THIRL CE Lz, RAD BITITE X 258 NOBITCR
HIATEE LT, BIXETHRELLEMATLE, AENLEIK VZE
il 3> &EBEXTVWELE, MBEIZIIBZEZADNETRAN, 50, KR
IR D 2 L ERIRAREOKD 1IADTL L 5, SVHRL5 L.
FEEIIFADOEDLVICHAHEDICEBR L TWET, HAHAEWTIL, =ik
BT 5 DITASITRRIR Z L TIEH D FHA, 1ZTEAEORZ, T,
B W72 EAFET 2 D0, UF &I, RFETLF L2 MM 2 DOITFA
IZEDTEINIZENEBZTVET, BXHRETI LN SAD
DEF, ATENAMETYT, EETIE MHRGEMND Z LN TE
£, TTNH PR - TV e &9 RIEFHITH T D BETR U A,
FNIREZATT,

How have you been? I stayed for a month in Oxford, where I studied English at
Hertford College of Oxford University. On off days, I visited my favorite poets’
home towns and places where they died. I had full days during the summer
vacation. | have thought about how I could answer the questions you gave me. It
is not easy for me to answer those questions. Perhaps, learning English itself is
now part of my body. In other words, it exists associated with other things
around me. In a way, I think, learning English is not a special occasion now. I
have spent most of my time on thinking of reasons of my existence, what
literature is, and what learning literature at university means to me and so on. I
have so many things I have to think about. This is my problem now. At Sophia,
where I am studying, I feel English every day, so I do not have the “wall” to
English I used to feel. This is what I have been thinking.

Best regards, Fumiko

Kazuo’s Reflection and Thoughts
Kazuo went to a university in Akita, far from Yokohama. He sent me a mail in

June, 2009:
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RF, TIKELWTY, FHKIIAAREKRICETHET, BEELD
EOLRFEICRY E L, BH, FEEEED T BimIIRE T, Uaie
FICTHECHME SN TVEY, TH, ZIICWH I &i@FRLVL, Z
CTOEFIIFRL TOET, EBE 1H, 2 4FHEU EELNTT,
I IR TED oL BoT0ET, 8 HITHIRICREY 40
TEDRFIIEZ D LN TT A,
I have enjoyed very much life at university. The atmosphere of this university is
very similar to that of Rokkaku High School. I became good friends with
exchange students. Every day, I am soaked in English! Studying is not easy. As
always, [ have been struggling with grammar. However, I am thoroughly
enjoying being here and have a full life here. I need more than 24 hours a day
actually. Anyway, I am really glad that I came here. I will go back to Yokohama
in August, so I hope I see you then.
Kazuo seems to have had a good life at university in Akita. Although he still feels that
he needs to improve his grammatical knowledge, he enjoys the atmosphere of the
university and is content with his decision.
I met Kazuo in August, 2009 with some students. He told me about his life in
Akita International University: the student body is not large, only 600 students in
campus, thus, students and teachers have close relationships, which Kazuo likes. There
are quite a few exchange students and Kazuo enjoys talking with them in English. He is
considering applying for an exchange program either in the United Kingdom or in the
United States. Living in a dormitory gives him a feeling of being independent (he really
enjoys being apart from his parents and being close to other students (sometimes, they
talk all night). He feels the atmosphere of the university is very similar to that of
Rokkaku High School, and most of all, he enjoys studying English. He said that he

missed speaking English since he had not spoken English since the summer break

started. I sensed that Kazuo made the right decision in choosing Akita International
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University and was glad to know that he is pursuing studying English and enjoying

socialization with students and teachers.

Natsuko’s Reflection and Thoughts
Natsuko, who went to a university in Okinawa, sent me a letter in June, 2009.

