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Abstract

Japanese University Students Learning English in the Philippines:

Shifting Attitudes, Beliefs, and Ideologies

Risa Ikeda

This dissertation focuses on the experiences of a group of Japanese university
students who participated in a short-term study abroad program in the Philippines. While the
main objective of the four-week sojourn was to improve the participants’ English language
skills, I explored the effects of the trip holistically as a qualitative case study to examine the
unique learning context of studying English in the Philippines, a relatively new phenomenon
that has developed from the turn of the 21st century. The primary form of data I used was
interview responses obtained from 14 focal participants among a larger cohort of 103
students who traveled together in the summer of 2018. The target students were mostly low
to intermediate level (CEFR A2 to B1) before departure and returned at a marginally higher
benchmark (CEFR B1 average) according to standardized testing scores. More importantly,
most students did not have extensive international experience prior to the sojourn, and overall
they expressed a more open stance to using English for communication after the trip. In this
case and context, positive affective development occurred due to intensive one-on-one
instruction with Filipino teachers who interacted with the Japanese students in a warm,
friendly, and supportive manner. This learning situation is characteristically different from
North American and other Western contexts typically associated with English learning, and
with its relative ease of access geographically and financially, offers a practical alternative to

Japanese students unable to study abroad otherwise. The results of this study indicate how



Japanese learners of English adopt subtle changes in outlook through short-term study abroad
programs in diversifying contexts.

This research contributes significantly to the field of language learning in study
abroad by documenting the perspectives of learners from Japan traveling within Asia. Study
abroad itself is a relatively new area of inquiry which has focused predominantly on Western
learners and contexts. Existing research on Japanese learners tends to concern privileged,
advanced-level learners whose experiences may seem removed from the ordinary lives of
students attending university in rural areas or those who do not consider themselves
academically or socioeconomically exceptional. Furthermore, the amount of existing research
on short-term study abroad is severely limited and does not thoroughly account for the
experiences of Japanese learners of English in the Philippines, a study abroad destination
which has gained substantial popularity but remains underrepresented. Accounting for the
social, cultural, and ideological circumstances of learning in a non-native English speaking
context in Asia allows for a more nuanced interpretation of how monolingual Japanese
speakers first encounter English as an international language.

I collected data in multiple forms to document the complexity of the case. As the
participants’ English teacher and chaperone to the Philippines, | was immersed in the
learning contexts in the students’ home country as well as abroad. Semi-structured interviews
before and after the study abroad experience were conducted in the informants’ native
language. Written questionnaires were administered to the larger cohort of students who
traveled together to obtain a more general assessment of students’ impressions regarding the
study abroad experience. Standardized test scores were accessed for reference. These
multiple data sources were drawn on to illustrate the changes observed in the perspectives of

the focal informants.



While the learning experiences of each informant were unique, I identified common
themes among the ways students collectively changed their attitudes and beliefs toward
English and language learning through their participation in the short-term study abroad
program. First, the learners in this study increased their self-confidence and motivation to
learn English and overcame their fear, anxiety, and inhibition toward using English to
varying degrees. Second, they expanded their interests in learning about other languages and
cultures while becoming more aware of the boundaries of their own culture. Third, their
perceived communicative ability in English improved, which they found was not the same as
having to perform well on standardized English tests. Fourth, participants’ sense of success in
improving their English language proficiency was less certain, reflecting their divergent test
score gains on standardized exams. These reported changes in perspective were not life-
changing transformations of learners’ social identities, but their previously constructed views
of language, culture, communication, and learning were evidently affected.

The qualitative effects of study abroad experienced by the informants of this study
cannot be assessed adequately with the language proficiency tests highly regarded in
mainstream Japanese society. Language ideologies prevalent in the participants’ home and
host contexts for learning need to be considered in order to explain why the changes
occurred. The learners in this study initially had an additional affective barrier toward
communication in intercultural contexts because they could not take advantage of the
widespread use of English as a lingua franca without first making efforts to use English itself.
Since they were used to monolingual discourses in Japan, the idea of using English as a
lingua franca, not only as a “perfect” native language, had to be presented to them in a real-
life situation. The study abroad experience nudged learners toward using English in ways that

reflect the Global Englishes paradigm. These slight shifts in mindset are indicative of



attitudinal changes gradually taking place within Japan and are not restricted to individuals

who identify with international communities.
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Language notes

This work is the result of a translingual process. English was the main language used for
academic research and writing, while Japanese was the main language used for data
collection from my informants.

The feedback I received by colleagues, friends, and advisors and incorporated into the writing
of this study has also been in both English and Japanese.

Japanese phrases and interview excerpts have been left within the main text alongside
English translations in instances where referring to the original in Japanese may help to
clarify meaning. This is intentional and reflects my situation of working with bilingual and
multilingual people and texts.
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Chapter 1: Introduction

Overview

This dissertation explores the language learning outcomes experienced by participants
of a short-term study abroad program for learning English as an international language. In
particular, it focuses on the perspectives of a group of Japanese university students who
stayed at a language school in the Philippines for four weeks in 2018. As I was centrally
concerned with how the learners perceived the experience and the contextual factors which
contributed to their development, I took a qualitative case study approach and employed
ethnographic means of data collection. Aside from gains in proficiency represented by
standardized test scores, students’ attitudes toward using English changed positively as a
result of participation in the short-term study abroad program. Furthermore, these attitudinal
changes can be attributed to students’ heightened awareness toward the feasibility of using
English for spontaneous, interpersonal communication. Evidently, the affective and
ideological aspects of language learning occurred in tandem with the acquisition of
communicative competence in English for the students in this case study. However, such
complex factors are not typically accounted for in traditional forms of language assessment in
Japan, in neither educational practice nor research. In line with language socialization
theories of second language acquisition (Block, 2003, 2007; Duff, 2012; Kinginger, 2017,
Pavlenko, 2002), I argue for a more holistic understanding of how Japanese students learn
English for the purpose of intercultural communication and consider the role of short-term
study abroad in this process. Through this introduction and the following chapters, I aim to
demonstrate the significance of changes in learner perspectives experienced during a short-
term English language program in the Philippines and their relevance for the Japanese

educational context.



Significance

This study draws on and contributes to several overlapping areas of inquiry in
language education. First, my research follows existing studies which have documented
learner perspectives in the field of language learning during study abroad (Diao & Trentman,
2021; Dufon & Churchill, 2006; Freed, 1995). Study abroad has become increasingly popular
over the last several decades, generating interest in its successes, failures, and relationships
with language learning in various international contexts. The current study offers new
insights by focusing on the perspectives of English language learners traveling within Asia, a
situation which has rarely been studied in depth previously (Plews & Jackson, 2017). While
there are existing studies on Japanese learners in study abroad contexts which have focused
on the identity development of relatively advanced learners traveling to Western countries
(Durbidge, 2017; Nemoto & Hayakawa, 2017; Nogami, 2020), I take a different approach.
Since the learners in this study were not learning English for use with a specific community
of language users in the host country, but rather aimed to become able to use English as a
means of communication in global contexts more generally, a language ideology approach
(Surtees, 2016) was taken to frame the learners’ more subtle changes in attitudes and beliefs
toward English and communication.

Secondly, this study adds to our understanding of issues surrounding English
language learners who are from a Japanese cultural context. Throughout postwar history, the
Japanese government has promoted English learning in education in order to achieve
socioeconomic advancement (Yamada, 2015). This discourse is prevalent in national
educational policy as well as the corporate world (Ministry of Education, Culture, Sports,
Science, and Technology, 2015; Keidanren, 2013). Although it is generally assumed that
developing English skills is linked to success in adapting to global trends, this view is often

not based on a critical stance toward global issues, but rather on capitalist and Anglo-centric



ideals (Bosio, 2021; Hofmeyr, 2021). This results in educational policies and practices which
encourage English learning while reinforcing Eurocentrism and native-speakerism, which is
counterproductive for fostering global competencies. By presenting a case in which Japanese
students learned English in a non-Western country and where non-native English was most
commonly used, alternative views to native English-speaking norms can be considered.

Regarding issues at the level of the language classroom, it has been discussed that
learners from Japan can be perceived to be silent (King, 2013), demotivated (K. Kikuchi,
2017; Powell, 2005; Sakai & K. Kikuchi, 2009), or having a lack of interest in other countries
(C. Kikuchi, Sato, Shin, & Tasaki, 2015; Ota, 2014). Existing psychological studies have
addressed such issues by exploring correlations among psychological constructs such as
motivation, willingness to communicate, and international posture as traits for successful
language learning (Apple, Da Silva, & Fellner, 2013; Dornyei & Ushioda, 2009; Yashima,
2002). While these mainly quantitative studies are insightful and widely applicable, their
focus is on the psychological concepts, rather than on learner anecdotes. They do not aim to
account for learner backgrounds and specific learning contexts in detail or represent
individual learning experiences in personally relatable forms, as I sought to do in this study.
Drawing on in-depth reports of how students overcame their inhibition toward talking and
using English in the Philippines, I discuss the social, cultural, and ideological circumstances
which may have contributed to the adoption of positive attitudes toward English
communication. These perspectives inform our understanding of what might help or hinder
individual learners of English as an international language.

Finally, the findings of this study coincide with current trends in the field of English
language education which indicate that the English language is evolving as people around the
world, native and non-native speakers alike, have started to use English as a medium of

international and intercultural communication. There are multiple terms associated with this



trend, including English as a Lingua Franca (ELF), English as an International Language
(EIL), and World Englishes (WE). More recently, the concept of Global Englishes (GE) has
been proposed as a way to encompass these overlapping terms (Galloway & Rose, 2015;
Rose, McKinley, & Galloway, 2021). These perspectives encourage us to see English as
more varied in purpose and form than traditionally defined native-speaker competencies of
standard American and British English. Other recognized Western and non-Western varieties
of English as well as non-standard, so-called “broken” English used for communication
among speakers of languages other than English clearly exist, whether or not they are deemed
legitimate by a national policy or even by the speakers themselves. The current case study
supports this view, as students successfully improved their English language skills in a way
that I argue was not inferior to study abroad experiences in more well-known, Western
contexts. Moreover, the learners in this study expressed a change in self-perception toward
how they themselves use English, which suggested an awareness of the practical use of
English as a lingua franca. Therefore, this research serves as further evidence of the
emergence of Global Englishes and its adoption by Japanese students, particularly those

without extensive international experience.

Contextual background

Study abroad from Japan

Increasing opportunities to study abroad to and from destinations around the world
have led to greater numbers of people traveling overseas for the purpose of language study,
and Japan is not an exception to this trend. Even though government statistics in Japan have
shown that students studying abroad at university-level institutions temporarily decreased
from 2007 to 2011 (Ministry of Education, Culture, Sports, Science, and Technology, 2019),
those attending language schools and non-academic cultural exchange programs have

continuously increased throughout the 2010s (Japan Student Services Organization, 2019).



Participation in these international programs has become more widely available to the general
public compared to times in the past when study abroad was reserved for the affluent elite. It
is now also possible for university students to join a language course for just a few weeks,
such as during their spring or summer vacation, without commitments to long-term residency
or having to worry about delaying the timing of obtaining their college degree.

The decision to join such overseas language programs is commonly based on the
expectation that learners can improve their target language proficiency by means of staying in
a social, cultural, and linguistic environment that is different from their home country. This
may entail, for example, participation in language courses, homestays, and local cultural
exchanges. The social and experiential nature of study abroad is indispensable, but also not
uniform or entirely predictable, resulting in both intended and unintended learning outcomes.
In an ideal learning situation, learners have extensive opportunities for positive, meaningful
interaction with target language speakers, thereby increasing motivation, confidence, and
proficiency; in real life, this is not always true. Social interactions with people in the host
country may be either positive or negative, and previously held perceptions and beliefs about
a target language inevitably change upon encountering a foreign environment for the first
time. Study abroad entails these holistic changes, not only a straightforward accumulation of
linguistic knowledge.

For Japanese university students, study abroad presents an opportunity to be removed
from a largely Japanese-dominant, monolingual context where learning English or any other
language besides Japanese does not occur naturally. The expectation is that by studying
abroad in a country where the target language is spoken, participants will have real life
opportunities to interact with target language speakers inside and outside of the classroom,
thereby improving their linguistic and communicative competencies. In the case of learning

English in an English-speaking country, which is currently the most common type of short-



term language program, students may expect to improve their English proficiency through
interaction with native English-speaking teachers and other international students. The reality
of these social interactions, however, is complex. If there are other Japanese students in the
same English class or in the dormitory where participants are staying, students may resort to
using Japanese for communication rather than English. Furthermore, the host context may be
culturally and linguistically diverse, and opportunities to have meaningful interactions with
native speakers might not be available (Kato & Reeder, 2015). Learners need to navigate
these realities in order to gain access to opportunities to use and improve their language skills
in their study abroad destination. Different ways of thinking about language, culture, and
communication are consequently formed through these real-life experiences, such as realizing
the need to seek and initiate social interactions in English even in an English-speaking
country, or adoption of a more plurilingual stance.

While overseas English programs attended by Japanese students have traditionally
centered on “Inner Circle” English-speaking countries (Kachru, 1992), study abroad to Asian
countries has also become increasingly common, most notably to the Philippines. In 2017,
6,391 people from Japan reported they traveled to the Philippines for the purpose of language
study, which was the fourth most popular destination after the United States, Australia, and
Canada (Japan Association of Overseas Studies, 2018). This figure surpassed other
Anglophone countries, including England and New Zealand. As of 2019, there were known
to be 154 English language schools in the Philippines, mostly owned by Korean and Japanese
entrepreneurs (Saito J., 2019). Unlike in international language programs in Anglophone
destinations such as the United States, classes in the Philippines are typically held one-on-one
with teachers. Lower tuition and proximity to Japan make enrollment more accessible to
students with financial or time constraints. Participants typically aim to improve their test

scores on standardized English tests by joining these programs, which would then help them



gain social status back in Japan. Despite the emphasis on test scores, students are also
affected by various sociocultural factors characteristic of studying in the Philippines. Talking
closely with Filipino teachers, who are fellow Asians but at the same time have a different
cultural background, and experiencing how English is used as a lingua franca in a
multilingual milieu can have a significant impact on Japanese learners’ previously formed
homogeneous attitudes and beliefs.

Learning English in Japan

People in Japan have used Japanese predominantly as their main language throughout
recorded history, and Japanese monolingualism has been reinforced by people in positions of
power (Heinrich, 2012). Despite the borrowing of many foreign expressions prominently
represented by katakana English, adoption of languages other than Japanese as actual means
of communication has not occurred among the general public (Hatanaka & Pannell, 2016;
Kay, 1995). This makes traveling and studying abroad an especially crucial opportunity for
Japanese students seeking to improve their English communication skills, both in terms of
exposure to linguistic input as well as for experiencing a social environment which is not
dominated by Japanese monolingual norms.

English is the most studied foreign language in Japan, and it is currently a required
subject from elementary school. Being able to obtain a high score on standardized tests of
English is associated with social status, since such test-taking abilities are advantageous, if
not necessary, for entering college and securing employment. As English is not usually
encountered in everyday life in Japan, the idea of English as a subject to be studied remains
predominant. Despite the strong emphasis on promoting English education, success in
learning English cannot be taken for granted. Discussion regarding how to effectively
implement foreign language teaching methodologies has ensued since the beginning of

modern education and remains inconclusive (Saito Y., 2019). Preparation for high-stakes



university entrance exams takes precedence in education through high school, detracting
from students’ opportunities to learn English in real life situations (Allen, 2016). Reported
English proficiency levels are low and on the decline compared to other East Asian countries
(Education First, 2021).

Coupled with the sense of failure in acquiring English is a romanticized, positive
image toward being able to speak English fluently (Nonaka, 2018). There is a common
tendency to express a desire to become proficient in English, while also admitting this is not
possible. Often the imagined interlocutors are native English speakers who are stereotypically
Caucasian. Lack of critical awareness toward racial, ethnic, and linguistic diversity prevents
learners from conceptualizing English as a global language outside of the Inner Circle of
English speakers (Kubota, 1998). Paradoxically, English remains seemingly unattainable to
non-native speakers, including Japanese people themselves.

Learning English in the Philippines

English plays a more significant role in practical, everyday communication in the
Philippines than it does in Japan. Although there is ongoing debate regarding the extent to
which it should be used officially for government, education, and the media (Bautista &
Bolton, 2008), English is used indispensably for business and interpersonal communication
among a diverse multicultural population within the country. Filipino people’s overall high
level of English proficiency allows large numbers of workers to be recruited for international
call center operations, such as those outsourced from the U.S. (Friginal, 2007). In a similar
manner, Korean and Japanese entrepreneurs began to establish English language schools in
the Philippines through the 2000s and 2010s (Fukuya, 2015). The tuition at these schools are
competitively priced compared to study abroad programs in Western countries. Initially, the
students who attended these schools were mostly corporate workers seeking English language

training as a way to make themselves more globally marketable. There are now also courses



which cater to younger learners, including high school and university students. For these
latter types of learners in particular, the Philippines has become a financially practical
alternative to short-term overseas programs in North America, Europe, and Oceania for
studying English. Compared to the traditional Inner Circle destinations, students can gain
experience living and studying English abroad without having to venture quite as far.

Traveling to the Philippines immerses Japanese learners of English in a multilingual
environment where English is commonly used for intercultural communication. Because
Japanese learners are from a largely monolingual society, exposure to various languages
competing for attention simultancously can come across as chaotic and provide a sense of
culture shock. In this regard, the sociolinguistic climate of the Philippines, characteristic of
an “Outer Circle” country, contrasts with that of Japan, a representative example of an
“Expanding Circle” country (Kachru, 1992). By going to the Philippines, learners can readily
experience firsthand how English is used for practical, everyday transactions as well as see
how it is one of multiple languages used for communication among Filipino people
themselves, unlike in Japan.

The style of instruction in English language schools in the Philippines differs from a
typical English as a Second Language (ESL) context in the United States. Teachers are
typically non-native English speakers who have graduated from a local college or university.
Taking advantage of lower wages and economic standards, employers hire as many teachers
as the number of students they host. The schools offer one-on-one classes all day long for
students rather than larger group classes for a more limited amount of time. These conditions
allow students to receive extensive individualized attention and feedback during class, which
is particularly helpful for beginning-level students who are not used to speaking and using
English. The outcomes of this kind of program have not yet been extensively researched,

especially regarding the effects on learner attitudes and beliefs, which cannot be easily



captured by a standardized test score or short questionnaire. It is the purpose of this
dissertation to explore the qualitative aspects of learning in this context by means of a case

study.
Researcher positionality

My own background is described here briefly to the extent that it shapes my
perspective and approach to this research. I am writing from the perspective of what would
be most easily described as a Japanese returnee (kikokushijo), although this term itself
includes a wide range of possible backgrounds, and I “returned” to Japan after spending eight
years of my childhood in California nearly three decades ago. Suffice it to say, I have been
familiar with both Japanese and American cultural contexts from a young age and consider
myself a native speaker of both Japanese and English. This put me in a position where |
identify differently from typical Japanese students who have not lived overseas for an
extended period of time, but I could communicate with my informants in their native
language and pose as an insider to the extent that this is perceived as a matter of ethnicity,
citizenship, and familiarity with the local cultural context. This insider status gave me an
advantage in listening to the participants’ impressions and stories.

Another aspect of my positionality is that [ specialize in English language teaching
and have been teaching in various cultural contexts for about 15 years. This is also how |
came across the opportunity to work with Japanese students going to the Philippines to study
English. As a bilingual person and language educator, I was interested in how the learners |
work with could build on their competencies in their second language, acquire positive
attitudes toward learning, and develop perceptions of themselves as English language users
through study abroad experiences in ways that might not have been possible by staying in
Japan. In addition, partly due to my experience teaching in multiple contexts, including ESL

programs in the U.S., a national university in Oman, and universities in different regions of
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Japan, I consider the background of learners and the specific contexts of learning crucial in
defining the learning processes and outcomes of a case. | was not aiming for a universal
answer or model applicable to all learners studying abroad in any location. Instead, I sought
to construct a critical ethnographic study (O’Reilly, 2012) of a particular study abroad
situation through stories told by my informants, observations of home and host contexts, and
identification of language ideologies relevant to Japanese and Filipino contexts that may have
affected learners.

My past experiences with research influenced my decision to use mainly qualitative
methods. In my own undergraduate and graduate studies, case studies of bilingual returnees,
immigrant and diaspora communities, and multilingual writers were among the academic
literature that I found most inspiring, understandable, and relatable. In conducting my own
research, I was naturally interested in exploring the qualitative changes students experienced
in their self-perceptions as English learners and users, and also in drawing out details of
specific instances and circumstances from the study abroad experience that may have led to
such changes. Deciding on a fixed construct to validate, such as fluency, pronunciation, or
motivation, for example, would not have led to a co-construction of learner narratives of how
my informants came to accept the use of “imperfect” English to have casual conversations
with their teachers every day and that this development occurred out of a perceived human
necessity to talk with the person in front of them during one-on-one class instruction. I would
not have been able to document that this seemed less threatening for them because the
Filipino teachers came across as warm and friendly, and especially because they were Asian-
looking like them and spoke English as a second language. Furthermore, I found that their
definitions of “English ability” and “communicative ability” were not the same as mine or
how it might be represented in existing research. I did not know these things before I started

my study, and I consider it a part of the research process to have found them. The
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complexities of my informants’ stories would not have been captured without listening to
them in semi-structured interviews or if I had not shared an understanding of their
backgrounds as English learners and of the unique learning context. Study abroad, after all,
has a distinctly experiential and transformative element, which makes its outcomes
unpredictable (Strange & Gibson, 2017). Qualitative approaches allow for space, at the very
least, to consider the meaning of such uncharted territory.

Theoretical assumptions

My philosophical approach to this research is social constructivist (Brown, 2014;
Creswell & Poth, 2018). There are a couple of theoretical assumptions I make which are
relevant to a study on English language learning and teaching. One is that language learning
is a dynamic and social process, reflected in the naming of the theory of “language
socialization.” Another is that the use of the English language has spread to a diverse range of
populations and contexts worldwide, to the extent that it has become theorized as multiple
forms of “Global Englishes.” These two notions are both commonplace in current research
and practice in the field of language pedagogy.

Language socialization

I take a language socialization approach to study abroad, in which language learning
is a contextually situated social process (Kinginger, 2017). Foreign language learning does
not occur in a vacuum, but rather in particular social settings, whether that may be in a
classroom in Japan, or studying abroad in a different country. These social factors affect
learners’ experiences and their learning outcomes (Block, 2003). Studying abroad in itself is
an act of putting oneself in an alternate social and linguistic environment, which naturally has
an effect on learners’ perspectives. Although this view is widely assumed in contemporary

research on English language teaching, it is not necessarily adopted by the teachers or
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learners I describe in this case study, who may or may not directly associate socialization
with language acquisition.
Global Englishes

English is currently used worldwide among both non-native and native speakers in
various forms. Besides its official use in Inner Circle countries (Kachru, 1992), it is also used
as an international language and lingua franca across cultures. These multiple functions are
collectively theorized as the spread of Global Englishes (Galloway & Rose, 2015). In Japan,
English is recognized as a means of international communication with non-Japanese people,
which is different from how it is used predominantly in Anglophone countries or as an
official language in the Philippines. In this study, study abroad from Japan to the Philippines
is considered as a form of travel from one Global Englishes context to another. Experiencing
English being used in a different way from what they were used to led learners to modify
their stance toward multiple forms of English, including what it is, how it is used, and what
they can do to learn it. Again, this is not indicative of how participants themselves perceived
English or their learning. Native-speakerist practices presently persist in the field of English
language teaching (Holliday, 2006). Non-native varieties of English may or may not be
considered legitimate by particular individuals.

Research questions

The aforementioned theoretical assumptions guided my research questions. As [
considered it to be important to account for the social aspects of learning as well as the
diversity of English learning environments globally, I was interested in open-ended questions
related to the social and contextually situated processes of language learning for students
from Japan studying abroad in the Philippines. I sought to address the following questions in

this study:
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1. In what ways do Japanese university students change their perspectives through
participation in a short-term English language program in the Philippines?

2. What contextual factors contributed to these changes?

3. How do these findings compare with existing studies on learner perspectives in study

abroad, which typically concern other types of learners and contexts?

Methodology

Qualitative research

Due to the exploratory nature of the research questions, I employed a qualitative
research design for data collection and analysis. This is not a fixed design I adapted from an
existing study, but rather something that I developed and continued to refine throughout the
course of conducting research in relation to the case and context. Qualitative research can be
defined differently by different researchers, but commonly mentioned features include a
process-oriented, reflexive, and multifaceted approach. Maxwell (2013), for example,
explains qualitative research design as involving interaction among the goals, conceptual
framework, research questions, methods, and validity of a study. The design is also flexible
in that it changes over time in relation to the research context. Ravitch and Carl (2021)
further clarify its relationship with the subjectivity of individuals:

Broadly defined, qualitative research uses interpretive research methods as a set of

tools to understand individuals, groups, and phenomena in contextualized ways that

reflect how people make meaning of and interpret their own experiences, themselves,

cach other, and the social world. (p. 2)
Such incorporation of the worldviews of informants is characteristic of the postmodern
paradigm typically associated with qualitative research, which takes the view that reality and

scientific findings are socially constructed (Holliday, 2016). My interest in learner
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perspectives and the study abroad experiences as perceived by students were congruent with
a qualitative approach.

Moreover, qualitative research is useful “to develop theories when partial or
inadequate theories exist for certain populations and samples or existing theories do not
adequately capture the complexity of the problem we are examining” (Creswell & Poth,
2018, p. 46). This made it suitable for exploring the relatively new and underrepresented
phenomenon of short-term study abroad to the Philippines. In order to do this, as Silverman
(2022) states, qualitative research aims “to make routine features of everyday life problematic
by describing what actually happens in some setting or dataset” (p. 25). This reflects my
intent to describe a specific case of students studying abroad and to consider underlying
issues in the learning context through the undertaking of my inquiry.

In the field of applied linguistics, qualitative research is recognized as especially
important to account for social and contextual factors, which are inextricable aspects of
language learning. Although quantitative studies dominated the field of language acquisition
in the past, qualitative and mixed methods approaches to second language acquisition (SLA)
and language pedagogy have become increasingly prominent since the 1990s (Dornyei,
2007). Concerning issues in the psychology of language learning, including affect, which
featured prominently in this study, the number of quantitative analyses still tend to
overshadow qualitative studies (Mercer, Ryan, & Williams, 2012). There is a pressing need
for inclusion of more qualitative accounts to better understand the affective and attitudinal
changes experienced during SLA from the perspective of learners, to which the current study
contributes.

