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Introduction

The demand to improve Japanese young
students’ English language has recently been
increasing due to the rapid growth of foreign visitors
to Japan and the increase in demand for the English
language as a tool for international business and
communication. This trend has pushed Japanese
students to strengthen their English language skills.
At the same time, English teachers in Japanese
institutions have encountered the fact that many of
their students begin to lose confidence in learning
English, and their levels may go down as they feel
less passionate about studying. One of the salient
factors is anxiety. Horwitz, Horwitz and Cope (1986)
define anxiety as an emotion such as nervousness,
uneasiness, restlessness or irritation when one is in a
highly wrought-up state. Dérnyei and Ryan (2015)
point out, “there is no doubt anxiety affects L2
performance—most of us will have had the
experience that in anxiety-provoking climate our L2
performance deteriorates” (p. 176). In other words,
anxiety is likely one of the most important emotional
issues that face learners, and research is needed to
understand its impact. In this paper, | discuss how
anxiety affects students’ second language (L2)
learning based on a double case study of two
participants whose language skills and backgrounds
were quite different.

Literature review

Anxiety features in a wide range of literature,
suggesting that it is a complex issue. For example,
Doérnyei and Ryan (2015) state that individual
differences (IDs) are one of the key factors that
influence foreign language learning attitudes in the
field of second language acquisition, and within this
field, affective factors, which include motivation,
anxiety, personality, beliefs, are considered to be a
significant and crucial part of our entire lives.
Moreover, Démyei and Ryan (2015) also mention
that anxiety manifests in many forms of fear. In other
words, students become scared of speaking, making
mistakes, causing misunderstandings and being
laughed at by others when they study a foreign

language. Gkonou recalls in one interview that in her
childhood she began to have “physiological
symptoms of anxiety,” including sweating and a
pounding heart every time she had to give answers
in front of the class (Morgan, 2016, p. 17). Gkonou
(2011) also regards language anxiety as salient
compared to other types of anxiety because
apprehension emerges due to “negative self-related
cognition” (p. 268). These findings suggest that
anxiety might be a universal issue for learners and
rapidly develops in a stressful atmosphere. In
addition, the level of anxiety becomes especially
high in an EFL environment where non-native
students have to communicate using their non-native
language.

Anxiety influences EFL learners around the
world in various ways. In Gkonou’s (2011) study with
Greek EFL students she defines their “self-
consciousness and anxiety about EFL speaking” (p.
276) as "a state of ongoing social comparisons
among learners” (p. 276) and argues that students
suffer from “a fear of negative evaluation” (p. 276) or
"loss of face” (p. 276) due to making mistakes or
poor achievement. Bashori, Van Hout, Strik and
Cucchiarini (2020) introduce several studies focused
on speaking anxiety in EFL classrooms in Indonesian
institutions. Their work emphasizes the necessity of
media/technological support for students to foster
their speaking skills. Finally, Cheng, Horwitz and
Schallert’'s (1999) study argues that anxiety varies
depending on each student learning a second
language although there is a moderate correlation
between anxiety and L2 performance. These findings
reveal that students’ speaking anxiety increases
when students receive pressure to present
individually within a limited time.

Many studies have attempted to understand
language anxiety specifically within Japan. Kitano
(2001) found that students’ anxiety increased when
their ability was lower than that of peers and native
speakers. Shachter (2018) reported that the anxiety
levels of his Japanese university students significantly
decreased after a few weeks of oral lessons. In
addition, the data demonstrated that “the number of
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negative comments decreased” towards the end of
the term (p. 6). Another study conducted by Otsuka
and Negishi (2009) saw a decrease in anxiety levels
of their college students when speaking English after
they took a short-term study abroad program.
Mochizuki (2008) discussed L2 anxiety with special
reference to Japanese education in in-classroom and
outside-the-classroom environments. The results
showed that in-classroom anxiety is higher than
outside-the-classroom anxiety. Mochizuki (2008)
concluded that L2 anxiety remains present within
language learners although its components vary as
they take new language classes.

The studies here show that anxiety appears to
relate to important factors such as the type of task
being done, the amount of experience students
have, and the location of their English use; however,
the studies often lacked detail about the students’
backgrounds. A narrative-informed study may be
useful in exploring this data in more depth. Thus, the
current study adopts a narrative approach with two
students of significantly different backgrounds.

Research questions

With these different views taken into
consideration, the following three research questions
were generated:

RQ1. What factors influenced the participants’
anxiety in language learning?

RQ2. Is there a relationship between self-
perceived successes/failures and anxiety
in language learning?

RQ3. How have the participants overcome
anxiety to become successful language
learners?

