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ABSTRACT
Rohrer, Steven B. M. Ed., Education Departmentia@elle University, 2011 Why Do
Japanese People Not Speak English? Japanese Elementary Studentsin a Bilingual
School.

Japanese schools have invested much money antiefeaching English, yet
why do most Japanese people not speak English# rElieence has been attributed to
various factors including communication apprehemsiolanguage anxiety. In this
study, qualitative, phenomenological interviews eveonducted with 24 Japanese upper
elementary students at a bilingual internationabstin Japan to investigate influences
on their willingness to communicate in English.rdigh open coding of the students’
responses, four themes emerged. Intrinsic fagtbrsh made students reticent to speak
in English were internal stress and the perceividulty of English speaking. Social
groups and identity issues were extrinsic factdngtvwere also found to influence

Japanese students’ attitudes toward English spgakin
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Chapter 1: Introduction

Communication is an important part of daily life foost people but, in the
United States and around the world, there are rpaople who are hesitant to
communicate. This condition has been labeled byesas “communication
apprehension.” In a seminal publication, McCroskEy77) defined the construct as “an
individual’s level of fear or anxiety associatedweither real or anticipated
communication with another person or persons” &. Approximately 20% of the
American population shows various forms of commatii apprehension (McCroskey,
Richmond, & McCroskey, 2002). Even after yearstafly, its cause is not clearly
understood, although it is theorized by Beatty, MuxsRey, and Heisel (1998) to be partly
due to an inborn personality trait. One factot ti@ommonly accepted as a contributor
to communication apprehension is self-perceivedmanication competence
(Barraclough, Christophel, & McCroskey, 1988).this paradigm, it is assumed that the
more competent individuals feel about their abildycommunicate well, the less
apprehension they will feel, and the more likelgythvill be to communicate with others.
McCroskey and Richmond (1987) have termed thislre$low communication
apprehension “willingness to communicate.” Bamwagh et al. (1988) observed that a
greater willingness to communicate was associatddhgher self-perceived
communication competence and lower communicati@medgension.

Two other constructs related to communication dpgmsion are shyness and

reticence. Keaten and Kelly (2000) found thatcegtit people tend to see themselves as



incompetent or not having necessary communicakdlis swhich is similar to those who
have low levels of self-perceived communication petence. In one study, for example,
reticent individuals’ families exhibited a low ldw& conversation, indicating reticence
may be influenced by the individual’'s environmegelfy et al., 2002).

Communication apprehension and its related cortsthave been studied most
extensively in the United States, but they alsootaservable among people
internationally. Some studies have been conduntedmerous countries, comparing
percentages of people who experience communicapprehension. McCroskey,
Gudykunst, and Nishida (1985) found Japan to bedl@atry with the highest percentage
in their sample. All of the university studentattithey had appraised exhibited
communication apprehension and, overall, 73% dcfdlstudents showed a high level of
communication apprehension.

The apparent international presence of communicapprehension is
particularly germane to the field of educationaditional pedagogical methods of
education are built on principles of communicati@mtween teachers and students.
However, when students with communication apprebarare in the classroom, their
preferred patterns may adversely affect attitudestd learning, leading them to
withdraw from participation in class activities amampering their learning progress
(Anzai & Paik, 2000). Eysenck (1979) found thatiaty generally hinders performance
because task relevant information must compete tagk irrelevant information in order
to be processed by the brain. Consequently, conuation apprehension presents a
particularly difficult problem for second langua@€) learning. Horwitz, Horwitz, and

Cope (1986) referred to this phenomenon as “langaagiety,” when referring to L2



communication apprehension. Reticence, shym@esklanguage anxiety tend to lower
students’ willingness to communicate (Yashima, 20@ich, in turn, tends to hinder
their linguistic progress, since communicationusdamental to language learning. In
studying a foreign language, the more practiceviddials have talking, the more they
generally learn (Brown, 1987). Therefore, Maclatyt999) purports that language
anxiety is one of the most accurate predictorstodtiver students will be able to learn a
second language successfully.

Horwitz (2000) reported, from her sample, thaé third of American college
students in foreign language classes have beeid foumave moderate-to-severe levels of
language anxiety. In a Puerto Rican sample, athaunly 11% of students reported high
communication apprehension in their first languddg, 43% were found to have high
language anxiety in L2 (McCroskey et al., 1985héD studies have indicated
particularly high language anxiety for samplesnafividuals in Confucian Heritage
Cultures, specifically China, Taiwan, and Japaneft@h Horwitz, & Schallert, 1999;
Woodrow, 2006). The research of McCroskey etl#186) showed surprisingly little
difference between the Japanese students’ languragety in L1 and L2. A potential
reason for this is that the percentage of Japam@sersity students who have high
language anxiety in their first language is alreqdiye elevated at 73%.

Horwitz et al. (1986) reported potential indicatioslanguage anxiety. These
provide insight into the students’ situations thmetke language learning difficult.
Anxious language learners experience worry andddre8ome sweat and have heart
palpitations. When the teacher speaks, othersdmyia loud buzz or become confused

and have no idea what is being said. They caromatentrate and quickly forget even



grammar points which they have mastered when itesotime to perform on a test or in
front of the class. Other symptoms that teachersrmre likely to notice include:
missing class, turning in homework late, and beitent or withdrawn in class
(Pappamihiel, 2002).

There is no consensus regarding the cause of lgequaiety. Sparks,
Ganschow, and Javorsky (2000) assert that langaragety results from students’
difficulties and poor performance in the secondjlaage, rather than it being a direct
cause of such difficulties. However, Price (198dates that interviews with anxious
language learners showed many were intelligenestisdvho were successful in other
classes. Young (1991) suggests six potential ssudrom a review of the literature on
language anxiety: 1) personal and interpersonak#iag; 2) learner beliefs about
language learning; 3) instructor beliefs about laaye teaching; 4) instructor-learner
interactions; 5) classroom procedures; and 6) lagguesting. It is possible that any
combination of the factors above results in languagxiety, and the causes vary,
depending on the student or culture under condidera

As previously noted, several researchers have fdapen to be a culture with a
relativelyhigh percentage of high communication apprehenstiotients (Cheng et al.,
1999; McCroskey et al., 1985; Pribyl, Keaten, Sadtmm& Koshikawa, 1998). This
phenomenon seemingly has an effect on JapanessstuBnglish learning. Native
English instructors in Japan, as well as foreigmntoes, consistently report that even
diligent Japanese students routingtynot speak English in class (Dwyer & Heller-
Murphy, 1996; Woodrow, 2006). The Japanese MinistrEducation, Culture, Sports,

Science, and Technology became aware of this proaled about a decade ago revised



the national curriculum, putting more emphasis aglih oral communication
(Yashima, 2002). Why have Japanese people, ircpkat, developed this attitude
toward speaking English?

First, the culture of Japan has been a contribdtintpr. For example, typical
Japanese culture values reticence (McCroskey,et%85). An introverted, rather than
extroverted, personality oftes preferred by the Japanese (Pite, 1996). Innémea
schools, students frequentye expected to be passive recipients, ratherdkaressing
their own ideas during class. Students typicdtiynot want to stand out but, rather,
prefer to blend in with their peers. Even wherytkeow the answer, many Japanese
students will not volunteer to provide answersuiesiions. Many also feel that it is rude
for students to speak out and show how much thewkiDwyer & Heller-Murphy,

1996). Some fear embarrassment, if they stateoagwnswer in front of their peers.
These cultural values generaftigve encouraged reticence and helped make Japanese
more apprehensive and less willing to communiaatenglish.

A second factor that has potentially contributethis inhibited disposition is the
traditional education system in Japan. Teachetarents emphasize that students must
study English in order to pass university entraexaminations (O’'Donnell, 2003), so
many Japanese students study English solely feptinpose (Brown, 1995). The
relatively large size of junior high and high schiaglish classes (often with about 40
students) lends itself to a lecture style of indinn and the study of English through
translation into Japanese (Sato, 2003). Resegrblaksuura, Chiba, and Hilderbrandt
(2001) found that more than two-thirds of Japarstsdents believe they need translation

into Japanese as part of their English study, pariese often is used to teach English



classes. Therefore, although they study Englistinamum of six years during junior

and senior high school, some Japanese high schemblates have stated they hardly ever
spoke English or heard it spoken (Dwyer & Heller+jghy, 1996). Consequently, many
Japanese high school graduates have very littledsorce in using English and,
understandably, have very low willingness to comivate (O’'Donnell, 2003). Such
negative experiences studying English in the pagé fa detrimental effect on students’
attitudes toward studying English in the presentita, Nakata, & Okamura, 2001;
O’Donnell, 2003).

The Japanese government has sought to improvengsudsotivation and attitude
toward English by introducing it to students earirethe curriculum, through the Foreign
Language in Elementary School (FLES) program. Hm@wreTakada’s (2003) research
with FLES participants showed the program hacklgignificant positive effect. As
stated above, a sample of Puerto Rican studentgesha significant increase in their
language anxiety when speaking in the second layjggweven though they study English
every year from the time they enter elementary scfMcCroskey et al., 1985). Clearly,
an early introduction to English alone is not alppoof method of decreasing language
anxiety. Keaten, Kelly, and Pribyl (1994) reportedults from language anxiety tests
given to grades K-12 in Japan, showing studentgjuage anxiety steadily rose
throughout their school career. What causes thigety to grow even in young Japanese
children? This is an important topic for futureearch.

Definition of Terms
Bilingual — A person who is able to communicate, to vargrtgnts, in a second

language is considered bilingual (Skiba, 1997).



Bilinqual Verbal Ability Tests (BVAT)- This is a standardized, norm-referenced test

used to assess the complete verbal ability ofdpiléth students (Schrank & Woodcock,
2005).

Borrowing— Borrowing refers to a form of code-switchingahich L1 nouns are used
while speaking L2 in order to fill in gaps for urdwn L2 words (Nishimura, 1995a).

Cognitive Academic Language Proficiency (CAI-PTCALP is term that is used to

discuss the language proficiency levels of studetis are in the process of learning a
second language (Cummins, 1979).

Code-switching- Bilingual people’s use of two languages in gkdrconversation is

referred to as code-switching (Nishimura, 1995a).

Communication Apprehension (CA)This construct is an individual’s level of fear

anxiety associated with either real or anticipateshmunication with another person or
persons (McCroskey, 1977).

English as a Foreign Language (EFLEFL refers to teaching or learning English in a

country where English is not spoken (Biegel, 1998).

English as a Second Language (ESIESL refers to teaching English to people who do

not speak English (Biegel, 1998).

Foreign Language in Elementary School (FLE$)LES is an optional activity in the

Japanese national elementary school curriculumamehted in 2002 by the Japanese
Ministry of Education, Culture, Sports, Science] dechnology with the purpose of
introducing students to English at a younger agenttance motivation and develop a

positive attitude toward English (Takada, 2003).



Immersion school An immersion school is an educational institotio which the usual

curricular activities are conducted in a foreigngaage (Spezzini, 2004).

Integrativeness Integrativeness refers to a language learnessal® have interaction

with speakers of the language being studied (Gar@0€6).
L1 & L2 — A student’s first and second languages ofterabbeeviated in research
literature as L1 and L2, respectively (Baker & Mdgte, 2003).

Language Anxiety- When discussing communication apprehensiondargklanguage

learners, it is the generally referred to as lagguanxiety. Sometimes it also is
referenced as foreign language anxiety or secargukge anxiety (Maclntyre, Baker,
Clement, & Donovan, 2002).

Native English Speaker This term refers to a person who speaks Endlignfly

because he or she was born in a family or couhtyuses English as the primary
language of communication. A native English instou is a teacher who speaks English
fluently for the same reason (Shuck, 2006).

Reticence This behavior occurs when people, who do not wafdok foolish, keep
silent and avoid communication (Keaten & Kelly, 200

Self-Perceived Communication Competence (SPET)is is an individual's perception

of how competent he or she is at oral communicgfidcCroskey et al., 2002).
Shyness- This is the psychological tendency to talkditr be timid and reserved
(McCroskey et al., 2002).

Silent Period- This is a developmental time in the learningcpes when many students
of a second language refrain from talking in they tenguage (Krupa-Kwiatkowski,

1998).



Two-way Bilingual Schoot In this type of school, speakers of two langsagady

together and use both languages for academic pspdsinguage-majority and
language-minority students all learn both langug@ssndo, 2003).

Willingness to Communicate (WTG) This is the orientation of an individual's

personality toward initiating communication witthets (Barraclough et al., 1988).
Satement of Issue

Research has been conducted around the world,lbasae Japan, that relates to
the influence of communication apprehension omiesar of English as a second
language (L2) and their willingness to communica@iantitative studies of language
anxiety (mostly test results) and qualitative stsdnvolving Japanese university students
exist in the research literature. The purposéefpresent study, however, was to explore
the thoughts and attitudes of a unique populatiamely, Japanese elementary school
students. Using qualitative research methodolbggthered multiple perspectives on
the experiences of Japanese students in a two-lwagual school that encourages
English usage both in and outside of class fromatfeeof six. This school setting
provides a sub-culture within Japan that reveatdgdftl insights into how attitudes
toward speaking a second language develop botthwots and in the larger cultural
context from an early age. The results also doateid to the overall research literature
regarding communication apprehension, helpinglta fjap in the present knowledge
base.

Why do Japanese people not try to speak EnglisleMa¥hy are even young
children hesitant to do so in an atmosphere thahptes English speaking? What

factors contribute to the development of theséualitis? Is apprehension developed at



school, at home, or through interaction with pe€ef$® answers to questions litteese
from students who now are in the process of devedpguch attitudes needed to be
heard. Their replies provided data for an inductook at this puzzling educational
problem. The themes that emerged from this phenological, qualitative study help
elucidate students’ perspectives concerning Japgresple’s reticence in speaking
English.

Scope of the Study and Delimitations

In this study, | gathered qualitative data abotituates toward speaking English
through in-depth interviews with Japanese elemgrgtardents at a two-way bilingual
school in Japan. Quantitative data also augmehtedualitative findings, via the results
of the Bilingual Verbal Ability Test (BVAT) and solol grades. These scores were used
to objectively rate participants’ actual Englisioficiency.