Using qualitative methods is also a practical way for teaching practitioners to learn
more about a particular group of students they work with. An in-depth qualitative study

focusing on a small number of informants is more feasible than a large-scale quantitative

15



project for teachers who are simultaneously teaching full-time as I was (McKay, 2006).
Moreover, teachers can develop insights based on their familiarity with the learners and the
learning context, which are invaluable for understanding learners’ perspectives.

Case study research

Qualitative research itself can be structured in different ways depending on what is
studied and how the researcher decides to approach the subject. As a novice researcher, |
consulted Creswell and Poth’s (2018) models for conducting qualitative research as a guide
for collecting and analyzing data. Qualitative research takes one of five approaches,
according to this text: 1) narrative, 2) phenomenological, 3) grounded theory, 4)
ethnographic, and 5) case study. These models, though perhaps simplified, provide clear
definitions of the main kinds of qualitative studies.

My circumstances for research led me to adopt a case study approach. Although there
were many things I did not know when I started this research, such as what issues I would
ultimately focus on or what my findings would be, I was certain that | wanted to take
advantage of my position as an English teacher and chaperone to a specific group of 103
students studying abroad in the Philippines in 2018. Because I had a clear group of
informants in mind, a particular experience to focus on with a set beginning and end, and the
means to collect multiple forms of data relevant to this fixed case in point, I applied a
qualitative “case study” research design over the other types of qualitative approaches.

As its name suggests, a case study focuses on a specific situation, instance,
individual(s), or group of people, which becomes the “case.” According to Creswell and Poth
(2018):

Case study research is defined as a qualitative approach in which the investigator

explores a real-life, contemporary bounded system (a case) or multiple bounded

systems (cases) over time, through detailed, in-depth data collection involving
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multiple sources of information (e.g., observations, interviews, audiovisual material,
and documents and reports), and reports a case description and case themes. The unit
of analysis in the case study might be multiple cases (a multisite study) or a single
case (a within-site study). (pp. 96-97, emphasis in original)
In accordance with this definition, the current study focused on the real-life experiences of a
cohort of students who traveled to the Philippines. I collected qualitative data in multiple
instances and formats, including observations, interviews, questionnaires, test scores, and
learning materials. As I represented the case in writing, I included detailed descriptions and
identified themes.

The unit of analysis within a case study in applied linguistics may vary and could be
focused on individuals, small groups of about four to six participants, or members of a
particular community (Duff, 2008; McKay, 2006). I defined the boundaries of my case as a
cohort of 103 students traveling together, which was ultimately represented by 14 informants
who agreed to be interviewed. The scale of my study is within the general range of what is

customary in qualitative case study research.

Ethnographic methods
This study is by no means a full ethnography, but within the framework of a situated
case study of language learners, [ used mainly ethnographic methods of data collection to
capture the details of learner perspectives and social contexts for learning. In order to be
critically reflexive in this process, I followed the rationale for critical ethnography set forth
by O’Reilly (2012):
Ethnography . . . draws on a family of methods, usually including participant
observation, in-depth interviews and conversations. It gains its understanding of the
social world through involvement in the daily practice of human agents, and it

involves immersion in the context, the building of trust and rapport with agents, both
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phenomenological and hermeneutic interpretations, and recognition of the complexity
of the social world. It does not attempt to reduce this complexity to a few statistical or
typological representations. It is reflexive about the role of the researcher and the
messiness of the research process. Also, if it is faithful to theory, then it will ensure
that it employs a macro approach to gain knowledge of the wider context of action, as
well as maintaining a close eye on the various ways that social structures are taking
effect within and through agents in the practice of daily life. (pp. 10-11)
Applying these ideas to the current case study, I established multiple and varied ways of
collecting data, including my own observations at the language school, semi-structured
interviews with focal participants, short questionnaire responses from the larger group, test
score data from both the language school and home institution, and informal conversations
with students as their English teacher. I was immersed in the learning context as a faculty
member at the students’ university in Japan and as a chaperone during the study trip to the
Philippines. Interviews were conducted with volunteers with whom I built mutual trust. After
data collection, I attended to details carefully, accounting for variation and contradictions
across and within participants’ stories as they occurred in our conversations. Finally, |
considered the findings in light of broader discourses and ideologies which may have affected
the construction and changes in the learners’ sense of self and their attitudes and beliefs
toward English and language learning.

Conceptual framework: Attitudes, beliefs, and ideologies

As is common in qualitative studies, the conceptual focus of the study itself
developed as it was conducted. Although I knew I was interested in the qualitative changes
experienced by students who studied English in the Philippines, I did not know exactly what
those changes would be when I started. Through the course of pilot interviews, data

collection from the focal group, multiple interpretations of the data, and relating findings to
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literature, I settled on several themes related to attitudes and beliefs which were expressed by
my informants. The terms “attitudes” and “beliefs” are not fixed or pre-determined. They are
labels to collectively describe the changes experienced by the learners in this study.

The attitudes and beliefs I identified are interrelated. I refer to “attitudes™ as an
inclusive term for affect and personal impressions, or how students said they felt intuitively
toward English, people, places, and situations. Attitudes are often, though not always,
positive or negative. They include feelings such as excitement, motivation, or anxiety about
learning a language. In contrast, “beliefs” explain why they had a particular attitude or
feeling. For example, if my informants expressed a lack of confidence in speaking English, I
interpreted this as a negative attitude toward their English speaking skills. In the interviews,
if such an attitude was expressed, I tried to ask them about what led them to feel that way.
Perhaps they had a past memory where they experienced having difficulties with
pronunciation or could not think of English words to communicate their thoughts. This tells
me that they have a “belief” that they need to improve their pronunciation or increase their
vocabulary in order to become proficient English speakers. The same can be said of positive
attitudes. If a participant suggested they were highly motivated to study for a particular exam,
I would ask them why. These underlying explanations for attitudes are identified as “beliefs.”

In order to consider the findings in relation to existing studies and theories, I draw on
the concept of language ideologies to make sense of how students constructed their attitudes
and beliefs toward English in both their home and host learning environments. Language
ideology, defined by Woolard and Schieffelin (1994), refers to “ideas about speech... how
communication works as a social process, and to what purpose” (p. 55). Each person has their
own internalized philosophy about language, constructed and influenced by language

ideologies in particular cultural contexts. In study abroad research, language ideology serves
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as a framework for critically examining the discourses of language in which learners are
situated before, during, and after a sojourn. As proposed by Surtees (2016):
Because language ideologies are viewed as co-constructed, research from this
perspective adopts a more holistic approach and takes into account more stakeholders
when explaining findings . . . . [and] because language ideologies are viewed as
inherently multiple and contradictory, cases in which students espouse one belief and
subsequently behave in ways that violate that belief would not be viewed as lazy or
hypocritical. (p. 95)
This approach was chosen over a framework of identity development, as the informants in
this study did not suggest major changes in self-identification through their short-term study
abroad experience. While the students’ national and cultural affiliation did not change,
relatively mild changes in attitudes and beliefs toward language, culture, and communication
were observed. Examining the language ideologies in their learning contexts helps to explain
these changes among the group as a whole. These slighter changes are arguably a more
common experience than a life-changing transformation, but at the same time they are less
documented in existing study abroad research, perhaps precisely because they are considered
“ordinary” and less noticeable.

Main argument

Based on this ideological framework, the main findings of this study concern
particularities of how a group of Japanese university students changed their attitudes and
beliefs by participating in the short-term study abroad program to the Philippines. Overall,
they could increase their self-confidence and motivation to learn English and overcome their
fear, anxiety, and inhibition toward using English. They expanded their interests in learning
about other languages and cultures while becoming more aware of the boundaries of their

own culture. Their communicative ability in English improved, which they found was not the
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same as having to perform well on standardized English tests. These reported changes in
perspective were not life-changing transformations of their social identity, but their
previously constructed views of language, culture, communication, and learning were
evidently affected. Contrary to their feelings and self-perceptions, however, participants’
sense of success in improving their English language proficiency was less certain, reflecting
their varied test score gains on the Test of English for International Communication (TOEIC)
and International English Language Testing System (IELTS) exams.

These changes in attitudes and beliefs which surfaced represent common tendencies
among Japanese learners of English who lack extensive international experience. Students
initially had high levels of inhibition toward speaking in English, which they needed to
overcome through repeated practice talking with their teachers in the Philippines. Many of
them did not have prior experience interacting with people from different cultural
backgrounds. They did not think that they could use English in a spontaneous way for
communication, without having to master perfect grammar as they are taught in classes
which teach to a standardized test. Popular belief suggested that passive exposure to a target
language environment was sufficient for learning, and it was only through failed expectations
that some students realized the need for learner autonomy. These issues are all prevalent in
the Japanese educational context, and I argue that their importance is not adequately attended
to, overshadowed by the exclusive credibility granted to English proficiency tests. Study
abroad, even in the form of a short-term language program, affords learners the opportunity
to experience dynamic change, and yet these gains are not fully appreciated back in Japan, or
even by the learners themselves.

The learners I focused on in this study were neither an underclass nor an
exceptionally privileged minority. Their tendencies represent attitudes and ideologies shared

widely among English learners in Japan who grow up using Japanese monolingually and do

21



not have personal access to social networks abroad. Therefore, the attitudinal and ideological
changes experienced by participants of the short-term study abroad program are potentially
relevant to the majority of low to intermediate-level learners of English in Japanese
educational contexts. These benefits deserve to be recognized as something to be strived for
beyond currently recognized standardized test scores as indicators of success in English
language learning during study abroad.

Dissertation structure

This dissertation consists of seven chapters. After this introductory chapter, a survey
of existing literature on language learning during study abroad is given in Chapter 2. Chapter
3 provides details regarding the specific context of the case and how I collected and analyzed
my data. Findings are presented in Chapters 4, 5, and 6, first in the form of learner anecdotes,
secondly as interview data themes, and finally by focusing on discursive influences identified
in the data. In the concluding chapter, I reflect on the findings in relation to existing literature

and consider the practical implications and limitations of the study.
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Chapter 2: Literature review

Overview

The purpose of this literature review is to establish what is known from existing
studies on the effects of study abroad for learners of a second language, to the extent that it is
potentially applicable to a case of Japanese university students learning English in the
Philippines. In researching study abroad generally, the outcomes of a given case vary greatly
depending on where the learner is from and where they go abroad, the length and kind of
program offered, social context, and individual factors. Therefore, not all issues in language
learning and study abroad are directly relevant to this study. At the same time, existing
research is not evenly distributed across the different contexts and factors in need of pursuit.
In particular, very few cases of research on study abroad from Japan to other Asian countries
exist at all. Consequently, I begin with a broad review of studies on language learning during
study abroad while indicating some of the epistemological inadequacies of directly applying
existing knowledge to the current case study.

The main problem is that learner and contextual representation in the field weighs
heavily on speakers of English as a first language (L1) learning languages other than English,
on the one hand, and learners of English as a second or foreign language (L2) in countries
where English is spoken as an L1, on the other. The beginnings of research in study abroad
attended to learners from the United States who were learning languages other than English.
While these perspectives on American learners provided a framework for understanding the
multifaceted nature of study abroad, they have not been fully extended to learners of English,
especially those with non-Western backgrounds studying abroad in non-Western countries.
Research on Asian learners has been developing in recent years, but these tend to favor
Western destinations for studying abroad, despite the ease and popularity of travel within the

Asian region. The assumed Eurocentrism of study abroad contexts in research, reflected in
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who the learners are, purposes for learning, target language, location, and program type, is
highlighted in this review to emphasize the need for alternative views such as the current

study on English learning in the Philippines.

Beginnings of research on language learning in study abroad

Research on language learning in study abroad builds on existing knowledge in the
field of applied linguistics. In particular, insights into second language acquisition (SLA) and
language pedagogy have been established over the years since the 20th century (Brown,
2014). In these areas of inquiry, it is traditionally assumed that a given person is born into a
first language context in which an L1 is acquired naturally, and an L2 is typically learned
through education with conscious effort. Language learning in study abroad refers to the
acquisition of an L2 during an international sojourn to a place outside of one’s L1 context.
Traveling to a foreign country implies a change in social environment, with hopes that
interactions with target language speakers will facilitate language acquisition. As such, the
focus of research is not only on linguistic development due to formal instruction, but also
includes the social, psychological, cultural, and ideological aspects of learning and personal
development in an international context.

Initial research on language learning in study abroad concerned predominantly
American learners and perspectives. The first collection of studies which gave a general
overview to knowledge regarding language learning in study abroad brought together
multiple approaches to research through case studies of English speakers, mostly from the
U.S., studying languages other than English in varying cultural contexts (Freed, 1995). The
approaches taken to research were interdisciplinary, reflecting the eclectic nature of language
pedagogy. For example, the volume includes accounts of linguistic gains (e.g., Lapkin, Hart,
& Swain, 1995) and sociolinguistic competencies (e.g., Marriott, 1995) as well as analyses of

written reflections by learners (e.g., Miller & Ginsberg, 1995). Findings addressed the
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effectiveness of study abroad for students in various parts of the world compared with their
progress in learning a foreign language within the U.S.

With Freed (1995) as its starting point, Dufon and Churchill (2006) covered
developments in the field over the subsequent decade. Learning contexts and approaches to
research were more inclusive, with accounts of learners from Ireland studying German in
Germany (Barron, 2006) and a study that included one Korean learner of Japanese among the
informants (Cook, 2006), rather than focusing exclusively on Americans. However, eight out
of the nine studies, including Cook (2006), still focus mainly on Anglophone learners. In
each case, the authors assume contact with “native speakers” is key to success, the goal being
to achieve “proficiency gain” based on standards of “native-like” proficiency. Social factors
in learning are acknowledged for the purpose of understanding whether they help or hinder
language proficiency based on the native-speaker norms.

Issue of learner representation in study abroad research

Kinginger (2009) documents in detail how initial research in study abroad continuing
on from Freed (1995) through the 2000s was disproportionately represented by American
researchers studying American learners, while suggesting insights as to why. One reason is
that academic research in SLA is conducted predominantly in English, with American
researchers often at the center of this scholarship. Another reason is related to the amount of
interest in learning foreign languages abroad. Ironically, Americans tend to be more
interested in the topic because of their monolingual disposition and lack of success in
learning languages besides English, unlike populations elsewhere with more prominent
representation of multilingual communities.

The problem with focusing exclusively on American or other learners whose first
language is English to research language learning in study abroad is that it precisely excludes

English as the target language, which is arguably the most prominent international language
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worldwide. Perspectives regarding pan-European and Asian learners studying abroad are
more insightful in this regard, as ELF is commonly used among non-native English speaking
international students when communicating with other non-native English speakers. In
addition, it is also possible for learners to acquire a more positive stance toward using ELF,
as opposed to native-speaker English, by studying abroad. Such nuances cannot be attended
to adequately without sufficient research focusing on learners who speak languages other
than English.

One approach that has been taken by educators in the U.S. to researching English
learning, rather than the learning of non-English languages by English L1 speakers, is to
focus on English language programs attended by international students from around the
world. Amuzie and Winke’s (2009) mixed-methods study on language learning beliefs
showed that students studying abroad generally strengthened their learner autonomy, and that
this was likely due to the nature of the American learning context being more learner-
centered and interactive than the classes in their respective home countries. Since this
approach examines the beliefs of students of diverse cultural and linguistic backgrounds
collectively, however, it is difficult to trace each learner’s history and the origin of their
initial beliefs as with studies where the researcher is grounded in the learners’ culture and
documents a particular population.

Aside from the Anglophone perspectives, representation has secondarily focused on
European and Japanese learners, according to Kinginger (2009). In Europe, border crossing is
common, leading to interest in study abroad issues as they relate to sojourns within Europe.
Japan is also highly invested in promoting study abroad initiatives in order for students to
develop international communication skills and academic capital, particularly by improving
English proficiency. Collectively, study abroad destinations in case study research typically

examined one of the following situations: monolingual speakers of English studying a foreign
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language, Europeans traveling to other countries within Europe, or Japanese students learning
English in Anglophone countries. Other combinations of learners and contexts, though they
certainly existed, were yet to be sufficiently researched.

In more recent years, there has been emerging research on study abroad that reflects
the Global Englishes paradigm, acknowledging the role of English and other target languages
as lingua francas for intercultural communication, not only as means to access native-speaker
communities and resources. These include studies which consider English to be an
interference to learners of other foreign languages, since the convenience of using ELF might
detract from opportunities to use the target language. For learners of English as a second or
foreign language, an ELF approach allows for a more practical understanding of English as a
means to mediate communication among non-native speakers. It may also imply the use of
English in intercultural contexts removed from Anglophone countries.

Focusing on developments regarding the social and cultural aspects of study abroad
research, Kinginger (2013b) extended learner representation to include non-Anglophone
cases and lingua franca contexts. This collection of studies still focused mainly on American
learners, but it also included work on Chinese learners of English in Canada (Jackson, 2013),
European learners of English and French as lingua francas (Dervin, 2013), and British
learners of French as a lingua franca in Senegal (Coleman, 2013). It also addressed the
diversification of methodologies to researching study abroad, including “sociocultural and
poststructural approaches” (Kinginger, 2013a, p. 8). These approaches offer critical
theoretical frameworks for examining learning English as a lingua franca in non-traditional
study abroad contexts. For example, taking a poststructuralist view, one aspect of language
learning is that it holds “capital,” or value, for particular learners. This helps to explain how

English is considered to be a symbol of academic achievement in Japan.
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Diao and Trentman (2021) further emphasize the prevalence of lingua francas and
multilingual realities in study abroad while focusing on the experiences of American learners
of languages other than English. One of the studies in their edited volume provides a unique
ethnographic account of students from Ghana who were learning Swahili as a pan-African
lingua franca while studying at a university in Tanzania (Thomas, 2021). The seven other
studies featured focus on American learners in various countries around the world studying
Arabic, Chinese, German, Korean, Portuguese, or Spanish. For example, students from the
U.S. studying Arabic in Jordan and Oman became more plurilinguistically aware of their
surroundings during their time abroad (Trentman, 2021). None of these cases treat ELF as a
target language, but the pluralistic approaches taken to research in these cases are informative
practices for framing the complexities of language learning and communication during study

abroad.

Researching English L2 learning in study abroad

Study abroad within Europe

Studies situated in Europe are exemplary of ELF use during study abroad, and they
provide alternative perspectives to the predominant American studies which often assume
participants to have a monolingual background. Virkkula and Nikula (2010) conducted a
study on the identity development of Finnish vocational students who had stayed in Germany
for four to six months. Based on participant interviews, it was found students placed more
emphasis on communication and use of English in their day-to-day interactions rather than on
perfecting their grammar, vocabulary, and spoken language proficiency after experiencing
the sojourn. The students also discuss recognition of discrete non-Anglophone groups of
speakers, not only their own individual differences in acquiring English. In this case, they

saw themselves as a member of a collective group of people from Finland, which in their
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view spoke English more intelligibly than ELF users from other non-native contexts such as
Germany or India.

Similarly, in a mixed methods study, Kaypak and Ortagtepe (2014) discussed the
perspectives of Turkish university students who had participated in a study abroad exchange
program within Europe for about four months. By means of questionnaires and journals, they
explored how participants’ views of studying abroad and their beliefs regarding English
language learning were interrelated. In particular, students shifted their beliefs about using
English toward those more in line with ELF ideologies rather than Anglophone native-
speakerist ones. While learners had been influenced by ideologies in EFL education in
Turkey which still follow largely native-speakerist norms, through their study abroad
experience, they learned to focus more on communicating fluently with people in their host
country and less on native-like grammatical accuracy. They also realized that English does
not have to be linked with American, British, or other native English-speaking cultures.
Rather, they could use ELF as a means of communication globally.

More recently, Howard (2019) brought together multiple aspects of study abroad and
learners’ linguistic and cultural development in a collection of studies which includes
perspectives on English as a lingua franca. In particular, Geoghegan and Pérez-Vidal’s
(2019) qualitative study discusses how Spanish and Catalan-speaking participants perceived
their use of ELF while studying abroad in different countries in Europe. In this context, ELF
served a number of functions for each participant, who were each studying English as well as
either French or German. One of these was ELF as a “bridge of communication,” enabling
interlocutors without a common language to communicate with one another. This role was
observed in both English and non-English-dominant destinations in Europe. Other aspects
included how ELF helped them access information that was helpful for them to learn their

target languages; on the contrary, it could also get in the way of using their target language
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more. In these ways, the learners’ experiences with ELF both facilitated and hindered
participants’ motivation and identity development as language learners. Another study, also
focusing on Catalan-Spanish bilingual speakers in European contexts, used quantitative
measurements to assess participants’ gains in English language proficiency as a result of
studying abroad in ELF settings (Llanes, 2019). They found that the Spanish students were
able to significantly improve their oral communication skills in English after spending an
academic semester in Italy, Denmark, Germany, Belgium, Finland, or the Netherlands,
concluding that it was not necessary for learners seeking to improve their ELF skills to
restrict study abroad destinations to Anglophone countries.

These European studies do not touch on how ELF is used in Asia, but they
demonstrate how English can be one of multiple languages learned in a study abroad context.
They are important because they provide alternative examples to more traditional language
learning models where learners are assumed to learn the local language exclusively during a
stay abroad.

Study abroad from Asia

Though not as abundant as studies on Western perspectives, there is a substantial
amount of existing research on Asian learners of English studying abroad that has been
conducted since the 1990s, especially concerning students from Japan and China. Before
influences by social theorists in language learning at the turn of the 21st century, little of this
research focused on the social aspects of language learning during study abroad, but instead
tended to examine linguistic competencies, which is a trend that mirrored the earlier
American studies primarily concerned with assessing language proficiency. Iwakiri (1993),
for example, studied the language development and affective changes experienced by
Japanese college students who had participated in a five-week program in Australia. Data

were collected by means of proficiency tests and questionnaires. Findings were generally
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positive for students, showing improvement in listening, reading, and oral communication
skills as well as in their confidence in using English. Following suit, Yashima, Yamamoto,
and Viswat (1994) and Yashima and Viswat (1997) examined the development of
communicative competence in English among Japanese high school students who had studied
in the U.S. for one year. In these studies, the researchers conducted recorded interviews in
English and analyzed the students’ speech patterns. Participants demonstrated significant
improvement in conversational fluency and sociolinguistic competence, though not
necessarily in terms of vocabulary or grammatical accuracy.

Social aspects of language learning have become the focus of research since the
2000s, including the effects of study abroad on attitudes, beliefs, affect, and identity. Within
this area of inquiry, there are two main approaches which differ epistemologically:
psychosocial and sociocultural. Each provides insights into a different aspect of learner
outcomes. Furthermore, findings vary depending on factors such as learner backgrounds,
program length, and study abroad destinations. Regarding Japanese learners in particular,
existing research favors certain areas over others: 1) English learning over all other
languages, 2) quantitative research for studying affect, 3) identity issues as the focus of

qualitative studies, and 4) predominantly Western countries as study abroad destinations.

Existing approaches to researching Asian learners

Psychosocial studies

Psychosocial approaches to studying language learning have been popular in Japan
since the 2000s. Drawing on traditions from psychology in language education, these studies
typically use quantitative methodologies to examine the nature of psychological constructs
and their correlations as they relate to second language acquisition. Coinciding with the
social turn in research on language pedagogy, mixed methods and qualitative studies are

gaining momentum, though still not as prevalent (Mercer et al., 2012). Topics commonly
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discussed in this area of inquiry include the relationships among language learning
motivation, anxiety, willingness to communicate, and self-efficacy.

Tanaka and Ellis (2003) examined questionnaire responses by a group of 166
Japanese university students who participated in a 15-week study abroad program in the U.S.
regarding their beliefs toward English language learning. They found that learners’
confidence and self-efficacy increased after their sojourn. They also observed that learners’
proficiency as measured by the TOEFL improved overall, but that these gains did not
correspond significantly with the psychological aspects. Their interpretation of these results
was that possibly, increases in confidence and self-efficacy lead to proficiency eventually,
but it takes more time for learners’ efforts to come to fruition and therefore did not appear as
a correlation when measured simultaneously.

Yashima, Zenuk-Nishide, and Shimizu (2004) conducted analyses of questionnaire
results from Japanese high school students to support their claim that international posture,
willingness to communicate in English as a second language, and engagement in L2
communicative behavior were interrelated. They found the correlations to be valid both for
students in English classes within Japan and those in a one-year study abroad program in the
U.S. Although the focus of this study was not the effects of study abroad per se, it explains
the positive relationships among motivation, affect, and behaviors toward learning English as
an international language for learners, including those who had participated in exchange
programs overseas. They also claimed that students who were able to communicate in the L2
more frequently during their stay had a higher evaluation of the social aspects of their study
abroad experience.

Klassen and Marx (2020) analyzed the questionnaire responses of 40 Japanese
university students regarding their anxiety and self-efficacy toward using English before and

after a four- to five-month period of studying abroad in various countries around the world.
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The study abroad destinations were 10 countries in Oceania, Europe, North America, and
Asia. Based on the results of their analysis, they found that anxiety decreased and self-
efficacy increased for students after staying overseas in their respective programs, and also
that levels of anxiety and self-efficacy had a negative correlation.

According to previous research on the psychosocial aspects of Japanese learners,
anxiety, self-perceptions, motivation, and willingness to communicate are evidently
important factors and predictors for language learning success in study abroad contexts. In
contrast to sociocultural studies, the focus of psychosocial studies is to build on knowledge
regarding the nature and correlation of generalizable psychological constructs. This feature
makes psychosocial studies conducive to creating a better understanding of affect as
commonly experienced among a larger group of students in well-established types of study
abroad programs, but not for creating detailed accounts of learner perspectives situated in

previously uncharted contexts.

Sociocultural studies

Unlike psychosocial studies, sociocultural approaches to study abroad research
typically focus on a smaller number of individual subjects to draw out detailed accounts of
learners’ experiences situated in socially and culturally specific contexts. As such, they are
more suitable for exploring new perspectives as narrated by individual learners. They may
also critically examine institutional norms and assumptions, rather than attempt to build on
established psychological concepts. Studies focusing on the sociocultural aspects of learners’
development studying abroad in a second or foreign language environment typically concern
advanced learners of English and take a qualitative approach to understanding how their
identity and beliefs toward language and culture are affected. These studies appear more

widely in East Asian contexts, not only in Japan.
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Jackson (2008) was one of the earlier in-depth studies concerning the perspectives of
Asian learners in study abroad research. This ethnographic case study focuses on the
experiences of four students from a Chinese university in Hong Kong studying abroad in
England for five weeks. The participants’ first language was Cantonese, and English was
used as a second language for academic and work purposes, as is common in Hong Kong.
Findings include how a short stay lasting just five weeks can “provide L2 speakers with the
opportunity to become more aware of Self and Other, offer exposure to the host language and
culture in a variety of informal settings, and stimulate personal expansion” (p. 219). At the
same time, the author emphasizes differences among individuals’ experiences depending on
their predispositions and host family environments. Some informants displayed a more
positive attitude toward engaging with the host community than others, resulting in a more
dynamic change in their linguistic and cultural identities.