Participants

In order to facilitate comparison and contrast,
two participants with significantly different
backgrounds were chosen for this study. Participant
A was an international student at a Japanese
university. | was introduced to her by a colleague
who believed she would be a valuable participant for
this study. According to this classmate, her attitude
towards foreign language learning had always been
positive. Her goal was to become a translator using
Thai (her native tongue), English and Japanese.
Overall, she was chosen because | felt she
represented a successful example of a student who

has overcome language anxiety. In contrast,
Participant B, my son, who was a Japanese university
student at the time, had a negative attitude towards
foreign language (particularly English) learning.
Participant B had experience failing English tests
many times during his junior/senior high school
years. He considered himself a failure among other
English language learners due to this stressful
experience. He was chosen because | felt he
represented an unsuccessful example of a student
who has faced language anxiety.

Participants’ language learning histories

Participant A is a 26-year-old female student
from Thailand majoring in English at a Japanese
private university. She started learning English in
kindergarten in Thailand and continued taking
regular English classes in both primary and
secondary school. She also took some extracurricular
English classes during those school years. When she
was in Grade 11, she also began learning the
Japanese language. When she was in Grade 12, she
applied for admission to a Japanese university and
was accepted; however, she decided not to go
because she did not feel confident about her
success. She entered a Thai university instead and
studied geology for four years. After her sophomore
year, she decided to study abroad for the first time,
going to New Zealand for three months of her
summer vacation. During her stay, she lived with her
host family with two other international students: one
from Switzerland, and the other from China. By the
time she was a junior in college, she had learned
Japanese privately for two years. This experience
made her decide to enroll in a Japanese university.
At the time of this study, she had been majoring in
English and working part-time in Western Japan for
one year and nine months.

Participant B is a 23-year-old Japanese male
student majoring in international business and
economics in a Japanese private university in the
Tokyo metropolitan area. He was exposed to English
language from around the age of three. Because of
his mother's job as an English teacher for young
learners, he was put in a children’s English class once
per week (depending on his mood) until the age of
eight. After that, he learned English in primary
school classes four or five times a year. In his
primary/secondary school years, he made some short
trips to Australia (once, 6 years old), the United
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States (twice, 11 & 14 years old) and Canada (once,
13 years old) with his family during summer
vacations. His English studies continued in junior and
senior high school and at university. In his junior year
in high school, he stayed in Australia for two weeks
on a farm stay program. In his university, he also
studied the German language for one year.

Table 1 summarizes the background of each
participant and their language learning history. The
table enables readers to compare both participants
and see the contrasts more clearly.

Data collection and analysis

Using narrative inquiry, a process of gathering
information for the purpose of research through
storytelling (Chataika, 2005, p. 2), as a primary data
collection tool, | asked each participant to write their
language learning history (LLH). Because LLHs “can
reveal valuable insights about our learners’ needs,
motivations, beliefs, goals and strategies” (Mercer,
2013, p. 164), using them enables the researcher to
produce insights and assumptions regarding
constructs and phenomena. Gkonou, who has paid a
great deal of attention to language learmer anxiety
(LA) using learner diaries, emphasizes that they can
offer “inside knowledge about the students”

(Morgan, 2016, p. 18). In sum, LLHs are a very useful
tool for understanding individual differences.

As Participant A's English proficiency was
higher and her original language was Thai, which
would not be understood by the author, she was
asked to write her LLH in English (see Appendix A for
the LLH instructions the author gave to each
participant). She wrote approximately 1,000 words
for English language learming and 800 words for
Japanese language learning (see Appendix B). On
the other hand, Participant B had a lower English
proficiency level; therefore, he was asked to write his
LLH in Japanese. He wrote approximately 1,700
Japanese characters for English language learning
and 800 Japanese characters for German language
learning (see Appendix C). As Holliday (2016)
suggests, qualitative research (using qualitatively
collected data such as students’ writing samples)
often involves a research-then-theory approach. In
other words, the variables are not usually decided on
the basis of some theory but rather emerge as the
research progresses. The author created questions
based on the LLHs of both participants, conducted
interviews with both in November 2018, and then
asked further questions through email exchanges
from mid-November to the end of November 2018

Criteria Participant A Participant B
Nationality Thai Japanese
Age 26 23

Gender Female Male

University major

Language background

Overseas experience

Career goal

Geology (for 4 years in Thailand),
English (for 2 years in Japan)

English: approx. 20 years (as a
school subject from kindergarten to
present) Japanese: approx. 4 years
(privately and at university)

3-months homestay in New Zealand
(in a Thai university), 2 years in
Japan (up to present)

Translator
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Business/Economics (for 4 years in
Japan)

English: approx. 20 years (10 years
before junior high in elementary
schools/mother’s class, and 10
years as a school subject from
junior high to present) German: 1
year (in university)

Family trips before junior high (USA
once, Australia once), in junior high
(USA once, Canada once), in senior
high (Australia once)

Not decided

Table 1. Participants’ Personal Histories and L2 Learning



in order to get more detailed information. As
Participant B is my son, the interview with him was
conducted from a neutral perspective (e.g., using
formal language, providing an interview space and
so on). The strength of this feature was likely that
Participant B was able to speak in a relaxed
atmosphere, so he could speak more openly without
hiding his true feelings. Audio recordings of the
interviews were transcribed, excluding hesitations,
repetitions, non-lexical tokens and pauses.