The setting for this study was an English-Japarteseway bilingual school with
grades 1 through 12. It was founded in 1999, blkEiogted in western Japan, near a large
urban area. More than 220 students of 15 diffematibnalities attend the school.
However, the majority are Japanese. Approximdtéhp of the students are children of
international marriages with one parent being Jagpan Another 20% have had extensive
international experience, such as living in a fgmetountry for more than a year. All
elementary students study English at least twadsreach day. Many of the students
also take other classes (taught in English), dapgrah their ability and parents’
preferences. In these classes taught in Engligtiests generally are required to speak
only in English, and they usually comply or aresil In spite of the international

experience of many students and the large numbeows spent studying English at the

10



school, however, Japanese is used by most studéetstalking with friends or playing
outside of class. Even native English speakerslmdyeard talking together in Japanese.

The students who were interviewed for this studyeweper elementary age
students in fourth, fifth, and sixth grade classBesearch already has been conducted in
Japan regarding university students’ English aédiand attitudes. Relatively less has
been completed involving secondary students. fegmitly less research has been
conducted that involves elementary students wh stiadying English during the
“critical period,” the time which some scholarsibeé is optimal for learning a second
language (Abello-Contesse, 2009). This study erplohe attitudes of students in this
age group who have been studying English for séyesas but have not yet reached
puberty and the end of the critical period.

The fourth, fifth, and sixth grade classes at tteosl | targeted in my research
sample had a total of 56 students. Native Japaspeskers constituted 68% of these
classes, 20% were native English speakers, andwiegt&foreign students whose first
language was something other than Japanese angten§tudents whose sole
nationality was Japanese comprised 54%, studetitslapanese and another nationality
were 21%, and international students compriseddimaining 25%. Of the native
Japanese speakers with Japanese-only nationdly,had had extended international
experience.

| used a relatively comprehensive sample of thettodifth, and sixth grade
classes. However, the students interviewed farghidy were only fluent speakers of
Japanese who had been studying English at the Isichiad least two years and so were

expected to have made significant progress in theglish ability. Several international
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students who are native speakers of English, bt¢ Bpent most of their lives in Japan,
were interviewed as part of the pilot study in ereappraise whether potential
indications existed that the surrounding Japanekere had affected the attitudes toward
language of even non-Japanese students. Studeotsas learning differences, low
English ability, or whose parents did not give pission were not included in this study.
The number of participants interviewed for the gtuds 24 in the final sample.
Sgnificance of the Sudy

The Japanese government and individuals in Jagaspanding significant time,
money and effort on learning English. As stateovabthe Japanese Ministry of
Education, Culture, Sports, Science, and Technaleggntly has revised the national
English curriculum to encourage more English spegakind to expose students to
English more at a younger age (Takada, 2003; Yas®02). The use of English for
international business is vital for the future apdn’s economy, so effective language
learning is officially a priority of the government

Most language anxiety research in Japan has foausé#uteoretical studies but, in
order to help students who struggle with it to ®ectin learning English, there is also a
need to understand their perceptions and feelf@gkgmoto, Pribyl, Keaten, &
Koshikawa, 1999). In particular, it is importaatunderstand how language anxiety
develops in young students, so its sources caddiressed before their anxiety-levels
become too high. After completing a study of jurii@h school students’ language
anxiety, willingness to communicate and self-paredicommunication competence,
Maclntyre et al. (2002) concluded that more studlesuld be conducted in order to

examine the situation of younger learners. Newedets, an extensive search of data
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bases including ERIC, Electronic Journal CenteycP&O, Education Full Text,
Education Research Complete, and Academic Seansipléte did not yield published
articlesabout qualitative studies concerning Japanese ekamyestudents’ English
language learning. One exception was the artitdéel @bove in which Takada (2003)
evaluated the effectiveness of FLES by studyingpjunigh school students. This void
presumably is due, in part, to the fact that maptdese students do not begin serious
study of English until junior high.

Therefore, the students at the selected school sadrer unusual in Japan and
made this study an original contribution to the\kiexige of Japanese children’s attitudes
toward speaking English. The increased understgmafi their experiences through this
study potentially will aid in the development ofpnoved, more effective methods for
teaching English to Japanese students. Althougkttidents in this study are in an
unusual educational environment, they face compagaiessures from parents, peers,
and Japanese society as a whole, which may besatiEnguage anxiety. Their
attitudes toward English language learning, theesfimay be representative of the
attitudes of Japanese elementary students as & wisoimuch as they are the product of
Japanese culture and society.

The knowledge gained through this study also mayeto be helpful for teachers
and parents in generating realistic expectationa &chool's English program. If
success in learning English, as studies cited abave concluded, is more than just a
matter of intelligence and aptitude, then a chikliscess is not solely the responsibility
of the teacher or school. Parents also may neplhyoan important role in reducing

anxiety in their children through the attitudesytielp their children develop.
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Methods of Procedure

Research questions:

1. Why do upper elementary Japanese children nokdpeglish?

2. Why are Japanese elementary children hesitante@kdpnglish, both in and outside
of class, even though they study English and aemianvironment that encourages
speaking in English?

These questions were studied through in-depthjtgtiaé interviews. | used a
semi-structuredéhterview protocol (Silverman & Marvasti, 2008 ntérview questions
focused on the participants’ attitudes and expedsnvith English language learning,
particularly concerning the possible sources ofjleage anxiety enumerated by Young
(1991): 1) personal and interpersonal anxietiete@ner beliefs about language
learning; 3) instructor beliefs about language @ay; 4) instructor-learner interactions;
5) classroom procedures; and 6) language tesfihg.length of the individual interviews
was about forty minutes, including administratidrirtee BVAT.

| prepared a parental consent form and distribiitedparents of the fourth
through sixth grade students for them to sign @&takn to the school. Itincluded a brief
explanation of my research and the kind of intergi¢ planned to conduct with the
students. The BVAT was explained, and parents asked to allow me to use their
children’s BVAT scores and report card grades instogly. | assured parents that their
children’s scores and comments during the intervieuld be kept confidential and that
their child could choose to withdraw from the stadyany time. Parents were permitted

to access their respective children’s interviemdraipts upon request. | also received
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informed, written consent from the school’s adnthaitors to carry out this study at the
school building, during school hours with the foutttrough sixth grade students.

After parental permission was received, a pilotgtwas executed with four
students in order to check that the interview protavas understandable for upper
elementary students. During some of these interyji¢he think-aloud technique
(Johnson & Christensen, 2004) was used, in whielptrticipant verbally spoke during
the interview about aspects of the questions tlea&wonfusing or difficult to
understand. The pilot study revealed minor revisineeded in the interview protocol.
The pilot interviews also provided a clearer pietof the length of time necessary for
each interview, which was an important consideratay scheduling.

When revision of the interview protocol had beempteted, | arranged a
schedule of times to interview students. The imldial interviews were held during the
school day in an empty conference room at the dcistndents were able to help choose
the time for the interview and missed the clas$esedr choice, provided they had the
permission of the teacher of that class. | reakthe cooperation of all the fourth
through sixth grade teachers in this regard.

The interviews were conducted either in Englisdapanese language, according
to the choice of the interviewee. This enabledpdkticipants to express their thoughts
and feelings without the stress of having to spedknglish. | personally conducted the
interviews with all of the students. My positiosithe participants’ teacher and vice
principal did not have any obvious effect on theveers they gave. However, | believe
the very positive relationship | have with all bétfourth through sixth grade students led

to honest communication in this study. | practioeftexivity (Johnson & Christensen,
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2004)during the process of interviewing and analyzintadtninking carefully about my
expectations in order to more effectively eliminbigs from the results.

| also administered the BVAT to each of the papicits. This is a norm-
referenced measure of verbal ability for bilingumalividuals. The BVAT score, as well
as past class grades, was reviewed in order toagaaibjective appraisal of the students’
English ability. This assessment was later contpaiieh their own perceived ability
stated during the interviews.

| generated a data trail (Daytner, 20@8)these interviews by transcribing the
English transcripts of all that the students sditle data trail consisted of generating all
the reasonable feedback that the participants gedwiegarding the themes | reported in
the thesis. It was a means of auditing the dakeelp ensure that the results of the study
were adequately represented and grounded in thepdatided by the research
participants. | also recorded insights and furthegstions that presented themselves in
the process of interviewing and making transcripts.

| analyzed the interview transcripts using openmmgdMaxwell, 2005)n order
to explore relationships and commonalities in tagous students’ experiences. After an
initial analysis, | conducted a second wave (Firr2d06a) of interviews with students
order to seek elaboration on seeming common pex@eph the first round of interviews.
Using the constant comparative method (Glaser &S, 1967), appraising the various
interview transcripts, the re-occurring codes tleatresent a consensus of the research
participants eventually became the themes repartée thesis.

In order to enhance the internal validity of myaash findings, | used several

strategies. First, as mentioned above, | compsttetents’ English tests scores and class
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grades with their own perceived English abilityga®rm of data triangulation (Berg,
2001). Second, | used low-inference descriptaybr{don, 1997)as much as possible, in
reporting the accounts of the participants’ feddiagd experiences and asked for
participant feedback to confirm that my understagaf their comments was accurate.
Saturation (Wray, 2007) occurred when generatinglatg, after around 16 interviews.
In qualitative research, saturation occurs whenrgddew individuals to the data step no
longer adds meaningful results to the study. Sengpypically stops when saturation
occurs. In this particular study, | am reasonaoigfident that my sample was adequate
since saturation happened (i.e., if | had addeceratudents to the sample, | do not
believe | would have generated new themes). Aféschanged the names of the
participants for pseudonyms, | subjected my reset@rpeer review (Merriam, 2008y
submitting my interpretations and conclusions tecggists in the field of ESL teaching
in Japan. And finally, | implemented member chegkiMorse, Barrett, Mayan, Olson,
& Spiers, 2002). This involved re-visiting parpents in the study, asking them to
provide their feedback regarding the reported figdiin the study. Each of the

participants indicated that the four themes amfyresented their overall sentiments.
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Chapter 2: Plenary Literature Review
Attitude Toward English Speaking in Japanese Society

In 2000, Japanese Prime Minister Obuchi annourtee@indings of his advisory
panel, stating that English should be adoptedaseisond official language of Japan
(Kawai, 2003). The ability to use English appdaghly valued in Japan. So why are
Japanese people so hesitant to speak English aftegrstudying it for a minimum of 6
years in junior and senior high school? LinguMigers-Scotton and Bolonyai (2001)
asked, “What is the engine that drives speakesgl&rt one linguistic variety over
another?” (p. 1). She went on to write, “We faisknowledge that the judicious answer
to these questions is that an engine has many’ pltyers-Scotton & Bolonyai, 2001, p.
2). Likewise, many factors affect linguistic chesc Noels (2001) emphasized the
important influence social milieu has on languaggeers. The majority of Japanese
people grow up in Japan and are influenced bydh®sgnding culture. So what attitudes
toward English are found in Japanese society?

Although the Prime Minister publicly announced tEaglish should be important
for Japan, Maher (1997) asserted the governmertid¢ers committed to the position that
Japan is monoracial and monolingual. Japanesbkdwstreated as the only language
used in Japan. Various minority languages hava lreese for many years, but Maher
(1997) continued:

In 1980 an official declaration was made by theegoment stating categorically

that no linguistic minorities are present in Japéms was contained in the Report
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on Human Rights prepared in accordance with thermational Covenant on

Civil and Political Rights. Referring to Article’2which recognises the existence

of linguistic minorities and recognises the righténjoy their own culture ... or to

use their own language’, the government of JadedstMinorities of this kind

mentioned in the covenant do not exist in Jappn116)
Although more than 1% of Japanese residents aegyfeers, Maher (1997) reported that
the government has not encouraged bilingual edutati language diversity in Japan.
Government policies possibly are changing slowlthimm 21st century but, historically,
what has the Japanese government done to encdtmngtish speaking? Recently, it has
sought to improve students’ motivation and attittmleard English by introducing it to
students earlier through the Foreign Language é@mEhtary School (FLES) program.
However, living in a nation with a one languagei@opresumably has had a long-term
negative effect on Japanese people’s attitude thg@eaking English.

Another influential institution in Japanese socistyhe secondary school system,
where students study English for six years. Witdtides toward English speaking do
young people assimilate during this time? Murpaeg Sasaki (1998) reported that
Japanese teachers of English use the Japanesadaengore than 90% of the talking
time during their English classes. The choice biclv language to use in English classes,
according to Murphey and Sasaki (1998), was intteerby personal, psychological,
social, administrative, pedagogical, and pracfi@edors. Murphey and Sasaki (1998)
went on to relate seven arguments Japanese teaftergive for not speaking English:

1. Using Japanese is more comfortable.

2. Using Japanese is faster for getting throdigihe information.
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Using Japanese is more natural ("We're aliidage").

4. Principals, parents, and students all warb weach for the entrance exams in
Japanese because it's more efficient.

5. The other teachers | work with would not agséth my using English. |
must get through the book that we have agreedd@nd using Japanese
makes this possible.

6. The entrance exams don't test English lisgeaimd speaking, so why study
them?

7. The textbook is too difficult and so we muanslate it all into Japanese so
students can understand it. (Murphey & Sasaki, 1B@3&sons section, para.
1)

Since their teachers of English have these attstaghel seemingly speak English rarely,
even in English classes, it is understandablestinaents easily may develop a mindset
that English is not to be spoken.

This attitude is exemplified in Burden’s (2002) agnt of Japanese high school
seniors who, when given the opportunity to tallEmglish with a native English speaker,
either ignored questions or mumbled that they wer@ at English and tried to escape
from the situation as soon as possible. Burdefq}lBkewise found that many Japanese
university students, when instructed to speak wigieer in English class, rather than
using their language skills to communicate, usualbked for the quickest way to end
the conversation. When they did speak, 90% osthdents spoke in Japanese.

This negative attitude toward English speakingss aommon in Japanese society

as a whole, as seen in a survey by the Daily Yamiewspaper (“Survey,” 2000). Sixty-
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six percent of the 1,918 respondents agreed Englisbcessary for Japan, but also
indicated that they had negative feelings towardlish. Common responses included:
"It's difficult,” "It's hard to understand,” "Itlsard to deal with," and "I can't speak it."
The majority of Japanese people have acquiesci toelief that they will not be able to
speak English and, with that, has come an expeat#tat everyone in Japan will speak
only Japanese. Even international couples in Jagtgoressure from society to speak
Japanese as one of the major obstacles to theliracidl children’s development of their
English language skills (Gomi & Thompson, 2005).