She seems to enjoy her life and studying in Okinawa. She wrote:

R,

BOELEDNTT, A—NEEAIETHEHS>TWNEDTTRE S &
ITEERATLE, MRBICE TS 2hARNELET, ZZTomlmDy
HOLLICENTETAELTEE L, 2SI T 7ICA-T, 1/
W3 H, ELTVWET, ZHRbBaO LI NER-sT0nET, 9HIZ
FIRIZERD 70T, ZORFZIFEESW TEETA ! | lEA5 Hod
— T4 —TIZKE LT,

Dear Sakae sensei,
It’s been a while. I have thought about sending you mail and I did it at last. It’s
been two months since I came to Okinawa. [ am getting used to living alone here
and I have friends now. At university, I joined a Eisa (traditional Okinawa
dance) club and practice dancing three days a week. I am thinking about starting
to practice Shamisen (traditional musical instrument) soon. I will go back to
Yokohama in September. Then I will go to see you!! My parents came to visit
me during the Golden Week in May.
Natsuko
Reading Natsuko’s mail brought me back to the days when I talked with her, and
listened to her story; Natsuko quit another high school and entered Rokkau High School,
where she had a full life and found her future. I am amazed how Natsuko went through
difficulties and found what she wanted. It was a journey for Natsuko to go to Okinawa.

Without going to the Philippines or coming to Rokkaku High School, Natsuko’s life

would have been very different. Her parents’, especially her mother’s support, her
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learning context, her personality, and her friends and teachers, altogether wove
Natsuko’s beliefs and what she is now. Natsuko said that her unyielding personality
motivated her to continue studying English. Her story shows again that learners’

personalities affect their beliefs and motivation.

Rumiko’s Reflection and Thoughts
Rumiko went to a national university and has been studying in a department of

education. She sent me a letter in June, 2009.

ANAERERZEL THDL ZTEDIKL TV ET, RETOAFITRLNT
T, SBHRITEIVIKITELIZR), 4D& A, EERE EVWERE %
EoTWET, BINCITHMEIEOHBEREFRORE 20 £3, SEIC
T FTITMAICFFZEN TE D LT DRV EE -S> TWE LR, &K
V. B THEBOMBAMBDE LT | RKFETIE, #HiEaIla=Fr—3 3
VERDZ o THATTU ERMETEM 2 Bk L7 THLS 72 <
THWWATT, BRITEE LW X S 72D T, TOEIC CTEfFmz o TH
CEBFRMNERSTNWET, EEEH &, B TIGEZMMELIADT=D
ITHARGFENELS TERWT AU IANEFELIZZENE ST T, e
PEEE T OIIRETLZ L, TERLLTRHTNL LYo TT, 0D
R L X O LBRVWE L,

It’s been a while since I graduated from Rokkaku High School. I have enjoyed
my college life. I survived so-called May disease (laugh). So far, I have taken
basic subjects and mandatory subjects. In the second semester, though, I will
take classes with specific contents of my major, education. I believed that I
would never be good at English until I studied abroad, but recently I have started
studying English by myself! At university, I am supposed to take “English
communication” but I do not have to take it because I passed Eiken 2nd grade. It
seems that getting a job is not easy, so I think it would be beneficial to get a high
TOEIC score. To tell the truth, I started studying English by myself because of
my experience of talking with an American who did not speak Japanese at all. I
had difficulties speaking English with him and I was mortified at the incident.
That experience was a trigger for me to start studying English.
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As she said, Rumiko had a belief that she would never be satisfied with her English,
especially speaking English, until she goes to English speaking countries and stays there
for a while. However, her mail indicated Rumiko changed her belief and hoped to get
good at it even without going abroad.

I met Rumiko in August, 2009. She enjoyed her life at university: she belonged
to a tennis club and practiced it almost every day. She told me an interesting anecdote
about her mother. She said, “My mother sees a beautiful foreign woman every morning
when going to work. She says that the woman is so beautiful that she wants to become
friends with her. Well, my mother can not speak English at all, so it will not happen.” I
assumed that Rumiko’s mother (who put an English poster in a toilet hoping that her
daughter became interested in English) has the dream of communicating with foreign
people in English. Her mother’s episode of seeing a foreign woman every day might
have acted as a form of implicit encouragement for Rumiko to study English to
communicate in English. Rumiko, who has still never been abroad, said to me, “I
definitely should go abroad and see how I change.”