A thematic analysis was then conducted
descriptively using Saldafa’s (2015) eclectic coding,
involving “first-impression’ phrases from an open-
ended process” (p. 40). Eclectic coding is considered
to be appropriate for less experienced qualitative
researchers to examine different types of data
including interview transcripts, field notes, journals,
documents, diaries, corresponded, artifacts and

video, and to acquire the way to code data (Saldaia,
2015).

Findings and discussion

In response to RQ1, several anxiety factors
became apparent at particular times according to the
responses from both participants. In Participant A's
childhood, she hid native-like pronunciation in her
elementary school in Thailand and pretended to be
like a non-native speaker because she believed she
would have been teased if she had sounded like a
foreigner. Her anxiety mostly appeared in the latter
part of her life when she began to study overseas.
For example, when she entered the university in
Kyoto, she encountered a totally new environment
and did not understand some lectures because they
were not conducted in her native language. This
gave her strong anxiety, as she wrote in Japanese to
my follow-up question, “mochiron sutoresu ga
arimasu” [Of course, | feel stress]. In her language
school, which Participant A entered before starting
classes at her Japanese university, she experienced
no stress because the classes were rather relaxing
with an easy teacher. However, she was upset at
being placed in the beginner class. As she wrote in
Japanese to my follow-up question, “l had studied
Japanese for almost two years before this, and my
parents knew that. It was a waste of money. |
regretted it. | felt like apologizing to my parents.”
She was also depressed by the words from a senior
colleague at her part-time workplace. Answering a
follow-up question, she responded, “My senpai

[senior] at my job kept telling me that my Japanese
was not good enough and that | was not trying hard
enough.... | felt like, "Yeah, that's true,’” and she
resolved to try even harder.

Once Participant B started learning English in
junior high school, he felt uneasy or puzzled. Unlike
the way he was exposed to English in elementary
school, junior high school English was to memorize
vocabulary or learn grammar rules, not to enjoy
learning the target language through games or
songs. The English textbook also changed from
something interesting to him into a more Japanese-
type textbook, which he characterizes as
“conservative.” It looked unexciting, and he became
bored. The only material and activity he enjoyed was
singing western songs such as We Are the
Champions and Dancing Queen and translating their
lyrics. He wrote in his language learning history in
Japanese: “When song lyrics appeared in the test, |
felt happy and answered these questions with joy.”
To him song lyrics include simple and direct
expressions, and they are completely different from
the English sentences he saw in the regular tests in
high school or entrance examinations. He did not
have apprehension about answering lyrics questions,
but rather felt refreshed because he was solving the
questions while understanding and confirming the
meaning. Later, the English textbooks he used in
university were the same as the ones used in English-
speaking countries. Therefore, he felt more relaxed
just like he was studying together with American
friends.

Another interesting thing he mentioned is that
he feels more stress when speaking Japanese rather
than English when he stutters. According to him,
Japanese is more diverse in terms of contexts,
Chinese characters, pronunciation and expressions.
When he speaks in Japanese with Japanese friends,
he becomes tense because they care about the
details of the words and expressions he uses and the
way he speaks. In reality, he is often given
suggestions and criticized about his utterances. On
the other hand, when he speaks English with non-
Japanese friends, even with a limited vocabulary,
they focus more on the content, not the way he
speaks.

As we see in the answers of both participants,
when students are put into a completely new
environment and do not know what is happening, or
are asked something beyond their understanding,