Kim and Yang (2010) focused on the learner beliefs of two Korean learners of
English, one studying in Canada and the other in the U.S. The participants attended an ESL
program for 10 months and 12 months respectively. Qualitative methods of data collection
were used, including autobiographies and interviews. In the narratives discussed,
participants’ experiences socializing with members of the target language community outside
of class featured prominently in shaping their beliefs toward English learning. For example,
establishing positive relationships with Canadian native English speakers in a martial arts
club enabled one of the Korean learners to gradually feel accepted as part of the L2
community. Both learners had an advanced level of L2 proficiency before departure, but
whether or not they successfully sought meaningful encounters with members of the target
L2 community correlated with their motivation to continue to make investments in studying

English.
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Durbidge (2017) also conducted a qualitative study on Asian learners, focusing on
Japanese high school students’ experiences participating in short-term study abroad programs
in the U.K. and the U.S. Though the duration of the programs attended by students was only
two to three weeks, the learners in this study belonged to a top-tier private institution where
they already commonly had access to internationally-minded people, and some of them had
previously lived abroad themselves. This meant they could draw on their preexisting skills
and experience to interact and communicate with members of the host context during their
stay. The data collection for this study was conducted by means of interviews and student
journals. Findings included how learners reconsidered their identification with Japanese
culture, adopted feminist perspectives, and acted out a sense of duty toward their parents to
study English.

Research on study abroad in multilingual contexts has also started to appear. In a
qualitative, phenomenological study, Maedar-Quian (2017) discussed how Chinese post-
graduate students in Germany developed multilingual identities using both English and
German in their host environment. While students felt better about using ELF through their
time studying abroad, achieving academic success in a graduate school setting proved to be
more challenging for them, partly due to their unfamiliarity with the rhetoric of English
academic discourses. Furthermore, being able to use English was insufficient for them to
integrate more fully into the local German community, such as when a high command of
German was expected for a professional work opportunity. The roles and requirements of
ELF and the local language, German, were complex in this case.

Nemoto and Hayakawa (2017) argued that even in a short-term study abroad program
which lasted only four weeks, participants negotiated their identities as L2 learners and users
in their host context in Germany. In this mixed-methods case study, learners were university

students from Japan studying German as a foreign language. Incidentally, they used ELF to
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communicate with other international students as well as to aid their communication in
German with German language speakers. Motivation to learn both English and German
increased as a result of the study abroad experience.

Nogami (2020) conducted an in-depth case study on the study abroad experiences of
two Japanese university students, one who had gone to the Czech Republic and the other to
the U.S. They each stayed for about one year in their respective destinations. In this study,
the student who went to the Czech Republic felt unsuccessful overall in becoming an ELF
user, ultimately investing more in learning the Czech language. On the other hand, the
student who went to the U.S. developed a positive stance toward ELF, coming to understand
it was the content of what was being conveyed that mattered more than using perfect
American English. This case shows that going to an ELF context does not necessarily result
in the adoption of positive attitudes toward ELF, nor does being in an Anglophone, non-ELF
context have to result in buying into native-speakerist norms. The author points out that it
was the quality of interactions each student had with English users of diverse backgrounds
during their stay, regardless of the destination, that led to their affirmation or rejection of

identities as users of ELF.
Issues in contextual representation of Japanese learners

Two main existing approaches to researching Asian learners have been introduced,
psychosocial and sociocultural, each with limitations in their application to non-traditional
study abroad contexts. Psychosocial studies are popular for studying learners from Japan, but
they do not address questions of how learners constructed their perspectives and why they
changed over the course of a particular, situated study abroad experience. On the other hand,
sociocultural studies are conducive for accounting for students’ anecdotes, individual
backgrounds, and specific learning contexts. Existing sociocultural studies on Asian learners,

however, represent particular kinds of learners more than others, favoring relatively advanced
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learners in Western destinations. The field would benefit from further insights into previously
underrepresented learning contexts.

Particularities of learner levels and outcomes also require attention. Japan is still a
largely monolingual country, and the development of social identities and membership in a
host community abroad is not considered typical for the majority of Japanese learners. A
more realistic expectation might be a slighter change in attitude or outlook resulting from a
short-term program. For example, Horness (2014), focusing on Japanese university students
who participated in a short-term study abroad program to the U.K., conducted a qualitative
study about the linguistic, cultural, and personal changes they experienced. Unlike the studies
which report how students gain agency in a host community and transform their sense of self,
the participants of this study did not have extensive opportunities to interact socially with
members of the local British community, staying in groups amongst themselves during tourist
excursions outside of class. Furthermore, although they could increase their linguistic and
communicative self-efficacy in English in their language classes, they felt they could not use
these skills once back in Japan, where their classmates were unresponsive to English and
classes were not as interactive. None of the three interviewees in the study seemed to
consider the trip itself to have had a significant impact on their personal or social identity.

Similarly, there are small-scale studies which support the claim that Japanese students
who participated in short-term overseas English language programs experience mild positive
effects regarding their attitudes and motivation levels. Suzuki and Hayashi (2014) found that
university students who completed a three-week English program in the U.K. reported slight
increases in their language proficiency, higher motivation for English learning, and lower
levels of perceived hesitation toward expressing themselves in any language. Kobayashi
(2017) also reported improvement in motivation and attitudinal factors among university

students who studied abroad in Anglophone countries, with consistent findings across
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learners who participated in three-week language programs or longer sojourns of up to 10
months.

The issue of favoritism for Western countries as sites for study abroad research is
evident. In a special issue of a study abroad journal devoted to issues in study abroad “to,
from, and within Asia,” Plews and Jackson (2017) highlighted the importance of Asian
perspectives in study abroad, while also noting that there was a lack of contributions toward
understanding issues in study abroad among, or “within,” Asian countries. Given that almost
half of sojourners from Japan who study abroad actually go to destinations within Asia
(Japan Student Services Organization, 2019), there is an obvious need for more research in
this area.

There are a few rare cases which have investigated study abroad contexts within Asia.
Kimura (2017) documented the changes in attitude toward English experienced by a college
student from Japan who participated in a one-year international exchange at a university in
Thailand. The findings of this study are based on interviews which were conducted online
while the student was studying abroad. Through interactions with peers from various
international backgrounds, the informant developed an awareness toward English as a
practical means of communication, rather than an unattainable and admirable ability
possessed by native speakers from English-dominant countries. The case demonstrates how it
may be easier to increase such linguistic awareness and communicative competence in ELF
in an international context removed from an Anglophone context.

Regarding the Filipino learning context in particular, a few smaller-scale studies can
be found. Kimura and Shimizu (2016) documented the experiences of three students from
Japan who participated in a two-week summer English program. Participants were among a
cohort of ten university students who took English language classes and also joined a number

of cultural events and conducted project work. The study found that participants experienced
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fluctuating motivation levels toward learning, even within a stay lasting only two weeks.
Overall, it was found that the trip had a positive impact on participants’ attitudes toward
English learning, cultural understanding, and interpersonal communication. This study takes
a grounded theory approach and includes detailed documentation of learners’ impressions
from multiple interviews with each informant. The main focus of its analysis is on changes in
learner motivation. It does not include extensive details regarding learner beliefs or
ideologies.

By means of a mixed-methods case study, Tajima (2019) also reported that a group of
21 students from a private Japanese university were able to improve their English
proficiency, increase their willingness to communicate and motivation to study English, and
lower their language anxiety through participation in a five-week program in the Philippines.
Furthermore, the same case was compared with the outcomes experienced by a similar group
of students who studied English in Canada for four weeks (Tajima & Fetters, 2021). Both
groups of students were from universities in Tokyo and had studied English in classroom
settings for four to six hours a day, five days a week during their stay overseas. The latter
study found the extent of linguistic and affective gains to be similar, with the group which
went to the Philippines to have made slightly more progress. The main difference between
the two contexts was that in the Philippines, students received one-on-one instruction where
English was utilized as a lingua franca and stayed in a dormitory, whereas in Canada,
students received instruction in larger groups taught by mostly native speakers of English and
participated in a homestay. It was suggested the ELF context may possibly have given the
Philippines-bound group an additional advantage in reinforcing their motivation and
willingness to communicate. These studies approached study abroad in the Philippines from a
psychosocial point of view and did not aim to provide thick ethnographic accounts of learner

perspectives.
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Chapter summary

Research on study abroad focusing primarily on learners from the U.S. has provided
theoretical frameworks for understanding the nature of language learning in various contexts
around the world, but these ideas have not been applied extensively to learners who travel
from and return to non-Western linguistic and cultural contexts. Existing studies on Japanese
learners of English in study abroad contexts tend to be concerned with either identity
development, in the case of sociocultural studies, or limited to correlations among
psychological constructs, in the case of psychosocial studies. Qualitative studies of attitudinal
changes experienced by Japanese students through short-term study abroad are few and
virtually non-existent regarding study abroad destinations outside of Western countries.
However, these views are necessary for representing the myriad ways Global Englishes are
learned and used today. The field would benefit from an in-depth study of the possible effects
of short-term study abroad to the Philippines, which contributes to the diversity of learner

perspectives on English learning within Asia.
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Chapter 3: Methods

Overview

This chapter describes the specific context of the case study and how I collected and
analyzed my data. As an English language faculty member at a Japanese university, I was
already an insider to the setting of the case from the beginning of the study. Informants
traveled to Cebu, in the Philippines, as a study trip organized by the university department,
on which I accompanied them as a chaperone. Multiple forms of data were collected,
including interviews, observations, questionnaire responses, and standardized test scores. A
qualitative, case study approach was taken to interpret the findings. The main purpose of
conducting the data collection and analysis was to document changes in the perspectives of
Japanese university students who participated in a short-term English language program in
the Philippines.

The program and participants

The participants in this study were first-year students attending a university in Japan.
They belonged to a department that specializes in interdisciplinary studies and encourages all
students to go on a year-long study abroad exchange in their second year. Students were
therefore mostly interested in studying abroad. At the same time, not all students had an
exceptionally high level of English to begin with. The university is a national university
located in a rural part of Japan, which meant for students that they could attend with
relatively low tuition rates and enter without as much competition as prestigious schools in
big cities. Students were from all parts of Japan, although mostly from neighboring
prefectures.

The students in this interdisciplinary department go together on a four-week trip to an
English language school in Cebu, a tropical resort area in the Philippines, in the summer of

their first year. One hundred and three participants joined this program in 2018. All
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participants in this cohort were of Japanese nationality, and their age ranged from 18 to 21
years. Seventy-eight of the 103 students identified as female (approximately 76%), and 25 of
them as male (approximately 24%).

As I was informed of by other faculty members in the department, the main purpose
of the trip to the Philippines was to support students in achieving a score of 600 or more on
the TOEIC Listening and Reading exams, and for the more advanced students, to obtain a
bandwidth of 5.0 to 6.5 on the IELTS. It was also hoped that participants would be able to
experience staying in a foreign culture within a supported environment with fellow students,
as a way to get their feet wet before traveling overseas on their own the following year.

In this case study, the 103 students traveled together from Japan to the Philippines,
accompanied by two university faculty members and one travel agent. We departed Japan on
August 26, 2018 and returned on September 22, 2018. The school we went to had the
capacity to host all of us at the same campus. Participants shared a dorm room with other
students, with four to six students per room. Classes, meals, and recreational activities were
provided on campus, with optional outings to go shopping, island hopping, and to visit a local
nonprofit organization during weekends. The language school we went to was Japanese-
owned, and many of the school’s staff members spoke Japanese.

Students took classes based on a set schedule focusing mainly on either TOEIC or
IELTS (Table 1). Seventy-six of the 103 participants were in the TOEIC course, while 27
opted for the IELTS course. The content of these classes included training in a range of skill
areas and topics. TOEIC- and IELTS-related classes focused mainly on practice questions for
specific parts of each test. In the “News” class, students discussed questions related to news
articles written in English. “Callan” refers to a speaking class based on the Callan Method, a
training technique for acquiring oral communication skills with a focus on quick reaction

time and pronunciation (Callan Method Organization, 2019). On a typical weekday, students
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had eight one-hour classes and two hours of self-study time in the evening. On Friday

evenings, students took a full-length practice TOEIC exam instead of the usual self-study.

Table 1. Typical Day Schedule for Participants

TOEIC Course IELTS Course
8:00-8:50 Conversation 8:00-8:50 Conversation
9:00-9:50 TOEIC Listening & Reading [9:00-9:50 IELTS Phraseology
10:00-10:50  [TOEIC Listening & Reading [10:00-10:50 |IELTS Writing
11:00-11:50  |TOEIC group class 11:00-11:50 |TOEIC group class
12:00-12:50  |(lunch) 12:00-12:50 |(lunch)
13:00-13:50  |TOEIC group class 13:00-13:50 |TOEIC group class
14:00-14:50  |Callan* 14:00-14:50 |IELTS Writing
15:00-15:50  [News 15:00-15:50 |IELTS Speaking
16:00-16:50  [Reading comprehension 16:00-16:50 |IELTS Speaking
17:00-18:00  |(dinner) 17:00-18:00 |(dinner)
19:00-20:00  |Self-study 19:00-20:00 |Self-study
20:00-21:00  |Self-study 20:00-21:00 |Self-study
21:00-22:00  |Self-study (optional) 21:00-22:00 |Self-study (optional)

* Class that incorporates training using the the Callan Method (Callan Method Organization, 2019)

Most classes were held one-on-one in large rooms that were partitioned into small,
booth-like spaces (Figure 1). The language school had multiple floors with similar floor
plans. Students navigated their way through the corridors between classes to find the spaces
occupied by their assigned teachers. There were also small group classes of about five or six
students for practicing TOEIC test questions held in separate rooms. Students practiced their
conversational skills to make small talk with their teachers regardless of the focus of the
class. To the extent I could observe, the teachers were all Filipino people who had graduated
from colleges in the Philippines. The majority of teachers were female, which was associated

with a local assumption that teaching is a profession mainly for women. Male teachers, fewer
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in number, typically identified as gay. This was considered normal in the cultural context of

the school and generally embraced by the Japanese students.

Figure 1: One-on-One Instruction Booths at the English Language School

Data collection

The short-term study abroad program I focus on in this study took place from August
26 to September 22 in 2018, including the travel dates. Formal data collection from
informants was conducted during May to December of the same year. An overview of the
timing of each form of data collection is given in Table 2. There were 103 participants
traveling to and staying at the language school at the same time. I administered two
questionnaires to all of the students who went on the trip. The first was before departure, on
May 11, and the other was after returning to Japan, on October 5 (Appendix A). I chose
interviewees on a volunteer basis. Along with the first questionnaire, I asked respondents

whether they were willing to cooperate with interviews for this project. I received 23 positive
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responses and organized meetings with each one of them. Among the initial interviewees, 14

agreed to a second interview after the study abroad program to talk about what they had

learned and gained by going on the trip. The 14 students who cooperated with both

interviews became the focal informants of this study.

Table 2. Data Collection Schedule

2018
May June July August September October November | December
Interviews | Interviews | Interviews Interviews | Interviews | Interviews
Questionnaire Questionnaire
TOEIC TOEIC TOEIC
Study Abroad Program

In addition to data collected from the focal informants, I took notes on my own

impressions and observations in a hand-written journal as I accompanied students on the trip.

While my main duty as a chaperone was to support students outside of class, such as by

assisting with travel arrangements and accompanying sick students to the hospital, I also

managed to observe classes and interview several local teachers and a Japanese staff member

during my stay in 2018. I had also attended the same program with students from the

previous year, in 2017, and interviewed five students informally as pilot cases. All

observations served to shape my own understanding of the case and influenced my research

design, but their details have been omitted to focus on the perspectives of the 14 main

participants ultimately chosen and the impressions reported by the larger student cohort in

2018.

Informed consent procedures

All participants in this study were informed of my undertaking of data collection for

research purposes. I gave an explanation of my intent and purpose for conducting this case
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study during an information session held for the larger group of participants going on the trip.
At this time, I declared I would not use questionnaire and test score data in a way that reveals
the personal identity of individuals. Signatures confirming they had accepted this explanation
were received along with responses to the pre-departure questionnaires. A copy of the form
for obtaining these signatures is included in Appendix B.

Further steps to obtain informed consent were taken for the interviews, which
involved individual meetings and audio recording. I explained how the interviews would be
conducted and went over confidentiality issues with each informant before recording the first
interview. This included how the data collected would be accessible only by the researcher
and that [ would delete all or part of the information or recordings upon their request. They
could also opt out of the interviews at any time. Furthermore, their personal information
would not be disclosed. This information was printed in Japanese, and informants were asked
to sign two copies, one for the researcher and one for them to keep. The template for this
consent form is included in Appendix C.

In addition, collecting data for research purposes required permission from the
university, for which I applied for in advance and obtained on May 7, 2018. This process
involved submitting the details of my research to a committee that ensured I take ethical
approaches to data collection. A letter in writing was also sent to the faculty dean as official
notification upon request, in which I indicated that I would be using learner data to assess the
language levels and needs of students in the department for the current study with proper
conduct.

At the language school in the Philippines, I talked with a school manager about the
purposes of my research and that I was interviewing students about their experiences

participating in their program. I was told no further approval was necessary to collect data on
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campus. The school helped me arrange class observations as well as meetings for

interviewing teachers and administrative staff.
TOEIC score data

Students were required to take a TOEIC Institutional Program (IP) exam on campus
three times during their freshman year on fixed days in May, July, and October. An “IP”
exam is the equivalent of an official TOEIC test, but it is administered within an
organization. It costs slightly less for students to take and is easier to sign up for than the
exams which are open to the public. The kind of test offered was Listening and Reading. The
maximum score on this exam is 990. The results of each exam were reported to the
department. Faculty members used them to make assessments regarding the students’
progress and the effectiveness of the trip to the Philippines. I had access to these scores as
their English instructor, and I confirmed with department staff that it was permissible to refer
to these scores for the current research project. I have taken care not to publicize scores in a
way that reveals the personal identity of individuals.

Before departure, 102 of the 103 participants took the TOEIC IP exam. The average
of students’ highest achieved scores was 582.4 as of July 28, 2018. Reported scores ranged
from 335 to 875. Referring to a simple conversion chart (Educational Testing Service,
2019b), most of the scores correspond to Level A2 to B1 according to the Common European
Framework of Reference (CEFR). One exceptional student was at the B2 level. CEFR is a
universally applicable indicator of language proficiency levels, commonly used by language
specialists around the world. English language program directors, test administrators, and
textbook publishers also use the CEFR as a way to identify English learner proficiency levels
(Cambridge University Press, 2013). The initial performance of the students in this study on
the TOEIC exam can be described as somewhere between that of a “basic” to “independent”

user using CEFR descriptors.
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After returning from the trip, 100 of the 103 participants took the TOEIC test on
either October 8 or 14, or both. The results of these exams boosted the average of students’
highest achieved scores to 650.6, an average increase of 68.2. This is an encouraging but not
impressive figure. Any given TOEIC test-taker is prone to their test score fluctuating by £35
for the Listening Test and the Reading Test respectively (Educational Testing Service, 2019a,
p. 10). A more definite indicator of progress requires an 80-point gain on each of the
Listening and Reading Tests (Andrade, 2014). Nonetheless, among the 38 students who were
at the CEFR A2 level benchmark pre-departure, 26 had moved up to the B1 level. Most
students who started at the B1 level were still within the B1 score range. Overall, scores
ranged from 465 to 925. Six students had scores at the B2 level, 84 were at B1, and 12 were
at A2. That is to say, the majority of students were at a beginning “independent” user level
after returning from the program.

From the perspective of the university department, students made considerable
progress toward the main objective of surpassing the benchmark of 600 on the TOEIC exam.
Students needed at least 600 on the TOEIC to meet the university requirements for
participating in study abroad exchanges in their second year, and a score of 730 or more was
required for graduation. Before the trip to the Philippines, 34 students had a score of 600 or
more, while 69 had not reached this benchmark out of an overall cohort of 105 (including two
students who neither participated in the summer program nor reported TOEIC exam scores at
all). Upon returning, the number of students who had 600 or more had increased to 73, which
brought up the percentage of students eligible to apply for study abroad exchange programs
from 32% to 70%. Based on my own observations, the progress made toward achieving 600
and ultimately 730 on the TOEIC was perceived as satisfactory to department faculty

members and made the trip seem worthwhile. This was despite the lack of statistical
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significance in the increase of TOEIC scores in themselves. There were no other official

means of English assessment conducted by the department.
Questionnaire data

I collected questionnaire responses as a way to gather students’ impressions as a
larger group, thereby providing contextual information for the anecdotes that came out of the
interviews. The questionnaires were administered before the trip, on May 11, and after the
trip, on October 5, to all students participating in the program. Both questionnaires were
handed out and collected on paper during departmental gatherings for students, which were
organized regularly by administrative staff. The content of the questionnaires was written in
both Japanese and English. The items on each questionnaire were intended to gauge the
general importance of topics that I had predicted would feature prominently in interviews
with individual informants, thereby giving an overall image of impressions among the larger
group of students. Since my intent was to collate the responses, I used a 4-point Likert scale
format. For each statement related to the students’ self-perceptions of English learning, I

asked participants to choose from “Strongly agree (& TH % 9 9),” “Agree (% 9 £ 9),”
“Disagree (H E Y Z 5 &b 7 \»),” and “Strongly disagree (% 9 84 72 \»).” The number

of choices was even to avoid ambiguous responses. Space was provided to write additional
comments in case my questions or choices did not apply to respondents or were insufficient
for expressing their views. An additional question on the first questionnaire asked
participants about the number of times they had previously traveled overseas. All responses
and comments were entered into an Excel spreadsheet in order to organize the data in a
digitally retrievable form for analysis.

I received 104 responses for the first questionnaire pre-departure, which includes one
response from a student who did not participate in the trip. Three of these responses were

collected on May 15 from students who had missed the gathering on May 11. A summary of
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the results of this questionnaire is given in Table 3. There were two written comments

accompanying these responses, excluding those that said “nothing in particular (Ff1C 7z L).”

One respondent had left the question “How many times have you been overseas?” blank and

explained their answer: “I went to many different countries while I was living overseas (/5
IAEA TV T Z DRI 4 72 [E~1T - 72).” Another respondent answered they had been

overseas once and “not so much” to having confidence in English, commenting: “I was
confident in my English ability until when I was in high school, but coming here, I was
overwhelmed by how much others have study abroad experience and communication skills

(MRETIE, BOOHEENCHEX S Y T L2, T 2IiTkT, Y ofFRERe

ala=T—vaVRNCERINE LK)

Table 3. Summary of Pre-Departure Questionnaire Responses (n=104)

trongl trongl
Strongly Agree | Disagree S.rong y
agree disagree
I think English is important for me. 85 19 0 0
I am confident in my English ability. 2 10 64 28
I want to improve my English communication skills. 96 8 0 0
I want to increase my TOEIC score. 94 9 1 0
Three
None Once Twice | times or Other
more
H ti h travelled outside of
ow many times have you travelled outside o 10 41 12 20 |
Japan before?

The results of the first questionnaire gave nuanced support to some of my
preconceived assumptions about students’ impressions toward English. Respondents tended

to express a lack of confidence in their English ability. At the same time, they perceived
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English as generally important and were interested in improving their English communication
skills. There was also strong interest in achieving a higher score on the TOEIC exam.

After returning from the Philippines, I collected responses on the post-trip
questionnaire from 98 of the participants. A summary of these results is given in Table 4. I
received one response by an informant who did not participate in the study abroad program,
which has been omitted from the results. Five out of the 103 participants who joined the
program did not submit responses. Though I had not thought to do so in the first
questionnaire, space to add written comments to explain the reason why participants chose
their response for each individual questionnaire item was added in the second questionnaire.
As a result, I obtained more written comments in the second questionnaire. Students also
tended to write more overall comments in the second questionnaire than in the first one. This
may have been because they felt they had more to say after participating in the program. The
full list of written responses is included in Appendix D. Most comments were written in
Japanese, although a few of them replied in English. Some of the comments reflected notions
that were similar to what students described during the interviews, while others provided
glimpses of alternative perspectives toward the shared study abroad experience. I sometimes
referred to the results of the post-trip questionnaire when asking students to elaborate on their
impressions during the post-trip interviews. I also used them to draw comparisons with the

interview data.
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Table 4. Summary of Post-Trip Questionnaire Responses (n=98)

Strongly Agree | Disagree SFrongly
agree disagree
I was able to improve my English ability through the 16 74 7 1
four-week trip to the Philippines.
I was able to improve my English communication skills. 28 69 1 0
I was able to improve my test-taking skills (for TOEIC, IELTS,
14 66 17 1
etc.).
I feel less hesitant about using English than before. 33 56 9 0
I am confident in my English ability. 2 22 55 19

Interview data collection

Interviews were the main source of data [ used for understanding learners’ study
abroad experiences. These were held in Japan both before departure and after returning from
the trip to the Philippines. I personally conducted all interviews directly with each informant.
The first interviews were carried out between May 15 and August 6, and the second
interviews were between October 9 and December 10. Interview times were coordinated
between informants’ class schedules and my own teaching schedule during the academic
school year. My office on campus was used as the location for interviews, since students
could easily visit between classes, and it was quiet enough for audio recording. Each
interview lasted approximately one hour. All interviews were audio recorded with the
permission of the participants. In addition, I took hand-written notes in real time to aid my
memory and understanding of our conversations.

Since the aim of the interviews was to draw out learners’ perspectives toward English

and language learning, I took a semi-structured approach and tried to have a conversation
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with informants in as natural a way as possible. I prepared a basic set of questions I hoped to
cover for each interview, which was intended to be a starting point for open-ended
conversations encouraging informants to share anything and everything that was on their
minds regarding English learning and the study abroad program. These questions were
conceived of in English (Table 5). I made conversation in Japanese based on these questions

without showing them directly to interviewees.

Table 5. Interview Questions

Interview Questions: Initial Interview

e What is your past experience with English and any other languages, inside and outside
of the classroom?

e What are your feelings, attitudes, and motivations toward learning English?

e Is English important to you? Do you think it is useful for you now and in the future?
Why or why not?