In addition to the pressure not to speak Englismfthe government, schools, and
society as a whole, other young people also hap@nerful influence on students’
choice of language. This is true, even in inteomal schools in Japan, which have
designated English as the official means of compatiin. Students who are fluent in
English often are heard speaking in Japanese amaination of Japanese and English
when with their peers (Greer, 2008). The samasdn has been observed in
international and immersion schools in other natias well. For example, at an English
immersion school in Paraguay, 88% of students tegarsing only Spanish when talking
with peers, even during classes, if the teachemaasearby (Spezzini, 2004). Although
they viewed practicing English as the key to spegfiuently, many felt the only way
they could improve was “to be away from the pedabpé they always talk to in Spanish”
(Spezzini, 2004, p. 418). Peer pressure exerigesistible force for many students, and
it starts at a young age. Tarone and Swain (18B85¢rved a decrease in the use of the
second language (L2) in social settings at an irsimerschool as students progressed

from lower to upper elementary grades.
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Other children in one’s family also influence theice of language. For
international families in Japan, the presencelifrgls was found to be one of the two
most influential factors on the language childrpaak to their English speaking parent
(Yamamoto, 2001). If siblings are present, thayallg will choose to speak to each
other and their parents in the dominant languagkeotountry where they are living,
rather than in one parent’s minority language (@b2909). Siblings, peers, society,
schools, and the government all may influence stisd@ Japan to speak in Japanese and
not even try to speak in English.

Internal Factors Affecting Attitudes Toward English Speaking

Numerous external factors influence Japanese psagieice of language.
Internal factors, however, may be even more impot@aconsider. The phrase,
“‘communication apprehension,” has been defined bZMskey (1977) as “an
individual’s level of fear or anxiety associatedweither real or anticipated
communication with another person or persons” §). This condition has the potential
to profoundly affect people’s oral communicatiofhis is particularly true in Japan
where McCroskey, Gudykunst, and Nishida (1985) tbtinat 73% of the university
students they appraised showed a high level of aamization apprehension.

Anxiety often produces two types of reactions, nigmpaysiological and cognitive
(Naveh-Benjamin, 1991). Physiological reactiordude blushing, sweating, and heart
palpitations and behaviors such as fidgeting, estiniy, and talking too much (Woodrow,
2006). Cognitive reactions, which are more likilhinder communication, include
worry and dread. Some students cannot conceranateuickly forget even previously

learned grammar points when it comes time to perfon a test or in front of the class.
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When the teacher speaks, others report hearingedolyd buzz or become confused and
have no idea what is being said (Horwitz, Horw&zZope, 1986). Other symptoms that
teachers are more likely to notice include: misglags, turning in homework late, and
being silent or withdrawn in class (PappamihieQ20
Language Anxiety

When studying acquisition of a second languagewiipret al. (1986) referred to
communication apprehension as “language anxietgl’eaplained it as “a distinct
complex of self-perceptions, beliefs, feelings, aetlaviors related to classroom
language learning arising from the uniqueness@fdahguage learning process” (p. 128).
Campbell and Ortiz (1991) reported that nearly loalé of all students studying a foreign
language experience high levels of this languageegn Furthermore, McCroskey et al.
(1985) documented that it was present to a subataleigree in 75% of Japanese
university students. This is certainly significémt some Japanese speakers of English
since Macintyre (1999) indicated that language @tiyxs one of the most accurate
predictors of whether or not students will be @bléearn a second language successfully.

The importance of language anxiety is due, in parthe fact that this construct,
along with perceived competence in the languageoémet social psychological
characteristics, have been found to influence sgrsalillingness to communicate in
both their first language (L1) and L2 (MacintyregliBn, & Clement, 1999). Baker and
Maclintyre (2000) asserted that it is not simplpeklof language skills that hinders
communication, but the individual’'s perceptionghair competence in the language that
will affect their willingness to communicate. Magskey and Richmond (1991)

supported this theory stating: “Since the choice/béther to communicate is a cognitive
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one, it is likely to be more influenced by one’sgaptions of competence (of which one
is usually aware) than one’s actual competencevfiéh one may be totally unaware)”
(p. 27). This is a significant problem in Japawiew of what Burden (2002) called the
“I'm poor at English” syndrome, which is prevalentclassrooms and in Japanese
society as a whole.

Language anxiety is common in the early yearswfygshg a language (Tani-
Fukuchi, 2005). However, Macintyre and Gardne®)3eported that as “experience
and proficiency increase, anxiety declines in dyfaionsistent manner” (p. 111).
Nevertheless, language anxiety is still prevalembrag Japanese students who have been
studying English for more than 6 years.

Language anxiety is often studied only in the class context. Woodrow (2006),
however, asserted that it is helpful to view “laaga anxiety at a two-dimensional
construct reflecting communication within the classn and outside the classroom in
everyday communicative situations.” Woodrow (20fag)nd that Japanese students
have higher levels of out-of-class anxiety tharstiments from some other cultures, such
as Viet Nam. Horwitz et al. (1986) asserted tisa¢hing to and speaking a second
language caused significant language anxiety idestis. In studies specifically with
Japanese students, speaking with native Englisikepe (Woodrow, 2006) and having to
speak English in front of their peers (Burden, 2008re found to be the situations that
produced the most anxiety.

Another important internal factor that affects tlee of a second language is
motivation. In Gardner’s (2006) model, motivatisran internal attribute of individuals

that can be influenced by external forces. Gardnetegrative motivation concept

24



includes three parts: integrativeness, the indafidwattitudes toward the learning
environment, and motivation. Integrativeness ésl#arner’s desire to have interaction
with speakers of the language being studied aadcicessity to truly learn a language
(Gardner, 2006). Although Japanese students antbers of society have exhibited low
perceived competence in English (Burden, 2002railout’s (2004) findings, students
demonstrated integrativeness through their posititraide toward the L2 community.
According to Gardner (2006), motivation must ineuddesire to learn the new language,
effort, and positive attitudes toward learning ldmeguage. Strong (2001) indicated that
renowned experts, such as R. C. Gardner, believation is the principle factor in
second language acquisition, irrespective of infaatguage abilities. Maclntyre and
Charos (1996) also found that motivation positiveRuenced the reported frequency of
L2 usage.

Tani-Fukuchi (2005) reported 68% of Japanese usityestudents surveyed had
negative feelings toward their English study. Whaoking back on past English classes,
the students recalled anxiety, shyness, fear, tee$egs, confusion, anger, frustration,
discomfort, negative moods, resistance, worthlessreelf-hate, inferiority complex, and
suffering. Thirty-six percent of the students ebrécall no positive learning experiences
in their English classes, after more than 6 yeassunly. Although many Japanese
students exhibit integrativeness, these studeptsisgly do not possess the positive
attitude toward learning English that Gardner lvelieto be a necessary ingredient for

language learning motivation.
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Code-switching

Another practice which is an important factor fapdnese students’ choice
whether to speak Japanese or English is code-smgiciNishimura (1995a) stated:
“Code-switching is the use of two languages imglsi conversation practiced in
everyday life in many bilingual communities” (p.3)2 In this case, a bilingual person is
one who is able to communicate, to varying extenta,second language (Skiba, 1997).
Kite (2001) elaborated on this construct: “Codetshing can be any alteration between
language varieties, including a switch betweeraadsrd variety and non-standard
variety within the same language, as well as swidbetween two distinct languages” (p.
313). Code-switching can be done inter-sentegt(alhe sentence is spoken in one
language and the next sentence is spoken in aehtfeanguage) or intra-sententially
(two languages are used within the same senteticepntrast, when one base language
is used and only nouns from a different languageuaed, this is usually referred to as
“borrowing” (Nishimura, 1995a, p. 123). In convaisns among bilinguals, Cook
(1991) found code-switching to consist of 84% sngbrds, 10% phrases, and 6%
clauses.

Kuhl, Conboy, Padden, Nelson, and Pruitt (2005hébindications that learning a
second language occurs in a different part of taetihan does learning of the first
language, so when using the second language fifegedit situation, children are likely
to code-switch (Soderman & Oshio, 2008). Azum®{)9isted some of the variables
that may affect code-switching patterns. Theskided the length of time the speaker
has known each of the languages, the speaker'rdy in each of the languages, and

differences in the roles and status of the two laggs.
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Researchers, using different constructs, have taecplain the structure of code-
switching. For example, Blom and Gumperz (1972evbed two kinds of code-
switching. Situational code-switching occurs wilaesituation is changed by the addition
of a new patrticipant or introduction of a new topMetaphorical code-switching, also
referred to as conversational code-switching, &lus enhance parts of a conversation
such as requests, denials, or elaborations. AI®85), however, made a distinction
between participant-related and discourse-relatelé-switching. Participant-related
code-switching was caused by the language prefer@ncompetence of the participants,
while discourse-related code-switching occurredriter to structure conversational acts.

Does code-switching occur in Japan? After all, s¢eng., Maher, 1997) have
stated that Japan is considered a monolingual ambeoultural society. In spite of the
high percentage of Japanese speakers, the folldypeg of bilingual groups exist in
Japan: ethnic minorities living in Japan, childognnternational couples, Japanese
returnees who have lived overseas and moved baldp@n, and students who have
studied in English at international schools. Adwog to the definition of bilingual stated
above, most Japanese people also could be calieguail, since they have studied
English for at least six years and are able to canmoate to some extent in English as
their second language. Azuma (1997) provided tarasting example of code-switching
in Japan in the case of disc jockeys of Americam masic programs who, although
native speakers of Japanese, often code-switchebatdapanese and English during their
discussion and introductions of American songs.

Nishimura (1992) has identified three types of eedéching used by Japanese-

English bilinguals. There is a basic “Japanese typwhich the speakers converse

27



mostly in Japanese and use nouns borrowed fromdarfgbm time to time. The
opposite of this is a basic “English type” in whigeakers sometimes include Japanese
words or phrases. A third type of code-switchisgdiby Japanese-English bilinguals is
a “mixed type” in which Japanese and English até botively used with inter-sentential
and intra-sentential switches. An interestingdeabf Japanese-English code-switching
is the use of what Nishimura (1995a) has termedtfipanteau sentences.” Since the
word order in English sentences is basically subjeth-object (SVO) while in Japanese
it is subject-object-verb (SOV), portmanteau secésrcan include intra-sentential
switches with the result being a subject-verb-abyecb (SVOV) word order. In these
sentences, the English verb at the beginning o$éméence is repeated in Japanese at the
end of the sentence. Code-switching is practigedabious Japanese people in an
interesting variety of patterns.

Many reasons for code-switching have been hypataddiy researchers, and these
have been summarized by Crystal (1987) as thrae paierns. First, speakers may be
deficient in their second language, and so theycewio their first language in order to
compensate and complete the desired communica®oce the switch has been made,
the speakers often will continue using their fiesstguage. Second, a speaker may code-
switch in order to show solidarity with a certaotsl group or to build rapport with the
listener. Third, a speaker may use code-switchiragder to focus attention on
important words or communicate a certain attitudtne listener. These three causes of

code-switching will be discussed in greater ddialbw.
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Code-switching to Compensate for Language Deficiencies

When contemplating the question of why Japaneskesta do not speak using
more English, due consideration should be givetheégossibility that Japanese people
do not know English. Deficiencies in the L2 cansmspeakers to code-switch to their
first language, but this answer, alone, is too $istip. Kite (2001) reported that the
majority of teachers surveyed in an English languatgrnational high school in Japan
stated that this was the apparent reason for sh&ients’ code-switching. Many see
code-switching as an indication of language deficye so code-switching is often
viewed negatively (Legenhausen, 1991). Howevere’'&(2001) anecdotal evidence did
not show any connection between the practice o¢-®swdtching and poor academic
performance. Speakers with high proficiency iriteecond language also code-switch
at times. Nishimura (1995a) found that Japanesedlans who were considered fluent
in Japanese performed a form of code-switchingetmed “borrowing” by using
English nouns in their Japanese speaking in ood#it tin gaps for unknown Japanese
words. The goal of speaking is to communicateas&kiba (1997) asserted, “where it is
used due to an inability of expression, code-swriigiprovides a continuity in speech
rather than presenting an interference in langtiaGede-switching is sometimes a
helpful means to more effective communication.

There are also cases where students learn tosesad language in a certain
setting but are not able to use it in other se¢tinpezzini (2004) presented an
immersion school in Paraguay as a good exampleiof Students learned English in
classes at school and were comfortable and prafiaieusing English for academic

purposes such as reading or for discussing acadepics like mathematical calculations.
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However, all of the social interaction in the schioetween students was carried out in
Spanish, so students never learned English veraac8tudents used code-switching,
depending on the topic and setting they were theschool. Tarone and Swain (1995)
found the same principle to be true of elementaurgients at a French immersion school
in Canada. As they progressed into upper elemgntay spoke less of their second
language because they had not learned the vermaculae in social situations. At the
English immersion school in Paraguay, as at otinenarsion schools, “students
demonstrated a relatively high functional Englisbfigiency but not necessarily near-
native” (Spezzini, 2004, p. 425). Although thedcend language proficiency may be
high, students use code-switching to compensatinéir second language deficiencies.