Explorations in Teacher Development 28(1) 6



they feel anxiety. Therefore, the first anxiety factor
that was seen in the data was comprehension, the
ability to understand something they see or hear.
The second factor that emerged from the
participants’ answers is interest. In the case of
Participant B, as the class type and textbook
stimulated his interest at university, so his learning
attitudes became completely opposite of his in
junior and senior high school. In the case of
Participant A, she did not feel frustrated when
communicating with people in English, because she
is very fond of this communication. The third and the
fourth factors, namely, cultural aspects and more
opportunities to speak in the L2, also appeared in
Participant As and B's comments to my follow-up
question. For example, Participant A said, “Eigo no
baai ha mou naretekita karatte itte mo i
kamoshiremasen” [l can probably say that in the case
of English, I've gotten used to it]. Additionally, she
explained in her interview, “...| feel the difference in
between like the foreign people and like social in
Thai. We didn't speak straight....” Participant B
shared a similar experience. When he spoke English
with non-Japanese friends, even with limited
vocabulary and his imperfect English, he was able to
communicate with them without pressure, as his non-
Japanese friends focused more on content than on
the way he spoke. Throughout high school, he was
disappointed with the fact that he had very few
opportunities to learn English from a native-speaker
teacher, although his high school had announced
that they had begun to promote
“internationalization” more strongly. These
comments suggest that teachers try to provide more
opportunities to speak the target language as well as
to facilitate discussions on cultural aspects involved
when speaking in one’s L2.

In relation to RQ2, comments from both
participants suggest that there is a relationship
between self-perceived successes/failures and
anxiety in language learning. According to
Participant B, his university offered him an
opportunity to learn different types of English from
those with a much broader perspective. The hurdle
to speak English was lower for him because he could
make himself understood using very basic grammar
and vocabulary. At the same time, he began to worry
that he would not truly master English only by using
these basic communication strategies. Therefore, the
university EFL environment gave him a stimulus, and

he was motivated more to learn English. In addition,
materials including textbooks and song lyrics
eliminated his learning anxiety and made him feel
like a successful learner with more confidence.

On the other hand, Participant A had anxiety
when she realized her Japanese language level was
not good enough according to her senior colleague.
However, she turned this into positive action and felt
more motivated to achieve success in the future. For
Participant A, frequent use of L2, which she
describes as “to go out from my safe zone,” and a
change in her studying environment pushed her
language leaming attitude upward.

The comments from both Participant A and
Participant B explain a reverse situation in which
anxiety works positively. This implies “facilitating
anxiety,” a positive force in the field of education
generating a positive effect (Williams, 2008, p. 1).
When Participant As senior colleague made her
realize that her Japanese language level was still
insufficient, she took this pressure as a positive signal
and tried harder to succeed in the future. In the case
of Participant B, although he enjoyed his way of
communicating using limited English with his non-
Japanese friends in university, he also began to
worry that he might not be able to reach a
satisfactory level of English proficiency. Therefore,
this apprehension triggered his learning attitude in a
positive way. According to Scovel (1978),
"Facilitating anxiety motivates the learner to ‘fight’
the new learning task; it gears the learner
emotionally for approval behavior” (p. 139). These
findings illustrate that there are different types of
anxiety, and anxiety's relationship to internal and
external factors is complex.

Finally with regard to RQ3, in her university
classes, Participant A sometimes felt scared when the
professor pointed at her and she could not answer.
This suggests that students need to be ready to
answer professors’ questions in order to earn points
and better grades. This may decrease the
apprehension of students, or conversely, increase
their confidence. In other words, based on
Participant A's responses, it seems that students can
facilitate and motivate their learning attitudes by
themselves. Her experience also relates to the
findings of limura’s (2016) study, which showed that
an oral presentation contest reduced the anxiety
levels of Japanese university students due to the
opportunity to do enough preparation to gain
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confidence. In Participant As part-time workplace,
she got used to using English, so she lost her fear of
making mistakes. On the other hand, she is still
anxious when meeting Japanese customers.
Compared to her feelings about English, she feels
more ashamed and less confident using Japanese.

Another key seems to be increasing
opportunities for students to interact with native
speakers or people with different cultural
backgrounds. It seems vital to be exposed to more
varied use of the L2. As Participant B's comments
indicated, he was disappointed when he had fewer
opportunities to learn English from native-speaker
teachers in high school. He also mentioned in the
interview that he sometimes felt nervous when
talking in English with Japanese students because
they often pointed out the small mistakes he made.
Whereas, with foreign students he had less stress, as
they listened to him more and focused on the
content of his speech. Participant A also responded
in her interview, “But foreign people, US, like you,
you speak straight. Yeah, so it's the first time that |
like feel about the change between the culture. And
| feel like now | can speak English, | like...the
experience in New Zealand make me to not fear to
speak to foreigner.” These comments support Aida’s
(1994) insistence that active interaction with people
from different cultural backgrounds will reduce
anxiety when using the target language.

Another solution to overcome anxiety is that
both teachers and students should be aware of the
strengths and weaknesses of the students. In the
case of Participant B, he no longer felt anxiety
although there were more group discussions and
presentations at university. He said the joy of
learning English returned, and he was proud of the
pronunciation he acquired with his exposure to the
English language in his childhood. Teachers should
try to perceive students’ socio-cultural backgrounds
as well. According to Matsumoto (1991), compared
with Western students such as Americans, Japanese
tend to hide their emotionality. However, it may be
difficult for teachers who do not share the same first
language to recognize the emotional states (e.g.,
anxiety) of Japanese English language learners
(Shachter, 2018). The implications of this finding are
that we, as teachers, need to make sure students
understand what they are doing and being asked to
do, and that we should try to raise their motivation
by discovering their strengths through various

assessments.