¢ Do you have plans to study, live, work, travel abroad, or communicate with non-
Japanese people?

e What other goals, beliefs, or unique situational factors do you have that are related or
not related to English learning?

Interview Questions: Post-trip Interview

¢ How was the trip overall? What comes to mind when reflecting on your experience?

e How were your English classes? Do you think your English skills improved over the
four weeks? If yes, in what ways?

¢ Has anything changed regarding your future plans to study abroad or your imagined
career path?

¢ Did your feelings, attitudes, or motivations toward learning English change in any
way?

For the first interview, I asked informants mainly about their background, goals for
English learning, and expectations toward the trip to the Philippines. This included
confirming with each interviewee if they would like to have the interview in English or
Japanese, in case they wanted to take the opportunity to use English. All of them replied that

they prefer to talk in Japanese, so all interviews were conducted mainly in Japanese. My own
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language level was sufficient to conduct interviews in English or Japanese. In the initial
round of interviews, 22 of the 23 informants were female students and one was male.

In the beginning of each of the second interviews, I recapped what I had gathered
from the first interview and confirmed whether my interpretation sounded accurate to them.
This allowed me to cross check my understanding of our conversation in the first interview,
clarify points I was unsure of, and follow up on what they said they had been expecting of
their time in the Philippines. I then proceeded to ask questions that attempted to draw out
their impressions of the trip and stories about whether their outlook or they themselves had
changed through their experience studying abroad. These second interviews served as the
primary source of data for my analysis and interpretation.

The dates and times of the recorded interviews for the 14 focal informants are shown
in Table 6. Timings are approximate and have been rounded to the nearest five-minute

increment. Informant names are pseudonyms.
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Table 6. List of Interview Dates and Times

Informant First interview Second interview

1. Misato June 29, 2018 October 9, 2018
18:00-20:30 14:30-15:30

2. Rimi June 22, 2018 October 16, 2018
12:50-13:30 14:30-15:00

3. Tomoe July 6, 2018 October 16, 2018
16:15-16:45 16:10-16:40

4. Miyuu June 22, 2018 October 22, 2018
10:20-11:30 9:00-10:00

5. Kana July 13,2018 October 23, 2018
13:00-13:50 10:30-12:00

6. Hagumi May 15, 2018 October 23, 2018
14:30-15:30 15:00-16:00

7. Rui July 6, 2018 October 29, 2018
14:30-15:05 9:00-10:00

8. Kasumi June 22, 2018 October 30, 2018
16:05-17:30 13:00-14:00

9. Hina July 3, 2018 October 30, 2018
16:30-18:00 14:30-16:00

10. Honoka June 27, 2018 November 6, 2018
16:15-17:35 14:30-15:30

11. Haruka July 13,2018 November 6, 2018
14:25-15:30 16:30-17:30

12. Mizuki June 19, 2018 November 12, 2018
16:45-17:35 9:00-10:00

13. Tsugumi June 26, 2018 December 7, 2018
16:30-17:35 16:10-17:40

14. Minori August 6, 2018 December 10, 2018
15:00-15:45 9:00-10:00

All 14 interviewees were of Japanese nationality, had grown up in Japan, and spoke

Japanese as their first language. They all mentioned having spent their lives before university

living with their family in a particular part of Japan without major changes in their social or

cultural environment. The biggest change in their lifestyles that they had experienced was

entering university and starting to live on their own. Six of the 14 informants were from the
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same Chiigoku region, six of them were from various parts of the Kytishu region, and two
were from prefectures in the Chiibu region in Japan. None of them had stayed overseas
previously for more than two weeks.

The 14 informants who agreed to second interviews were all female students. It is
plausible participants may have thought it would be easier to talk with a female interviewer,
though our own gender identities were not among the topics discussed in the interviews.
There were more female students in the larger cohort, so the informants were not exceptional
in this regard. It is difficult to say whether gender affected students’ willingness to cooperate
with the interviews. One of the 23 interviewees for the first round of interviews was a male
student, and four out of five of the students who volunteered to be interviewed informally
about their study abroad experiences in the previous year were male students. I do not
perceive the content of the interviews as determined by the assigned gender of interviewees.

Interview data analysis procedures

I developed the procedures for analyzing the data as I conducted the research. A
visualization of the relationships between the original interview data and findings is shown in
Figure 2. Starting at the top left of the image, I conducted the interviews with focal
informants, which were audio recorded and aided by my notes taken in real time. I then
converted the audio recordings to text in the form of detailed interview notes and partial
transcription of dialogues. My direct impressions, audio recordings, notes, and transcriptions
of the interviews all contributed in overlapping ways to reach my findings, which were
ultimately organized into three main forms of representation as shown in the bottom row of
the diagram. First, short summaries describing the background and experiences of each
informant were written in narrative form (Findings 1). Next, the interview notes were
revisited to identify common themes across the 14 informants. These themes were collected

and sorted into organized lists (Findings 2). Finally, the results were considered in relation to
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existing literature and theory (Findings 3). Each stage of analysis served to inform the next

while being cross-checked with previous stages.
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After each interview was conducted, I listened to the audio recording and referred to
my hand-written notes to create more detailed notes on a computer. Dialogues which were
directly relevant to English, language learning, and the participants’ impressions of the
learning context in the Philippines were transcribed word for word and put in quotation
marks. Other parts of the interviews were summarized so that [ knew what was being talked
about at each point of time in the interview. I manually inserted time stamps in between
conversation topics. If [ had an observation while transcribing, I added these as comments in
parentheses or at the end of the document. These data were organized as one Microsoft Word
file for each of the 14 interviews. The volume of notes I created varied greatly depending on
the length and pace of the actual interview, relevance of the content of our conversations to
English learning, and my own perceived need to note down new insights during the
transcription process. The longest set of interview notes amounted to 16 A4-size pages, while
the shortest was two pages. The average length for the notes was eight pages. A sample of the
typed interview notes is given in Figure 3. This excerpt was taken from pages 6 to 7 out of 16
pages of interview notes from the second interview with Hina and shows the approximate

amount of text for one page of interview notes.
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Hina (pseudonym)
10/30/2018 14:30-16:00
notes taken March 31-April 2, 2019

45:00
4 v Z ¥ a2 —3% English OK?
Really? Not no problem...

HAED T Eh ) 3w, HETHTES?

BB aickoTld, (5

EID (T2 H LA) BARYRLS R T L,

[EHAIC 7 > T ESS kB o C, KIEHD ORiA» 6, HEEEPEE > T, 2 A0
SN bWwICR->T, BB LYy s, BEPHINZATTIE, 2oy 7ic
DT free conversation 52 > T\ H DD 5 ATT &k, BAKIEH, T, KT
726, E#, BOO 1HEE3ZACZATTHE, BES5D917H74 VY TEHEL
FLoTBEDLOLLIRALEL N2V TT D, RTEMDOFLENIT. b robit
o0 ENLTE00, HOOLUDFZATTIIE, TIRADPEETVHI. b,
FroTI, 2—o2t, BEVWARRL U4 T, WAICZ IC, 2K D 357
WARREEE DA LTEIATT L, Z256%50WIHIEKTIE., KBRS o/ zoT)
. N FABEL o728 U B X9k orATED 2720075 Ts |
[HERIEVRELOHIEONZATTITE, 74V YL TETHLTT
WZOREBNICEEE 2 X ko b Ahizn, b, ] ZDREIL. BFD
Je¥E, AILAE—F+t27vavc, Flic, BAOAY—-FRKEDOFTHIC, BET-L
nT, e —#ic, ZOTHITENTH o7, 74V V2Ol TE2OORE
2830V, Jo ZOBBIICEEE BT, #2130 74V Y TTZ0RWLLIERL
TERAEA I o TR LAz win, ZORELRFTL D74 I VI fToT
7=, 1HFAlIC,
BFEONT®TOREBICITL, QQ LR WViBH¥R, THRFOALIZW LD BT
Do, BROFELDPIoBRIZVICHFAHF Lo\, FEREIATIEL, ¥
To—yEOBGET, EESM, LIEO L2, OEODZT LR CHBEOLITH L
3L, T GFb IO LNTHRVDE L, BRYIDY—H A4 F?20kca y Mo 1
FLETHEEDFR—~ANToTHATTIFE, Bablilc, 740y, 2F-EH
2Ty A—HTzW0in, ZZTHWZL, 2ART > THhVWE, Az, HH, 145
EFLT, 40 NidE 5, 5L, ESSICd, 14EET2 AT ThTB0, fRFE
YR T TOEIC 2 E ¢, BULBORYERIO Nifho¥ R L v b b LmDDOR a7
BD, Lo Th 400 £ B, (B 5 Iid 500?) HBICITE 2 WS Ahord Lk
V, BOCRICEIE S NTHHIMTE W e b B EES9 L, BERFLAROD oL %
HiinT., OOOK A (EHE) AWK, 72723y P THob2BET T2,

Figure 3: Sample of Typed Interview Notes
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I chose not to do a full transcription for all of the interviews because representing the
exact sounds and utterances in conversational discourse was not always necessary to capture
the stories and impressions the participants expressed. For practice, I fully transcribed a one-
hour pilot interview in the previous year and the pre-departure interview for Hagumi. In both
instances, [ wrote out our conversations word for word, paying attention to every sound I
could transliterate one way or another, any back and forth for clarification of questions and
responses, false starts, self-corrections, sidetracks in conversation, and interruptions which
were irrelevant to the content of the interview. Through this process, I confirmed that I did
not need these minute details for the entire duration of the audio recordings to identify the
themes and anecdotes that were important for this study.

On the other hand, going through the recordings and creating the notes myself was an
essential part of the process of understanding and reinterpreting my findings, especially as a
novice researcher. During the process of focused transcription, I manually converted speech
sounds to text in the original language and register used by my informants. This method
helped to maintain the intended nuances within the actual conversations that had taken place
between the informants and myself.

I printed out the typed interview notes on paper and filed them along with my initial
hand-written notes and signed consent forms. The documents were sorted by informant so
that I could readily refer to a portfolio of data for each participant. These collections of
transcriptions and notes became the basis of my data analysis.

To analyze these texts, I followed the general procedures outlined by Creswell and
Poth (2018) in which data analysis is described as a spiral rather than a linear progression
(pp- 185-187). Taking this approach, my initial interpretations not only led to the next in
sequence, but were revisited in a circular fashion as illustrated in Figure 2. In particular, I

looped back to the detailed interview notes multiple times as I constructed my understanding
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of the case, first as individual anecdotes (Findings 1), then as collections of themes
(Findings 2), and finally in relation to theoretical concepts (Findings 3).

After I had compiled the detailed interview notes, my first attempt at making sense of
the data was to write English summaries of the reported experiences of each informant. This
process gave me a basic understanding of what my findings would be about. These
summaries are included in Chapter 4. I maintained a slightly casual tone in documenting
learner anecdotes, including the use of contractions, to represent the students’ voices as they
shared their stories with me in spontaneous conversation.

Next, I revisited the interview data to look for common themes. In order to do this, I
first handwrote all of the findings relevant to the outcomes of the trip on sticky notes and
attached them to the interview notes. For example, | summarized the sample interview notes
in Figure 3 into a few sentences, as shown in Figure 4. I had two to seven sticky notes per
informant. This allowed me to collect the sticky notes for each person and see them on one
page. These were further collated and condensed into short lists, still by informant, which fit
onto four handwritten A4 pages of notes. I color-coded these lists by topic (Appendix E).
Then, I rewrote the themes again onto two new sheets of A4 paper organized by topic

(Appendix F).

> Teh A U

IN=FRILHD LKL
=4 7

Figure 4: Sample Sticky Note for Interview Data Analysis
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For example, my thematic findings for Hina were summarized into the following
points:
1) gradually got used to using English to communicate in class
2) realized can use simple language to communicate
3) speaking and listening / conversation skills improved
4) inhibition toward English decreased (disappeared!)
5) lack of confidence in academic skills, which are different from communication skills
6) increased cross-cultural awareness through sharing Japanese culture
7) became more appreciative of the food and safety levels in Japan
Each of these points were assigned a general category. I grouped the first three points as
“Self-perceived improvement of English communication skills.” The fourth point concerned
“Changes in feelings and attitudes toward English.” The fifth point was related to English
proficiency, which was distinguished from English communication skills. The sixth and
seventh points were categorized as “Awareness of cultural and linguistic diversity.”
To demonstrate how I combined the themes for multiple informants, the thematic
findings I had for Miyuu were:
1) impressed by how teachers were second language learners of English, but they could
speak fluently
2) shift in understanding that English is a means, not the goal, to achieve something
3) conversation and spontaneous communication skills improved
4) English proficiency / grammatical accuracy did not improve so much (different from
conversation skills)
5) learned to take more ownership about finding opportunities to use English
6) positive feelings toward English increased (overall, due to encouragement from

teachers)
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7) confidence in using English (for conversation) increased
Miyuu’s third and fourth points were similar to Hina’s impressions regarding improvement of
communication skills and their differentiation from English language proficiency. Therefore,
these were each assigned the same codes. Miyuu’s first point was interpreted as an encounter
with cultural and linguistic diversity and listed alongside Hina’s sixth and seventh points. The
second and fifth points were considered to be related to language learner awareness and put
in its own category. The sixth and seventh points were affective changes, so they were
grouped together with Hina’s fourth point as “Changes in feelings and attitudes toward
English.” Figure 5 shows the themes for these two informants combined. This process was

repeated for all of the informants.

Self-perceived improvement of English communication skills:
e could get used to communicating in English (Hina)
e learned to simplify ideas and prioritize communication over accuracy (Hina)
e became more fluent in English conversation (Hina, Miyuu)

Changes in feelings and attitudes toward English:
e decreased inhibition toward communicating in English (Hina)
¢ increased confidence in using English for conversation (not same as
knowledge/proficiency) (Miyuu)
e positive feelings toward English increased (Miyuu)

Self-perceived improvement of English language proficiency:
e lack of improvement in academic skills /grammar (Hina, Miyuu)

Awareness of cultural and linguistic diversity:
¢ increased awareness of other cultures and boundaries of own culture (Hina)
e appreciation for Japanese food and safety (Hina)
e realized second language speakers can be fluent in English (Miyuu)

Shift in understanding role of English (learner awareness):
e realized English is a means to achieve something, not the goal (Miyuu)
o realized the necessity of taking ownership of learning and finding opportunities
to use English (Miyuu)

Figure 5: Sample of Tentative Themes and Codes Listed by Topic
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After generating the lists of tentative themes and codes, I entered them into an Excel
spreadsheet to make a codebook, which is an organized chart containing the names of the
themes identified, their descriptors, and examples from the data (Creswell & Poth, 2018). At
this point, I reconsidered all possible categorizations, sequences, and word choices for
representing the data and ultimately settled on four major themes, each including three to five
subthemes. The interview summaries I had written in English previously were used to cross-
check my interpretation and drawn on for the examples. Full descriptions of the themes and
codes are presented in Chapter 5.

Figures 6 and 7 show segments from the codebook which include some of the themes
from the sample in Figure 5. The excerpt in Figure 6 contains the three codes relevant to the
theme “Changes in feelings and attitudes toward English” for Hina and Miyuu. The reported
increase in confidence levels (Miyuu) and decrease in inhibition toward English (Hina) were
both subthemes that recurred multiple times in the anecdotes by other informants. These
became “increased confidence in using English for communication” and “lower inhibition
toward using English” respectively. For the third subtheme, the previous wording for
Miyuu’s increase in “positive feelings toward English” was adjusted to “increased motivation
to use English” to make the nuance more specific and combined with similar feelings of
positivity toward English expressed by Tomoe, another informant. For each code, I added a
short description, mention of which informants had talked about the changes, further
explanations if any, and specific examples taken from the student anecdotes I had previously
summarized. For example, in the description for the code “increased confidence in using
English for communication,” I noted that this label included feelings of confidence regarding
cither conversation or communication skills, and that this was not what was referred to as
knowledge or proficiency. The informants who had mentioned similar ideas were Rimi,

Miyuu, Kana, Hagumi, and Minori. In the column called “explanation,” I added that there
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was an instance where an informant mentioned English being used as a lingua franca. For the
“examples,” I included excerpts from the anecdotes for each informant. The same process

was repeated for the other codes.
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The themes “Awareness of cultural and linguistic diversity”” and “Shift in
understanding role of English” from the sample in Figure 5 were reorganized as subthemes of
a larger theme I called “Changes in beliefs related to language and culture” after I entered
them into the codebook, as seen in Figure 7. Hina’s heightened awareness of the boundaries
of her own culture was put together with other realizations of how the local (Filipino) culture
was different from what informants were used to in Japan under the code “awareness of
cultural and linguistic diversity.” Hina’s discussion of appreciation for Japanese food and
safety was given its own code, with additional observations of my own that students would
have generally agreed that Japan is safer, given the instances of food poisoning and theft that
occurred during the trip. Miyuu’s two realizations related to learner awareness were each
mirrored in a few of the other students’ anecdotes and combined with them. Like Miyuu,
Misato and Rui also talked about shifting their goals from English itself to using English in
order to achieve something, so their anecdotes were added to “using English as a means, not
the end.” Minori realized the need to take initiative to be successful in learning English at a
later time than Miyuu. The reflections by both of them were assigned the code “taking
ownership in language learning.” A similar process of combining and rearranging data
sources was conducted for the two remaining overarching themes, “Self-perceived
improvement of communicative competence” and “Self-perceived improvement of language
proficiency.”

In my final stage of data analysis, I re-examined the findings in light of existing
knowledge in the field. This is similar to the “framing of analysis with theory” (Jones &
Watt, 2010, p. 163) in ethnographic studies, where it is necessary to connect the findings
back to literature in order to make generalizable claims beyond description of one particular
case and context. These generalizations are not necessarily representative of all instances but

are “naturalistic generalizations . . . generalizations that people can learn from the case for
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themselves, apply learnings to a population of cases, or transfer them to another similar
context” (Creswell & Poth, 2018, p. 206; emphasis in original). The significance of the
findings lies in making sense of the results, which can then be applied to understanding other
cases.

Among the comprehensive list of codes, I identified four specific themes which I
interpreted as pertinent to issues in English language learning for learners with a Japanese
dominant background. These each concerned feelings of inhibition toward English, cross-
cultural awareness, using English as a lingua franca, and learner autonomy. Collectively, they
are framed as shifts in language ideologies to indicate their interrelatedness with ideological
discourses in the learners’ home and study abroad learning contexts. Language ideologies, as
defined in Chapter 1, is a concept used to refer to shared beliefs and ideologies held by a
community of language users as well as individual learners’ internal belief systems regarding
languages and language learning. These issues are discussed with interview excerpts in

Chapter 6.
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Chapter 4: Learner anecdotes

This chapter presents English summaries of the interviews conducted with the 14
focal participants. The first and second interviews have been combined to create a profile for
each informant, including information about their English learning histories as well as their
reported study abroad experiences. All English translations are my own, with some Japanese
terms left included for clarification. Informants have been numbered in chronological order
of their second interview, which contains information most relevant to the outcomes of the
study abroad program. This sequence reflects my own understanding of the informants’

perspectives, which developed as I conducted the interviews.

1. Misato

Misato had been to Vancouver, Canada once for two weeks during high school.
During that time, she studied English at a language school and stayed with two different host
families. One of the host families was a Chinese-Canadian family, and the other was a white

(“HF A %) Canadian family. She noticed differences among them despite them both being in

Canada, such as feeling like she could relate more to the Chinese family. This experience led
her to become interested in Asian cultures, not only Western ones. She was also interested in
languages other than English. Asked where she would like to study abroad in her second
year, she said her first choice was Denmark. This was because she thought the education
system and social welfare there is good, based on what she had seen on TV. She was looking

forward to being immersed in English (“¢557E 1F I 7% %) in the Philippines. She expected

that it would be fun, but she was also worried about problems that are common there, such as
getting sick from the food and possibly not getting along with her roommates.
After returning from the Philippines, Misato confirmed that she was able to

experience being fully immersed in English as she had expected and that the trip had been
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enjoyable for her throughout. Being in the Philippines expanded her interest in studying
abroad, and she thought she would enjoy going to European countries besides Denmark, or
Asian countries too. She took care to use a face mask and gargle regularly, and this helped
her to not get sick. She and her assigned room members got along, unlike what she had heard
about some of the other rooms. There was one teacher during the trip that she had to change
because he sat too close to her and made her feel uncomfortable. However, there were other
teachers who were really pleasant and easy to understand.

Overall, the experience was quite positive for her. She found the one-on-one classes
fun, and the teachers were always encouraging. She appreciated being able to ask questions
spontaneously during class, and the teachers would explain in a way that she could
understand. Then when she understood something, the teachers would energetically praise
her so that she would be motivated to keep going. Misato mentioned that because she could
learn English with the teachers in a fun way, it wasn’t like studying in the way that she knew.
In her words, for example:

It’s really fun because the classes are one-on-one with the teacher. The teachers were

always encouraging. In Japan, if there was something [ was wondering about but

couldn’t catch by listening, it would have been in the class materials and I might have
looked it up in the dictionary and on the internet. But in the Philippines, I could ask
questions to the teachers and they would explain it so that I could understand then and
there. And when we got it, they would also energetically praise us so that we would
be motivated to keep going. It felt more like learning with the teacher in a fun way,
rather than taking a class, so [ had a good time every day.

W=y —e v Eh LT O KL WATT X, KEEBBLO LS <
FHE-FLTKNBDD, AAEE, 2= 3%AES) o THBoTHEE

ENhp ol BMTR LRI R, BMTFAT, FEETHA~NTH v b

72



THRTHTHWIF L, M IFEECHELRERZ LITThbrS XD
KHZ T NED 0, BlEfioc 228 Cfkc& L, T
EHLEFR=—vavdrdiiicbizbhb AT rvraryTtBoTinsd
»h, BELTEE WS X0, EL I EE R L S ERA VWK
HCHHEL»o72TT,

(Misato, second interview, October 9, 2018 14:30-15:30, Time: 00:8:00)

In fact, her biggest takeaway regarding English learning from joining the program
was her perceived ease in using English naturally rather than as a school subject. Learning
English in the Philippines was different from the way she had studied English up until high
school. In high school, the focus was on memorizing and translating English to understand it
and answer questions in a textbook. In contrast, in the Philippines they had conversations
during class and not everything they talked about was written down. She said she could use
English intuitively as a tool to communicate with her teachers. Being able to speak naturally
with the teacher outside of the class, such as in the cafeteria, was an important indicator for
her that she could use English spontaneously. She also became able to approach English text
to “catch” the contents of it and what it’s saying, rather than translating it.

Misato also discussed a change in attitude about how to approach speaking in English.
Before going to the Philippines, she had felt she wanted to improve her pronunciation. After
the trip, she came to think that communication is more important, so speaking with clear
pronunciation was not the main problem anymore. She said that her priorities shifted a little,

and because of that, she doesn’t worry about having “ugly” (“¢% \»””) pronunciation, and she

doesn’t feel hesitant to speak as she did when she stayed in Canada.

2. Rimi
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Rimi had been in the U.K. for two weeks during high school, where she stayed with a
host family and attended an English language school. She grew up on a remote island in
Kagoshima. She told me that she likes English, but she is not good at English grammar. She
wanted to improve on this in the Philippines. She hoped that by having many opportunities to
speak in English, she would become able to talk without having to think about it. She was
interested in studying abroad in Europe, since she has a positive image of the landscape there.

Rimi seemed more open and eager to talk in the second interview. She said that six
classes a day of talking one-on-one with the teacher was tough, but she became able to talk
freely in English without waiting for other people to talk to her first. The teachers at the
language school were patient and waited for her to say what she wanted to say. They also
corrected her mistakes. Studying IELTS writing helped her to overcome her anxieties toward

grammar. Although she was not necessarily confident in her English ability (“B<&E /17) or

comprehension skills, she said she was brimming with confidence about using English and

her inhibition toward speaking (“#XH1/E%”) had disappeared.

She had not had as much of a chance to practice speaking extensively as she did in the
Philippines neither in Japan nor during her two-week program in the U.K. In the U.K., she
had classes in the morning and early afternoon, but there were many students in each class,
and she couldn’t understand what was going on because the difficulty level was high. She
was not able to volunteer to speak in those classes. She learned what it was like there, but she
didn’t feel like she became able to use English by participating in the program. This time, in
the Philippines, she talked in English all the time every day, and she even used English with
her Japanese friends for fun.

She observed that there aren’t a lot of opportunities to come into contact with English
speakers in Japan like there are in the Philippines. She might talk a bit with her international

student friends sometimes, but not much more than that. Before the trip, she had felt hesitant
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about using English, as if she wasn’t sure that it was acceptable for her to speak. She doesn’t
have that inhibition anymore.

Rimi’s impressions of the teachers in the Philippines were that they were close in age
to her, and this helped them to relate to each other. The teachers showed interest in what Rimi
was saying, which made it easier for her to talk. Going on the trip with her university friends
was also an important part of her sense of success. They would talk during the breaks about
what they were doing in each other’s classes. If she was facing a problem, her friends would
help her think about what to do. In addition to people she had already known, she was also
able to make friends with other students whom she had not talked with before. Rimi and her
newfound friends were still close after coming back to Japan. She was really glad she went
on the trip. There were other problems she was thinking about while she was there, but what
she remembers most clearly afterward are the positive things.

3. Tomoe

Tomoe had traveled outside of Japan twice before going to the Philippines. When she
was in fourth grade of elementary school, she went on vacation to Hawaii for a week with her
family. In her second year of high school, she went on a school trip to Singapore for about
four days, where they went sightseeing and participated in an English discussion event.
Originally from Okinawa, she grew up seeing many foreign tourists in her hometown. She
said she neither likes nor dislikes English, but she wants to study it and become able to speak
it. She thought it would be useful for work if she could entertain foreign customers. In the
Philippines, she hoped to improve her listening skills. She mentioned that she would be
happy if she could go to China to study abroad in her second year, and that she would like to
return to Okinawa after graduation.

Tomoe happily reported she was able to improve her listening skills in the Philippines

as she had hoped. Her TOEIC score nearly doubled after the trip. In June, her score was 335.
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In October, it was 635. She said that listening to English every day and talking with her
teachers in class allowed her to get used to English. She especially felt that her test-taking
skills for listening had improved through repeated practice. For speaking, she didn’t think she
improved so much. It was enjoyable for her to talk with her teachers in class, but she spoke in
words, not sentences. She could not speak freely. Still, it was fun for her because she could
communicate with them. They would talk about things besides the formal content of the
class, such as their families, where they are from, foods, and club activities.