It can be assumed that some students in Japaonadseswitch into Japanese due
to insufficient skill in English. However, for madapanese students, it is not only a
matter of deficiency but their perceived deficienay documented above in the
discussion of self-perceived competence. BurdéZpdiscovered, through a survey of
university students in Japan, that the majorityehawery low estimation of their own
English ability even though they have studied Estginore than six years. This
evidently is one reason why many Japanese studdtsry to speak in English quickly
code-switch to Japanese and then continue on iinfitst language.
Code-switching to Demonstrate Group Solidarity

Although many instances of code-switching are duariguage deficiencies, a
number of researchers (e.g., Auer, 1998; Gump&&2;IMyers-Scotton, 1993) asserted
that code-switching is also used as a means tewaelgertain communication goals or in

order to signal the social or cultural identitytoé speaker. Gumperz (1982) purported
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two seminal ideas that significantly influencedeash on bilingual conversation in the
years that followed (Cashman, 2008). First, Gump¥®82) noted that bilingual
speakers used a special code or language whengaikih members of their own group
and a different code when talking with those whaeoen®ot in their group, such as
monolinguals. Code-switching was framed as a mtmtspeakers use in order to
identify themselves with a certain social grougc@hd, Gumperz (1982) observed that
code-switching might be used as a clue to aid conication, a means “by which
speakers signal and listeners interpret what theityas, how semantic content is to be
understood and how each sentence relates to wéages or follows” (p. 131). Code-
switching as a tool in communication and a waydisieve conversational goals also
became a focus of research, drawing from Gumpearadigm.

According to Myers-Scotton and Bolonyai's (2001¢@ant of the history of
research on code-switching and social identityhe1960s, Labov (1966) and Fishman
(2000) asserted the “social factors” approach maeming the forces behind linguistic
choices. Labov’s (1966) approach, which contirtoesppear in research literature,
assumes language choices are made by individualtodafluences from the
surrounding community. In Myers-Scotton and Bolaifg/(2001) words: “Linguistic
choices primarily reflect the speaker’s place soeial group” (p. 2). The social groups
that help to determine linguistic choice may bermated to the speaker’s identity on a
macro-level, like ethnic, political, regional ortizaal identities, or on a micro-level, such
as family members, friends, teenagers, or indididientities (Cashman, 2008).

In Fishman’s (2000) paradigm, known as domain amslyhe domain which

determined the language choice of the speakerstedsof the participants, topic, and
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setting of the conversation. In an example praviol Kite (2001), a teacher and student
(participants) discussing a math problem (topigcdhinol (setting) would be considered
the domain of education. At an English languagerimational or immersion school, as
illustrated already by Spezzini’s (2004) case efshhool in Paraguay, the language that
would be required in the educational domain is Bhgl However, in a distinct domain
such as home, friends, or individual thinking, #ppropriate language choice might be
different (Kite, 2001).

Lanza (1997) suggested that, as bilingual childeam languages at an early age,
they develop the ability to connect social meanimtanguage use and can discern which
language to use in what social situation. As ti@yv older, speakers make more
conscious decisions about language use dependéneiomttitude toward a group. As
Beebe (1988) observed, speakers can either choos¢ sonvergence, by speaking like
a certain group, or divergence, by speaking diffdyehan the group. This is why, as
discussed above, Gardner (2006) stressed thano ddanguage students must like the
speakers of that language and want to identify wiém.

Using language to include members in a group oluekecothers from the group is
often called “membership marking” (Kite, 2001, g43. Bucholtz and Hall (2008) noted
monolinguals’ fear that language choice is madénduwonversations in order to leave
out those who are not seen as members of the upgrNonetheless, researchers have
often observed the opposite phenomenon. One erasplishimura’s (1992) depiction
of Japanese-Canadians who would code-switch imtanise when a Japanese native
speaker was present and into English if a nativgli&imspeaker was a participant, so

everyone would be able to understand the conversaimilarly, Greer (2008)
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documented bilingual conversations by studentsiimgernational high school located in
Japan where code-switching occurred to providestadion of parts of the conversation
for participants in their preferred language. Tesved to include all participants in the
group but, as Bucholtz (2005) observed, it alsate two new groups, namely, those
who were linguistically limited and those who wélteent in two languages. Code-
switching is a powerful tool for establishing idéyngroups.

One of the identities commonly supported througiheeswitching is ethnicity.
Nishimura (1995b) studied code-switching pract@e®ng Niseis, second-generation
Japanese-Canadians who were born in Canada. Althtuent in English, they
interjected words and phrases in Japanese whikeecsing in English. Nishimura
(1995b) found the Niseis’ practice to be a mearesxpfessing their common Japanese
ethnic background. Shin (2010), likewise, recogdithat Sunday school teachers’ code-
switching from English to Korean, in a Korean chulecated in California, served to
socialize the children in their Korean identityhits(2010) concluded: “The switch to a
particular language in the bilingual discourse aso be employed as an effective
vehicle to signal ethnic identity” (p. 91). Itesident that identity issues affect code-
switching practices. For Japanese people, thpankse identity clearly influences them
to speak Japanese. This was exemplified by Japaeashers of English who spoke
Japanese during English classes because it wasmatnm@l since everyone in the class
was Japanese (Murphey & Sasaki, 1998).

Another Japanese social group which has the pateatinfluence students
significantly in their choice of language is theepgroup. Matsubara (2006) found

student-student relationships to be one of twfaoith the most influence on
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motivation of Japanese students of English. EW@0@6), likewise, reported from his
study of young, successful, Japanese learnersgiishrthat the positive influence of
friends and peers was of the highest importancedocessful language learning.
International parents in Japan also stated inxeegury Gomi and Thompson (2005) that
a lack of English-speaking peers was one of theettop obstacles to their children’s
English language development. Kite (2001) fourphdase-English code-switching to
be the unmarked language of choice for peer coatiers in an English language
international high school in Japan. The peer gisuppowerful force for young learners
and can influence their willingness to speak Eigligher positively or negatively.
Spezzini's (2004) research at ASA, an English ingioer school in Paraguay,
exemplified the powerful influence of the peer gr@mn language use. Students at ASA
“described their language use as an almost corseiffort to create a special identity:
‘ASA speech is unique — special, it's ours™ (Spezz22004, p. 420). Another student
explained: “When we speak English, we speak ASAliEhgand when we speak Spanish,
we speak ASA Spanish. Basically we are alwayslspg&panglish” (Spezzini, 2004, p.
420). Students at ASA understood the power ofuagg for establishing social group
identity. Spezzini (2004) wrote concerning langegdEthnic varieties have been
known to be actively maintained or developed toresp the distinctive ethnic identity of
the users” (p. 421). Following this pattern, ASAdents developed their own unique
language through Spanish and English code-switclwvhgch most students in the peer
group of that school spoke in the social domaipez3ini (2004) concluded: “These
findings also highlight the important relationshigtween friends and language learning”

(p. 426).
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Social groups often have a salient influence oguage choice, and speakers
sometimes choose their language to identify witer@ain group. However, as Li (2005)
asserted: “In some bilingual communities code-dviitg is a highly significant social act,
whereas in some others it is merely the commorodise model” (p. 378). Rather than
the choice of language always being guided by sgomap considerations, as Labov
(1966) and his associates maintained, Li (2005 tiedt code-switching is a tool used by
bilinguals, who are “aiming primarily at achieviogherence in the interactional task at
hand” (p. 375).

Using Code-switching to Focus Attention

The third major reason why code-switching may laefpced by a speaker is to
focus attention or communicate a certain messatieetbistener. Kite (2001) found one
possible cause was that “students use code-swit¢cbianhance their discourse in order
to be more expressive” (p. 324). For example, stapies are easier to describe in one
of the languages or words in a certain language lmeayore effective in communicating
a desired feeling. Shin (2010) noted how Koreand&y school teachers code-switched
into Korean to talk about bodily functions and tpivhich might be found offensive.

Another instance exists in which code-switchingsed in order to enhance
communication. This occurs when a sentence isegpokone language, then the speaker
code-switches and repeats part or all of it in h@otanguage, in order to assure that the
message has been conveyed accurately (Saigusg, daG&ldition, bilinguals who
encounter a problem while speaking their seconguage may code-switch to their first
language in order to settle the problem in a leamél atmosphere, figuratively speaking

“behind the curtain,” out of the spotlight creatgdspeaking in the L2 (Saigusa, 2005).
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Often, code-switching serves as a spotlight to $aaitention on certain words, if
they are spoken in a different language than tkeeconrently in use. Shin (2010)
described how Sunday school teachers in a Koreartlelin Los Angeles code-switched
from English to Korean when giving commands to dragre attention to the importance
of listening to what they were saying. Li (2008lated how a Cantonese-English
bilingual mother used English to ask her son, wlas twsy playing a computer game,
whether he had finished his homework. When hendideply, the mother code-
switched to Cantonese in order to obtain his atientThis resulted in the boy replying
in English. Saigusa (2005) explained the poweroafe-switching in this way:

L1 and L2 are spontaneously placed on the speakeaginary scale and the one

that is not spoken at the moment may have beeantasteously employed for the

purpose of using the other optional language aarken In other words, the two
languages were measured on a see-saw and theabmanhattract more attention

was selected. (p. 482)

Code-switching is a powerful tool bilinguals care tis focus attention on important
segments of their communication.

Grosjean (1982) stated that code-switching cansdsee to add authority or status
to what is spoken. Shin (2010) concluded that ewdiéching to Korean when teachers
provide directives might heighten students’ awassra the social hierarchy between
Korean adults and children. For Japanese-Engiistgbals, Saigusa (2005) noted that
using English created a more formal atmospherdewthe atmosphere was less formal
when speaking Japanese. For this reason, a kaliniginer used English “to distance

herself when evaluating or assessing the traingegl82). When seeking to empathize
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with the trainees’ struggles, however, the tracwde-switched to Japanese. Code-
switching can serve to increase the perceived atyhad a speaker or the message that is
being communicated.
Individuals who are bilingual code-switch for aiesy of reasons. They may have
a deficiency in one language, so they do not knesam words or the language
necessary to communicate in a certain domain. Kepganay code-switch in order to
identify their ethnicity or to associate themselwéth a certain group. They also may
choose their language or use a mixture of two laggs in order to enhance their
communication. Myers-Scotton and Bolonyai (200s9ested that speakers, even at a
young age, rationally process their options, usitkgnd of cost-benefit analysis and
choose the code or language that will optimizerttevards. Myers-Scotton and
Bolonyai (2001) expanded on this construct:
In summary, choices in a rationally based moddhgistic variation pass
through several filters. They begin with the exéconstraints on speakers: their
linguistic repertoires, which in turn are constealrby large-scale societal factors
and the discourse structure of their communitiéeyTare also filtered through
internal constraints, the innately available aesttitres (a markedness evaluator,
somatic markers) that bias choices based on expexi€inally, choices pass
through a third filter in which a social mechanisatjonality, is the centerpiece.
To act rationally means that speakers take acanfutheir own beliefs, values, and
goals, and that they assess these in regard toahtonsistency and available

evidence. (p. 22)
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The choice of which language or combination of leages to use in a certain situation is
a complex decision influenced by individual perditpas well as academic, social and
linguistic factors. Understanding how such decisiare made by students in Japan and

around the world is an important field of contingiiresearch.
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Chapter 3: Methodology
Introduction to the Method

| used a qualitative, phenomenological researcigdd€reswell, 2007) for the
present study. The purpose was to explore reagbypgdapanese people do not speak
English more often. Specifically, | investigateywWapanese upper elementary children
are hesitant to speak English, both in and outsidtass, even though they study
English and are in an environment that encourggesksng in English. To research this,
| conducted in-person, audio-taped, semi-structurtlviews (Holliday, 2007) with 24
fourth, fifth, and sixth grade students currenthlyaled in a bilingual international school
in Kyoto, Japan. At the same time as the interyiealso administered to each
individual student the Bilingual Verbal Ability Te@8VAT). The participants in the
sample all met predetermined, specific criteria.

Prior to the interviews, | received permission frtra school administration to
conduct the study in the school. | also distridwadetter of explanation to the parents of
the participating students and received their emittonsent. The respective children in
the study provided verbal, informed consent andh @aerview was approximately 45
minutes in duration.

Rationale for the Method

Johnson and Christensen (2004) stated, “Qualitatieeviews...can be used to

obtain in-depth information about a participantisughts, beliefs, knowledge, reasoning,

motivations, and feelings about a topic” (p. 188Jthough substantial research has been
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conducted with second language learning, and adsaitdudes toward English language
usage among people in Japan, a paucity of reseascheen conducted with younger
students’ attitudes about language learning andeu§Bakada, 2003). Macintyre, Baker,
Clement, and Donovan (2002) asserted, subsequshidging a sample of junior high
school students: “Investigating individual diffeoes among younger learners is both
possible and to be encouraged” (p. 156). Docuntientaf the thoughts, feelings, and
motivations of upper elementary language learrseeshielpful addition to the literature
on second language learning and usage.

Population of the Study

The population for this study consisted of Japaheseh, fifth, and sixth grade
elementary students. This study possesses someedgfgexternal validity for Japanese
upper elementary students who attend internatisctadols in Japan. The results of this
study are most applicable to students who aredufihin Japanese and English. The
findings are also relevant for Japanese childrem finternational marriages or with other
international experience.

Sample Criteria.

The participants for this study were obtained fribwa fourth, fifth, and sixth
grade classes at a two-way bilingual, internati@ealool in Kyoto, Japan. All
participants were fluent Japanese speakers witmésp nationality who had been
studying English at the school for at least tworgedt this school, they studied English
and other subjects taught in the English languadgaat two periods every day.
Members of the sample had a reasonable degreelm\Eenglish ability, as

demonstrated by their English class grades andsaor the BVAT. All of the
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participants who were studying English as theiosddanguage received passing grades
during the two years prior to their participationthis study. On the BVAT, participants
all received English cognitive-academic languagdigiency (CALP) scores of 3 or
higher on a scale of 1 to 6, with 1 being negligiBhglish ability and 6 being very
advanced English proficiency. Although a CALP scof 3 indicated a level of English
proficiency that the BVAT reported as “limited,” mpared with native speakers of
English, it still established these participanthiaging English ability comparable to
native English speaking second or third grad&sidents with developmental and
learning differences were not included in the sanphformed parental permission was
also a requirement for participation (Appendix B).
Rationale for the sample

The over-riding rationale for the present study waalitative criterion-sampling
(Gay, Mills, & Airasian, 2009). Although Japaneg®aking students of various
nationalities attend the selected school, onlyesttglwith Japanese nationality were
chosen due to the unique cultural influences iserstudents’ lives through their families
and Japanese society as a whole. Students itutthesere fluent in Japanese to the
extent that they were very comfortable speakingdape and usually preferred to speak
Japanese. This inclination toward speaking in@dagais congruent with the situation of
most Japanese elementary students, as well asofbst population of Japan, making
the study more beneficial for the understandingmdlish speaking in Japanese society
as a whole.