I am glad to know that Rumiko started studying English by herself. Studying by
herself has been Rumiko’s style of learning and I know that she is comfortable doing it.
Each learner has his or her own strategy of learning, or a learning style, and I believe
that it would be better for teachers not to try to modify them but to listen to students and
help them. Learners are often more independent than teachers think. Now I believe that
a teacher’s role is to put seeds on the ground. It is students that make them grow into

fine trees. In order to know what seeds are beneficial for students, teachers themselves
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need to be learners sometimes and explore themselves to find new knowledge. In this

process, beliefs about teaching and learning can be constructed and modified.
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APPENDIX A
AN OVERVIEW OF ENGLISH EDUCATION IN JAPAN

The participants in the present study shared common knowledge about English
education in Japan. Background information is offered here to avoid explaining
practices such as university entrance exams and juken benkyo repeatedly. Accordingly,
here I describe the background factors in this study.

Japanese students begin studying English as a required subject in junior high
school. Most complete three years of English classes in junior high school, followed by
three years of study in high school. Thus, most Japanese students study English for six
years before graduating from senior high school at around the age of eighteen. The
length of learning English often invites criticism from educators, foreign teachers, and
the public. Writers such as Cotterall (2008), for example, have stated that although a
great deal of time and money is devoted to language learning in Japan, Japanese
students study English for six years without much success (p. 114). This criticism is not
entirely valid, however. In public junior high school, students have at most three 50-
minute classes per week. In high school also, they do not have more than four classes
per week. Once students graduate from high school, they usually do not often use
English. Some parents who are concerned about their children’s achievement have their
children study English at private cram schools (juku). Also some elementary schools
have included English lessons as an experiment, offering classes twice a month (45
minutes per class).

The Course of Study
The Ministry of Education, Culture, Sports, Science and Technology (MEXT
hereafter) issued new guidelines in 1998 called Shidoyoryo (the New Course of Study).
This document describes the overall objectives for foreign language
education for junior and senior high schools as follows:

Junior High School: To develop students' basic jissenteki (practical)
communication abilities such as listening and speaking, deepening the
understanding of language and culture, and fostering a positive attitude toward
communication through foreign languages. (p. 88)

Senior High School: To develop students' practical communication abilities

such as understanding information and the speaker's or writer's intentions, and
expressing their own ideas, deepening the understanding of language and culture,
and fostering a positive attitude toward communication through foreign

languages. (p. 124)
The most prominent change in this latest version is that it suggests that English

should be a required subject. These Courses of Study have been modified every
ten years or so. The previous version (1989) was as follows:
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Junior High School: To develop a basic ability to understand and express oneself
in a foreign language [usually understood as English] and a willingness to
communicate in it; to instill an interest in language and culture, thus laying the
foundation for international understanding. (p. 88)

Senior High School: To develop an ability to understand and express oneself in
a foreign language[read as English here too]and a willingness to communicate in
it; to heighten an interest in language and culture, thus increasing international
understanding (p. 379).

Following influential theorists such as Hymes (1974) and Savignon (1983), the
latest version emphasizes practical communication, such as listening and speaking,
rather than General English (Integrated English). This change affects textbooks,
teaching methodologies, and the school curriculum. The Oral Communication course
has been emphasized. These classes have brought many changes to schools, teachers,
and students. Assistant Language Teachers (ALTs) coming to Japan via the Japan
Exchange and Teaching (JET) program play an important role at schools. At junior and
senior high schools, at least once a week, an ALT comes to school and team-teaches
with a Japanese teacher of English. This creates an opportunity for all students to
encounter a native speaker of English.

The Course of Study does not directly affect students beliefs. However, if the
school curriculum, official teachers' training, and textbooks are based on it, then, it has
at least an indirect effect on students' learning and beliefs about learning.

Oral Communication

MEXT initiated reforms at the secondary school level to change the system of
English education that has been dominated by the grammar-translation (yakudoku)
method, into one with an emphasis on communication. Prominent reforms including the
JET (Japan Exchange and Teaching) Program and the Oral Communication classes are
aimed at changing English education in the direction of teaching English for
communicative purposes.

This shift toward communicative English classes was not welcomed by all
teachers. Some teachers were not trained to teach conversation, and as a result, they did
not change their teaching styles; they continued applying the grammar-translation
method, which is primarily focused on training students to translate English into
Japanese. Those teachers tend to believe that "analytical approaches are more useful and
productive than communicative approaches" (Honna, 2001, p. 203).