The most enjoyable time for Tomoe was when she was spending her free time at the
pool table in the school. She and a friend would go there every day and talk with Daffy
(pseudonym), one of the security guards. Daffy told them about his dream of starting up his
own business, and they thought this was interesting. In this situation, Tomoe thought that
although she was only using simple English, she was able to communicate more than she had
previously thought. She is still not confident in English, but her inhibition toward speaking
decreased a little. Sometimes there were things that she wanted to say but couldn’t think of
the English word, and this made her want to be able to speak more. The people she met in the
Philippines were all friendly and nice to her. She grew to like English by going on the trip.
She also mentioned that it was fun because we all went together as a group. If it were just by

herself, she would not have wanted to go.

4. Miyuu

Miyuu had been to Oregon in the U.S. for two weeks when she was 16 years old. It
was summer vacation for her, and she stayed with a Japanese family that she and her father
knew. She was interested in going to the U.S. again, and she wanted to go to Oklahoma
University for her year abroad. She was a self-motivated learner, studying English with
graded readers and audio books in her spare time outside of university classes. She looked

forward to practicing her English in the Philippines. She wanted to be able to speak and listen
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in English more naturally and smoothly. She hoped to become slightly more confident than
she was and feel at ease when she speaks.

After the trip, Miyuu shared with me how she was impressed by how much her
teachers were able to speak in English even though it was their second language. As she was
talking with them, she was able to think about learning English as a means to achieve
something, rather than the goal itself.

Regarding her English ability, she felt it was still difficult to speak smoothly.
Although she had been immersed in English for a month, she still felt her vocabulary was not
enough. There were also words that she knew but could not use appropriately. At the same
time, she appreciated her teachers’ encouragement during class, and it was fun exchanging
information with them. She felt her conversational skills, which she notably did not equate
with English proficiency, had improved. She understood that rather than worrying about
correct grammar, it was more important in the moment to say something in any which way so
that she could communicate.

The teachers helped Miyuu distinguish English phonemes such as s/s/ and //r when
her pronunciation wasn’t clear. She also learned to look up synonyms of words she did not
understand. It was helpful when the teachers paraphrased words for her in class.

Miyuu also realized that she would need to find her own time and opportunities to use
English, rather than waiting for them to come to her. Psychologically, she felt better about
using English, and she felt slightly more confident. Finding English sources to listen to, such
as YouTube videos and BBC news clips, and talking in English became enjoyable for her
after she became able to understand content and begin to communicate her thoughts. She
likened her feelings of having to stay at the language school for one month to being confined

in a prison, but it was worth it for her.

5. Kana
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The trip to the Philippines was Kana’s first time going overseas. She had taken
English conversation lessons in kindergarten and studied English as a subject in school, but
she was not confident in using it, especially concerning writing and grammar. She thought
that going to the Philippines would let her get used to English, since she would be in a
situation where she had to speak in English. She expressed interest in volunteering for an
international organization that helps refugees. English would be useful for her when she goes
to other countries in the future. She also stressed that French and Chinese are equally
important languages for her to study, not only English. She said she doesn’t like English all
that much.

The four-week program gave Kana the opportunity to get used to English as she had
expected, and the trip overall was enjoyable for her. Though she didn’t talk extensively on
her own accord, she grew accustomed to the pace of English conversations in her classes. Her
teachers were cheerful and easy to understand. Finding that she could communicate ideas just
by using short phrases, she felt more confident about being able to get by if she made the
effort to do so. Even if she was not good at academic English, she felt she would be able to
make friends and socialize when she went abroad. Before going to the Philippines, she had an
abnormal level of fear and anxiety about studying abroad, which was alleviated through
participation in the program. Although her slightly negative stance toward English did not
change, she understood its necessity as well as developed awareness about her own ability to
communicate basic, essential information.

6. Hagumi

Hagumi had been to Hawaii for five days when she was in her second year of junior
high school. This trip was sponsored by Omaezaki City in Shizuoka and included an
exchange with local university students, a home visit, and guided tours. She started to feel a

sense of admiration for places outside of Japan because of this program, and it also made her
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realize that she should study English more, since otherwise she wouldn’t be able to
communicate at all with people like those she had met in Hawaii. Influenced by a video clip
shown in a class when she was in high school and by what she had seen on TV, Hagumi had
a strong interest in international cooperation and stopping child labor in developing countries.
Because of this, she wanted to study French or Spanish in addition to English. She hoped to
improve her speaking ability in the Philippines, as well as enjoy her time there with her
friends.

Hagumi attested to improving her speaking skills as a result of going on the trip to the
Philippines. She gave an illustrative example of talking with international students in Japan
before and after the trip. Before, when she was at a party, she could only say something like
“You are tall it’s good!” and not have a full conversation. Afterward, she was able to help the
same people understand complex information about the classes they were taking together. If
she were to meet someone at a party in the same kind of situation as before, she might be able
to say something more like, “Your clothes is very nice. Where did you buy it?”” She wouldn’t
say she became completely fluent, but she could think of words to say more quickly. Her
grammar may be largely inaccurate, and her speech might be broken, but she can say
something after stopping to think for just a second in Japanese and translate it into English,
rather than panicking and drawing a blank. Although she didn’t feel she improved as much in
the other skill areas, her confidence in her speaking ability increased. As a result, she no
longer hesitated to talk with international students like she used to.

The four-week program was fun for her overall, but she also felt it was lacking in
some ways. Although her speaking skills improved, she was shocked to see her TOEIC score
had not increased at all. According to her, the trip did not develop her reading and grammar
skills enough, which corresponds more to the test. She also added that she doesn’t pay much

attention to grammar when speaking, which is why her accuracy didn’t improve even though
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she became able to speak more. In hindsight, she should have taken her own textbooks with
her and studied them in the extra time she had on the weekends. It was easier for her to
understand grammar explanations in Japanese, rather than the way it was taught in the
Philippines.

The most important experience in the Philippines for Hagumi was visiting a local
nongovernmental organization (NGO) and participating in activities with the children there.
This NGO supports children from poor families so that they can go to school. She had been
interested in volunteering from before, but she had thought that volunteering meant helping
the local people. Through the activities planned out that day, she saw that they weren’t really
doing something for them, but it was more like cooperating with them, or asking them for
their permission to do so. The children were very smart, could speak in Japanese, were really
good at English, friendly, and outgoing. It was like they were leading her, not the other way
around. Her motivation to take part in volunteer activities strengthened because of this

experience.
7. Rui

Rui had been to Singapore and Malaysia on a school trip during her second year of
high school. They used English while traveling around sightseeing for five days, but because
they visited tourist spots, the shop owners were used to tourists and sometimes spoke
Japanese. She thought the cities they visited were pretty, and she noticed the people who
were there were from more diverse cultural and national backgrounds than in Japan. Rui
didn’t feel confident in her English abilities compared to her peers, since there were many
people in the department who already had experience studying abroad. However, she had a
positive attitude toward English and wanted to have a job in the future where she would have
opportunities to use it. Rui had a background in classical music, and while she had already

decided she wanted to pursue other options for her career in the future, she was interested in
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studying abroad in Germany because she would be able to learn about music there. Outside
of Europe, she was also interested in Southeast Asia and studying Chinese. She hoped to
improve her English speaking skills in the Philippines, as she had studied mainly reading
while preparing for the entrance exams and felt less comfortable using English in interactive
situations such as discussion activities and recreational events. She hoped to be able to speak
more fluently and naturally and gain confidence by participating in the one-on-one classes.

Coming back from the Philippines, Rui thought that the trip fulfilled her expectations.
Her initial impression of the Philippines had been that it wasn’t an English speaking country.
However, she was surprised to see that her teachers in the Philippines could speak English so
well, even though it wasn’t their mother tongue. This made her want to study languages other
than English more than before. She said that if she had the chance to go to Germany, she
would want to study German more seriously. At the same time, she was also aware that
English is useful for understanding other languages. As she had learned from one of her
university lectures, she can understand German better just by studying English since there are
things in common among those languages.

Rui’s teachers in the Philippines were friendly and easy to talk to, and she was able to
learn conversational expressions when they made small talk. Her biggest takeaway was being
able to get rid of her inhibition toward speaking, rather than improvement of her speaking
skills per se. By talking with her teachers every day, she realized that she needed to first say
something to communicate, even if she couldn’t pay attention to grammar. Before, she had
not known what to do in order to convey what she wanted to say. She then understood that
she needed to simplify the complex ideas she was thinking of in Japanese and explain them in
words that she knew how to use in English.

In addition, she acquired some minor grammar and thinking skills. In her Callan

classes, she had to repeatedly speak in sentences rather than in single words or phrases, which
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helped her form the habit of adding a subject when she speaks. Also, since her teachers
always asked her “Why?” after she answered simple yes or no questions, she grew
accustomed to thinking about the reasons for her answers whenever someone asks her
questions. It doesn’t have to be something difficult, but she always thinks about a simple
reason for her ideas that she can give spontaneously. She thought that being able to construct
her thought processes in this way was a benefit that came out of the trip.

Rui also reported that her TOEIC score had increased by about 100, which gave her a
sense of accomplishment. She attributed this to the extensive amount of practice she had with
TOEIC listening in her classes every day and the weekly mock TOEIC exam. When she
returned to Japan, the same listening tasks felt slower, and she felt that she was able to
understand more.

She also realized through the trip that English was not an end in itself. She had
thought that if her English was good, she would have more overall confidence in herself, and
it would give her an advantage when she started working after graduation. However, she
came to think that it would be better if she found something further that she can do by using
English. She was not exactly sure what that would be yet, but she was still interested in a
profession that involves languages, such as being an interpreter.

In addition, Rui discussed the positive effects of going on the trip with fellow
university students. Like many of the other informants, Rui found that she had more friends
after coming back from the trip. Also, she felt during the trip that there were other students

who were a step ahead of her, which made her think she needed to work harder.

8. Kasumi

Kasumi had been to Hawaii for two weeks during her second year of high school. In
Hawaii, she was not able to communicate her ideas well to her host family, which really

disappointed her. She wanted to go there again with better communication skills. She wasn’t
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sure what to expect regarding the trip to the Philippines, but she wanted to become able to
speak English with confidence.

Kasumi had also been disappointed with her TOEIC score from the test she had taken
in May. She was interested in studying abroad in Australia, but she might not be able to go
there because she would have to have a higher TOEIC score and GPA than other students.
Furthermore, she aspired to work as a flight attendant or ground staff at the airport in the
future. She would need 730 on the TOEIC not just for graduation, but in order to apply for
the kind of job that she wanted.

In the Philippines, Kasumi couldn’t talk at first because she was nervous. She
gradually got used to it though because she had the same teachers every day, and they would
start class with casual conversations. Toward the beginning, she talked without worrying
about verb tenses or other grammar rules, but she was able to pay attention to accuracy more
over time. By talking with her teachers in class every day, coupled with all of the TOEIC
drills, her score went up from 530 to 690.

She was also able to increase her confidence levels to some extent. After going to the
Philippines, she did not have the inhibition toward speaking in English that she had felt
before. When there was a friendly match with a team from Korea in her yacht club, her
teammates looked to her to communicate in English with the Korean students because she
had just been to the Philippines. She was able to represent her team without feeling hesitant,
and she found it useful that English could be used as a lingua franca. She attributed her
success to the one-on-one classes, where she received individualized attention. This meant
she definitely had to speak in class. She also didn’t have to worry about other students who
were better than her, the teacher listened carefully to what she was saying, and the level of

the classes were adjusted to her level based on her progress.
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Kasumi also shared her insights regarding the general atmosphere among the larger
group. In the first week, everyone seemed excited and worked hard, but by Weeks 3 and 4,
they were seriously tired and some students started dropping out. Some got stomachaches and
slept in, while others fell asleep during the group classes. On the other hand, there were other
students who constantly had perfect attendance, encouraging one another until the end. In this
way, getting used to the classes and using English was an accomplishment for many, but
there were also students who got tired and lost focus after the initial stages. Continuing on
required further diligence. Still, time flew by quickly toward the end, and she was sad to say
goodbye to the teachers she had gotten along well with when they departed.

While she was talking with one of her friends, they noticed that the English used in
the listening audio tracks for the TOEIC mock tests at the language school were different
from how it sounds in the official test. They thought that because the accent used in the
Philippines was more difficult to understand, the official TOEIC would sound easier when
they took the actual test. Asked what she thought of traveling to Asia as opposed to a
Western English-speaking country, Kasumi replied she imagined it would be easier for her to
talk to people in Asian countries such as Korea. She had heard from a friend in high school
who had studied abroad in the U.S. that he had been made fun of for not being able to speak
English. Her father had told her a similar hardship story from when he had been in the U.S.
for graduate school. Kasumi thought that the English she had been using in the Philippines
with her teachers might not allow her to communicate effectively in the U.S. or U.K., which
could be a source of new forms of anxiety and inhibition if she went to those countries.

Outside of the English classes, the NGO visit she participated in left an impression on
her. Learning about the purpose of volunteer activities, seeing the poor neighborhoods, and
meeting the children supported by the NGO were experiences that went beyond the world she

knew and made her want to do something to help people too. She was still interested in
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becoming a flight attendant, but she was glad to learn about other ways to be involved with
the world outside of Japan.

Kasumi’s boosted TOEIC score opened up more choices for her as she considered
where she would like to apply to study abroad the following year. She continued to make a
habit of listening to English regularly so that she wouldn’t lose the skills she acquired in the
Philippines, and she was also studying for the IELTS, which would allow her to fulfill the
requirements for going to European countries. If Europe was too competitive, she would be
happy going to Korea, China, or Taiwan. Since it was likely she would be using English in
any of those countries, her motivation to maintain and continue studying English was high.

9. Hina

Hina grew up in Iwakuni, where she was used to seeing foreign-looking people in the
neighborhood. Going to the Philippines was her first trip overseas. In high school, she was
close to her assistant English language teacher (“ALT”), but she had felt unable to say what
she wanted to say with them and that she lacked vocabulary in English. This experience made
her think she needs to be able to talk in English. She initially came to this department because
she wanted to join the Disney internship program. However, since her TOEIC score is not as
good as other students, she is thinking of going to China or another Asian country to study
abroad instead. She belonged to the English Speaking Society (ESS), not because she
considered English a strength, but because she wanted to overcome her weaknesses. She was
interested in hospitality and in being a concierge capable of introducing Japan to foreigners in
particular. To this end, she believed English is essential and was highly motivated to become
able to use it, but at the same time, she found it more difficult to translate her will into actions
to study more.

In the Philippines, Hina couldn’t say anything at first. She was preoccupied trying to

listen and understand what her teachers were saying. When they asked her a question, she
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thought really hard before answering, or she didn’t know what to say at all. Eventually, she
got used to the situation of having to use English to communicate, and instead of taking time
to think of a difficult word that she couldn’t remember anyway, she shifted her strategy to
using words she knew to try to explain the ideas she wanted to convey. She realized she
didn’t have to work so hard to say exactly what she was thinking in Japanese, but that she
could instead say something intuitively and start from there, and the teachers would get the
gist of what she was saying. It was more important to say something, even if it was in simple
language, rather than taking time to think deeply about what to say. She could feel her
listening and speaking skills had clearly improved in this regard.

Hina also described the internal affective changes that she felt had taken place. There
had been a sense of inhibition she had toward English which disappeared through her
participation in the classes. In the Philippines, she could not rely on Japanese at all when
talking with her teachers, so she was in an environment where she had to use English every
day. The teachers would also ask her questions and support her as she tried to say something
when she got stuck. After returning to Japan, she noticed a significant difference between the
behavior of students who had gone on the trip and those who had not as she was participating
in a conversation activity in her ESS club. She could see that the students who had gone to
the Philippines didn’t hesitate to speak anymore compared to the others. They would still
make mistakes or use fillers, but there wouldn’t be long, stagnant pauses caused by high
inhibition levels toward speaking English. Another student who was her senior (senpai) wrote
her a letter of encouragement before a speech contest in the club. In the letter, the senpai
recognized Hina was speaking more actively and how the Philippines must have been a good
experience for her. Hina felt good about this accomplishment and recognition.

Hina considered English proficiency (“3%5E /1) to be different from English

conversation skills (“S 4355 C % % ”). English proficiency involves academic competence,
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whereas conversations can be constructed through immediate responses and trying out
different ways to say something. Coming back from the Philippines, Hina was somewhat
confident that she could use English in conversation, but not so much academically. Although
she still wanted to improve her speaking skills further in preparation for her year abroad and
eventual job hunting, she was certain her conversational ability had improved. In contrast,

she did not feel confident about her English ability in general.

She was also able to reinforce her passion of introducing Japan to people from other
countries. During her classes, she often spent half or more of the class time just talking with
her teachers about what it is like in Japan. It was fun for her to explain things about Japanese
culture, such as facts about the emperor system and the characteristics of the four seasons.
She realized she was straying off topic from the curriculum when she did this, but it still
helped her improve her speaking skills. Being asked questions about Japan made her realize
how different things could be outside of Japan. Another example she gave was how her
teacher asked her why she didn’t have her ears pierced. For Hina, it was surprising that
someone would ask her why they weren’t pierced. It was common for her to encounter rules
in school that prohibited piercings in Japan, but she hadn’t thought to question those norms
before. Such encounters changed her perspective about what is taken for granted in Japan.

In fact, the biggest takeaway for Hina was understanding how much she really liked
Japan, especially in terms of safety. The first culture shock came to her when our bus
departed the newly renovated airport and into the local neighborhoods on the day we arrived
in Cebu. It was nighttime and already dark, but there were many people loitering outside,
including children. In Japan, she had been taught to go straight home as soon as it got dark
when she was in elementary school. It was a completely different landscape from what she
knew. There were no lampposts to light the streets, only small lights on the ground along the

sidewalk, which seemed dangerous. She also learned to greatly appreciate the quality of food
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in Japan. The dishes served at the language school were not nearly as bad as she had expected
from the stories told by her seniors, but on the last day of the program, she felt sick after
having had a fatty pork dish at a restaurant within walking distance from campus. She wasn’t
able to eat much at all as we traveled back to Japan. Then after arriving in Osaka, she had a
carton of fruit juice, and she already felt better. She went to dinner that evening at a Japanese
restaurant with a fellow sojourner and Hina’s mother, who had come to pick them up. Having
rice and miso soup then made Hina and her friend so happy they had tears in their eyes.
Although she learned many things about English and the Philippines through the trip, what

featured most prominently for her was her appreciation of Japan.
10. Honoka

Honoka had been to Florida in the U.S. for ten days during summer vacation when
she was in her third year of junior high school. She had signed up for a short-term study
abroad program through a famous privately-owned company, and the package included a
homestay, English language classes, and cultural tours. The classes were held at a university,
and her classmates were from different countries around the world. These classes were fun
for her, unlike the way she had studied English in Japan. Having to understand everything in
English was hard at first, but after she got used to it, she preferred it that way.

Honoka was really interested in English and wanted to study it at university for its
own sake, not because she was thinking of using it in her future career. The English classes
available in her first year at the university were not enough, however. She was critically
aware of the lack of English reading and writing classes in the department curriculum and
would have appreciated at least having more of her content classes delivered in English rather
than Japanese.

Excited to have the opportunity to experience a different culture, she was looking

forward to going to the Philippines and having opportunities to use English. She already had
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745 on the TOEIC, which was enough to fulfill the language requirements for participation in
the year-long exchange program the following year as well as graduation. Her goal for
attending the program was to improve her conversation skills.

Coming back from the Philippines, Honoka wasn’t sure her English ability had
improved. Her reviews of the classes were mixed. The classes that she thought were good
were ones where she had a lot of things to talk about with the teacher. In others, she felt there
was too much focus on review and vocabulary and that she was unable to make progress. Her
TOEIC score went up to 795, and she enjoyed the trip enough, so she wasn’t disappointed,
but she did not think her conversation skills or attitude toward English had changed. (She
said she had not expected to improve her English skills so much in just one month, and her
main focus for the trip had been studying for the TOEIC, contradicting the goal she talked
about in the first interview.)

Culturally, Honoka thought she had experienced Southeast Asia enough and wouldn’t
choose to go there again. Running into people asking her for money on the streets felt unsafe,
the food there wasn’t the kind she preferred, and it was inconvenient to have to carry around
our own toilet paper in the Philippines. The one thing she liked was that there were a lot of
gay people among the male teachers in the language school. (She didn’t say exactly why she
liked the gay teachers, but their generally friendly and uplifting demeanor tended to be
popular with students.) She added that she didn’t think she had a terrible experience, but she
would like to experience going somewhere else if she were to go overseas again. For her year
abroad, she was considering applying to go to Hong Kong or to a university in the U.S. for
which she had already met the prerequisites. With these future goals in mind, she was still
vaguely motivated to improve her communication skills in English further and also acquire

basic conversation skills in Chinese as an additional language.

11. Haruka
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Haruka remembered she hated English when she was in elementary school, a
sentiment she associated with the way it was taught in Kumon. It seemed like a bother to her
to have to be there and listen to a CD. Her feelings toward English changed when she went
on a field trip to Kyoto and Nara when she was in junior high school. During the trip, she
completed an assignment where she interviewed foreign tourists about what they thought of
Japan. The interviews were in English, and she found that she was able to communicate more
than she had expected, which made the task enjoyable. She grew to like English after that.

In her second year of high school, she went to Brisbane, Australia for about 12 days
where she participated in English classes and stayed with a host family. The atmosphere was
relaxed, not uptight like Japan, and she felt comfortable there. She also had good English
teachers in high school, which encouraged her to work hard at studying English. She
considered English as a strength (her test score was average, but at this time, she felt she was
good at it) and was interested in going overseas. Upon entering university, however, she felt
pressed to raise her TOEIC score. She needed 600 in order to study abroad in her second
year, and she hadn’t reached that yet.

In the Philippines, Haruka hoped to directly witness and experience a way of life that
was completely different from Japan. For example, she wanted to know what it smelled like
there. Regarding her English ability, she hoped to improve her speaking and listening skills.
Her aim was not to become perfect at English, which she thought was impossible, but to
become able to communicate basic ideas. She was not very confident in her oral English
communication skills, especially listening. She had worked hard to study for the entrance
exams to enter university, but those skills seemed useless in real life situations.

Haruka talked about being drawn more to Asian and developing countries than
Western ones, which she tended to associate with white people. She was interested in

becoming a Japan Overseas Cooperation Volunteer, a type of volunteer for helping
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developing countries through the Japan International Cooperation Agency (JICA). She was
especially interested in visiting Tibet. Going somewhere that seemed run down and where
people have the same skin tone as her was less scary, she explained. The Philippines was one
such place, so she would be able to test out how she felt there. She was thinking of applying
to go to China to study abroad in her second year. Studying Chinese would also be useful in
the long run, since there are many people who speak Chinese in the world.

Upon arriving in the Philippines, Haruka was enthralled by the atmosphere of the
local neighborhoods as soon as we left the airport. She loved how it was nighttime but there
were people huddled outside, including children. It looked like they were standing in a
basketball court, talking loudly and having a good time. She felt like she wanted to join them.
The bus ride was rough, and she could hear cars honking as they were driving. She liked the
recklessness of it all.

Her classes were stressful for her at first. She was really nervous on the first day, and
by the second day, she already felt like she wanted to go home. After a week, however, she
got used to them. She found that her teachers were actually friendly and easy to talk to, and
after that, she didn’t feel it was so hard at all. The group classes where they worked on
TOEIC listening and reading questions were effective in helping her get used to the TOEIC
test format. Her score went up from 490 to 575. At the same time, she was not sure her
communication skills improved, even though she was able to get used to the situation of
having to communicate. She had to ask her teachers over and over to repeat things that she
couldn’t understand by listening, which made her lose confidence. She especially hated it
when her friends’ teachers talked to her during the breaks, and she couldn’t understand what
they were saying. She felt fine talking and expressing her own ideas about something, but her
negative feelings toward her listening skills were reinforced rather than dispelled, making her

develop resistance toward using English.
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Prior to the four week program, Haruka had been thinking about studying abroad in
China. However, since her TOEIC and IELTS results were not sufficient for her to apply to
universities in China, she started thinking about going to Malaysia instead, since the
requirements were not as strict, and she thought she would be able to experience a culture
influenced by multiple ethnicities by going there. In anticipation of going overseas, she
would continue to study English in ways that were enjoyable for her. She still wanted to
become able to use English, so she would try to learn conversational phrases by watching
movies. She believed she would be able to acquire enough English to get by in one way or

another. She wanted to visit the Philippines again to travel, too.

12. Mizuki

Mizuki had been interested in international issues and promoting world peace since
hearing stories about World War II from her great grandfather, who used to build combat
aircraft and was an atomic bomb survivor. She had participated in peace speech competitions
since she was in junior high school, and in high school, she applied to join the High School
Student Peace Ambassadors, a group of volunteers recruited from all parts of Japan to
participate in peace-related activities. One of these activities was to collect signatures from
people opposed to war and the use of nuclear weapons. Mizuki was part of a group of
Japanese high school students who were sent to Korea for one week to promote this effort
and give a speech in a debate competition concerning atomic bomb victims. She wanted to
work in the United Nations in the future.

Because of her experience in Korea, Mizuki had some familiarity with international
English-speaking contexts. The people in Korea used English to communicate with her, and
they had seemed more fluent than the Japanese group she was traveling with. As she listened
to different versions of what happened during the war from people in Korea, she realized that

the perspective her grandfather gave her was not the only one. She felt compelled to talk to
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people who had different opinions than the ones she knew. If she could improve her English
skills and gain more confidence, she would be able to talk with people from any country. She
hoped to get used to speaking and become able to convey her thoughts in English more
clearly by participating in the trip to the Philippines.

Mizuki claimed her conversation skills and confidence greatly improved as a result of
participating in the program. She said that because most of her teachers were friendly, and
there was no other way to communicate with them except by using English, she felt pressed
to make efforts to use English, even if she couldn’t think of the words for what she wanted to
say exactly. Moreover, the biggest change for her was beyond the development of her
English skills. She became more able to express herself to others in general, including her
university classmates and people she was talking to for the first time. She described it as a
180 degree change in her personality. She no longer felt she had to be shy in front of others,
whether that was in Japanese or when she encountered international exchange students back
in Japan whom she talked with in English. She attributed this development to the friendliness
of her teachers and the sense of closeness she felt with others participating in the program as
they lived together in close quarters for the whole trip. Spending extensive amounts of time
with others in this way, it became impossible for her to continue to hide her true thoughts and
feelings, and she learned to speak her mind.