The participants also were required to have preshostudied English for at least

two years, so they would possess sufficient skigeak comfortably in English.
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Logically, it did not seem prudent to study the ivation behind not speaking English
for those who did not have the skills needed tsalo The participants’ English skill was
verified through their English class grades and B\&&ores. Students from a two-way
bilingual, international school were chosen becdhieg were in a setting that teaches
and promotes the speaking of English. The majofityyese students also have parents
who strongly encourage them to speak English, ashras possible. Students in this
unique environment have the ability and encouragenoespeak English, yet they still
often opt to speak Japanese.
Methods of Sampling

All fourth, fifth, and sixth grade students at #&hool who met the above criteria
were invited to participate. Some participants wlitbnot have Japanese nationality and
others who did not attain a CALP score of 3 or brgbn the BVAT were not included in
the study in order to produce a more homogenousplsamvhich is preferable in
qualitative studies (Firmin, 2006a). The final posive sample consisted of 24 students.
Saturation (Wray, 2007) occurred after around i&rurews (see Appendix C), so |
concluded that 24 interviews were sufficient inartb accomplish the study’s overall
objectives.
Demographic data for the sample

Of the students in the sample, 15 were girls ane@ boys. The sample was
comprised of six fourth graders, nine fifth gradensd nine sixth graders. Nineteen of
the students in the sample were native speakelapainese only. Five were near-native

speakers of both English and Japanese becauseiofaimily or schooling experiences.
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Thus, all of the participants were native speakédapanese, but most had learned
English as a second, foreign language.

Those who usually spoke Japanese at home were h8eng of the sample,
while 2 usually spoke English. Three of the stugeegularly spoke both Japanese and
English at home, and one was a student with ardifteethnic background, who usually
spoke a language other than Japanese and Enghisimat Nine of the students had
international experience. Five were from interoadl marriages in which one parent
was a native English speaker and the other a nddipanese speaker. Six were returnees
who had lived overseas and had come back to livapan.

All of the parents gave permission for their cheldito participate in the study,
and none of the participants withdrew during therse of the study. Three additional
students were interviewed, but they were not inetlith the final sample. The reasons
for their exclusion were as follows: two of thed#uts, although fluent in Japanese, did
not have Japanese citizenship. The third studérd,entered the school midway
through elementary, received a cognitive-acadeamnguage proficiency score of 2 on
the BVAT. This score did not reflect English pméncy sufficient for inclusion in the
present study. Therefore, data from these threkests was not included in the study.
Procedure

Instruments. The instruments for data collection in the stusjyuded semi-
structured audio-recorded interviews and the Biladg/erbal Ability Test. The
interview questions (Appendix A) were prepared befiand in order to focus on the
participants’ attitudes and experiences with Eihgigguage learning and speaking,

particularly concerning the possible sources ofjleage anxiety enumerated by Young
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(1991): 1) personal and interpersonal anxietiete@ner beliefs about language learning,
3) instructor beliefs about language teachingndjructor-learner interactions, 5)
classroom procedures, and 6) language testingrvietv questions were checked by an
independent, experienced qualitative researcheradtet revision, were approved by the
administrators of the school.

The Bilingual Verbal Ability Test (BVAT) is a normeferenced test that provides
a measure of the overall verbal ability of bilingstudents, assessing comprehensive
verbal proficiency of bilinguals. The BVAT was disi@ this research in order to provide
an objective measure of the students’ English Jebidity that could be compared with
their perceived English ability as reported in itterviews. For this reason, only the
English portion of the BVAT was administered toleatudent, producing a standard
score of the student’s cognitive-academic langymgeciency (CALP). The BVAT was
co-normed with the standardization of the Woodcaaknson 11l (WJ 1ll), including a
representative sample of U.S. participants, agbsazigh 90 years (N=8,800), in more
than 100 geographically diverse communiti&se overall reliability for the various
BVAT domains ranges from .80 to .89, with the Eslglianguage proficiency score
having a reliability of .93. The content validiythe BVAT for upper elementary age
students ranged from .55 to .92. The predictivilig ranged from .65 to .85. The
BVAT's construct validity was reported within th&0.to .90 range.
Pilot Study

After parental permission was received, a pilotgtwas conducted with four
students in order to check that the interview protavas generally understandable for

fourth, fifth, and sixth graders. During theseeiviews, the think-aloud technique
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(Johnson & Christensen, 2004) was used, givingnieeviewees the opportunity to
speak out loud during the interview regarding vasiaspects of the questions that may
have been confusing or difficult for them to undansl. A minor revision of the
interview protocol was completed based on the siiodly.

Data Collection Methods

Interviews were slated with the participants atetsnduring the school day that
were convenient for their schedules. | then cotetl-person, semi-structured
interviews with each of the respective 24 studentsprivate room at the international
school. Students were free to answer questioherdit Japanese or English, and |
clarified, in Japanese, any uncertainties abouthvtiiey had questions. The respective
students’ discussions of the questions were taperded and typically lasted
approximately 20 minutes. | then administeredBN&T, which took an additional 20
minutes.

Later, the tape recorded interviews of the pardiotp were transcribed in English.
Japanese portions of the interviews were transktedranscribed in English. Open
coding (Maxwell, 2005) was used to organize tha d&b categories and identify
recurring themes. These themes were discussdwefwith six students in a second
interview wave in order to clarify questionnairspenses.

Relevant Ethical Considerations

There were no apparent risks or potentially harrsifwlations for the participants.
Before starting the interviews, | prepared a paectinsent form and distributed it to
parents of the fourth, fifth, and sixth grade studdor them to sign and return to the

school. It included a brief explanation of my @®d and the kind of interviews | would
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be conducting with the students. Parents werenméd about the BVAT, and | asked
them to allow me to use their children’s BVAT scoend report card grades in my
study. Parents were given access to their resjgedhildren’s interview transcripts and
BVAT scores upon request. | assured parents tieat ¢hildren’s scores and comments
during the interview would be kept confidential amould not affect their grades at
school in any way. Quotations used in the studseweported using pseudonyms in
order to insure confidentiality. Interviews weknducted at a convenient time in a
setting that was comfortable and private for theigipants. Participation was voluntary
and students were not pressured to answer anyiguegtey did not want to answer.
Participants could choose to withdraw from the gtaidany time, although none did so.
Methods of Data Analysis

Data analysis was conducted using a constant-catparqualitative coding
method (Glaser & Strauss, 1967). | did not apgdndhe data with pre-established
categories in mind. Instead, | analyzed the imégv\transcripts using open coding to
look for recurring themes in the various studeaigeriences and assigned category
names to related segments of data that emergachcticed reflexivity (Johnson &
Christensen, 2004) during the process of analyiaglata, being aware of my
expectations in order to more effectively eliminbigs from the results.

| was particularly alert to the repetition of kepnds, phrases, and constructs. |
read and re-read the transcripts, appraising tleerodmmonalities among the responses
given to the interview questions. Codes (Liampmugt& Ezzy, 2005) were assigned to
the data at points, allowing me to track the sintiks of the participants’ reported data.

Since | used semi-structured interviews (Kvale,ZJ08ome participants elaborated on
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points where they felt pathos or desired to providstrations and examples. Where
coded data consistently showed consensus amomgttieipants, these points
eventually became the themes reported in the thédier completing this analysis, |
conducted a second wave (Firmin, 2006a) of intersiwith students chosen by
purposeful sampling (Flick, 2002) in order to se&boration on comments and themes
from the first round of interviews. Based on oViegastalt ofthe two waves of
interviews, | isolated the themes reported belowctvsummarize the phenomenological
perspectives of the participants.
Safeguards to Internal and External Validity

In order to enhance the internal validity of mya&<h findings, | used several
strategies. First, as mentioned above, | compsitetents’ BVAT scores and class
grades with their own perceived English abilityaga®rm of data triangulation (Berg,
2001). Data triangulation also was practiced @sed multiple interviews in two waves
to provide numerous sources of data. Second,d leseinference descriptors (Johnson,
1997) in accounts of the participants’ feelings arderiences, quoting their words as
much as possible, rather than paraphrasing theamemnts into my words. Third,
member checking (Morse, Barrett, Mayan, Olson, 88y 2002) was also employed as
| asked for participant feedback during the intevwprocess in order to confirm that my
understanding of their comments was accurate.icRemts consistently indicated that
my overall findings reported in the thesis weregrolent with their perceptions. Finally,
after exchanging the names of the participantp$eudonyms, | sought peer review
(Merriam, 2002y submitting my interpretations and conclusionsato specialists in

the field of ESL teaching in Japan. Their ovepalicepts were that my findings were
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plausible and made meaningful research contribstiorthe general understanding of
English communication among Japanese speakers.

Limitations exist to the external validity of trstudy. The unique educational
experience and environment of the participants nitgbarticularly difficult to generalize
to all upper elementary students or Japanese ewia whole. However, generalization
was not the central purpose of this study. Qualgaesearch results most effectively
achieve external validity as studies are repeate@iious contexts (Raffanti, 2007).
Therefore, the greater goal of the present studytar&ear the perspectives of students
who have started their study of English at a yoagg and are in an international school
environment that encourages speaking in Englidieiroutlook in this context may
serve to increase our understanding of the vapsyshological, social, and linguistic

forces that influence the choice of which langueggpeak in Japan.
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Chapter 4: Results & Analysis

Introduction

The students in the sample for this study wer@agbnese citizens. However,
almost all of them reported overall positive atlgs toward learning and speaking
English. Similarly, a substantial majority expreds desire to improve their English
ability, affirming they want to be able to spealgksh. They also receive
encouragement at home to engage in frequent Emgpisaiking. The parents of the
participants have paid for their children to attansvo-way, bilingual school where they
have an opportunity to learn English from the abg>q and most participants’ parents
encourage them to speak more often in English. sfients all have at least two
periods of English study every day at school, ey generally expressed a positive
attitude toward their classes. Almost all of thedents asserted that their English classes
have helped them learn to speak English. Howavespite of all these factors that
promote English speaking, when asked how often spewk English outside of classes at
school, most of the participants indicated oncayat less. Contrarily, when asked how
often they speak Japanese outside of classesailsotost replied several times a day or
more. Why do upper elementary students who studyigh every day in an
environment that encourages English speakingc$tibse to speak Japanese most of the
time outside of classes? Qualitative, phenomencdbgterviews with the participants
in this study revealed intrinsic and extrinsic @astthat influence English speaking

among Japanese speakers. Intrinsic factors ingltigethemes of internal stress and the
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perceived difficulty of English. Extrinsic factotisat emerged were social groups and
identity issues.
Intrinsic Factors

Internal Sress One major factor that clearly contributes to stud’ hesitancy to
speak English is their worry or fear that they make a mistake and be embarrassed or
laughed at. The majority of the participants med@ments related to this internal stress
that they experience. According to their intervi@sponses, the students sometimes feel
shy, nervous, embarrassed, worried, hesitant ardafvhen talking in English, especially
when among foreigners who they do not know welniP was another common
response of students who tried to speak in Engl&dchi illustrated this sentiment when
she stated: “I get kind of stressed-out when | haw@eak English and, when [ finish, |
always feel relieved.”

Participants’ panic was said to be due to a vanétauses, mostly connected
with the uncertainties in conversations. Whenitg/knformally with someone in any
language, the topics that will arise usually arekmown beforehand, so it is difficult to
prepare. The stress this causes is compoundewbienative speakers of English who
sometimes struggle to understand the overall topgonversation, as well as specific
vocabulary that may surface. English spoken quiokiwith an unfamiliar accent makes
the phenomenon even more challenging. Once staidestable to comprehend what has
been said to them, they then must strive to remeithieecorrect vocabulary and arrange
it in the right order in order to make a coheraqmly. Natsuko illustrated this fear of the
unknown, stating: “I feel panic, and | think, ‘Ob,r.what should I do!” | get nervous

before we start talking, because | worry about whay will say and how | should
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answer.” Conversations in which the interlocutoan unknown foreigner add even
greater uncertainty to the situation, thus prodgcnore stress in the student attempting
to speak English. For example, Kenji said: “I stimes panic if it's my first time to

meet the person.” Students often freeze-up whesdfavith unknown people, topics, and
English words.

The results of students’ fear and panic are agifindrance to communication
in English. Anxious feelings cause students ta$oon the emotions or the situation they
are experiencing. Their minds often go blankt d&ecomes more difficult to concentrate
on listening to what is being said. This furtheaeerbates the difficulty of formulating a
response. Keiko shared the feelings of most stsderthis respect: “If there are words |
don’t know, | panic, and it's harder to hear andenstand the rest of what they’re
saying.” Students’ emotional apprehension sometileads to negative self talk. Tetsu
illustrated: “If they use difficult words, | cantinderstand. | tell myself in my mind that |
don’t know, so | have trouble thinking about whasay.” In sum, the fear and panic
some students experience while trying to commuaeitaEnglish make it very difficult
to understand and reply during a conversation.

Another common cause for students’ fear of speakiag)the concern about
making mistakes or memories of making mistakesnyMsudents fear the
embarrassment caused by blunders in front of gesrs, even in their first language
(Fassinger, 1995). Almost all of the participantthis study could remember making a
mistake or being laughed at when they spoke Englistt many with such memories
were more hesitant to speak English as a restié riBk of failure and its accompanying

embarrassment compels them to keep quiet or spekpanese when in an English
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speaking situation. Mieko summarized many studésgdings in this respect: “They
think that they might say it wrong, and they amalf of being embarrassed, so they
don’t speak. | often think that way too, so | daspeak English.” Natsuko agreed:
If | do say something, after | say it, | think, “Wé That sounded really weird!”
but | don’t know how to make it better or fix iTthen | feel really weird because |
said something so stupid. 1 just feel stupid speaknglish.
Past mistakes and the fear of making mistakes axfEn discourage students from
trying to speak in English.