There are at least three obstacles to implementing communicative language
teaching (CLT hereafter): (a) college entrance examinations, (b) teachers' beliefs about
the efficacy of the grammar translation method, and (c) the difficulties of teaching oral
communication. Although many Japanese university entrance examinations have been
modified to include a listening comprehension section, they primarily assess reading,
grammar, and translation. Students want to utilize their study time at school to prepare
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for the entrance examinations, and even if they want to develop oral skills, limited
English classes at school do not allow them to practice speaking or listening sufficiently.
There is significant washback on high school English teaching from grammar and
translation-oriented university entrance examinations (Gorsuch, 1998); thus, six years

of compulsory English study seldom produce competent users of English (Cotterall,
2008, p. 114).

Suzuki (2004) investigated three high school teachers' beliefs about teaching and
learning English. One of the participants, Ms. S, works at an academic high school in
which students are determined to go to prestigious universities. They consider classes at
school as preparation for entrance examinations. Ms. S faces a dilemma as she is caught
between a desire to teach communicative English and her students' need to focus on
preparation for entrance examinations. In her classes, Ms. S uses a college-preparation
grammar exercise book that was not her first choice. She wants materials that include
poems and literature. Her compromise is to speak English as much as possible in class,
using English for giving instructions, calling students' names, and praising students,
while using exercise books for preparing the students for entrance examinations. Ms. S
wants to implement CLT; however, many English teachers still believe that the
grammar-translation method is crucial for Japanese students (Gorsuch, 2001; Hino,
1998).

A recent change in English education at the elementary school level was
advocated by The Central Council for Education, an influential advisory panel for
MEXT. In a report titled 2/ Seiki Nihon no Koso (Japan's Education in the Perspective
of the 21st Century), they wrote:

It will not be easy to ride the waves of the information technology revolution
and globalization. The only way to cope will be to expand domestic use of the
Internet and of English as the international lingua franca. People should be
familiarized with both on a mass level in childhood.

This report emphasizes the importance of English education based on the idea

that English has become the international lingua franca. It also states that "we should
give it (English) the status of a second working language and use it routinely alongside
Japanese" (p. 21). The Curriculum Council, another advisory body of MEXT,
formulated the plans to implement English classes in public elementary schools. MEXT
started an experimental program in 1992 at several elementary schools to investigate
how English could be taught at elementary schools. In 2003, 24,000 public elementary
schools in Japan included English-language instruction as part of kokusai-rikai kyoiku
(education for international understanding). However, when school administrators set
up education for international understanding courses, they do not have to select English
classes. It is up to each local school to develop its own curriculum of education for
international understanding. Schools can invite foreign people living in Japan as guest
speakers, have cooking classes to introduce foreign foods, or have art or music classes
to introduce foreign cultures.
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In 2006, the Chuo Shingikai (Central Council) announced that all elementary
schools in Japan will include English classes officially. Some researchers and educators
(Otsu, 2005; Yamada, 2005) objected publicly to English education at the elementary
school level. Otsu, along with other educators in 2005, submitted a proposal objecting
to English education at the elementary school level to the Minister of Education. Their
criticisms are categorized under six headings: (a) lack of theories to support English
education at elementary school level, (b) lack of teachers with sufficient knowledge and
experience to teach English at the elementary school level, (c) insufficient official
explanation to the Japanese public, (d) the inconsistency of MEXT policies, (e) lack of a
clear vision of the relationship between English education and Japanese education, and
(f) a long-term decline of students' proficiency in every subject.

In spite of these objections, English education at the elementary school level
was implemented in elementary schools in Japan, in 2009.

The EFL Situation in Japan

English has achieved the status of world language and it is used as the official
language and the second language in many countries. In Japan, English has long been
considered an important tool for business and communication. English education has
both officially and privately been perceived as an important subject at schools and for
personal development. Yet English is neither the official nor the second language in
Japan.