Mizuki’s TOEIC score did not reflect the dramatic psychological change she
experienced, and she thus came to believe that the TOEIC was not an accurate indicator of
communicative ability. She also referred to other students whose scores were higher or lower
than hers, but their outward expressiveness in English were the opposite of what she might
have expected from their test scores. For her, being able to speak and respond spontaneously
was most important. So while she was disappointed with the outcomes of her TOEIC gains,

she still felt she was successful in improving her English skills through the trip. In addition,
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she no longer felt it was imperative to join the United Nations or go outside of Japan
necessarily in order to make a difference in the world. After going to the Philippines, Mizuki
realized that there must be people in Japan who struggled to get by because they do not know
Japanese very well, in a way that was similar to the difficulty she had experienced trying to
use English. She discussed wanting to help such people in Japan and imagined herself
working for the local government and joining the international services department in the
future.

13. Tsugumi

Tsugumi had been to the U.K. for two weeks during her third year of junior high
school. The trip was organized by the local government in her hometown, and she was one of
five students chosen to participate in a summer camp hosted by the University of London.
Although she had chances to mingle with other students from around the world during the
program, she found herself staying among the Japanese group and speaking Japanese, which
she regretted later. At the time, she had felt her English skills were lacking and had been
afraid to take risks to communicate in English. She was determined not to be that way at
university. Not only was she going to participate in the trip to the Philippines, she was taking
Skype lessons prior to the trip, joining weekly English conversation events, belonged to two
university social groups (“circles™) that involved international exchange, and actively sought
TV shows, movies, and music in English. All of this was besides the English classes she was
taking for university credit. She was looking forward to studying abroad, preferably in an
English speaking country, but she also felt going to an Asian country would be advantageous
for her future. Work that involved communicating with people outside of Japan appealed to
her. She had scored 725 on the TOEIC exam in June.

After participating in the trip to Cebu, Tsugumi was left with the impression that the

one-on-one classes had helped to develop her speaking skills. She felt this way about all of
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her individual classes, regardless of the focus of the class. In each class, she had to respond
by speaking whether she understood what the teacher had said or if she remembered
something from a previous class. Having to respond directly also meant she could make sure
she really understood the contents of what they were studying, rather than developing a
cursory understanding based on just listening to the teacher.

At the very beginning of the program, Tsugumi felt really nervous about talking with
her teachers. However, since they would draw out her responses in a friendly way, jokingly at
times, she didn’t have to worry about making mistakes. She felt like she wanted to convey
her ideas to the teachers with whatever words she knew, and she was able to make the effort
to do so. They would have conversations about their personal lives to make small talk at the
beginning of class, and that was especially enjoyable for her. In her speaking classes,
sometimes they chatted for most of the class instead of working on the class materials they
were supposed to do. She believed that it was still useful for her to have such opportunities to
talk in English, and it was more fun than if they had worked on the materials provided.

Tsugumi felt that the repeated interactions with her teachers resulted in improvement
of her overall communicative ability. This also allowed her to respond more quickly to items
on the TOEIC Listening and Reading exam, boosting her score to 805 in October. In her case,
her improved performance on the test was not so much a result of having acquired test-taking
skills for the TOEIC, but more of a general gain in her English competence, as she had
focused mainly on IELTS Speaking and Writing rather than TOEIC in the classes she took.

When I asked Tsugumi whether she felt community bonds had strengthened among
students who went to the Philippines, she said yes, to the extent that she felt closer to the
people she got along with. That didn’t mean everyone was friends with everyone, however.
For this particular cohort, there was a split between students who generally wanted to

disregard program rules in order to have fun, versus others who wanted to take the program
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more seriously. This resulted in a lack of cohesion among the larger group as a whole,
although students nonetheless developed friendships and supported one another through the

shared experience.

14. Minori

Minori grew up in a rural part of Shimane, surrounded by nature. She had not been to
Tokyo until her final year of high school, and traveling overseas was a dream come true for
her. While her family was content staying at home in Shimane, she wanted to go out and see
the world. It was something she felt she had to do. She didn’t want to spend her entire life not
knowing what it was like beyond the small community she lived in. She entered the current
university department so that she could study abroad. She said that her family was not rich,
but by entering a national university, the costs were affordable enough so that she could
persuade her parents to allow her to go.

Minori was nervous and excited about going to the Philippines. She hoped to improve
her English proficiency in general as well as learn how to improve her performance on the
IELTS by participating in the program. Moreover, she was happy just to be able to go
overseas, and she hoped to be able to transform her feelings toward English as a compulsory
school subject into something more of practical use in communicating with real people.

Upon returning from the Philippines, Minori was somewhat disappointed in terms of
how much progress she made studying English during the trip. She was able to gain a basic
understanding of the IELTS test format, but her TOEIC score from October was lower than
her results before summer. (It had dropped from 635 to 570.) She found that she had to take
more initiative in her learning, not leave it to others to make things happen for her. By the
time she realized that simply getting on the plane and going there was not enough, the trip

was already over.
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On the other hand, she felt her communicative skills improved. She enjoyed talking
with her teachers, with whom she usually spent about half of the class time off-task making
casual conversation. These interactions were fun and meaningful for her because she could
use English to communicate her own thoughts and feelings. Her teachers were cheerful and
taught her words in the local dialect (Cebuano, locally known as Bisaya), and she would
dance together with them in the hallway between classes. She became more interested in
Asian countries as possible study abroad destinations, not limiting her prospects to places
within the U.S.

Minori’s time in the Philippines also allowed her to acquire confidence that she would
be able to get by communicating in foreign countries. Back in Japan, she was able to talk in
English with a traveler from Korea when asked for directions on the street, reinforcing her
sense of accomplishment. She had not had the chance to use English in such a practical way
before, so this was a significant experience for her.

At the same time, she still considered herself unable to use English well. She

differentiated communicative ability (“2 I = =7 — ¥ 3 YHEJ]”) from English
proficiency (“J%EE71”), explaining that she had become able to get used to communicating

and talking with people who didn’t speak the same language as her, but her English
proficiency (presumably in terms of knowledge and accuracy) was not yet at the level she
wanted it to be to convey all of the things she wanted to say. She had gained courage, but not
so much linguistic competence.

Nonetheless, her initial purpose of experiencing going overseas had been fulfilled. It
struck her how actually going to a place gave her a more realistic view than the images
portrayed on mass media or social networking services. Before the trip, she had seen many
beautiful pictures of the ocean and resort areas, but when she went there, it was more like

they were in the middle of a landfill, with people living in poverty right in front of them.
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Rather than being disillusioned by this discrepancy, she felt inspired by being able to see how
the local people lived their lives. To her, seeing the smiles of the local children were a better
representation of life and beauty, and this reality was something she felt she wanted to

capture and share with others.

Chapter summary

Creating English summaries of the anecdotes told by the participants helped me
develop a general assessment of the students’ background and their impressions of the trip to
the Philippines. The 14 informants did not have extensive international experience and were
looking forward to going to the Philippines to be “immersed” in English, something they
could not do in Japan and which they expected would allow them to improve their language
skills. Upon returning to Japan, most of them mentioned improvement in their English
communication skills. However, their sense of success in acquiring English proficiency was
mixed, which they tended to associate with their standardized test scores. Based on this
holistic understanding, I proceeded to identify themes in more detail within the interview

data.
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Chapter 5: Changes in learner perspectives

In this chapter, I describe the themes and codes I identified in the interview data
which indicate changes in learner perspectives that occurred as a result of participation in the

study abroad program in the Philippines. The themes and codes are listed in Table 7.

Table 7. Interview Data Themes

Changes in feelings and attitudes toward English
e Increased self-confidence in using English
e Overcoming fear, anxiety, and inhibition toward using English
e Increased motivation to learn and use English
e Negative affective outcomes

Changes in beliefs related to language and culture
e Awareness of cultural and linguistic diversity
e Interest in other countries (besides Japan and the Philippines)
e  Appreciation of own (Japanese) culture
e Learning to use English as a means rather than the end
e Taking ownership in language learning

Self-perceived improvement of communicative competence
e  QGetting used to communicating in English
e Using simple English to communicate
e No perceived improvement of communication skills

Self-perceived improvement of linguistic competence
e Test-taking skills and test results
¢ (Grammar and accuracy while speaking during conversations
e Self-perceived improvement of overall English proficiency

In addition to the main themes, there were also outcomes that were not strictly
interpreted as gains in language learning but were an important part of the sojourn for
particular individuals. These social factors provide support and background for the main
themes:

¢ Friendships among participants
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e Motivation to volunteer overseas
e Study skills

e Overall self-confidence

e Media awareness

The themes and related factors represent self-perceived changes across the group of
14 informants as a whole. I did not ask all participants about each category explicitly, so not
all informants talked about all themes. Some overlap and contradiction occur among the
themes, which have been left intact to represent the complexity of the findings.

The naming of the themes and codes were influenced by my ongoing interpretation of
the case in linguistic and pedagogical terms. Initially, [ found that lower inhibition (Arnold &
Brown, 1999; Brown, 2014) toward using English featured prominently in the interviews.
This led me to pay attention to any similar and contradictory affective changes students
reported. We also talked about why their feelings toward English might have changed, which
revealed their underlying assumptions and beliefs (Amuzie & Winke, 2009). Furthermore,
the participants talked about communication in English and test-taking proficiency in distinct
ways, creating the need to account for each aspect of English separately. I regarded this
distinction to be similar to that of communicative and linguistic competence (Brown, 2014;
originally by Hymes, 1972) as well as the notion of basic interpersonal communicative skills
(BICS) and cognitive academic language proficiency (CALP) (Cummins, 2008). These terms
were adapted to represent the findings unique to this case. Overall, the changes observed
concerned affect, beliefs, and perceived improvement or lack of improvement in skills, rather
than development of social identities. Hence, they were collectively interpreted as changes in
learner perspectives.

Changes in feelings and attitudes toward English
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The first theme, “Changes in feelings and attitudes toward English,” refers to the
affective changes reported by informants regarding their learning of the target language.
These were mostly positive, and they contributed to students’ success in acquiring English
communication skills through the program. Although some students talked about having
increased overall confidence, students tended to discuss more about being able to overcome
their negative feelings toward English, such as inhibition and fear, rather than being able to
build solid confidence regarding their English skills. In a couple of instances, students
explained how their experiences increased their motivation to learn and use English. A few
students also talked about there being negative or no changes to their stance toward English.
In these instances, they either already felt comfortable enough using English to begin with
and had no further perceived improvement, or they were unsuccessful in overcoming their

negative feelings toward using English by participating in the program.

Increased self-confidence in using English

Kasumi and Mizuki talked about overall improvement in their English skills and self-
confidence. Kasumi talked about feeling more confident as a result of the trip, especially as
she represented her team members in a friendly match with a Korean yacht team later that
summer. She had been able to gradually get used to talking with her teachers every day
during the program, overcome her feelings of inhibition toward speaking in English, start to
pay attention to accuracy while talking, and her TOEIC score had improved. These multiple
aspects of perceived achievement led to her all-around confidence in using English as a
lingua franca. Mizuki gave a narrative that went beyond her development of confidence
regarding her English skills. She was more confident in her social skills in general, having
taken the opportunity of participating in the trip as a means to transform her outward
personality. While her TOEIC score did not improve, she considered this unimportant for her

success in improving her communication skills and confidence.
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Rimi, Miyuu, Kana, Hagumi, and Minori discussed feeling more confident about
using English for interpersonal communication, but not about their grammar and
comprehension skills. Rimi talked about being full of confidence in using English during

conversations, while at the same time not being confident in what she described as English

ability (“5E&/71”) or comprehension in English. Miyuu also talked about feeling a bit more

confident using English in conversations, but not for grammar. Kana felt more confident
about getting by making friends and socializing abroad using short phrases to communicate,
which she could do without being good at academic English. Hagumi had increased
confidence in her speaking ability after joining the program, although not so much in the
other skill areas. Minori, like Kana, said that she could become confident that she would be
able to get by using English for day-to-day activities when she went to foreign countries,

while at the same time she was not confident she could gain English proficiency (“J&55/”)

for expressing her thoughts in detail.

Taken together, while there were instances where students reported that their
confidence increased, it was more common for them to say it became easier for them to use
English but not to the extent that they felt confident. In particular, students tended to say they
felt better about their communication skills in informal conversations, but not as much
regarding their ability to be able to use English proficiently and accurately.

This sense of partial confidence building was also represented among the larger
group, as observed in the results of the two questionnaires. Out of 98 respondents, 55 (56%)
had answered they disagreed with the statement “I am confident in my English ability.” and
19 (19%) had strongly disagreed after the trip to the Philippines. Before the trip, 64 (62%)
out of 104 had answered “Disagree” and 27 (26%) had chosen “Strongly Disagree” to the
same statement, suggesting there was some improvement, but not to the extent that they

became confident about their English skills.
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Overcoming fear, anxiety, and inhibition toward using English

Rather than becoming fully self-confident in English, the majority of informants
agreed that they were able to overcome their initial negative feelings toward using English,
which included fear, anxiety, and inhibition. In particular, being able to get past their

inhibition (FXHT/) toward English was a common theme. Rimi, Kasumi, and Hina talked

about having feelings of inhibition toward speaking in English which disappeared by
participating in the study trip. Rui also discussed how the biggest takeaway for her was being
able to get rid of her inhibition toward speaking in English. Tomoe said that her inhibition
toward speaking decreased a little. The issue of overcoming inhibition toward English had
also featured prominently in pilot interviews conducted the previous year, so I included an
item about this in the post-trip questionnaire to gauge overall impressions. Fifty six out of 98
participants responded with “Agree” and 33 of them answered “Strongly agree” to the
statement “I feel less hesitant about using English than before,” supporting the interpretation
that the sense of overcoming inhibition was a commonly shared sentiment while going on the
trip to the Philippines.

Similarly, a common experience for students was feeling nervous having to see and
talk with their teachers one-on-one every day at first, which they grew accustomed to over
time. For example, Kasumi talked about not being able to talk at first because she was
nervous, but then got used to it after seeing the same teachers repeatedly and having casual
conversations with them at the beginning of class. Kana shared that she used to have extreme
anxiety about going abroad and having to use English to talk to people, which was alleviated
by participating in the four-week program. Haruka also felt stressed and nervous at first, but
she was able to get used to the situation of communicating with her teachers after the first
week. The Filipino teachers I talked to during the program also shared the understanding that

Japanese students tend to be nervous and quiet during their first week, but with initial
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encouragement, the students get used to their classes after that. In addition, Rimi mentioned
that she was able to overcome her anxieties toward grammar through studying IELTS writing

in her classes.

Increased motivation to learn and use English

Since the students in this case study were mostly interested in studying abroad to
begin with, their motivation to learn and use English was generally high before they joined
the program. During their classes, they were put in a situation where they felt pressure to use
English as they faced their teachers one-on-one, as they had expected. After coming back,
they did not have the same opportunities to use English anymore. As such, significant
increases in motivation to continue learning and using English were not frequently mentioned
as an outcome of the trip. However, a couple of students talked about how they had
heightened motivation to learn and use English as a result of having had positive experiences
interacting and communicating in English during the program. Tomoe said that she grew to
like English through participation in the trip, and that she had felt more motivated to become
able to speak more with the people who had been friendly to her in the Philippines. Miyuu
shared how she was able to enjoy listening and talking in English more as she improved her
ability to understand and express herself, which led her to actively seek opportunities to listen
and use English on her own accord after returning to Japan. In this way, the trip can be seen
as serving to reinforce students’ motivation to learn and use English, rather than acting as the

initial trigger to motivate students.

Negative affective outcomes

Although the affective changes seemed to be positive for most students, there were a
few reported instances where students considered the trip not to have had a major impact or
to have resulted in negative effects. In Kana’s case, she had had a slightly negative stance

toward English from the beginning, and her feelings did not change after the trip. Honoka
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was not particularly impressed with the program, and although she said she enjoyed the
experience enough, she did not think it had an effect on her attitude toward English. Haruka
felt her confidence decrease as she experienced repeated unsuccessful attempts to understand
her teachers, which heightened her sense of resistance toward using English rather than
reducing it. These anecdotes are taken into consideration as exceptions to the general trend
among the group, which I found to be that participating in the trip helped learners feel more
at ease communicating in English.

Changes in beliefs related to language and culture

There were also instances of insights gained by students related to language and
culture. Students’ experiences in the specific sociocultural context of the language school in
the Philippines led them to redefine their beliefs regarding the local culture, how English is
used there, their own sociocultural background, and their habits and awareness as English
language learners. In the current case, they came into contact with Filipino teachers who
spoke English fluently as a second language, realized they need to take an active role in using
English for communication, and became aware of how much they appreciated what they had
taken for granted in Japan. These perspectives were formed based on direct interactions with
people in the host culture, mostly within the language school. Each student had their own
individual experiences regarding these changes, to which I assigned one of five labels: 1)
awareness of cultural and linguistic diversity, 2) interest in other countries (besides Japan and
the Philippines), 3) appreciation of own (Japanese) culture, 4) learning to use English as a
means rather than the end, and 5) taking ownership in language learning. These explanations
represent changes in learners’ beliefs as a result of studying abroad. They are not meant to be
exclusive of one another; rather, they are interconnected. They also help to clarify the

reasoning behind the learners’ affective changes toward English.
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Awareness of cultural and linguistic diversity

Students talked about realizing ways in which the host culture was different from
Japan. Miyuu and Rui were surprised by the extent to which their Filipino teachers could
speak English fluently while also having a different first language. Seeing that the teachers
could also speak languages other than English gave them an awareness of how people can
speak multiple languages and use English competently as a second language to communicate
across cultures. Hina, who enjoyed sharing with her teachers about how things are in Japan,
realized just how radically ways of life are different in the Philippines when she had to
explain basic things she had taken for granted, such as how the weather changes during the
four seasons. Honoka talked about negative impressions she had of the Philippines, including
children on the streets asking her for money, the food not being what she preferred, and being
bothered by having to carry around toilet paper, unlike in Japan. In contrast, Haruka had
positive feelings regarding the run-down feel of the neighborhoods. While each student
interpreted the differences between the local culture and what they were used to in their own
way, these realizations show how the learning context was new to them in terms of food,
safety, and linguistic diversity.

Interest in other countries (besides Japan and the Philippines)

For some students, coming into contact with Filipino culture through interactions with
their teachers led to heightened interest in further exploring other contexts and cultures,
beyond the Philippines. Rui explained how seeing her teachers speak English as a second
language inspired her to want to study languages other than English too. Misato talked about
becoming interested in studying abroad in European and Asian countries besides the ones she
had been thinking about before. Minori also said it was fun for her to interact with her
teachers and learn words in the local dialect from them, which led her to become more

interested in Asian countries for studying abroad. For these students, going to the Philippines
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not only made them more interested in the target culture itself, but opened them up to the
possibility of experiencing and learning more about different languages and cultures around
the world in general.
Appreciation of own (Japanese) culture

By staying in the Philippines, students were exposed to higher risks of theft and food
poisoning. Though these were not life-threatening dangers and mostly preventable by
following precautions given in information sessions prior to departure, most students would
have agreed with Hina about being more comfortable in Japan in regards to safety and food
quality. This led to a greater appreciation for them of their standards of living in Japan, after
having something to compare it with.
Learning to use English as a means rather than the end

Some students described explicitly how they became able to think of English as a
means to communicate or achieve something, rather than working toward mastering English
as a goal in and of itself. For Misato, improving her pronunciation used to be crucial, but
through her time in the Philippines, she was able to shift her priorities toward becoming able
to communicate her ideas. Miyuu also realized this as she saw that her teachers used English
as a second language and that they had learned it not because they were born with it but to
use it to communicate. Rui initially thought that having good English was enough for her, but
as she participated in the program, she started to think beyond that and about what she might
be able to do using English after graduating from university. These perspectives show that as
learners made progress acquiring communication skills during the program, they could
reconsider the role of English as something to be actually used (e.g., for communication or a

career), rather than it being the ultimate goal.
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Taking ownership in language learning

Similarly, the following two anecdotes highlight how learners developed their
awareness toward learning. Miyuu found that she needed to seek opportunities to listen to and
use English, or else they wouldn’t happen; she continued to make a habit of this behavior
after returning from the Philippines. Minori also understood that she needed to act on her
own accord to make the progress she desired in learning English, while expressing a sense of

regret for noticing only at the end of the trip and not sooner.

Self-perceived improvement of communicative competence

Improvement, or not, of communication skills was of general concern among
participants. Most informants reported the trip helped them get used to communicating in
English through repeated practice, with a few exceptions. Informants tended to separate their

gains in what they called communication skills (2 X == =% —3 = > Hg J) as opposed to
English language proficiency (J%&f /7). For the purposes of this study, I have labeled the

former as “communicative competence” and the latter as “linguistic competence” reflecting
my own assumption that both are related to students’ gains in English learning. However,
some students defined communication skills as though they were a separate set of skills, not a
part of, their English proficiency. Self-assessments of improvement in linguistic competence,

or what students referred to as English ability (5 /7), are discussed in the subsequent
section.

Getting used to communicating in English

In accordance with how students generally felt they could become less nervous and
inhibited about talking one-on-one with their teachers (described earlier in “Changes in
feelings and attitudes toward English”), most informants agreed they were able to improve
their English communication skills, as reflected in the results of the post-trip questionnaire.

Ninety-seven out of 98 informants chose “Agree” or “Strongly agree” to the statement “I was
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able to improve my English communication skills,” which was a positive outcome that was
more prominent than responses to statements regarding their overall English ability, test-
taking skills, hesitation toward English, or confidence.

According to the interviewees, a significant takeaway from their experience was that
they could learn “communication skills,” which they defined as using any means possible to
communicate spontaneously with people they could not use Japanese with, including gestures
and actions, not only English words and phrases. This was not equated with sophisticated
speech or perfect grammar, but it meant that they could begin to express themselves in some
way rather than staying silent. For instance, Miyuu discussed how her conversation skills in
English had improved through the trip, allowing her to convey her ideas more easily without
focusing on grammatical accuracy. Hagumi also talked about how she felt she didn’t have to
pause for as long to think of something to say in English as much as she used to, even though
she wasn’t using correct grammar. Misato described becoming able to use English naturally
and intuitively during conversations, which was different from the way she had studied it as a
school subject in Japan. Kana, Hina, Mizuki, Tsugumi, and Minori reported similar
experiences of perceived improvement in their communicative skills during their interviews,
reflecting an overall consensus that the intensive schedule of meeting with their teachers one-
on-one, all day, and every day allowed them to develop competence in talking and
communicating with non-Japanese people.

Using simple English to communicate

One strategy students learned to use in order to communicate in English was by using
simple words, rather than worrying about coming up with more difficult language that
accurately expressed what they might have said in Japanese. Hina described this in detail
during her interview, explaining that she realized it was more important to communicate

something in simple language rather than being unsuccessful at coming up with accurate
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translations of what she was thinking in Japanese. Kana also found that she could
communicate ideas by using short phrases. Success in using this strategy contributed to
students’ sense of achievement in acquiring communication skills (described in the previous
subsection, “Getting used to communication in English™) as well as their shift in prioritizing
communication over grammatical accuracy and pronunciation (see “Learning to use English
as a means rather than the end” in “Changes in beliefs related to language and culture”).
No perceived improvement of communication skills

Two informants had negative assessments regarding their improvement in
communication skills, each for different reasons. Honoka had talked about wanting to
improve her conversation skills, but came back with the impression that one month was not
enough to improve to begin with. Although it was not clear exactly what was not as she
might have expected, she said that she did not think her conversation skills or attitude toward
English had changed. Haruka shared that although she was able to get used to the situation of
having to communicate, she often couldn’t understand her teachers even after asking them to
say things again repeatedly, which made her feel unsuccessful. In Honoka’s case, it may have
been that her previous experiences going to the U.S. and studying English were more positive
for her than going to the Philippines, which detracted from her sense of progress. For both
Honoka and Haruka, it seemed that they did not have the same level of rapport with their
teachers as other informants who described their teachers as being very friendly and the
informal conversations during class as “fun,” though I could not determine the precise
differences among dynamics between particular students and teachers in these cases.
Summary of perceptions toward communicative competence

Students predominantly reported they were able to improve their communication
skills, which was not necessarily the same as solid “English” skills or ability. Talking with

their teachers was enjoyable, and they made repeated efforts to communicate using English,
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gestures, and whatever means possible, which allowed them to develop their communication
skills. An exemplary strategy students acquired through this process was to use simple words
that they already knew and came easily to them to convey the gist of what they wanted to say,
rather than worrying about using correct grammar or trying to express exactly what they
would have if it was in Japanese. These skills and strategies are interconnected with how
some of them were able to shift their attitudes and beliefs toward English. Because they were
able to extensively practice communicating with their teachers, they felt they were able to
improve their communication skills (i.e., communicative competence), which allowed them
to feel less anxious and inhibited (i.e., affect, or feelings and attitudes), as well as shift their
focus to using English to communicate with the person in front of them rather than worrying

about having perfect grammar (i.e., beliefs).

Self-perceived improvement of linguistic competence
Students talked about “English proficiency” (%55 7)) as a different kind of

competence from spontaneous interactions in conversation. Generally, this was discussed as
an academic skill assessed by means of a standardized test score and something they were
either better at, or not, compared to other Japanese students. Their level of such measurable
English proficiency affected their chances of studying abroad at the destination of their
choice, graduating, and success in job hunting. For the purposes of this analysis, I categorized
students’ notions of what they called “English proficiency” or “English ability” as “linguistic
competence,” as opposed to “communicative competence.” Their overall sense of success in
this regard was not as certain as with the communicative aspect of their learning, despite it
having been one of the main purposes of going on the trip.
Test-taking skills and test results

The clearest form of progress for students was in their TOEIC score results, since they

could see it as a number and compare it with their previous score as well as assess where they
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placed among other test-takers. They had also spent many hours during the four-week
program studying for this particular test and taking practice tests, so naturally it was the most
highly-regarded indicator of their learning. While some students saw their TOEIC score
increase by 100 or more, others found their score from the test after the trip was actually
lower than before. Interviews yielded various thoughts regarding their improvement in test-
taking skills and why their TOEIC score had, or had not, improved.

Students whose TOEIC score did increase attributed this progress to either their
repeated interactions using English with their teachers during the program (Tomoe, Tsugumi)
or the drills and practice tests they worked on every day (Rui, Haruka), or both (Kasumi). By
getting used to listening and communicating in English as well as gaining experience in
taking the test, they were more easily able to respond to questions and improve their
performance. Minori spoke for participants who were in the IELTS course in that although
she could not draw comparisons as she had not taken the test beforehand, she could develop a
basic understanding of items on the IELTS, which prepared her for the exam after returning
to Japan.