With the memories of past mistakes and the poggibil future mistakes, many
Japanese students do not have sufficient confidenaeler to try and speak in English.
This deficit is another source of the internal sdrthey feel in a situation that requires
English. However, the lack of confidence stemsrsegly from a variety of sources, in
addition to past mistakes. Comparing their spegéinility with their peers’ was a
common practice that often was noted as a contiliatfeelings of inadequacy. When
other students around them seemed to have suladiaptogressed in speaking English
proficiency, participants did not want to reveaithdeficiencies and, rather, chose not to
speak. For example, Sachi succinctly illustratedon’t have confidence. | tell myself
that I'm bad, and | compare myself to others.”

It is not only students who compare themselves wfitlers, but their parents also
do so. When parents compare their children’stasliwith others’ and make negative
comments about their children’s inadequacies, wdratiade directly to the child or to a
third party, it can undermine their children’s assice. Students need encouragement,

particularly from their parents, when learning revd difficult skills, so parents’
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negative comments may be especially discouragitigko provided insight on this

point: “Sometimes my mom gets together with othenm, though, and she talks about
how bad | am at English. | don’t really care tthety say this though, because | already
know that I'm not smart.” The words of Mieko’s rhet reinforced the inadequacy
Mieko already felt, but it is difficult to determerthe original cause of Mieko’s
uncertainty. Often, comparison with other studeinysparents or students themselves, is
a contributing factor to lack of confidence in skieg English.

In addition, test scores were found to affect stisldevel of confidence in their
English proficiency. Poor results on standarditestls, when they occurred, made
students in the sample feel inadequate. Partlgulasts designed for native English
speakers, which are quite challenging for EFL stiglded students to conclude they
were not as fluent in English as they otherwise belteved. In other cases, students’ apt
performance on standardized tests or class quasssed them of their progress. This
made them more willing to try to communicate in Esfg In this manner, written tests
can have a positive or negative effect on studeatsfidence in their English ability.

In order to feel their English abilities are adegua attempt communicating,
students need to have an accurate means of gahgingbility. Although some did so
using written tests or by comparing themselves #idir peers, other participants in this
study were uncertain what benchmark was best tinusgsessing their skills, so they
lacked confidence. Shun exemplified this concgpdthting: “It is kind of hard for me to
say that I'm very good at English. | don’t know’rh good or not.” One result of this
uncertainty is that students too often do not gbtebm speak the English they have

studied. Unfortunately, they seemingly lack assoeahat they will be successful, so
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they assume they will not be. A few participantpexienced how success breeds
confidence but, for most, this lack of aplomb prage¢hem from having English
encounters that would build their confidence. Slwatrated this attitude as he
lamented: “If | speak to foreigners, they probalbibyn’'t understand me. So I'm not very
confident to speak to them.” To summarize, padeiar of making mistakes, and lack of
confidence are forms of internal stress that weuad to affect Japanese students’
willingness to communicate in English.

Perceived Difficulty Regarding intrinsic factors that affect languabeice, a
second theme the majority of the participants noewetil was a linguistic one: English is
difficult. The participants, who all were fluergesakers of Japanese, described speaking
the Japanese language as easier and more neédpedking English, in contrast, was
labeled difficult, hard, confusing, and too muabutole. A total lack of knowledge or
ability in English was not raised as a problemthi@g most of the participants described
their own English ability as being overall “good.”

The students’ appraisals of their own English mieficy were supported by their
teachers’ appraisals. An inspection of the stuglgratst report cards showed that all of
the participants who were studying English as teegond language received passing
grades during the two years prior to their paraitign in this study. Their English
teachers affirmed that all the participants wergpessing in their English reading,
writing, and speaking abilities.

The patrticipants’ self-assessment was further supgdy the results of the
Bilingual Verbal Ability Test (BVAT). This test prvided an English cognitive-academic

language proficiency (CALP) score on a scale af @&,twith 1 being negligible English
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ability and 6 being very advanced English proficienA score of 4 is considered fluent
or average for native English speakers of that &gdkeof the participants in this study
received a score of 3 or higher on the BVAT. Aitbb a score of 3 indicated a level of
English proficiency that the BVAT reported as “ltetl,” compared with native speakers
of English, it still established these participaagshaving English ability comparable to
native English speaking second or third gradeedf-&ppraisals, English class grades,
and norm-referenced test results demonstratedatttigipants in this study generally
possess at least minimal levels of verbal Englislite  So why did the majority say,
when given the choice, they prefer speaking Jag&nes

Tetsu illustrated part of the reason, when he ceglthe sentiments of the
participants in the research sample: “They cankspghut they don’t want to because it
confuses them.” Speaking in a second languadeaitenging. Students claimed
speaking English is a nuisance. It requires mbolght and effort, while
communication in Japanese is relatively effortleSachi elaborated the point in this
way: “It's kind of a bother because | have to decichat to say, then translate that in my
mind, and then try to say it correctly.” Havingilted proficiency in English makes
sentence production laborious and frustrating foedents who are trying to communicate
their complex thoughts or feelings. Rememberiregappropriate English words and
putting them together in the brain, using correangnar, is a formidable task for native
English speakers, and the participants in the stepgrted the difficulty of the process to
be compounded when speaking in English as a fotaigyuage. Certainly, speaking
one’s mother tongue is not nearly as challengingpasking a second language that is in

the process of being learned, so students choessathier way to communicate. Mao
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summarized how she believed her peers feel: “t&ear for them to speak Japanese
because they're used to it and they know it walko, it's hard for them to translate
what they want to say into English.”

Although the participants all have a reasonableetegf English proficiency, there
are still gaps in their knowledge of English thatk@ communication problematic. There
are grammatical constructions they have not yetenad and significant vocabulary they
have not learned. So how do students bridge tpe igetheir English ability or
vocabulary when in the midst of a conversation®zKdiexplained the sentiments of most
participants in the sample: “I speak Japanese \lene are hard words that | don’t know
how to say in English.” The subjects tend to cedgtech from English to Japanese when
their communication is blocked by deficiency inittienglish ability. In some cases,
students may substitute only one Japanese womd linglish sentence to replace an
unknown English term (borrowing). However, whemdgnts find they do not know
numerous words needed to communicate the intenésdage, they often switch to
Japanese and continue on in the more familiar lagpgu Sora expressed the common
experience of students at this stage in their saidgnglish: “Sometimes, the word |
want to use disappears from my mind, and | forgst to say what | want to say, so my
sentence becomes broken. This makes it hard ti&$pe€his situation often results in
students code-switching.

The main purpose of language is to communicate|esoentary students, like
people of any age, naturally will choose the lammguthat helps them achieve their
purpose. The inclination to practice English foproved speaking ability is readily

subordinated to the desire to convey the messagpedan the present situation. The
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elementary participants, in particular, displayadcagerness to complete communication
as simply and speedily as possible. Interactidwéen peers is regularly marked by
subtle nuances that are challenging to relatesiecand language. Chiaki’s comments
were representative of the sample: “If they trgpeak in English, it's hard to say what
they want to say. And if they speak Japanese,dhrysay what they want to say. That's
why | don’t speak English more.”

The topic of conversation also helped participaetermine which language would
be more effective for communication. Students egtbat subjects in the academic
domain, such as mathematics and science, wereediaar to discuss in English. They
had studied this material in English, so their klemige of English terms related to these
issues often surpassed their Japanese vocabuiteyaction on these topics occurred
most often in the classroom setting. However,igaents were accustomed to
discussing topics in the social domain, such agspentertainment and peer
relationships, in Japanese. Communication rel@td¢dese matters generally took place
outside of classes, so Japanese was the languabeio¢ for that setting. Atsuhiko
exemplified this experience, saying: “I like to agehe language that | can explain
myself and be understood the best in. Certaircsopie easier to speak about in Japanese
and others are easier to speak about in English.”

Given the choice, the Japanese elementary stus@misled in this study most
often will choose the language to speak for effja@asons. Although they have a
reasonable degree of English proficiency, speakimgjish is perceived as more difficult

and burdensome. They will speak in the languagetigh they can most easily convey
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their message. Chika summed up the feelings olr&aglish students: “When | try to
speak English, it's too hard, so | don’t want teap anymore.”
Extrinsic Factors

Social Groups Two extrinsic factors also were found to affestdguage choice
significantly. The consensus among participants thiat social groups profoundly
influence students’ use of English outside of @assThe most important groups in the
lives of the study’s participants were stated tdHsestudents’ families, friends, and
foreigners.

Most of the participants indicated that Japanesieedanguage of their most
important social unit, their family, and that tipisenomenon influenced their language
use. Most participants usually speak Japanesethgthfamilies and they speak in
English at their homes once per day or less. iBhilsie to the fact that most of the
parents have spoken to their children only in Japarsince the day the children were
born. When asked regarding which language he peef¢o speak, for example, Tetsu
replied: “Japanese, because it was my first languagd it is my family’s language.”
The children started speaking in Japanese at hatheéheir families as their mother
tongue, so it became the natural language for camuation both in and outside of their
homes. This deep-seated habit of communicatiooti®asy to change, even if the
parents have strong English ability and encourbge thildren to speak more in English.

The reality is that, although many parents are iefageheir children to learn
English, they seemingly make relatively little etfto learn or speak English. Parents
serve as important role models for many aspedisedf children’s development.

However, aside from the children of internationarrages, few of the participants had
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parents who modeled bilinguality. On the contrgasticipants had to speak Japanese at
home in order to communicate with their parentsikeexemplified this situation: “My
parents are Japanese, and they can’'t understand@oEnglish, so | can’t communicate
with them.” Once again, communication effectivenissthe primary goal that

determines the language to use. In this case,matimbers of the family, the

participants’ most important social group, the ietgaroved to be most cogent.

Another significant group having a salient impagcttiee choice of language was
the participants’ friends. As students progressiugh elementary school, their
relationships with their peer group become increglgiinfluential. Students want to be
liked and accepted by their friends, and this nexgueffective communication.
Participants, therefore, chose to use the langthegellowed them to communicate most
effectively with their friends. Shin commentedjtkt speak English or Japanese based
on which one is easier for my friends to understand

Even if the students were more adept at Englishy, tgularly chose to speak in
Japanese, if the group of which they wanted to parausually spoke in Japanese. In the
international school selected for this study, stdgoups are often formed, in part, on
the basis of the language that is usually spokethéynembers. Japanese students who
grew up using Japanese at home usually join grihgispeak Japanese in the social
domain. Maki shared about the effects of frienplslun language use, stating: “I feel
like | have to speak Japanese with my Japaneswlfrieecause it is their first language
and they would like it more if | spoke Japanesspdak to them in Japanese to be a good

friend.”
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Speaking the same language in the group alloméoe effective
communication and builds solidarity. Students stwhoughtfulness toward friends in
their group by using the language they could urtdedsmost easily. Even students who
were proficient in English and wanted to use it whedking with friends sometimes
chose not to do so out of consideration for thecloabilities of other friends in their
group. Natsuko illustrated: “If | speak in Englishy friends who aren’t as good at
English may not understand and may feel left out.”

Acceptance by the peer group and the maintenangeaaf relationships
generally took precedence over personal languagfenences or the desire to practice
English speaking. This dynamic was most cleardyole in the cases of children of
international marriages who spoke English at honteJapanese returnee children who
had come to live in Japan, after spending condidetame growing up overseas.
Although English was their personal language oiadahey regularly elected to speak
in Japanese in order to be accepted by a grouparelop relationships with friends.
The pressure from the Japanese language culturthamecessity of speaking the
Japanese language to be accepted in a group weandiated by the experience of a
half Japanese boy who came to live in Japan. elated his experience:

All of the people around me are speaking Japarleeedime, so | guess that

makes me want to speak Japanese. If I'm the amdyspeaking English, | may

feel a little left out. It's easier for other kitts understand me when | speak

Japanese, so | feel more accepted. | kind opfelisure to speak Japanese when

| first came to (the school)...I felt kind of nervowhen | was in a group where

everyone was speaking Japanese. If | talked ®ikié&English, they would
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answer me in English, but whenever they spoke tannimglish, they spoke in a
joking manner, using a Japanese accent.
The powerful influence of the peer group requirggsahese students to speak in Japanese
to be accepted and maintain good relationships tivéh friends.

So what would happen (hypothetically) if some mersloé the peer group
attempted to speak English in order to encouragje ¢tinoup to do so? In general, the
perceived response would be negative, or the atsewipuld be ignored. Japanese was
said to be the “accepted” language for interachietween Japanese people. For a
Japanese speaker to address other Japanese spe&kegkésh was believed to display
disregard for established social group norms. oiily be unexpected and result in the
speaker being considered with incredulity. Sactwsiments represented the
participants’ consensus overall: “People may ats&ibd of surprised or wonder why in
the world I'm speaking English if | try to speaktteem in English.” Participants
assumed the listeners would tell the speaker tdaganese or ignore the attempt at using
English and carry on the conversation in Japan@séest, it would be overlooked, but it
could possibly harm relations within the peer grofao elaborated on this idea,
reflecting the concerns of the sample:

I don’t think that my friends would agree to spé&alglish together and, if they did,

it might be a little awkward. It might change @atationship as well, because it

would be hard to communicate what we really wardap to each other.
In view of the prevalence of these attitudes, itilsde challenging for established

Japanese speaking group members to venture Esgkstking outside of classes.
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For a peer group to respond positively to membagteimpts at speaking English
in the social domain, the support of the populesug leaders is crucial. Leaders of peer
groups often exert powerful control over what ipr@wed or disapproved by the group.
Consequently, if group leaders are not very prefitin English, it is unlikely that they
will allow their deficiencies to be revealed by popting English speaking among their
friends. Mika, a Japanese girl who grew up ovexsedated her experience of how the
group reacted to her use of English:

If someone popular speaks English, maybe they wallkpeak English but, if

you speak it by yourself, it's kind of embarrassirgso, their main language is

Japanese, so it's easier to speak Japanese thashErnfthe leader of the group

suggests speaking English, then maybe everyonedvit) if someone isn'’t the

leader, she might be teased....| am forgetting myliEimpecause my friends
don’t speak English. When someone says that waldlspeak English, | want
to, but they don’t, so we just speak Japanese..niNwiy people speak English,
so I'm the only one speaking, and that makes me twastop speaking.
In sum, peer groups and their leaders, with theisgnal language preferences, exert a
powerful influence on whether students speak Ehglisnot outside of classes.