Many Japanese can live without using English. They can buy food in Japanese,
work using Japanese, and communicate with their peers or colleagues in Japanese as
long as they work and live in a Japanese discourse community. Even though many
Japanese realize that English can broaden their views and give them chances to
communicate with people around the world, they do not feel that English is a necessary
tool. Many students, even though they study English at school, do not often use English
outside of school. Thus, learners of English in Japan usually do not have "social
practices in a context in which individual learner L2s develop" (Norton & Toohey, 2001,
p. 318). Many do not study unless they have to take examinations in English or they
expect to go overseas for sightseeing, study, or work. As Yashima, Nishide and Shimizu
(2004) observed,

many Japanese adolescents, preoccupied with preparing for entrance exams to
higher education, concentrate on raising test scores by memorizing vocabulary /
idiomatic expressions and practicing sentence translation. These activities are of
some value for improving L2 proficiency, but under these circumstances,
“communicating with people in the world” as a goal of EFL might seem
somewhat unrealistic. (p. 121)
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A Pathway to University

When Japanese students enter the second year in high school (11th grade), the
students start preparing for university entrance examinations. Preparing for
examinations (juken) requires a lot of work for high school students. Many students
who want to go to a university, especially to a prestigious one, go to a private cram
school that offers enrichment or remedial help to those who want and need it. Yobiko, a
preparation school is a large-scale cram school that specializes in preparation for
university entrance examinations. Students who fail to get in a university often take a
year or more to prepare for entrance examinations the following year and they might go
to yobiko after graduating from high school.

There are four ways to be accepted by a university: ippan-nyushi (taking a
university entrance examination), shiteiko-suisen (nominative enrollment), ippan-koubo
suisen (general recommendation), and A.O. examination (taking an Admission Office
examination). In the recommendation system, students are admitted into colleges and
universities on the recommendations of their high school principals. Shiteiko-suisen, is a
system in which universities offer some high schools a quota of students who can enroll
without taking an examination, and high schools select a student or some students
according to their grades. Universities announce the cut point for average grades for
applicants. Each participating high school selects a student or students who meet the
criteria, and the student(s) who are selected by the committee can go to university of
their choice without taking the entrance examination. [ppan-koubo is also a
recommendation system in which students can apply to a university by writing an essay
and taking a written examination, but students are not always accepted by this route.
The A. O. examination evaluates applicants' achievement in a variety of area, such as
sports, arts and culture, international experience, student council activities, and
volunteer activities, as well as motivation to engage in extra-curricular activities and
academic pursuits after enrollment. The A. O. examinations were welcomed by students
because they were judged by activities they engaged in in high school, not by a one-
time examination score. Although the A.O. examinations require preparation in terms of
doing activities, writing essays, and completing documents, many high school students
prefer the A. O. examination to paper examinations. Some universities, however, have
decided to abolish the A. O. examination because they claimed that students who
enrolled by A. O. examination had poor academic performance after entering the
university and that they needed students with higher academic skills.
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APPENDIX B
QUESTIONNAIRE (JAPANESE VERSION)
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APPENDIX C
QUESTIONNAIRE (ENGLISH VERSION)

Rokkaku High School, Foreign Language Department
Sakae Suzuki

This survey has been developed to serve as a tool for helping students explore their own beliefs
about learning English. There are no correct or incorrect answers. Before answering the
questionnaire, please answer the following questions.

1.

10.

11.

12.

Student number: Name: male * female
Koseika Course * International Understanding Course (Circle one and write reasons why
you chose the course)

Birth Place: Kanagawa ( ) city Others:
Overseas experience: () years Place ( )
School: Local school Japanese school  Others ( )

Elementary school : Public * Private
Former high school: Public * Private
Junior high school : Public * Private

I started studying English:

Before elementary school ( )

in elementary school ( )

in junior high school ( )

outside of school ( )

Overseas Travel: Place/Period ( )

Native language: Japanese English Chinese Others ( )

What affects your beliefs about learning English? Tick and write details.
Studying at school ()

Advice from teachers / parents / brothers / sisters ()

Grades( )

Experience outside of school ()

Knowledge outside of school ()

Personality ()

What you think about learning English/English education?
What do you expect from teachers ?
What are your beliefs about learning English? (e.g., accurate pronunciation is important)

What foreign language did you choose to study and why?
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APPENDIX D
INTERVIEW PROTOCOL (ENGLISH VERSION)

Theme: Students’ beliefs about learning English
Time of interview:

Date:

Place:

Interviewee:

1. How do you describe your experiences of learning English?

2. How have your experiences influenced your beliefs about learning English?

3. Who has influenced your ideas and beliefs about learning English?

4. What are some of your successful/unsuccessful experiences of learning English?

5. When did(do) you feel a desire to learn English?

Thank you for your cooperation.
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APPENDIX E
INTERVIEW PROROCOL (JAPANESE VERSION)
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APPENDIX F
Coding (Natsuko)

Natsuko Coding / Categorizing
Prima
Junior

igh school B Sakura High
School @% s

school to Sakura High school Preschool @ Elementary school A Sakura

Open coding

Focus coding (category)

Theme

Private lessons A Okeiko A @

I like making things A

Praisc @

Origami @ Piano @

Dancing (stress) ©

Drama school © Squash ©

Dance * Drama ©

Geinoujin © Demonstration in public ©
Doing what you like © Way of life ©

Naraigoto-private lessons
(Okeiko)

Private lessons help
Natsuko develop her beliefs
about life.

Mother's advice A ©
Mother and daughter © Talk with mother ©

Relationship with mother

Natsuko listens to her
mother's advice on making
decisions.

Juken (sacrifice) A
Superiority A
Stress©

Hopes for junior high school A School/Studying Meanings of studying at
Good grades H school.

I am good at English B Academic school B How does school grades
Studying hard W affect student's beliefs?
Class- in a fast pace ll

Sense of value on evaluation

Top grade M Homework Ml

Rokkaku High school © Change What made Natsuko decide
Changing schools (mother) © to change school?
Upper class ©

Changing schools ©

Studying and life ©

Change of purposes of study ©

I hate school (teachers' impression) ©

Exam to another school (mother's wish) A |Juken Consequences of

jukenbenkyo
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APPENDIX G
MATRIX (KAZUO)

Kazuo 's experiences and beliefs

Phase 1 Born in Peru
Family (father, mother, an older Japanese
sister, an older brother) Spanish
Peruvian maids
Phase 2
Primary school Local primary school (Spanish)
Spanish class (once a week) Learning language
Nihonjingakko Speaking Spanish with mother's
Peruvian friends
English conversation class at English (speaking) is fun.
cram school (taught in English)
Phase 3 Meeting a Korean woman on the Chance encounter Speaking is fun
Junior high airplane and talking English is important for
school with her in English communication
Nihonjingakko English is fun
Learning language =~ Grammar is not important.
English classes taught by
Japanese teachers Multicultural society
(grammar-translation method)
Meeting people
Phase 4 High s English I Maybe I have to study gra
chool Oral Communication I mmar.
Ist year
Setting up the ESS club Speaking English
(English Speaking Society) Speaking is most important
in language learning.
Using intuition is important
in language learning.
English will be a useful
tool in foreign countries.
2nd year English II
Teaching English at an Being an observer is
elementary school as a volunteer meaningless.
English Day Camp for Using English

elementary school students

during summer, on Halloween,

and on Christmas

Doing games and activities for

elementary school students
Talking with an exchange
student from Malaysia.

Learning strategy
Awareness of own

English

Socialization
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Learning foreign languages
should be fun.

Liking English and
enjoying learning are
important.

My speaking is not good
enough.

I am not good at grammar.



Conversation school (NOVA) Exchanging and
Working for a school festival. negotiating ideas is
interesting.
3rd year Reading (English)
Global Studies (English)
Presentation (English)
Spanish III (advanced)

Supplementary lesson with a Speaking English Continuity (of speaking
Japanese teacher and an English) is important.
ALT

Making a decision  English is a tool for
Preparing for

Yobiko entrance communication with people
examinations from other countries.
Communication should be
Meeting people from different done with others in their
countries Learning language  native language.

For good communication,

grammatical knowledge

and general knowledge
Self-analysis about the world are

necessary.

I like talking with people.
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APPENDIX H
QUESTIONNAIRE FOR PARENTS (NATSUKO)
(JAPANESE VERSION)
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APPENDIX 1
QUESTIONNAIRE FOR PARENTS (NATSUKO)
(ENGLISH VERSION)

1. Natsuko has been taking piano lessons. Did Natsuko want to learn to play the piano?

2. When she was in the fifth grade, Natsuko started learning to play an Indonesian
musical instrument. How did this happen? Did Natsuko want to learn it?