Hagumi, Mizuki, and Minori did not see improvement in their TOEIC scores after the
trip, for which each of them developed their own interpretation. Mizuki was confident her
English skills improved, adding that being able to communicate using English was most
important. She came to the conclusion that the TOEIC did not accurately measure
communicative ability, and therefore did not reflect her progress. In contrast, Minori
attributed her results to not having taken enough action herself. Reflecting on her experience,
she thought that she needed to take more responsibility over her learning to improve. Hagumi
thought that the way classes at the language school were taught did not develop her reading

and grammar skills enough. Although she could improve her speaking skills through
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conversation, this did not give her sufficient training in becoming able to use English

accurately, since she didn’t pay much attention to grammar when speaking.

Grammar and accuracy while speaking during conversations

There were both positive and negative points of view regarding whether learners’
classes helped them improve linguistic accuracy in their English speaking. Kasumi became
able to self-correct her speech as she got used to talking during her classes. While she didn’t
pay attention to grammar at first, she was able to become more aware over time. On the other
hand, Tomoe thought her speaking ability did not significantly improve, as she didn’t talk in
full sentences. Rui also did not think she paid a lot of attention to grammar when she was
speaking. Although she became able to communicate without being hesitant, this was not the
same as being able to improve her speaking skills. She could improve her grammar in spoken
English slightly through her Callan classes, which helped her form the habit of using
complete sentences rather than words or phrases. Overall, students tended to discuss
“speaking ability” in the same way that they differentiated communication skills from
linguistic competence. Their communication skills were something they improved by talking
with their teachers every day, but this did not automatically improve their “speaking ability”
or “speaking skills,” which they thought of, for the most part, as being able to use
grammatically correct sentences to express complex ideas fluently and spontaneously. The
trip to the Philippines was less effective in improving students’ perceived linguistic
competence in speaking than it was in helping them overcome their affective hurdles toward
communicating with non-Japanese people.
Self-perceived improvement of overall English proficiency

As already discussed, students tended to differentiate their progress in developing
linguistic competence from improvement in their communicative competence. For example,

Miyuu, Hina, and Minori all stated clearly that while their conversational and communicative
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skills had improved, their linguistic proficiency hadn’t as much. In these cases, “English”
was considered to be primarily an academic achievement.

On the other hand, some students thought that they had either improved or failed to
improve overall, in a way that encompassed both their communication skills and English
language proficiency. Mizuki regarded her communicative skills to be most important for
English learning, and she felt successful holistically. Tsugumi also thought that she was able
to improve her overall competence through her classes, including both her communicative
and linguistic skills. Honoka valued meaningful communication with her teachers, but she
felt that not all of her classes were effective for her learning, resulting in her not being able to
make progress in her level of English proficiency. The extent to which communicative and
linguistic competence were perceived to be interrelated was stronger for these particular
students.

Summary of perceptions toward linguistic competence

Intuitively, learning a foreign language would mean developing communicative
competence in that language, but that was not necessarily the case for the learners in this
study who considered linguistic competence in English as a necessary and measurable skill
that influenced their academic and career options. While there were a few students who
experienced overall development concerning both their communicative and language ability,
this came up as exceptional in the interviews. More common was a narrative of perceiving
their linguistic outcomes as separate from their success in achieving interpersonal
communication skills in English. Extensive practice for the TOEIC exam (and IELTS, for
students who opted for the IELTS course) resulted in the majority of students being able to
raise their scores to some extent, and also led to disappointment among those whose scores
did not change or came out lower than before. Aside from their in-depth training of test-

taking skills, students generally considered their classes less successful in developing their
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linguistic competence compared to their acquisition of communicative competence in
English.
Social factors

Program participants shared a social context unique to the language school which
affected their overall experience. These social factors go beyond the scope of language
learning in study abroad, but they have been included to account for the characteristics of the
learning context from the learners’ point of view, assuming this might not be obvious to those
unfamiliar with this type of program. Students spent most of their time within the language
school, which contained not only classrooms but also dorms, a cafeteria area, a pool, a gym,
and a small private beach. Their socializing in this setting was restricted to fellow students,
and their interactions with members of the local community was mainly with their teachers
and the school staff. Students were also allowed to walk to a supermarket and nearby
restaurants in their free time and go on organized shopping trips to the mall on weekends,
giving them a chance to have brief encounters with shopkeepers; otherwise, there weren’t
notable opportunities to build social relationships with people in the local community. An
exception was an optional weekend activity where students visited an NGO and spent time
getting to know children from poor families who received financial support for their
education. Students who joined this activity mentioned it made them want to take part in
efforts related to international cooperation in the future. The nature of the interactions with
teachers and others residing in the local area was seen as temporary. While these experiences
gave informants a new outlook on how they perceived the world, it did not have a major
effect on how they identified themselves as visitors from Japan staying in the Philippines for
only a short time to study English. They were constantly in the company of other students
and faculty from the university they were affiliated with, and there was no perceived need to

forge sustained social relationships with people outside of this protected community.
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Friendships among participants

Students generally talked about having peer support during the trip as conducive to
their learning, and developing friendships with fellow students was considered to be a
positive outcome of staying overseas together for the summer. Rimi explained that the trip
enabled her to get to know students from her department that she had not been able to talk
with before, and that their friendship continued after returning to Japan. Tsugumi also replied
she could strengthen existing relationships with her friends. She also observed, however, that
this was different from a reinforcement of positive identity as a department or school, since
there were also problems among students who didn’t get along. Individuals with shared
interests could develop friendships by enjoying social activities together or helping one
another through hardships during the program.
Motivation to volunteer overseas

Students were able to sign up for a one-day visit to an NGO in Cebu City if they
chose to do so. Participants spent the day playing games and eating lunch with children.
There was a lecture about the activities of the NGO in the morning, and at the end children
were presented with gifts that would help them with their school work, such as stationery. A
couple of informants talked about the impact the field trip had had on them. Hagumi was
impressed by how bright and outgoing the children were, and the visit made her want to take
part in international cooperation efforts even more than before. Kasumi also was moved by
learning firsthand about the activities of the NGO. While it did not affect her career plans of
becoming a flight attendant, she felt inspired to be involved in helping others in the world
outside of Japan in one way or another. Although this was not a required activity for the
larger group, it served as a source of meaningful cultural exchange and experiential learning
for students, resulting in social awareness and giving them motivation to engage in volunteer

work overseas.
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Study skills
Officially, the language school provided a full schedule of classes during the day and

also self-study time at night, which was conducive for students to focus on their studies, at
least for those who wanted to. Misato described being able to review and self-study as fun,
with there being a designated time and space set aside for them each day where they could
work on what they wanted and ask questions to the teachers proctoring the self-study time.
Not all students sustained their motivation to self-study in the evening until the very end of
the program, but the learning environment was intended to encourage students to self-study

outside of class to reinforce their academic study skills.

Overall self-confidence

Going to a new place can also be an opportunity to change yourself. While some
students talked about being able to build new social relationships with their peers, for Mizuki,
it proved to be a chance to reinvent her own outward personality. She had felt shy around
other students after entering university, but staying together in the same place with them
during the study trip enabled her to break through that shyness and express her thoughts and
preferences. She became comfortable and self-confident in asserting herself when talking
with her friends and also in approaching new people, including non-Japanese people she
talked to in English after coming back to Japan. Mizuki’s story was an exception to the norm,

but it serves to show that such a self-transformation is possible.

Media awareness

For participants who had not been overseas before, joining the trip to the Philippines
was the first time they could see neighborhoods and landscapes outside of Japan for
themselves. Minori was surprised at how different the scenery was in real life, compared with
the images of beaches and resorts she had seen on the internet beforehand. She learned how

such media representations can be altered to manipulate our impressions, and this realization
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motivated her to find ways to express a more authentic view of her experience. This anecdote
by Minori was unique among the group of interviewees. However, developing an awareness
of the discrepancies between media representation and direct observation is a plausible

outcome of studying abroad.

Chapter summary

This chapter illustrated findings from the interview data organized by themes. These
mainly concerned learners’ self-perceptions of changes in affect, beliefs, communicative
competence, and linguistic competence as a result of participating in the four-week study
abroad program. Social factors were also documented to supplement the main themes. While
each outcome needs to be understood within the experience of each individual, there were a
number of common tendencies among the group. The majority of students in the study
reported they had lower inhibition toward communicating in English and that their
communication skills had improved. These students were able to shift their focus from
grammatical accuracy to communicating their ideas, without worrying too much about
making mistakes. At the same time, this meant that focusing on improving linguistic
competence was left behind for some students. Furthermore, having Filipino teachers who
spoke English fluently as a second language raised students’ awareness of cultural and
linguistic diversity, as they could experience how English is used for mutual, intercultural
communication rather than as the one and only language of a target culture. Social factors
supported the view that students sustained a sense of community among themselves, rather
than becoming a member of a local Filipino or other specific international community. These
reported experiences exemplify some of the defining characteristics of short-term study

abroad in the Filipino context.

118



Chapter 6: Shifting language ideologies during study abroad

In my final stage of data analysis, I considered the interview data in relation to
existing issues in English language education in Japan more generally. The themes I
identified in the previous chapter suggested there were overall tendencies that the group
moved toward a slightly more culturally and linguistically open, communicative, and
autonomous stance. In order to situate these changes in a wider discursive context beyond the
particular case, I draw on the concept of language ideologies (Surtees, 2016; Woolard &
Schieffelin, 1994), which are sets of beliefs about language shared by particular cultural
communities. I considered the informants in this study to have formed their attitudes and
beliefs toward English influenced by language ideologies prevalent in Japanese contexts
before studying abroad in the Philippines, an event which triggered change through exposure
to discourses that countered the learners’ preconceptions. I refer to these changes as “shifts”
in language ideologies among the group to signify small but undeniable changes in mindset
rather than radical transformations of world views.

The shifts in language ideologies occurred in multiple and overlapping ways. I focus
specifically on four shifts in attitudes and beliefs that are potentially relevant for learners
accustomed to Japanese monolingualism:

1. Lower inhibition toward English

2. Awareness of cultural difference

3. Using English for spontaneous communication

4. Exercising learner autonomy for learning English

I describe each shift with a summarizing statement and interview quotes.

Shift #1: Lower inhibition toward English
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Learners tended to have exceptionally high levels of inhibition toward using English
before going to the Philippines, and this was reduced through repeated practice talking
with their teachers every day during the trip.

The most intuitive change for the majority of participants in this study was reducing
feelings of inhibition toward English. This was reflected in the questionnaire and interview
responses collected after the trip. Rui, for example, discussed the way in which she thought
her English had improved by participating in the language program:

The biggest thing was not so much about improving [language] skills, but more about

being able to lose my inhibition [toward English]. [Before,] I didn’t know how to

convert what I wanted to say into simple [English] words, words I was capable of
using, in order to express myself. That was maybe the biggest thing.

Fin Edo7zoTn) X0, I UEREZ R ETmo TV I DR —FKRKE
W, EdEnHIZCEHE A L ITIcLT, BOMEZSC LIFICLT. (B
TR o720 &, FNHB—FERKZTWTT 4,

(Rui, second interview, October 29, 2018 9:00-10:00, Time: 00:32:15)
Kasumi had felt that there were other students in her department whose English
pronunciation was much better than hers, which made her lose confidence and think her
interlocutors wouldn’t understand her speaking in English. However, she didn’t have that
resistance toward talking in English after going on the trip to the Philippines. This feeling of
improvement was reinforced for her when she had a chance to talk in English with people
visiting from Korea in her yacht club upon returning to Japan:

Last weekend, well I’m in the yacht club, we had something like a friendly match

with Korean people . . . unlike the other members, I had just been to the

Philippines . . . if it was before going [on the trip], I would have been more hesitant

and unable to speak, but at that time . . . [ was glad to be able to communicate then.
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Toldbéichorzb, ol dhADL 25 LT 2% <
oC, o tHIC, 03 v MERATTIE, EEAN L ORAE H 72
WRDRHS-T . MDOALY, 74V EVIfToTloTWR)IDREH -
T.. fTKHi7Z 5726325 B LD LLTCL NG o7zTE, ZDRIL
ol ... aia=F—vavPih<drozhoTRVE LA,
(Kasumi, second interview, October 30, 2018 13:00-14:00, Time: 00:06:50)
Hina felt that she was able to get used to listening and speaking in English through the
program and reduce the amount of time she had to think before saying anything. Compared to
her English club peers in other departments who had not gone to the Philippines, she and
those who went on the trip to Cebu together didn’t get stuck as they had before when they
had to talk about conversation topics in English:
We had been talking so much in the Philippines for a month so we’d gotten used to it,
right? But like the other students would get kind of stuck, I mean we get stuck too, but
the way they get stuck is not like “oh, wait hold on, uuuh,” it’s like they just simply

have inhibition [toward talking in English]. So in that sense, the inhibition I had isn’t

there anymore, and I’'m glad because there’s less of a hurdle for me now [to use
English].

Haob2 1 2AHZ74 0DV THLEL 2 TH20bIRAED RN 2k
WTT 2, RITEMDOTL2IE, BrobEitokbe L TE2H, B
LODEBZATTIE, THORADPEEEV IV, B, ffoTIN, Z—»
&, ATVRRU L2 T, FlEICAZBIC, P2 H L8772 0REE Y
JLTBATT L, Z2bZI0IEKRTIE, IR hs/zoTW)

Dy DN—FADPMEL e o7z U B X IR 72ATED 2720272 T,
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(Hina, second interview, October 30, 2018 14:30-16:00, Time: 00:46:05)
A plausible explanation for this outcome is that it is common in Japan for students to have
built up a high wall of inhibition, or a sense of resistance, toward using English by having
grown up in a linguistic milieu that is Japanese dominant (King, 2013). While they had come
into contact with English during their classes in school, studying English as a school subject
had not given them enough opportunities to use English to express themselves. In the
program in the Philippines, students were able to come out of their shell of inhibition as they
repeatedly faced one-on-one talk time with their teachers. Overcoming this psychological
barrier was a significant takeaway for these students. It enabled them to have conversations in
English more easily, which had been a more daunting task for them before. In this way, the
short-term study abroad trip to the Philippines was effective for this group of students to the
extent that they had not already had other opportunities to get used to interacting using
English with non-Japanese people.

Shift #2: Awareness of cultural difference

Through positive social interaction with their teachers, students became aware of
differences between their own cultural assumptions and of others. In some instances,
they became further interested in directly experiencing different cultures beyond the
Philippines and countries they were previously interested in.

Using English to communicate with the teachers not only required adaptation to
English formulaic expressions and sounds; it also required acceptance of linguistic and
cultural differences they had not previously considered. For example, Miyuu and Rui were
surprised at the extent to which Filipino teachers could speak English fluently while also
being speakers of other local languages:

I’ve thought that it is really difficult to learn a language, especially if I’'m not a native

speaker, and [English] isn’t used at all in Japan . . . in the Philippines, people talk with
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each other in Filipino languages or Cebuano, and seeing that, I was impressed because
until then, I hadn’t thought it was possible to really acquire English [as a foreign
language] . . . There were [Filipino] teachers who said they learn by taking note of
useful expressions they find from videos, talking with people older than them, or
using it for business . . . the teachers themselves aren’t native speakers either.

TEREHICOTZD0Thob 2L o THLT, LbAAT 47
Cerwl, HARTRERFDLRW2L ... 74 ) v ER, fifEicl
PRBIEE, 74V CVRBL R T T IR oz b, ZNETARYIC, K
B CHICOTbNBATE—oTCTRWE L . 8l &, FLE, Y
FRAEDPTL2RoTHIIC, ZORBRH WA THSELAESTHZ S
LHICLTEoTwHREDT . BEEDANEIAAT 4 T LoD
o8

(Miyuu, second interview, October 22, 2018 9:00-10:00, Time: 00:30:05)

At first, [ was thinking well, this isn’t really an English-speaking country. But I found
that even though it wasn’t their [Filipinos’] native language, the extent to which they
could speak English is remarkable. It was a good experience because the teachers

were friendly and fun.

BANEY ol XY, BB vk —, IR o TRATT T L, &
FFEL+BR0wDIl, ZTETHRFBLSNDLLICAEANDIAER>THID
bbhrozl, ZLVY N —=REEHFDELEPD T TVHL LT, LngE
BRiczah ¥ L7,

(Rui, second interview, October 29, 2018 9:00-10:00, Time: 00:06:50)
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The teachers in the Philippines can speak multiple languages, like their local language
in addition to their country’s native language, right? So rather than sticking just to
English, well of course I should become able to use English first, but it made me
rethink and want to learn other things too. I had already been wanting to go to
Germany to study abroad, but . . . I came to think I want to study German more

seriously.

T4V VOREN > CHRIEFES I AMITDO Z LT », taAkFEE LU vk
WTT D, b, BFEFFICIEDEIDL, bLAARETETCLLE X
STRERATTFE, tho LoV Lo ThinitEo T, BHIC
BERFAVIATEL Vo TE>TRDD ... be At P4 VIBEMRL 2 \»
o TWHFAICHE S X H1Ich Y F L7,

(Rui, second interview, October 29, 2018 9:00-10:00, Time: 00:15:07)
These students would probably not have been surprised that their Filipino teachers could
speak English as well as non-“native” speakers if it were customary to use English for
intercultural communication in Japan. Since the status quo in Japan is nof to be fluent in
English or any other language besides Japanese, they had not expected their teachers to be
able to use English in addition to other multiple languages. Going to the Philippines led
students to understand that it was not only people from Anglophone countries who used
English fluently, and this encouraged them to acquire a more plurilinguistic outlook.

Cultural differences between Japan and the Philippines also made students aware that
things they had previously taken for granted, such as familiar foods, standards of hygiene,
fashion, politics, and holidays, were not always universal. When talking with their Filipino

teachers, students could not assume their interlocutors had the same cultural assumptions, so
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they had to think about and explain how each thing was different. One illustrative example is

Hina’s experience talking about the climate in Japan:
The people over in the Philippines seemed to know that there are four seasons [in
Japan], and before, I had thought that if they know that much, they would know
everything about it. But then they were like, what’s it like in spring? Is it hot? It is
cold? So from there, since there’s a white board, in the booth or like each classroom,
I’d write out the four seasons, and say something like spring and fall move from cold
to hot, or hot to cold, so they’re warm or maybe cool, but summer is hot. And winter
is cold. And sometimes it snows. It was pretty fun for me to explain the basics of
things like that. Then the teacher might be thinking we’d better get back to the class
material, but I wanted to talk more, so I’d add even more details, like how the autumn
leaves are pretty. They already had an idea about the cherry blossoms, so I’d tell them
all about how in Okinawa and in the south and the north [of Japan] the timing [of the
flowers coming into bloom] is different, and so many things.

GECT, WELEDHL-> T DIEF, A I DNZER LA TE DR - T
2000, Mol bAEo7bb I THIoLBAEA I Iro TR -THAT
T X, LT ERADPBREARKCRA? BT, Buo, EnD? A
720wz, ZoDbIEE T, FT7A FPKR=FHEDH, 7T—ZAoTWI P,
—OOHEI, HFEKEL > THWT, HFLHKIZ, cold 2> 5 hot ILHEITL 7=

Y. hot 2> 5 cold ICfT K FF7Z2> 5, warm 2>, cool < H W 1F &, H it hot

T, Hlcwiz, % cold TH7z\0wi, T, FEdEL X, &0F-o7%0, £H0
IHANLRZENOFEIDDT o HIHELLT, TEALZIT, EEDLD &

SCWEICRERVZFH5ICLTE2DIC, BV LZWIT, 5k
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(Hina, second interview, October 30, 2018 14:30-16:00, Time: 01:04:18)
In Hina’s case, she enjoyed sharing such details about Japan to her teachers so much that it
made her realize how much she actually did like Japan:
They told me that I must really like Japan a lot, and until then, I hadn’t thought about
it that way. I like talking with people, and I’ve wanted to work in Japan rather than
work overseas, interacting with foreigners while being in Japan. But thinking about it
after having been told that [by my teachers], I came to realize I really do genuinely

like Japan.

HERIZARKCHRDO Z L IFE AR TELNTZ2 L, £ W IHEKT

b, SETEIRo TR Lhado/ATT X, HBICALFET DT
L, SECEC KV IBHARTEH Z 20T, HRICE Y o0 E AN &
TRZENRTELZDR VRS> TRoTZTE, Z253PoTEbNTELT
ATz HHEPICHIBIC AR E BT E s o TE - T,

(Hina, second interview, October 30, 2018 14:30-16:00, Time: 01:03:40)
The overall response to experienced cultural differences varied, with some informants giving
more positive or negative accounts over others. In each case, however, placed in a new
cultural environment, students inevitably formed a more heightened awareness of the
boundaries of their own culture in contrast to others through their time in the Philippines.

In addition, for some students, the positive social interactions they had with their
Filipino teachers inspired them to become more open to traveling to other places, as in the

anecdotes shared by Misato and Minori:
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Before going to the Philippines, I’d said that I was interested in the [education]
system in Denmark, but when [ went to the Philippines, I was able to learn a bit about
the real life circumstances in the Philippines. Even if I don’t decide in advance where
I want to go, I can probably learn something that I didn’t know in any country. So |
don’t have quite as strong a preference for Denmark anymore like before. If I have the
chance, I’d like to go to Asian countries, but I’m also a little curious about Europe,
and like that, I’'m not as exclusively focused on specific countries anymore regarding
my preference for where to study abroad.

74 Y EUATKHENE, Ty =— 2 OFIE L I BRAH > ToTHE o Tl
E. 7408V ToCThEDL, 74V VDOBEIREDLED x o EHNT,
AL ZITE 2o TIRD R TH, EZOETH S, Hbhrokl
CHNE DD, SEEFABRICObL R b T V=7 Al AE L7 <
o TT, iARLT YT H{ToThizL, THbI—wy bbb robk
725 L, H720REKL T, o ZHREMTEARS RV ELA, FHOH
D

(Misato, second interview, October 9, 2018 14:30-15:30, Time: 00:06:30)

The teachers [in the Philippines] were really uplifting. [ had them teach me all kinds
of words in the local dialect used in Cebu, and when I used them, they were really
happy about it. Then I was really happy to see their happy faces. We would also dance
together. I loved those times . . . I think it was after going to the Philippines that I

thought Asia is good too. Until then, I had thought I wanted to go to the U.S. to study

abroad, but now I came to think Asian countries are really interesting too.
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(Minori, second interview, December 10, 2018 9:00-10:00, Time: 00:17:06)

This finding reflects how students were accustomed to the monolingual and monocultural
social climate prevalent in Japan and how they found themselves in a situation that countered
that during the study abroad program. As with the other findings, the short-term trip was
effective to the extent that learners had not already had the chance to interact closely with
others from different cultural backgrounds.

By experiencing how different things were in the Philippines from what they were
used to in Japan and also from what they could have expected from images from the media or
hearsay, students understood the value of actually going somewhere and interacting directly
with people from different cultural backgrounds. As a result, they became more interested in
going to different countries, not just the ones they already had preconceived ideas about.

Shift #3: Using English for spontaneous communication

Students realized how English can be used for spontaneous communication, rather than
something they had to study hard and master before they could start to use it in a
casual conversation.

Part of the reason why many of the students in this study felt more at ease
communicating in English after going to the Philippines seemed to be related to the

realization that they didn’t need to achieve perfect grammar and pronunciation in order to use
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it in conversation. Rather than waiting to reach the unattainable goal of mastery, or

“native-"like accuracy and fluency, they got used to communicating basic ideas using the

words and phrases they already knew. Hina explains this process in detail:
At first, I could only really just listen. I’d thought I should start by focusing and
making an effort to understand. When the teacher asked me something, I couldn’t
readily say what I wanted to say, so I’d answer after thinking really hard, or just not
know what to say. I think I remember the teacher telling me at the beginning that I
was shy. But then I could get used to speaking and listening over time and I felt that I
was able to improve . . . I changed the way I think, not being like “Wait, how do you
say this word?” and taking a really long time to think about it, but more like “I want
to convey this idea. How can I communicate that?” . . . If it was a difficult vocabulary
word, I wouldn’t know it, and I would definitely not be able to remember, but before,
I would have been thinking for a long time about how I could say that. But then I
realized that if I made even just a little effort to talk, the teacher would understand,
and that was enough. So since then, rather than trying to directly translate the
Japanese I wanted to convey, [ would just say something, then add more explanation,
and if the teacher could see that [ wanted to say something similar, that was okay . . . I
began to take care to say something and take it from there, even if it is in simple
phrases, instead of thinking really hard before saying something.

ROINE, RYEVHZTHEHL L LPTERDL27ZATT L, 02T 5H, &
DHZTHAT->THIRL X9 L B-T, MM Th, Skni e’
FTCIIHIL e NELDL, DobeBEXTEZY &, DAk ol
D EMLT, PRI RAPEDNIZATT IR, ZoREICE@IC, shy
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(Hina, second interview, October 30, 2018 14:30-16:00, Time: 00:42:30)
Similarly, Misato talked about how her idea of English shifted to something that could be
used for real life communication, rather than a school subject to be studied:
Up until high school, we translated English to understand it and answer questions, like
we read something, memorized it and had to come up with the answer to questions,
but in the Philippines we had conversations and it wasn’t like we tried to understand
every single word that was written down. There was something we wanted to say and
it would be like, oh yeah I get it, that’s what I mean, and I could really use English

intuitively, as a tool. So now when I read English, I can catch the contents of it and
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what it’s trying to say rather than translating it, and that was I think the biggest thing.
I think the key point was I could speak naturally with the teacher and have a

conversation outside of class.
B E TR EREERRL CNAE DD - TRIER 720, 5 A THE 2 TR
(BIZWBE LT 5ZATTITE, 74V VI ToTCRHET S5 L T—F
—HNEHREL AL 2B T Enlcnl e, BHITH I L RAR,
IV TElERN—, Al RYICHGEEY — L& LTREMICHEZ S X
IR o T, EHLIHT L EDL, T L w5 XV IINEP LS, (B4
TenllaFXF Yy v T TE3RLCRBEBEICANT, 2N —BFREDL o207k
LES7ZDT, A—F v HAhLroi0, BELARLLTLRIHETS
CeBF—FA Voo THEWE L%,
(Misato, second interview, October 9, 2018 14:30-15:30, Time: 00:13:00)
Misato further discussed how her goals for improving her English pronunciation changed to
that of communicating successfully:
Talking in English, my pronunciation is ugly but that’s not a problem, well maybe it’s
a problem, but not the main problem. I feel sure about that now. I don’t worry about
it. I don’t feel hesitant anymore. . . . [When I was staying in Canada,] I felt something
like I wanted to be able to speak beautifully. Like I wanted to improve my
pronunciation. It’s good to improve that, but the most important thing is to
communicate, not to have beautiful pronunciation of English. Communicating is the

first and foremost goal, and improving pronunciation is for making it easier to reach

that goal. I think my priorities shifted a little.
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(Misato, second interview, October 9, 2018 14:30-15:30, Time: 00:15:30)
These shifts in thinking about English as a means of spontaneous communication were
common among the group, though expressed in different ways. Miyuu and Rui shared similar
notions:
I couldn’t speak, but if I didn’t try to communicate my ideas, we couldn’t have a
conversation at all. If I said that it’s impossible, I can’t say it, and didn’t say anything,
my teachers couldn’t pick up anything I was thinking. They told me we can’t have a
conversation and we can’t teach you [unless you say something]. They kept telling
me, “You are correct so talk more!” and at first I told them “No I can’t, [ can’t.” But I
came to think that if I said something, they would understand more [of what I’'m
trying to say], and actually they could look up things on the internet for me, so [
needed to say something.