A third important group having a significant effect students’ willingness to
speak English was foreigners. A majority of thetipgoants in this study said they
wanted to be able to talk with foreigners. Thisideto communicate with English
speakers is a strong motivating factor for studemttudy English. Keiko’s feelings
were representative of most participants in theptaniMy biggest goal in speaking

English is to be able to talk to Americans....My tiglaships with foreigners are very
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important to me.” English speaking foreignersatteactive to the participants. Students
want to build friendships with them and be ablsgeak English like them. The
consensus was that the subjects would be willirgteampt communication in English
with internationals who did not speak Japaneseei§oers serve as linguistic role
models for the participants. Being with internatits motivated them to want to improve
their English speaking skills.

Most international students have lived in Japaglatively long time and have
developed their Japanese ability to the point wkiggg can communicate in Japanese
more effectively than the Japanese students cak $peglish. As Jun shared above, in
Japanese society, there is pressure to learn aad Sppanese, and many students feel
the need to communicate in Japanese in order &odxpted by their peer group. This is
strong motivation for most foreign students to tred@panese. Therefore, outside of
classes in this international school setting, Japarstudents generally will speak
Japanese to internationals who understand Japambsg.usually will speak English
only to those who do not understand Japanese.

Foreign students who speak Japanese generallynwexgewed as good
candidates for English speaking partners by Japastadents. The reason is likely due
to the history of their relationships. When Jagangtudents entered the school, they did
not know any English. Consequently, most inteorati students developed friendships
with the Japanese children by communicating indega This pattern of Japanese
speaking became a habit that has become veryudiftw break. Natsuko’s thoughts
epitomize the sample: “My American friends, like iMacan speak Japanese so well, and

I’'m used to speaking to her in Japanese, so | dealty have any opportunities to speak
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English to her.” Natsuko and Mary were in a grof@ifriends that followed a pattern of
speaking Japanese in the social domain, so Natidkwot think of Mary as being
someone to whom she could speak in English, evargthMary was a native English
speaker. To summarize, English speaking foreignwbisdo not know Japanese are an
influential group that motivates participants tarle and speak English, while
internationals in the school who speak Japanesegely spoken to in English.

Identity Issues A fourth theme that emerged in a majority of shedents’
comments concerned the issue of identity. Wheadsly students at the school do not
speak more in English, a common answer, as exaatphfy Maki, was simply “because
most of the students at (the school) are Japandsériicity has a strong influence on
language choice. Participants described Japasdabeiafirst language, their mother
language, their main language, and more natueglankese seemed to be the intuitive and
logical language to speak. This way of thinkirigly is due, in part, to the obvious fact
that the school is located in Japan and all optir¢icipants live in Japan. Keniji stated
this sentiment in the most straightforward manfiehnis is Japan, so people should speak
Japanese.” In addition to their physical presemdapan, the nationality and ethnic
background of the interlocutors in conversatiorisrofletermines the language used.
Japan has long been considered a monoracial andlimgural nation, resulting in the
idea that only Japanese should be spoken in Jafetme¢, 1997). Thus, when Japanese
nationals speak to each other, it is generallyrassithat they will speak Japanese.
Natsuko’s statement is representative of the Jagastedents in the sample: “I don't

speak English with my friends though, because wigmanese, so we feel like we should
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speak Japanese.” The country where the studertarid their cultural identity have a
cogent influence on their language choice.

This attitude toward the Japanese language ussadistablished long before
Japanese students enter first grade. They stk Japanese at home, and they soon
develop the habit that they take with them whely theto school. Most follow the
example of their parents and speak only in Japan®keta, although half American and
fluent in English, shared the following concernhig Japanese friends: “I think it's
natural for them to speak Japanese because thaly 3apanese at home. | choose to
speak Japanese for this same reason.” For Japstuesats, speaking Japanese has
become so natural that many said it felt “weird’speak anything else, especially to
other Japanese people.

Speaking Japanese is an important part of Japahe$ents’ cultural identity.

They feel that speaking Japanese is an integrabpdseing Japanese.” All Japanese
nationals are expected to speak Japanese fluefttig. can result in problems for
Japanese who live overseas and grow up studyingeaking English or a language
other than Japanese. When these students retdapan to live, they feel pressure in
Japanese society to conform, being as everyone €lss includes the compulsion to
converse in Japanese like other Japanese natidnasich cases, speaking English
causes students to attract attention, as one whecidiar, leading some to experience a
mild identity crisis. Mika, who grew up speakingdtish overseas, shared:

After school when those little kids in the yelloath [public school children] hear

me speaking English, they tease me and mimic nsemketimes feel like | should
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hide that | can speak English because I'm Japaaesi, don’t want to be
different.

Speaking Japanese is a powerful and natural expnestcultural identity for Japanese
students, from the time they began speaking asgyohitdren in their respective homes.
Breaking this habit by speaking English to othgraleese students takes dedicated
motivation and much effort. In sum, the issueagahese identity is an additional
extrinsic factor that compels most Japanese stadersipeak in Japanese with each other
in the social domain.
Summary of Findings

Through qualitative, phenomenological interviewiund intrinsic and extrinsic
factors that exert a powerful influence over stugdanguage use choices. Intrinsic
factors included the theme of internal stress, gtidied by panicking when faced with a
situation that required the use of English, feamaking mistakes, and lack of confidence
in their abilities, all of which caused many stutdeto be hesitant to speak English.
Although students in this study had an apt degfgeadiciency in English, real and
perceived deficiencies existed in their Englislglirstic skills nonetheless. This
phenomenon emerged as an additional intrinsic fab&d often made them feel
compelled to speak Japanese for more effective aonwation. Important social groups
(i.e., families, friends, and foreigners) comprisedextrinsic factor that influenced
students’ willingness to speak English both posltivand negatively. The extrinsic,
external factor of Japanese students’ ethnic itjewtas a final theme which fostered
participants’ natural inclination to speak Japandsginsic and extrinsic factors, in the

form of these four themes, reveal the challengasiwiace Japanese elementary students
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who are learning to speak English as their secanguage, even in the supportive

atmosphere of a bilingual, international school.
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Chapter 5: Discussion and Implications
Interpretations and Potential Applications

The majority of research pertaining to English teag and speaking in Japan has
focused on high school and university studentgdaita. The present study provides a
rare look at Japanese upper elementary studeeis5wf English speaking. In 2002, the
Japanese Ministry of Education, Culture, Sportgr®e, and Technology decided to
include Foreign Language in Elementary School (FL&San optional activity in a new
elementary curriculum with the aim of enhancinglstuts’ motivation to learn English
(Takada, 2003). Whether this program is succegsfathieving its aim is a matter of
debate. Nonetheless, in this study, the elemestadents interviewed were found to
have a very positive attitude toward learning Estgli They have a good impression of
studying English from the classes they have takas far, and they want to learn to
speak English, especially so they can talk witkeifgmers. These are very promising
characteristics for their future study and use rglEh.

At the same time, three-fourths of the participausiitted they presently speak
English outside of classes at school only onceyaodgess. This occurs in the context of
students feeling that it is only natural for Janpeople in Japan to speak Japanese to
each other. In addition to this attitude, the thet most of the participants are in groups
with friends where Japanese is the unofficiallyigiested language for communication
also lends itself to relatively little English sp@zy in social contexts. And finally,

knowing that the general course of students’ prtcconsistent with human nature to
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choose the path of least resistance, in the preseméxt, preteens opt to communicate
with their friends in their native Japanese, rathan the much more bothersome English
language, when they have the freedom to choose.

Parents and teachers, in contrast, often have mgbler expectations. Japanese
parents sometimes are bewildered or disappointeddotheir children talking with their
Japanese friends in Japanese on the internaticmablsplayground after school. English
teachers and school administrators are heard ihdl& from time to time, encouraging
EFL students to talk to their friends in Englishhe school selected for this study has a
weekly “English-only-day,” when elementary teachemsourage the students to speak to
their friends all-and-only in English during lunime and breaks. To date, this endeavor
has met with limited success. When in the preseheehelpful and encouraging
teacher, students may attempt to speak in EnglishAithout teacher intervention, most
Japanese students converse in Japanese. Paadkgrs, and administrators may need
to develop more pragmatic expectations of whatdegaelementary students will do
when they are free to choose which language to use.

Teachers need to consider how difficult it is toalethe English vocabulary,
remember the correct grammar, and put them togetheder to produce a proper
English sentence. Since many students reportéa thaucity of vocabulary led to
frustrations when trying to understand and speaki&m conversational vocabulary
should be taught and practiced in class in addibamore formal, high level vocabulary
that typically appears on standardized tests. SClasvities should be interesting enough
for motivating students to input the effort neededrder to complete assignments in

English, rather than so complicated that the stisdenly feel frustrated at their inability
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to communicate. Additionally, teachers should ggatudents for each small step
achieved when they are giving due efforts in classgher than expecting students to
continue that concentration during what is suppasdzk break time.

Parents should contemplate the fact that, althdligy may encourage their
children with their words to speak more Engliskeitipersonal examples are cogent. As
previously noted, around two-thirds of the partifs are speaking exclusively Japanese
with their families at home. It reasons to quéihy should a 10-year-old boy be
expected to talk with his friends in English atdhtime, if his parents would not talk
with their friends or family members in Englishduits should also consider the impact
that friendships have among teens, relative togoaatepted by the peer group. The
nuances of spoken English words can often makditfezence between being teased by
pre-teen peers and being praised by them. Constggusudents in the study seemingly
were reluctant to engage in the trial-and-erroreeigmces that eventually will make them
proficient English speakers. The road to Englisbricy must seemingly first
successfully pass through youth’s self esteem imwagje.

In view of these realities in the students’ expaces teachers should recognize that
the optimal time for students to learn and pradioglish is during their classes. English
teachers generally should, whenever feasible, olyeEmglish and encourage their
students to do the same during class. Discussirigus topics in a variety of role-play
situations, possibly tied to audio or video recogdi, potentially could help students learn
to communicate about diverse topics in new settiridgs also might help students be
less likely to panic when they face fear-produgitgations with unknown topics and

unfamiliar people.
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Since fear of making mistakes and being embarrassetiged as a major factor in
causing students to be more hesitant to speakdbngéiachers should promote a relaxed,
accepting class atmosphere where it is safe to mastakes and no one is laughed at. It
needs to be clear to the students that everyonesmalstakes as part of the language
learning process. To help students better undetgstas reality, teachers can share some
of their own mistakes as illustrations and modedlaxed attitude if they make mistakes
during classes.

Teachers should help students not only develop Ereglish ability, but also
cultivate a positive attitude toward English spegkand confidence in their ability to do
so. Positive self-talk can be encouraged and ipegtt As some participants’ comments
affirmed, success in speaking English leads toidente in advancing their speaking
skills, so teachers should provide multiple oppuaittas to try speaking English at a level
where students can succeed. Successes shouldi$edpand remembered. Similarly,
parents would do well to praise their children’sgmess when talking with other parents.
Opportunities for students to gauge their progeesktheir English ability are important
in order to develop their confidence, whether taeywritten tests or other English
production activities. In sum, English classes@mme occasions for students to use
their English and develop their confidence.

The influence of peer groups and their leadersiggheer important force for
improving speaking skills. Teachers should consspeaking with peer group leaders
individually, discover their dreams and motivatipasd encourage them to lead their
group in trying to speak English in particular s in order to help cohorts reach their

personal goals, rather than discouraging thosleein group who may speak in English
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from time to time. Naturally, teachers cannot colrfriendship groups outside of classes
but, in classes, they can potentially divide groapiends who are in the habit of
speaking Japanese to each other, so studentsaéed sear people they do not converse
with so often. This may promote an environmentnelgtudents are more open to
speaking English together.

Interest in foreign people and the desire to comoata with them is another
potential motivating factor that teachers shouldoemage. Students should be given
regular and ample opportunities to communicate Yaiteign people, whether by letter or
with foreign visitors. International students atsm be encouraged to be bilingual role
models who sometimes speak English to their Japdnesds, as well as Japanese.
While more foreign students would be helpful, taeuity, at the same time, need to be
aware that new students who do not speak Japarestesi left out of peer groups at
times. Trips for students to English speaking toes also may be a motivating and
confidence building experience.

Parents, teachers, and administrators also nesgparmttitude toward the
Japanese language. For Japanese students, spésiamgpse is a habit developed from
birth, and it is not a bad habit that needs toroé&dn. Being Japanese is good, and
speaking Japanese is good. Both ought to be affirnHowever, speaking a second
language in appropriate situations also shouldfiren@d and encouraged. Teachers,
foreign students, and parents as well should sesvele models of bilingual

communicators.
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Biblical integration

The Bible makes it clear that God created humangdsewith the ability to use
language to communicate with Him and each othenéGie 3:9-13). Therefore,
language is a good gift from God for which peoglewdd give thanks. The Bible also
relates how the diversity of languages resultechfroan’s pride at the Tower of Babel,
where God confused their languages and scatteead tih various parts of the world
(Genesis 11:1-9). Although the differences in leages were caused by man’s sin, it is
still clear that distinctive languages were givgnGnd and thus should all be affirmed as
good. God knows all things (1 John 3:20), inclgdati languages, and the Bible does
not single out one language as better than thetheevelation 7:9 states that there will
be people from every language group in heaventheuBible does not say what
language will be spoken there.

Many of the heroes of the Bible were bilingual arliingual and spoke God’s
word to people according to the language the agdigmould best understand. The
Apostle Paul provided a classic example of the pamfeode-switching in Acts 21:40-
22:2. He switched to speaking the Hebrew dialecrder to emphasize his ethnic
solidarity with his audience, and it resulted ie tirowd paying closer attention to what
he was saying. Fitzmyer (1992) asserted that theehord Jesus Christ himself was
almost certainly bilingual when on earth, spealdngmaic and Greek.

The Bible also gives instructions concerning howi€lians should treat others
who may be different in the language they speakay be trying to learn another
language. Galatians 3:28 asserts that peoplescgthdoes not determine their value,

for all are one and equal in Christ Jesus. Solpesrp equally valuable and important
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regardless of the language they speak and shoutédted as such. Both parents and
other students should put into practice the guidein Ephesians 4:29: “Let no
unwholesome word proceed from your mouth, but saish a word as is good for
edification according to the need of the momenthst it will give grace to those who
hear.” Language learners need encouragement gachers, parents and friends.
Relation of the Results to Other Literature

The four themes that emerged in this study witld@danese upper elementary
students at a bilingual international school inalapere consistent with many previously
published studies conducted with bilinguals andliEhdanguage students in Japan and
around the world. Communication apprehension addf the three patterns of code-
switching, namely, to make up for deficiencies e d&anguage and to show solidarity
with a certain group, generally correspond to ttiernal stress, linguistic difficulties,
social groups and identity issues discussed above.