Conclusion

This case study focusing on two English
language learners with different backgrounds
studying in Japanese universities revealed several
new results. The key factors to reduce anxiety levels
in SLA that appeared in this study are: adequate
comprehension, interesting topics and materials,
enough preparation and frequent interaction with
different people. It was also discovered that anxiety
can work positively for learners depending on the
situation. Finally, self-recognition can help learners
overcome anxiety, and teachers can promote this
self-understanding by increasing understanding of
the students’ weaknesses and strengths through
efficient lesson plans.

Many researchers have begun to test various
types of practical activities for students to overcome
their foreign language anxiety. For example, Bashori
et al. (2020) have recently incorporated web-based
speaking practice. The results indicate that the
Indonesian high school students in this study “felt
less anxious when speaking to the machines” (p. 13)
than when speaking to people; therefore, web-based
language learning could be another way to
overcome anxiety. Moreover, their findings suggest
that how materials are introduced as well as who
delivers the materials could also be a key to success.
Manning (personal communication, February 21,
2021), recalling a student in his previous class,
believes that task-based language teaching (TBLT)
produces effective results for some anxious students.
He observed that when he switched the regular tasks
to more "input-heavy tasks” such as rearrangement
or reconstruction for one extremely shy student, the
student gradually built her confidence and overcame
her constant apprehension. The student also began
to realize that "English was not something to be
anxious about.” Finally, Anandari (2015) examined
the effectiveness of self-reflection activities. Her
findings suggest that such activities contribute to
reducing anxiety among students and that students
can learn how to make anxiety work positively for
themselves. These studies make us realize that
students’ anxiety signals offer hints for teachers to
produce ways to transform less confident students’
learning attitudes from negative to positive.

As Horwitz, Horwitz, and Cope (1986) explain,
foreign language anxiety is “a distinct complex of
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self-perceptions, beliefs, feelings, and behaviors
related to classroom language learning arising from
the uniqueness of the language learning process” (p.
128). Cheng, Horwitz and Schallert (1999) also point
out that students’ anxiety levels differ and that their
perceptions of anxiety vary in their L2 studies.
Teachers should keep these findings in mind
whenever they encounter apprehensive students in
their future teaching. Although some important
results were obtained from this research, more
studies should be done with different types of
students to discover other factors affecting anxiety.
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Appendix A:
Language learning history (FE8Z5EFE)

Please write the story of your foreign language
learning experiences, from when you first started to
learn a foreign language to today. Keep these
questions in mind while writing:

B2EBONEFEERE)FEEICOWT., BHIRd
S5SSHXTIKODWTERULTTEWVW, ZOK. KT
DIEHZRWEINRGHSEWVWTTIL,

e When and why did you start learning each

language?

e How did you leamn, including in school and out
of school?

e How did you feel about learning each
language?

e When and how do you think your learning was
successful or unsuccessful?

e NEIR(ERFEEZEEDRRATLEERDID

o (REBZ)EDLSIKFHLEDD, FA - F4
2897

o NAEREREFBULULRORKTEREDLS
BEDES DD

o AEEEBFEINRITIRFRRBMLIEDEL
DDRRT, EDXSBRIRNIES>TcDD,

Below are some examples of language learning
histories. They are long, and you don’t have to read
everything, but perhaps you can get some ideas of
what to write about.

UTIKEEADHZ/BLTHDEI, RLWIET
ITH, ETHROCVBERBDIVA. . B L
KE>TAZEBFREEVWHTI T 7DD ERW
9

Appendix B:
Language learning history (Participant A)

When | write this document | did not read
other paper yet, because | do not want to be
convinced by other student experiences. So, |
decided to write my real own experience here.

| started to study English alphabet since | was
2-3 years old at school, then started the real English
class at 1 grade at school. During that time | also
took special English class on Saturday and Sunday. |
was like a normal student, no passion in English.

Anyway, my special English class had a
vocabulary test everyday and students who get 10
points or did good job in class would get the
‘wonderful card’. The card we collected could be
changed to a ‘present’ such as, a pencil case, a cute
pencil, or a cute little doll. | loved them, so it might
be the really first time that | concentrated in English
Subject. However, because | had no goal in learning
English so | just studied what school had for me.
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Thai schools usually teach about grammar,
vocabulary, but have less communication. Even we
had some foreigner English teachers in school, but
we did not talk too much. | was also one of those shy
students. In Thailand English learner usually was
judged about accent and level. Example if you try to
speak like foreigner you might be made fun about
your accent by your friend or people around you. So,
| just kept normal level or under normal level in any
term of English.