3. You had a student from Australia and a student from the United States stay at your
home. What made you decide to be a host family?

4. Why did you let Natsuko apply for Sakura Junior High School?

5. When Natsuko was a junior high school student, she took private English lessons
from Ms. Nakagawa. How did this occur? What did you expect?

6. How did you feel when Natsuko said that she wanted to quit Sakura High School?

Thank you for your cooperation.
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APPENDIX J
CONSENT FORM FOR INTERVIEWS (ENGLISH VERSION)

I agree to participate in this research on the study of high school students’ beliefs
about learning English conducted by Sakae Suzuki. I understand the information
given to me and agree to the conditions of this study.

[ understand that my participation in this study is voluntary, and that [ may withdraw
from this study by telling Sakae Suzuki. I also understand that I will receive a signed
copy of this consent form.

Signature: Date:

This informed consent procedures have been followed and I have answered my
questions from the participant as fully as possible.

Signature: Date:
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APPENDIX K
CONSENT FORM FOR INTERVIEWS
(JAPANESE VERSION)
A A a—BNFEEE
HET —~  ERAEOIFEFHIZET 55 2 5 OH%E
FE, ZOMERIZOWVWTHAZZT., ZOFEDOA L 2—I12BMNMTEHZ 525
Libto%%%wf%f%ﬁ A%éﬂﬁh:&%*#&b WFoeE D4y m@am
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B4
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MTAP LT HBETHY ., BNV L ClREICEEY 525209 2 2%
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TEL: 045-491-2000
Email: sakaes@hotmail.com
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APPENDIX L
CONSENT FORM FOR INTERVEIWS FOR PARENTS
(ENGLISH VERSION)

Dear
I am writing to ask you to let your daughter/son participate in research I am conducting on
high school students’ beliefs about learning English.

Explanation of this study

The aim of this study is to investigate high school students’ beliefs about learning English in
Japan and to contribute to English education. I am conducting this research for the purpose of
my doctoral dissertation at an American university. This study will give me experience in
conducting research an in completing a doctoral dissertation. Some portion of findings in this
study may eventually be published, without revealing names of students or schools.

Your rights as parent(s) of a research participant

The information I use in this study will be kept confidential. I will keep all of this information
in a safe place and ensure that I am the only one to know who wrote or said the information
that I use in this study. All the names (names of people, places, etc.) used in this study will be
changed and only I will have access to real identities. In any publications or presentations
resulting from this study, no identifying information will be disclosed.

Your daughter’s/son’s participation is voluntary. He or she may decide not to participate and
she or he is free to stop participating in the research at any time without penalty.

Consent to daughter’s/son’s participation in this study

I agree to let my daughter/son participate in this research on the study of high school students’
beliefs about learning English conducted by Sakae Suzuki. I understand the information given
to me and agree to the condition of this study. I understand that my participation in this study

is voluntary, and that my daughter or son may withdraw from this study at any time by telling
Sakae Suzuki. I also understand that I will receive a signed copy of this consent form.

Signature: Date:

This informed consent procedures have been followed and I have answered any questions
from parent(s) of the participant as fully as possible.

Signature: Date:
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APPENDIX M
CONSENT FORM FOR INTERVIEWS FOR PARENTS
(JAPANESE VERSION)
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APPENDIX N
CONSENT FORM FOR INTERVEIWS FOR PRINCIPAL
(ENGLISH VERSION)

Dear Principal of Rokkaku High School
I am writing to ask you to let your daughter/son participate in research I am conducting on
high school students’ beliefs about learning English.

Explanation of this study

The aim of this study is to investigate high school students’ beliefs about learning English in
Japan and to contribute to English education. I am conducting this research for the purpose of
my doctoral dissertation at an American university. This study will give me experience in
conducting research an in completing a doctoral dissertation. Some portion of findings in this
study may eventually be published, without revealing names of students or schools.

Your rights as parent(s) of a research participant

The information I use in this study will be kept confidential. I will keep all of this information
in a safe place and ensure that I am the only one to know who wrote or said the information
that I use in this study. All the names (names of people, places, etc.) used in this study will be
changed and only I will have access to real identities. In any publications or presentations
resulting from this study, no identifying information will be disclosed.