Participants in this study displayed charactessticwhat McCroskey (1977)
termed communication apprehension. This fear ofroanicating was primarily
experienced when speaking in English, their se¢amguage, which is commonly
referred to as language anxiety (Horwitz, Horw&zZCope, 1986). The phenomenon
was hallmarked by their hesitancy to speak Endiestause of fear of making mistakes.
Memories of past mistakes and fear of future faduraused half of the respondents in
this study who recalled past mistakes to showwakiggness to communicate in
English, a result which Barraclough, Christophal] #cCroskey (1988) also observed.
Also, congruent with Woodrow’s (2006) findings, feipants in the present study

specified speaking with native English speakerseduhe most anxiety.
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However, there also were some marked differencgdem the students in the
present study and results of some previous rese&mhexample, McCroskey,
Gudykunst, and Nishida (1985) found that 100% efdApanese university students in
their sample exhibited indicators of communicat@prehension, while only 40% of the
participants in the present study related persexgériences that indicated possible
communication apprehension. Likewise, while Tamkdchi (2005) reported 68% of
Japanese university students surveyed had nedeaéilegs toward their English study,
most of the participants in this study stated thay liked studying English and gave a
reasonably positive appraisal of their Englishkasperiences. Although students in the
present study share some of the same experiendgsgchological struggles that have
been reported in other research, they do so tesela@legree. Age differences or
language experience, when compared with Japanégrsity students, may be potential
moderating factors.

In Gardner’s (2006) model, another important ind¢factor that affects the use
of a second language is motivation. Studentsighgtesent study exhibited all three
qualities which Gardner believed were necessalyaim a second language. First, the
participants demonstrated integrativeness, a desiiave interaction with speakers of
the second language, as most said they wanteddblédo speak to foreigners in
English. Second, as noted above, they exprestat/ety positive attitudes toward the
learning environment, their English classes. Thindst of the students revealed at least
two of the three following aspects in Gardner’'sstauct of motivation: desire to learn
the language, positive attitude toward learningldmguage, and effort. Most of the

participants evinced the desire to learn Englisemthey affirmed they wanted to be
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able to speak English. A large majority also digpl a positive attitude toward learning
the language, when asked if they liked studying spehking English. Effort, the third
necessary component in Gardner’s concept of mativaivas not explored in this study.

As in previous studies (Kite, 2001; Nishimura, 189Spezzini, 2004; Tarone &
Swain, 1995), one reason for code-switching bybiliegual elementary school
participants in this study was due to deficienanesne of their languages, usually
English. Code-switching occurred when studentstiuited single Japanese words in a
sentence for English words they did not know. Csdéching also was reported by
students who used English in the academic domainder to discuss subjects such as
math and science, and switched to Japanese it domain, similar to the case of
students in Spezzini’s (2004) study. As statedliqiz005), code-switching is a tool used
by bilinguals, who are “aiming primarily at achiagicoherence in the interactional task
at hand” (p. 375). Bilinguals often will chooseuse the language that best enables them
to communicate. This was found to be true of feenentary students in this study who
affirmed that certain topics were easier to disea€dnglish while others were better to
engage in Japanese. Linguistic deficiencies wared to be a factor that led to code-
switching in the present study as well as in ttezditure.

Another purpose of code-switching, according taumber of researchers (e.g.,
Auer, 1998; Gumperz, 1982; Myers-Scotton, 1993) isignal the social or cultural
identity of the speaker. Code-switching is seea asans that speakers use to identify
with a certain social group. This was found tdroe of participants in this study whose
experiences revealed peer groups in their schdohasg an unofficially designated or

unmarked language. The marked language, namelysEngas rarely used by such
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groups for social interaction, even though membétke group might be fluent in it. As
in research by Greer (2008) and Nishimura (199)adese participants in this study
were found to choose their language in order tludeothers in their group interaction,
rather than to exclude them. Peers were foun@ve bkalient influence on students’
learning and use of English language in this saglin previous studies (e.g., Elwood,
2006; Greer, 2008; Spezzini, 2004; Tarone& Swad95).

In addition to peer groups, some researchers (¢ishjmura, 1995b; Shin, 2010)
have found people choose their language for reasteted to their ethnic group. This
present study similarly found Japanese studentapan often feel it is natural to speak
Japanese and strange or unnatural to speak toJathanese students in English.
Japanese students who speak English are sometmsisiered “weird” by their
classmates who usually speak only Japanese, leading to speak Japanese so as not to
stand out and be different. Students in the ptestady reflected attitudes, experiences,
and practices that coincide with much of the litera on language learners’ and bilingual
students’ English speaking experiences.

Strengths of the study

The present study focused on the attitudes andiexyges of Japanese upper
elementary school students toward learning andkapg&nglish. Most previous
language anxiety research in Japan has focusdukoretical studies, however,
Sakamoto, Pribyl, Keaten, and Koshikawa (1999)maffd there was also a need to
understand individual language learners’ perceptand feelings. Macintyre, Baker,
Clement, and Donovan (2002) asserted that moranasehould be conducted in order

to examine language anxiety, willingness to commate, and self-perceived
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communication competence in younger learners. Nesless, few articles have been
published in English about qualitative researcloimwng Japanese elementary students’
attitudes toward English language learning andlspga This study is a unique
contribution toward exploring this construct emgxatly.

The design of this study included in-person int&ms with 24 students which
yielded a rich data set. | generated a data(atner, 2006jor these interviews by
transcribing the English transcripts of all thag #tudents said as a means of increasing
internal validity. From analysis of the interviésanscripts, four themes emerged which
were consistently stated by a majority of the pgréints. A second wave of interviews
with six students confirmed further the influende¢hese four themes on students’
language use choices. Other research literakewilse attested to the importance of
these factors.

Although the students in this study are in a re&yi unique educational
environment, the qualitative interviews revealedt they face psychological and
linguistic struggles as well as pressures fromggerents, and Japanese society as a
whole, which have influenced their feelings abqeéaking English. Students’ attitudes
toward English language learning, therefore, mayide insight into the attitudes of
Japanese elementary students as a whole, insoraulbhyaare the product of Japanese
culture and society.

The results of this study are helpful for admirasdrs, teachers, and parents as
they generate realistic expectations for a schdaiglish program. Success in English
communication is more than just a matter of lingaiactors such as intelligence,

grammatical knowledge, and effective English clasdesychological, social, and ethnic
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factors also are influential. Therefore, a chilsiecess is not solely the responsibility of
the teacher or school. Successfully learning taroanicate in English will require the
pooled efforts and cooperation of administrataachers, parents, peers, and individual
learners.

Limitations of the study

Remaining threatsto internal validity. Interviews with 24 students provided
substantial data to analyze for analysis of rengrthemes. However, many of the
students, being young and generally not inclinddgward deep thinking, often
answered questions briefly and did not explainrtfeslings and experiences thoroughly.
Consequently, more rich detail likely exists toreported — more than | am able to share
in the present manuscript.

Likewise, participants were chosen from among theth through sixth grade;
students who met the research criteria and ageetskée part in the study. Therefore, the
sample generally consisted of cooperative studehtstended to be interested in English
and possessed a relatively positive attitude towlaedoreign interviewer. Students with
learning differences (or, in some cases, learnisghdities) and low English
achievement did not participate. The nonrandorareatf the sample may have resulted
in disproportionately high percentages of studerits had positive attitudes toward
English learning, English classes, foreigners, @heér similar experiences.

Remaining threats to external validity
The participants in the present study representa sample size. Consequently,
external validity is a significant issue, as itngmost qualitative studies (Firmin, 2006b).

The results can be generalized most aptly to ggttimat possess demographic
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characteristics similar to the subjects who weterinewed. The participants in this
study were members of a very small minority of Jegs@ elementary school students
who have had the opportunity to learn English ssv@ours a day in an international
elementary school setting. The participants alscevdaily immersed in an environment
that allowed for and encouraged communication igliEh. This unique set of
circumstances limits the external validity of thedy, but it is also these characteristics
that (arguably) made the study most meaningfuéntentary students who do not know
English, and have no encouragement to speak Enbksie no choice but to speak in
Japanese. The patrticipants in this study, howdase the ability and external
motivation to speak English, yet usually choosetaao so. This was a main point of
inquiry for this study.
Suggestions for future research

Since qualitative research results best achieermaitvalidity through
replication (Firmin, 2006b), future studies of thiad in other contexts would provide
more support toward a comprehensive grounded thegarding Japanese elementary
students’ English speaking behaviors. Similarisith different international school
settings in Japan also are recommended. Parligulaernational schools with higher
percentages of foreign students who do not knowrlege would help answer some
needed questions in this domain. Analogous reBeritb elementary students in other
cultures also would provide for meaningful compams with the present sample.
Qualitative research regarding attitudes towardiEngtudy and English speaking
among students in international junior and senigh Ischools would provide insight into

how habits and attitudes come to develop. Sine@thsent study did not measure the
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participants’ present levels of effort in theiradguof English, one of the factors which
Gardner (2006) asserted was necessary to sucdg$séuh a second language, further
research on this construct also would provide \@iidata. And finally, large-scale
survey data would be useful for helping to prowygaeralizable findings to more broad
populations of Japanese elementary students wlak §pgglish as their second language.
Significant amounts of money, effort, and time spent on English study in Japan, but
further studies such as these would help to fdl\tbid of knowledge about individual

students’ attitudes toward this endeavor.
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8.

9.

APPENDIX A

INTERVIEW QUESTIONS
What language do you usually speak at home?
How often do you speak English at home? (Repiygithe scale below.)
Never once a week once aday  several times a daypnosahlways
How often do you speak Japanese outside ofedagsschool?
Never once a week once aday  several times a daypnosahlways
How often do you speak English outside of clasgeschool?
Never once a week once aday  several times a daynosahlways
How often do you think in English (outside chs$es at school)?
Never once a week once aday  several times a daynosthlways
How often do you use English internet (outsitlelasses at school)?

Never once a week once aday  several times a daynosthlways

Have you ever dreamed in English or had a dieamtich you were speaking

English? Tell about it.
What language do you prefer to speak? Why?

Do you like studying and speaking English? \W@hwhy not?

10. Have your English classes helped you learpéals English? In what ways?

11. Why do people not speak more in English? Hboauayou?
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12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

Have you ever been forced to speak in English?

Where? When? Tell about it.

Did that help you to improve in English speaking?

How would you rate your English ability?

Poor low good verygood fluent

What do you use to rate your English ability®(, test scores, class grades, others’
comments?)

Do you want to be able to speak English?

Why or why not?

Do you want to be able to talk with foreignier&nglish?

How do you feel when you talk with foreigners?

What makes it hard for you to understand whanare talking with someone in
English? (e.g., hear noises in head, panic, etc.)

What do you think or what happens in your nwigén you are in a situation where
you must speak English?

What would help kids speak English more?

Why did you choose to go to a bilingual school?

Do your parents encourage you to speak English?

Do you remember making a mistake when spedkngish? Tell about it.

How did you feel?

Have you ever had someone laugh at you or fiugkef you when you were

speaking English? Tell about it. How did you feel
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25. Have you had any other experience that madevamt to speak English more or
made you more hesitant to speak English? Telltahou
26. Have you ever been in a group where every@eevehs speaking a language you

didn’t understand? Tell about it. How did youlfee
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APPENDIX B

PARENTAL CONSENT FORM

Dear parent/guardian,

As | work to complete my master’s degree in edwcetiom Cedarville
University, | would like to ask for the assistaradeyour child in my research for my
thesis. | am studyin% why Japanese students aiaheto speak in English, and | would
like to interview &', 5", and &' grade students concerning their experiences aitadats
toward English speaking.

Students who participate in this research willidenviewed individually by me
during the school day, being excused from studlydranother class. The interview will
last approximately forty minutes and will includéest of English proficiency, the
Bilingual Verbal Ability Test. Some students magaabe asked to give a follow-up
interview at a later date to explain their idead teelings more deeply.

Students will not be forced to participate in ttésearch, and they will have the
freedom to stop at any time during the interview egturn to class. Participation in this
study will have no effect on students’ grades.d8&mis’ answers will be confidential, and
guotations in my thesis will be anonymous.

| would request that if your child is going to peigpate in this study, that you not
discuss the topic with your child in advance, asuld like to gather the students’
personal, original feelings and ideas for my redearYour child’s cooperation would be
much appreciated, not only to help me completehegis, but also to help make the
school’s educational atmosphere more effective.

Thank you in advance for you and your child’s caafien with this project.

Sincerely,

Steve Rohrer
Vice Principal

If you agree to allow your child to participatetims study, please sign this permission
slip and return it to Mr. Rohrer in the envelopepded.

| give permission for my child to be excused frolass to be interviewed by Mr. Rohrer
for his master’s thesis research on Japanese ssié&periences and attitudes toward
English speaking. My child’'s comments may be qd@eonymously in Mr. Rohrer’s
thesis.

Student’s name:
Parent’s signature:
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APPENDIX C

The table below contains data from the intervievascty was used to decide when
saturation occurred. Each theme which the padidimentioned is marked with an X.

Name Perceived Social Internal Identity
Difficulty Groups Stress Issues

1 Sachi X X X X
2 Maki X X
3 Yoshi X X X
4 Tetsu X X X

5 Kenji X X X
6 Chika X X

7 Yuko X X X X
8 Chiaki X X

9 Shun X X X
10 Hinako X X X
11 Mika X X X X
12 Mieko X X X X
13 Keiko X X X

14 Natsuko X X X X
15 Nozomi X X X X
16 Jun X X X
17 Shota X X X
18 Shin X X
19 Sora X X X X
20 Nao X X X
21 Mao X X X X
22 Atsuya X X X
23 Noriko X X X X
24 Asako X X X X
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