At first, | could remember easy vocabulary and
grammar, but when it went more complex | usually
failed. So my confidence and my passion kept going
down.

When | was in grade 12, | made a big mistake
and it turned to be one of my turning point. | forgot
to pay the fee for the university general test which
students must use scores from this exam to apply to
the university. So, | had to find another way to
entrance the university without using that score. That
was the first time | thought about going abroad.

| found that Ritsumeikan Asia Pacific University
was still available. But the applicant was asked to
write the long essay, and we had to take a test, and
an interview as well. My friend who had be an
exchange student in US helped me to write essay,
but for the exam | had to help myself.

| passed the exam and got a 50% tuition, but |
feared to go there because | had no confidence in
my English. So | decided to go to Thai university
instead.

After finished the second year in university, |
had 6 months for summer holidays because Thai
education system condition. So, after finish final
exam and fieldwork in the first three months |
decided to go to New Zealand to study English. It
was my first time to go aboard.

In New Zealand | stayed with host family who
already took care of another 2 students from
Switzerland and China. At that time, | was still a shy
girl and did not talk a lot. But | had a chance to talk
to Chinese housemate who had experienced in New
Zealand for 3 months before | went there. | asked
him about the way he became fluently in speaking.
He said “Just speak out. Speak what you want.” His
answer might be an inspiration for me to go out from
my safe zone. Because after that | started to talk with
classmate and got more confidence.

For listening, my ear started to improve
because the invitation from Switzerland housemate

who asked me to watch ‘American pie’ together, and
usually encourage me to watch television by handed
me a remote. He recommended me to watch TV
series to improve English and after that night | was
alway at the living room.

Life in New Zealand forced me to use English.
Because the environment that had no mother
language and | who decided to not be in Thai
student group made me had to communicated only
in English.

After | turned back to Thailand | felt | had more
confident in speaking, listening, reading and writing
English. Anyway, | still made a mistake but I did not
care about it anymore. In that time | felt like just be
able to communicate is enough.

However, when | came to Japan and start to
learn Japanese, it affected too much to my English.
The word did not come out when | spoke or wrote. |
noticed that situation after 1 year had passed in
Japan. So | had thought about the way to improve
my English, and decided to study English in here.

The first semester | took class which leaded by
foreigner teacher for giving myself a chance to
communicate in English, and change the part-time
job. | chose to be an interpreter staff at rental
Kimono shop, where | can practice English and
Japanese in the same time.

But during summer, after | started to read Asahi
Weekly and found out that it helpful, | decided to
decrease the class in the second semester. | use the
free time to read English novel and English
newspaper especially Asahi Weekly for practicing
English.

| am not a person who like to remember
vocabulary by writing or remember it word by word.
So | still have a problem about vocabulary, but | think
| found the interesting way to solve that problem
after | took TOEIC class. In that class, students was
required to take the quiz every week, and | was
asked to write Japanese meaning same as other
students. | found out that to remember the meaning
of word in 2 languages is quite funny and helpful to
me.

And most of all, now | have goal for my study. |
want to get a job related to trading or shipping.
After set a goal seem like everything went fluently
because | know what | am doing for.

Language learning history (Japanese)

When | write this document | did not read

other paper yet, because | do not want to be
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convinced by other student experiences. So, |
decided to write my real own experience here.

| started to study Japanese when | was in
grade 11. It was like a special subject so | was not
interested anymore. But after the new teacher who
just came back from Japan took over the class, my
feeling was changed. He got a scholarship and had a
chance to study in Japan for 1 or 2 year. The way he
achieved inspired me.

That time | had passion in Japanese but | hated
to remember vocabulary. It's quite boring thing for
me. So | just took the class and kept reading a book,
but nothing left in my mind.

When | was in grade 12, | made a big mistake
and it turned to be one of my turning point. | forgot
to pay the fee for the university general test which
students must use scores from this exam to apply to
the university. So, | had to find another way to
entrance the university without using that score. |
found that Ritsumeikan Asia Pacific University, an
international university in Japan, was still available.

| passed the exam and got a 50% tuition, but |
feared to go there because | had no confidence in
my English. So | decided to go to Thai university
instead.

However a fear also decreased my confidence
in studying Japanese. So | chose to take German
class. But the environment in the university, and the
fear to choose what | really want made me decide to
quit the university.

| re-entrance in the year after, but | still feared
to choose what | want. Finally, | ended up with
geology department. 4 years in the university was
really worse. | hated study, kept skipping the class,
slept in the class, and cheated on exams.

| noticed that | cannot go well in what | had
been studying, and after graduate it might be
difficult for me to get a job. So, | decided to do
something. | chose to turn back to Japanese, and
took a personal class twice a week since | was in the
3rd year.