Consent to daughter’s/son’s participation in this study

I agree to let Sakae Suzuki pursue this research on the study of high school students’ beliefs
about learning English. I understand the information given to me and agree to the condition of
this study. I understand that my participation in this study is voluntary, and that students may
withdraw from this study at any time by telling Sakae Suzuki. I also understand that I will
receive a signed copy of this consent form.

Signature: Date:

This informed consent procedures have been followed and I have answered any questions
from parent(s) of the participant as fully as possible.

Signature: Date:
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APPENDIX O
CONSENT FORM FOR INTERVEIWS FOR PRINCIPAL
(JAPANESE VERSION)
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APPENDIX P

DATA COLLECTION
Data Collection for Natsuko
Interview Questionnaire Journal Report
I-1~1-4 2007.5.19 1 April 2007 1-20 July 2008
1-4~1-7 2007. 11.12 2 May 2007 1-10 July 8, 2008

4 (Journal) November 6-11, 2007
5 (Self-history) January 7, 2008
6 May 2008

7 May 2008

8 June 25, 2008

[-8~1-12 2008.4.23

1-12 2008.5.15

1-13 2008.4.23

1-22 2007.10.29

1-25 2008. 7.141-23 2007.11.5
1-24 2007.11.12

1-14~1-21 2008.6.10

Note. Data were also gathered from a self-history (Q-3) on May 30, 2007 and from a diary (1-7) December 19, 2007-January 1, 2008.

Data Collection for Rumiko

Interview Questionnaire Journal Report
[-1~I-2 February 2007 1-1 Q1-3 July 5, 2007 1 (1-17) 2007
I-2~1-4 November 2007 2 (1-2) January 7, 2008 2 May 28, 2008
-6 I-7 May 26, 2008 3 May 14,2008 3 July 8, 2008

4 May 26, 2008

4 July 2008

Note. Data were also gathered from a memo on November 13, 2007 and a diary (1-3) in October 2006.

Data Collection for Maiko

Interview Questionnaire Journal Report
1 (1-2) May 2007 1(1-3) May 2006 1 (EDC) (1-3) 2006 1 (TUJ) (1-8) March 2007
2 (1-5) August 2008 2(1-3) May 2007 2 (Hiroshima/Costa Rica) (1-36) 2 (English IT) (1-3) July-August
3 May 2007 2007 2007
4 (1-2) November 2007 3 (UK) (1-13) March 2008 3 (Presentation) (1-16) 2007

5 (1-2) January 2008

4 (Project) July 2008
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Data Collection for Kazuo

Interview Questionnaire Journal Report
1 (1-2) March 2007 1 (1)-(3) April 2006 2007
2 (1-6) January 2008 2 (1)-(3) April 2007 2007
3 (1-5) May 2008 3 April 2007
4 October 2007
5 (1-2) November 2007
6 (1-2) December 2007
7 May 2008
8 (1-2) July 2008
Note. Data were also gathered from an essay in March 2007 and a diary in 2007.
Data Collection for Honey
Interview Questionnaire Journal Report
1 (1-4) March 2007 1 (1-3) April 2006 November 2006 (1-30) October 2008

2 (1-3) October 2007
3 (1-6) July 2008

2 (1-3) May 2007

Data Collection for Satsuki

Interview Questionnaire Journal Report
1 (1, 3, 4) January 2007 1 (1-3) April 2006 November 2006
2 (1-10) July 23, 2008 2 (1-3) April 2007
3 July 2007
4 (1-2) November 2007

52007
6 (1-2) January 2008

Note. Data were also gathered from a diary (Canada, 1-2) in 2007.
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Data Collection for Fumiko

Interview Questionnaire Journal Report
1 (1-2) February 2007 1 (1-3) May 2006 1 (1-3) October-November 2007
2 (1-7) February 2008 2 September 2007 2 (England) (1-5) March 2008

3 (1-7) March 2008

Note. Data were also gathered from a speech S(1)-(2) in March 2008, email communication on September 28, 2008, and an essay (1)-(5) in July
2007.

324