But because it was a personal class, | had no
one to compare with, so | felt like | already
succeeded even | did nothing useful for my
Japanese. Anyway, | wanted to gain more skill so |
decided to go abroad, because | had a good
experience when | went to New Zealand. And just
the first day that | arrived, | already knew that 2 years
after taking personal Japanese class what level | am,
BEGINNER ONE.

In the previous, | just enjoyed to finish
textbooks. | did homework by using dictionary app in
my phone, did not remember any vocabulary or
Kanji, did not revise after class, | did nothing.

To start in the beginner class again was really
embarrassed for me, so | forced myself to try hard in
Japanese. | always prepared myself before class, and
revised after class. | wrote down the word to force
myself to remember Kanji.

Study Japanese is like the final chance for me,
if | fail again | will be a completely looser, and has
nothing for my future, no jobs, no money, just
nothing. So | cannot give up, only keep going on
and do my best.

Anyway, when the time had passed, | was tired.

I'm kind of cannot keep continuing something
for long time. So that why | hate to remember word,
Kanji, and grammar. | stopped preparing and
revising, and did only what teacher asked.

However, after | started my first part-time job,
the situation at there forced me to try hard on my
study. My senior who help me a lot at work made me
think that it will be really ashamed if | made him
upset with my improvement. So | just keep trying
again and again. Then, when the result came out,
the smile on his face and the congratulation message
from my mom made me felt like | won a prize.

After | decided to go to the university in Japan,
mylife and the way to study was changed. The class
was hold in Japanese which | could not understand
clearly so | had to take a lot of time for preparing
and revising.

| found out that after face the same word many
times, | can remember it naturally. So | started to
read a Japanese book | like and watched TV show |
love. | think it like a condition between time and
activity. The result cannot come out suddenly, but if
we keep continuing to do something the result will
come out someday.

| cannot say that | already succeed in Japanese.
But if | was asked to compare between me after 2
years in Japan, and me after 2 years of taking
personal Japanese class, | think | gained a lot.

Appendix C:

Language learning history (Participant B)
MDRANICREBICHNI-Z >MTIE. BHROEE

TUk. MREBACIToOB, BNRA T TR

E=N—DELSERBEZFELTWILICEE, 4

HTHEDREICHMNILSIBIDN LR U, i,

Explorations in Teacher Development 28(1) 12



!b%ﬁlf% EHABZBDIEDEZS>HITIC, FA
ICEHRZFE, —Blcy X IcemuLxL
to%wasxvm\%n%nwiﬁgﬁgﬁﬁb
BU. TEIKBZTES LS KEBLTVWE
Jo TOEET, REXRBEDTANORIF, &REB
NDREDZELDERDOET U T,

Z D%, NFERT THMEFEOKRMAE ICKRALBE
MSREATOLEEDREBICHNTZ & T, REBICH
HKEPAIVRNRXR—=Y3VDEWVWNSHD MDD
Fllf, Z2LUT. REZFEI L. K Z&EDHEHE
SEFUF L

ULHURRZEEICR > foRn,. BEOEENRE]
BoTUEWE U, 1 2BDERIZ. BENGZH
EEHRDICE T ETT, oo PERTRRA
TATDEEICKBZRH DD ZEHDBIBDFL
feo FERED. XEVY— ?4y7ﬁ¢®wmo
TWo /DT, BADHT, REIF "TMhE
D1 M "TEEITZHD; NEHIRVE 10')'(\,\%
FULlk, 2DBDEHIF. RXGHEMNEZLLGED, S
FTIKBWELEMANLGRNBTORXZERULELC T
XBERLC BRI ETT, INEREXTDRER.
BAlcE>T AT 225 —a3>%2E500D0
D) EoDICHL. AERDRERE "RERICEK
FTREHODED, TR, TEBEZF->TWBHEEZ L
DNERICERUDLSICBEDFLIL, B—XUL®HD
. BEOARTERICEDETHW, MEAZRLE
CETY, TAMCIHFADEBEI HES N BRI,
BEBLWSHESBICRD, BUKHEEZ®BZZFU,

BRICAZL. REBOABIE. KDE¥ICED,
BEICBEDE L, BRREIE. Bl "k -
O DERMNZCKRD, TOZ12=245—Y 3
Y EDlcH) DRBZZIRSEITRICHLLED
FUlco, £, BOI—XRICXA T4 TDEEN
—ADBWRBLBHDT, £EREBEOHEHHBS ZK
PABPEEERBDFLE, SR TCH—FDHEEE
ICHNZENTEDX. 2EEARRICT A —
ANZYUZPDT77—LATATI, 77—LTEIC
UL7cREBIZ. ZNE TEROEETE > TLWEM
BREDTIEERLS, CULBFZELARILOEHELZHDD
KDOICRERUF U, o, REBTHMDALS &t
ngosc&lckn, 5’&5 IARFE > EBHRTELW
HDTHo>IEEWVND ZRWHUX U,

ﬁ?ﬁk?bf%%@ﬁ%%xﬁlﬁ\ﬁﬁﬂ@
UClec &Y, Fnld. X170 T AE—H—
Mhiv., BFERREELHAABANAZ NS &L

SZETT, Flew FEFobNTWBTFA D, RE
E?%@Eﬁbh?Mé%@Eatwv\;Dﬁﬁ
ERERULBHASEEFETEX U
m&% ERFPREBORENGEWIE., EED
TBRE] NRKELBocEWVWSTETT, FDf:
H. REDEZETIE., FJIN—"TT14RAAyIarPH
REITHDHEEIMNEZX, REBZRBIEBAIZDUED
BEd2ENTEXLLE, ROADICIEF. V—FT 1>
JETCETHAE—F VI EFBRREANMMAIADIWN
X9, WEIF. KFOBRETERX ZHmO I EEFRS
THDHN, TEPERAEREBECIAZI2ZI—Y
Y EDRIENEFLVWHNLBWVWEEVWTWE U,
%éﬁuxﬁﬁvih?m5zﬁ—#>7$®®¥
HUATED, FRRICIDERLUTWVWET,
AED RoTHDE. BABEDREBZEDKF
& T5Ed - B FDTUED. FADAREKSTUWL
fcDid "85 - @<y RIDDRETLE, EEBFEE
. BoEBHTRABENH > TLWWNWERBWE
I KFIC. P - BDOHEBORETIE 5591 RE
EDEZLHDANBIRNELERBWVWET, £/e. TF
ANBREBETELDNTWEHDZEALLAIW
WD TIRBWTULELE DD RIT T TRARE—=H—D
HEDHEHE LBV INEZFLEBWVWET,
S&iF. ABADZVWHRFICHBERMICHMA
EBHERETIAZIAZI—yavEED, Ry
ND—J%KIFTTWEEWERB->STWET, Fie.
EREEHN LS TSN TEELO2BED XTI,

B RA VEFRE
*Ab‘\l\“’r\jﬁ &%"ij t/l_,\'Drt:é')b\H'{ri\ j(?
THE>OXETULE, B53—DDEHELT, A

DREFTIEFRBUNCHMDOHNEBD Y Z XA EES
CENERBHITSNTWE U, RAWVEEIR. i
ANIEIEO—YFEHRH THBIUNER EIFHEEBIC
HEL. BRAIRIZDUN=RILDEWAX=IDH
DEULRE, MAT. FAICIEELLINEHDBEVWEET
Ufco e/, OF&EICL B E, BRERISTEERT.

TEFANLHERFBOHBARDEEICH L WHME
WS Z&ETUT,

AODFTWETIE. BEANBEGSPOUEEFZAL
i, BEGESEBNT7IT1ET—BPDEL
fco £, COF7UV T4 ETa—d. BEEEICE
ASnxz UL, BN 77 T4 ET1—ld. Ko
VEBEZFZIELIZHEKDS I EP, V77 AX—hE
DAZT a7+ —FERZAEICLET U, Tk,

Explorations in Teacher Development 28(1) 13



FOFI9TA4ET—ZBULT, B3I 2=
T—2avaEFERICL, BETOEFTRZADOD
T, V7 ADFHEKOEROETE UK,

ORDFZETIE, MXDOXBERGICIERT B
ENTEFXUL, FIZIE. 120FIXIcHL. £5B
EANBZITSVWEY, FL@FLABIYF1I—
VicEbERERREZEALETEZ, BLXUFL
fco ZLT. ZNSOXIE. R¥ENBHEEETEA
TEBRBEE DT, ZORREBFEOFRTESZIC
AAXA=ITEFU, BR. RORAIVYEDEED
B2, TNHIREICSIMIZETICEDBBDEL
1o

RETIEFERNTANEBDELENS, F- 57T
TIFTERBOINTANEERD EHIRMIEWVWEL
fco RAVEBOREDNTANEI, BEEFICHT
KBV TFIVBREPBIXTH > fcfcdd, LEID &K
SIREBRIIRAUFRATLU

SHRELRAVEBEBZEBILHIED, REARGE
ICHPEL. FAYVICREET ZITELPRADEBICH
SMLTVWEZWTY,

JALT2022

»
3
.
i
1
E-
L
1

T T I LT

Explorations in Teacher Development 28(1)