BRA A (B A5 72 b BHEAHD UL, CHIEEDE LE £
BTWoTHESTCLeXbharolb, FELDL L ERRAMNATA, &5

BTEA, BAOLNA>TEDNT, oL, [HAhEFELVELD oL
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L] oTCd ot FbNT, mUIT TneEH, BH] > CS5o710
E, Bolit T b»L L, WAy FEPESTHRITINAEZY DT
X300, SbhZxeoTCBIL A E LA,

(Miyuu, second interview, October 22, 2018 9:00-10:00, Time: 00:19:20)

If it’s a sentence from like a textbook, there are neatly structured sentences, like
there’s a relative pronoun and you modify this part, and so on. But listening to the
teachers in the Philippines there were times I thought oh, I just need to say it simple
like that. That kind of thing happened every day, so I realized that’s what I needed to
do. I think I became able to say things in simple but appropriate ways, at least a little
bit.
BRFELPOXTZE BRRATZE > T ZAEML T, L) EThn
BRI o THITFE, ST 4 VDAL NESTHI EZEWTE
5. B, LTIV THEIZE > B2 XNV D, > TV I DR, HEIIZ
ZOVIDONRENT, T TIUTVNWATER— 2TV I DIZKR ST 72 b,
T, BERZTEBR AL LIEXTE A D L2 Uiz > THEHN

S

(Rui, second interview, October 29, 2018 9:00-10:00, Time: 33:50)

The increased emphasis on communication implies that they were not used to communicating

in their English classes back in Japan. The relatively direct, communicative nature of English

over Japanese presumably makes the leap to start communicating especially daunting at first.

(For perspective, consider Hall’s (1977) famous description of high-context vs. low-context

cultures, where Japan is placed at the far end of the high-context continuum.) The hesitation

to communicate was also linked to the belief that they should wait until they could express

their Japanese thoughts in English perfectly, which proved to be impossible. They learned not
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to worry so much about finding the perfect translation for their thoughts or using correct
grammar and pronunciation, and instead realized the importance of communicating their
ideas in any way they could.

The idea that English should be studied and mastered before it is acceptable to use it
to communicate (which is an inherently unattainable goal) is still prevalent in Japan,
particularly in school settings where English is thought of as a school subject and not
particularly useful for actual communicative purposes. For students in particular, the high-
stakes university entrance exam system continues to heavily impact the quality of English
education in Japan (Allen, 2016). Furthermore, direct interpersonal communication itself is
played down in Japanese culture. In Japanese, claiming to have a “communication disorder”

~ ~
~ ~

(ZI2=7—va vEE or 2 I =& for short) in an only mildly self-deprecating way
is not unusual, and being able to “read the air” (2% % #t {1, or go with the flow when

things are left unsaid, is considered common sense. In the program in the Philippines,
students were in a situation where the teachers repeatedly asked them encouragingly but
persistently for their response and personal opinions, unlike when they were in Japan. Sitting
there reticently ceased to be an option for them, and they had to adapt to communicating
spontaneously using English in a limited way, even if they could not convey everything they

would have expressed if they were talking in Japanese.

Shift #4: Exercising learner autonomy for learning English

Just going on the trip was insufficient for improving the test scores they needed back
home. This led some students to realize that they need to take initiative in order to
improve their language proficiency.

Students generally expected their TOEIC score results to improve after participating
in the study abroad program, since after all, that was the official purpose of the trip. The

actual outcome, however, was mixed. For some students, their score did not go up, and they
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were disappointed. They had hoped that by going to the Philippines and studying for the test
for many hours and taking practice tests each week, their efforts would have been rewarded.
Part of this disappointment was due to the expectation that by joining the program, they
would automatically be able to improve their language proficiency. Minori was especially
disappointed with her TOEIC score results, which had dropped after returning from the trip.
She admitted that she had too high of an expectation toward simply going there and letting
her English learning happen automatically:

I had high expectations for the Philippines . . . but I thought in the end, it’s up to me.

Like I can’t leave it to others. Ultimately, I receive support but ultimately it’s up to

me.

TZAVEVIC, FoZ3HFELTHRAT.. . dob, BREASRALEA S I
STHST, [EEELED TV D, FEF. P E—FDLTDHH S FEH
FIB Ao CTEWE L 72,

(Minori, second interview, December 10, 2018 9:00-10:00, Time: 00:06:20)

I’d thought that by going, [ would improve, and my seniors had also said that if I went
to the Philippines, it would be all right . . . so I went there, and I think I was satisfied
with just that. I arrived there and thought, “I’m here, I’'m here.” It had seemed like
that was enough, and before I knew it four weeks had past, and it was like hmm, |
haven’t improved.

1o > Tl oThL, SLHEED, 74 Y B VI T2 bR A
WK U7Z o7 b, . fTo T, WL oA TT L%, Hil
BT, &, Kk, o THoTHREL T, "oz b 48Rk > T T,
DRI TR VBTN,

(Minori, second interview, December 10, 2018 9:00-10:00, Time: 00:38:00)
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Contrary to Minori’s initial expectation, simply attending classes and memorizing vocabulary
lists was insufficient for acquiring proficiency in a target language. Her sense of failure led
her to understand that learner autonomy is crucial. Not all students seemed to realize this,
even after participating in the study abroad program. There was a commonly circulated belief
that test scores increase by going to the Philippines as part of the group, without taking
ownership of their own learning.

While learner-centered approaches to language teaching, as opposed to teacher-
centered instruction, started to become popular in North America in the 1970s (Brown,
2014), passive stances toward learning are prevalent in Japan even today. Students learn to
expect teacher-centered instruction in their classes especially when they are preparing for
university entrance examinations toward the end of high school. In the context of the
university in this study, I have personally experienced students responding to groupwork
activities in English language classes as being uncommon, suggesting learner-centered
practices are not the norm. It is not surprising, then, that there were students accustomed to
passive educational practices and that these students did not perceive an imminent need to
exercise their autonomy as learners by default.

In Miyuu’s case, she had an epiphany about having to take ownership of her learning
in the midst of the trip, which helped her get the most out of her time there, and also pushed
her learner autonomy after returning to Japan:

I thought I need to find the opportunities and time myself to use [English], to choose

them by myself and put them within my reach. I need to make sure to take the

opportunities myself, or else my English won’t improve. It hit me that [ won’t become
able to use English if I don’t. Before I went [on the trip to the Philippines], I had
always thought things would sort themselves out, but when I went overseas, I really

thought I needed to do something or else nothing would happen. If I hadn’t been

136



looking up videos to watch or studying by myself when I went to the Philippines, |
would probably have been along those same lines my entire life. I would have kept
thinking that things would be all right even if I didn’t do anything. Going to the
Philippines gave me more opportunities to use English and made me realize I need to
study it. Because of the realization that I needed to do something, I started the online
[writing course after returning to Japan], and I thought of asking questions to my

teachers like “What do you think I should do?” to Professor OO (name of English

teacher). I thought I wouldn’t have done that otherwise.

IR L 2RI ZHSTHRLEZYD, B TGEATERALHZDFILL
BWiIFE, BaTh AL Ty v AL Y L LA RN A Wi o T, HEE
NERoT=D &, FFEEMEZ DL ChOB VRS TWI DET T WERK
LTo (Z74DEVID) fIKHIIR, E9EhRBEE-TToLBoTRA
TITTFE, RY, IMT oz, EQ21Kh L ErELhrneyicdiasd
by DT EIRRITNWT, %o, 74 V) VI To 7z, BB e 22/
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SYWE2 L, VEEMRL A X2 o T IHIERLMI 00, E5 XLk

P{v

WEEIILH LRI WEDN, EFoRicEEnro, (HACK-
THhbdh) Av A4y (OFRHD) gD X5 eillozL, ELL2E)
o7z, OO LI, &) LzbuvwnTThia~] Ai\nizd b Hi%

L&i))Of:/\JD%’&b)b)&O(J%a\b)i I/fs:o

137



(Miyuu, second interview, October 22, 2018 9:00-10:00, Time: 00:48:20)
Miyuu and Minori both realized that their skills did not automatically improve and dispelled
the myth that language learning was automatic. As for Miyuu, she was able to make
adjustments once she was in the learning environment in the Philippines. As these instances
suggest, students who had not been accustomed to exercising learner autonomy might benefit
from awareness building in this regard before departure to make full use of their limited time
in the short-term program.

Chapter summary

The learners in this case study, who were initially predispositioned to accommodate
Japanese-dominant language ideologies, changed their attitudes and beliefs to a relatively
more plurilinguistic stance. Prior to studying abroad, informants tended to have high
inhibition toward English, were not used to interacting with people with different cultural
backgrounds, and were content to be reserved in the foreign language classroom. By going to
the Philippines and having frequent opportunities to interact with their teachers, they could
lower their inhibition, raise awareness toward both their own and other cultures, and adopt
ways to communicate in English out of perceived necessity in class. These changes are aptly

described as ideological influences, rather than simple gains in proficiency or skills.
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Chapter 7: Conclusions

Summary of findings

Through this study, I explored the changes in perspective experienced by participants
of a short-term English program in the Philippines. Drawing on multiple data sources, I
represented the findings firstly as individual student anecdotes, secondly as themes identified
among the anecdotes collectively, and finally as ideological shifts in mindset. The individual
stories serve as a reminder that each person is different, and it is not possible to generalize the
findings completely. At the same time, there were overall tendencies among the group, as
observed in recurring themes. Among these themes, I identified particular shifts in learners’
attitudes and beliefs that were significant for countering Japanese monolingual language
ideologies, which hinder progress for learning English as an international language in Japan.
To summarize, learners lowered their feelings of inhibition toward English, became more
aware of cultural differences, and realized they could use English for spontaneous
communication through repeated practice facing their teachers in one-on-one classes. These
students generally came to differentiate the English they used for interpersonal
communication and the English they studied for academic success. While improvement of
English communication skills occurred out of necessity during class, acquisition of English
language proficiency did not occur automatically. For a couple of the informants, this lack of
progress led them to realize the necessity of learner autonomy for language learning. These
findings demonstrate the value of the short-term study abroad experience for students beyond
the achievement of a standardized test score, which was the only official measurement of
language learning success recognized by the university.

Of course, not all the attitudinal and ideological shifts occurred for all participants. It
is also possible to hold on to a previously formed set of beliefs. Ironically, those who were

concerned primarily with test score outcomes and at the same time felt they did not make
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sufficient efforts to study on their own accord were not successful in their English learning by
their own standards, even if they thought their communication skills had improved. This
limited view of student progress was reinforced by the decision makers in the university
department evaluating the effectiveness of the study abroad program. While TOEIC score
averages were frequently referred to within the university department as indicators of trip
gains, other aspects of learner experiences were not. Focusing only on TOEIC score averages
as indicators of success in learning English means that the affective, cultural, and
communicative aspects of learner experiences such as those described in this study are
potentially overlooked. The extent to which learner autonomy is an issue is also not revealed
from test scores alone. A more holistic approach to assessing outcomes is needed to identify

and promote the social, cultural, and experiential benefits of study abroad.

Starting with no common language for communication

One major difference between existing studies on language learning during study
abroad originating predominantly in North America and the current case study is that the
target language was English. While learners from English speaking countries can take for
granted that a vast majority of people around the world generally make efforts to learn
English, learners of English need to acquire basic competence in the target language before
being able to communicate anything verbally at a rudimentary level. In the Philippines,
learners could not “fall back” on a language they already knew to communicate with their
teachers as English L1 speakers might use English in a host country (e.g., Trentman, 2021).
Informants talked about feeling pressed to use English in one-on-one classes in order to make
basic human connections with the person in front of them, which pushed them to
acknowledge any limited forms of English they knew as a practical means of communication.
Such learning of the target language might not have taken place if the learners and teachers

already had another common or preferred language.
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Having no default common language also makes it more daunting to put oneself in the
situation of studying overseas. In the current case, this was made less threatening by having
Japanese faculty members accompany students. The language school itself was also
Japanese-owned. These precautions assisted learners in overcoming the initial hurdle of
getting used to communicating in an international language. Japanese speakers may also be
accustomed to respecting silence in formal learning situations and need extra encouragement
in the beginning to break the ice. Such intricacies need to be acknowledged and addressed in
order to understand the specific situation of Japanese learners in the beginning stages of

learning English as an L2 in immersion contexts.
Emerging alternatives to English native-speakerist language ideologies

Heightened awareness toward English as a lingua franca observed among interview
participants mirrored those discussed in existing case studies situated in pan-European study
abroad contexts. In Kaypak and Ortagtepe (2014), for example, students from Turkey initially
had the perception that English is associated mainly with native English-speaking cultures,
and they expanded this image to using English as a lingua franca in global contexts through
their study abroad experiences to other European countries. The current study also found that
students realized English can be used as a lingua franca in Asian contexts, which is
significant because preconceived discrepancies between native English-speaking cultures and
the learners can seem even greater in a non-Western setting.

A further complication in the acceptance of ELF in Asian contexts is that there exists
a romanticization of foreignness, especially toward the West, which is negotiated during the
study abroad experience. Learners who have spent all or most of their time growing up in
Japan often develop their image of foreign countries and people in a removed, romanticized
manner rather than through direct interaction with people from other cultural backgrounds

(Nonaka, 2018). In the current case, students came to understand that it was possible to have
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these interactions if they put themselves in a situation where communicating with non-
Japanese people was inevitable. They became more interested in going to various countries,
not just out of a romanticized attraction to images developed through mass media, but also to
personally experience interacting with people in other cultural contexts. In this way, students
developed a more realistic, tangible conception of non-Japanese cultures through their time in
the Philippines. They were still interested in places that they had grown up admiring, but in
addition to those desires, they developed interests in learning about places that were simply
different. Having experienced communicating in English with the Filipino teachers, they
became more confident they would be able to successfully get by in other countries once they
were there, making the prospect of directly experiencing other cultures seem more achievable
and relevant. This created a positively reinforcing loop. As improving their English further
would be useful in the places they began to imagine themselves in, this gave them even more
incentive to continue learning English.

Overcoming initial hurdles through short-term study abroad within Asia

The findings of this study complement existing studies on relatively advanced Asian
learners by exploring the details of learning at a lower level and in a non-Western study
abroad context. Participants who reported great changes in their sense of self were few,
unlike studies which followed learners with more advanced levels of English proficiency
(e.g., Durbidge, 2017) or those who traveled for a period of time longer than a few months
(e.g., Kim and Yang, 2010), typically to Western destinations. Many students in the current
study experienced more subtle changes in attitude and felt comfortable using English to
communicate for the first time. The sense of overcoming built-up resistance toward English
was at the heart of the significance of participating in this particular kind of study abroad
program for the students, especially as test score gains were not as prominent as some had

hoped. While these results do not indicate a life-changing transformation or a great jump in
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measurable proficiency, they suggest the average Japanese person can more easily access this
kind of experience now and in the future.

The specific context of the language program in the Philippines defied previous
notions of short-term ESL programs in Inner Circle English-speaking countries. The
attitudinal changes expressed by learners were similar to existing studies where Japanese
students joined short-term programs in Anglophone countries (Horness, 2014; Suzuki &
Hayashi 2014; Kobayashi, 2017), but in the case of the Philippines, it was possible for a
larger group to travel together and also allow each learner to have extensive talk time with
their teachers. Using English with fellow Asian interlocutors also made it seem more
acceptable to use ELF and lowered students’ affective filter. Furthermore, in the unique
circumstances of this case, traveling together as a group of over 100 students from the same
department created a sense of community among the students where positive attitudes toward
English could be sustained.

The learner anecdotes in this study provided specific examples of how students
shifted their attitudes, beliefs, and ideologies through their participation in the short-term
study abroad program. Findings regarding affective changes were congruent with previously
conducted case studies on the attitude changes of Japanese students learning English in the
Philippines (Kimura & Shimizu, 2016; Tajima, 2019). What had not been studied previously
was the connection between these changes and the ideological discourses embedded in the
learning contexts. The fact that the students in this study had lower inhibition, more cultural
awareness, and more positive attitudes toward English communication and learning as a
result of participation in the study abroad program signify how Japanese learning contexts
continue to foster the opposite. The Filipino context provided an affordance to counter
linguistic and cultural homogeneity and English native-speakerism prevalent in the Japanese

learners’ backgrounds. This reflects the current reality of study abroad for learners from Asia,
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who travel to a diverse range of locations around the world and not only to Western
countries. Furthermore, the learners themselves are representative of the multifaceted ways in
which English is now adopted in global contexts.

Pedagogical implications

The first practical implication of this study is simply to raise awareness toward the
diversity of study abroad destinations for learning English within the English teaching
profession. I did not know much about English language schools in the Philippines before |
found myself in a position where I was accompanying over one hundred students there in
2017, although I had completed a Master’s degree in TESOL and had been teaching English
for over ten years. When I gave conference presentations on this topic to other English
language educators in Japan, the general response I received was of surprise regarding the
format and conditions of the program. It would benefit us to be familiar with study abroad
programs outside of traditional Anglophone contexts as options that are already available to
our students.

A more difficult task is fostering critical awareness of what English is and how it is
assessed among educators and university administrators in Japan more generally. Although
the study abroad participants could realize that English can be used to communicate with
people who have a different cultural background than themselves, this gain is diminished by
its lack of acknowledgement within societal discourses back in Japan. As discussed by
Yamada (2015), “English teaching should not aim to only teach linguistic knowledge and
skills. Rather, it should foster students’ positive attitudes toward intercultural communication
where native and non-native speakers of English interact” (p. 127). There needs to be a
fundamental understanding that current standardized testing practices, which are based on
idealized monolingual native-speaker norms, are insufficient for measuring communicative

and attitudinal gains in ELF settings. As Kubota (2022) argues, “ELT, as educational
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engagement for enhancing communication across differences, should contribute to teaching
and learning for justice, wellbeing, and peace” (p. 220). Assessment of language learning
outcomes resulting from study abroad also needs to be seen in this light and must thus be
more varied and dynamic in approach than a TOEIC exam. This is easier said than done.

One suggestion is to integrate English learning with the development of cultural
knowledge of the Philippines, which were perceived as separate entities in the teaching
practices at our university. Before participating in the short-term study abroad program, the
students in the current study researched and shared background information about the
Philippines in their freshman seminars, which were held in small groups of about five or six
people. These seminars were conducted in Japanese and had no connection with their English
classes. Presumably, non-native English speaking cultures were not associated with English,
and therefore were discussed in Japanese. Conversely, “culture” in English language classes
in the university were assumed to be associated with mostly American or British culture.
Rather than having the preparatory discussions about the Philippines only in Japanese,
students could be asked to give a short presentation or make a poster about Filipino culture
and customs in English. This could be an assignment for after they return from the trip, which
would give them incentive to learn about the local culture from their teachers while staying in
the Philippines. Ideally, the professors of the seminars held in Japanese would also be open to
listening to these reports in English without worrying about their grammatical accuracy over
the content. The opportunity for students to formally share what they learned about the local
culture in English would reinforce their cultural awareness, while simultaneously
demonstrating this to faculty members.

Another possibility is to provide detailed guidance on the attitudinal changes students
might expect by participating in the short-term program during the information sessions

before departure. In 2018, there were two orientation sessions. One was in May, where I gave
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an overview of the program before students had to make a final decision regarding their
participation. The second was held in August, about three weeks before the trip, and mainly
concerned travel arrangements and safety precautions. In the first session, I briefly explained
the characteristics and benefits of learning English in the Philippines, gave practical advice
based on my observations while chaperoning the previous year, and informed students about
data collection for my research. This included encouraging students to take advantage of the
situation of being able to talk one-on-one for extensive periods of time in a supportive
environment. However, I did not present specific examples of how students changed their
attitudes toward English, such as those in this study. Introducing learner anecdotes as models
of attitudinal development may help students imagine how they will be able to use ELF
during the program in the Philippines. Furthermore, this would affirm the social and
psychological aspects of English learning as legitimate gains.

Explicit instruction for raising awareness of Global Englishes outside of the study
abroad experience is also worth considering. For example, Tomioka (2022) suggested that
Japanese learners of English in university settings could develop ELF-oriented attitudes and
build self-confidence in using English through six one-hour seminars on topics related to ELF
held online. Learning about ELF as a phenomenon cannot entirely replace direct experience
using it with real-life interlocutors from different cultural backgrounds, but it is helpful to
have multiple approaches, especially in the event in-person study abroad is not possible.

I am not aware of English immersion contexts for university students within Japan
that would have similar ideological effects as the learners in this study experienced. Existing
English immersion contexts within Japan, such as the stereotypical English conversation
school or English camp, tend to exclusively favor American and British cultures and “native”
speaker teachers from the English Inner Circle. In order for these educational opportunities to

be utilized as learning for communication across differences and acceptance of multicultural
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diversity, their core values and hiring practices would need to be critically examined and
redefined to embrace plurilinguistic language ideologies.

Limitations

While this study contributes to representation of non-Western learners and contexts
for study abroad, it is only one case among many other underrepresented situations. To what
extent outcomes would differ if the learners were from Korea rather than Japan, or if the
same learners had gone to another country in Southeast Asia instead of the Philippines such
as Singapore, Malaysia, or Brunei, cannot be suggested without further research. There are
also English language programs in ELF contexts outside of Asia, including in Malta and
South Africa, for example. Inclusion of more diverse perspectives is needed for insights into
how non-“native” English speaking contexts for learning can provide affordances for
language learning.

Another limitation of the applicability of this study to other contexts has been
imposed by the onset of the COVID-19 global pandemic since 2020. This has greatly affected
the feasibility of study abroad as well as the nature of interpersonal communication, making
it difficult to compare learning outcomes pre- and post-COVID. Travel restrictions resulted in
cancellations of study abroad opportunities altogether, and our university was not able to
send first-year students to the Philippines in 2020, 2021, or 2022. Instead of in-person
instruction, online courses have been offered, but the social and cultural conditions for
experiential learning are not the same. Assuming it will be possible in the (hopefully near)
future for study abroad to resume, there are still many changes to consider. Health risk factors
will make it more challenging to travel as a large group as we have done in previous years.
Social distancing and face masks may also compromise classroom dynamics (Charney,
Camarata, & Chern, 2021; Mheidly, M. Fares, Zalzale, & J. Fares, 2020; Torres 2021).

Although I was fortunate to be able to work with participants at a time when we did not have
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these added challenges, the results need to be complemented with updated information
regarding current realities to maintain their relevance.

The impact of the pandemic also limited my contact with the informants of this study
in the long term. The students went on to participate in one-year study abroad exchange
programs in various countries the year after their trip to the Philippines, which were disrupted
midway when the university in Japan forced them to return in April 2020. After their abrupt
return, [ did not run into them on campus or see them very much at all. Social gatherings
were often postponed or cancelled, and classes were moved online. I could not organize
interviews with students in the same way I had before the pandemic started. Before the focal
interviewees graduated in March 2022, I contacted them by email to thank them again for
their cooperation with my research and invited them for a final interview to reflect on their
English learning. Two of the 14 students replied, and I talked with each of them for a couple
of hours about their overall experience at university, the one-year study abroad exchange
which was cut in half due to the pandemic, and any final impressions they had about whether
the trip to the Philippines had proved to be helpful to them or not. Based on these
conversations and other informal exchanges I had with students in previous years, I could
begin to see how the short-term trip served as a stepping stone toward living and studying
independently during their longer study abroad exchange, which in turn helped them to make
further decisions about their future after graduation (Ikeda, 2022). However, the information I
obtained is insufficient to make definitive claims. The sustained effects of the trip to the
Philippines and their potential role in the context of long-term trajectories of learning and
development require further investigation.

Finally, this study would further benefit from incorporation of the Filipino teachers’
perspectives. Although I became familiar with the learning environment within the English

language school by staying with students for the duration of the program, working with local
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staff to support students, and observing classes, I felt I did not know enough about the
sociocultural context to justify a critical analysis of the Filipino side. When I interviewed a
few of the Filipino teachers about their impressions of students from our university, [ was
intrigued by their complex backgrounds from various parts of the country and their
motivations to work as a teacher. Insights grounded in a more thorough understanding of the
teachers’ educational and linguistic ideological influences are needed to complement the

research in this regard.

Summative reflections

Conducting research as an insider within the educational context of my informants
gave me insights that I would not have had otherwise. Working with the same students in
regular classes at the university and interacting with them in person during the short-term
study abroad program provided opportunities for me to get to know and build rapport with
them. Because of our ongoing relationship, [ was invested in understanding what contributed
to their learning, and I continuously drew on this interest to keep my research topic focused. I
was able to obtain test scores and institutional data from the university and overseas language
school relatively easily due to my status as a faculty member. The practical implications of
this study could also be considered in concrete terms. My interpretations of abstract
theoretical concepts were aided by being able to apply them to a specific and tangible
situation, and hopefully, the case study in turn serves to illustrate how particular aspects of
language socialization and ideologies were embodied in the lived experience of individuals.

Regarding the holistic outcomes of participation in short-term study abroad for
Japanese university students, the learners in this case study were able to build on their
interpersonal communication skills and confidence, not only improve their English test
scores. Considering that there is still a general lack of voluntary communication with people

of different cultural backgrounds and avoidance of using English prevalent in Japan, I regard
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this as a small but significant step forward. If increasing numbers of people from Japan
acquire these basic communicative skills and attitudes, this may eventually, in combination
with other societal changes, accumulate into a wider ideological shift in Japan. Then we may
be able to focus more on thinking critically about the content of communication without
having to worry as much about not being able to begin to open the channels for
communication in the first place.

I am mildly optimistic that these larger-scale changes will take place gradually over a
generation or two. Until then, a short trip to join an English program to the Philippines, or
perhaps any other cross-cultural experience involving repeated social interactions in a target
language in an emotionally supportive environment, is a practical option to consider for a
change in mindset for Japanese students with a low level of English proficiency. Even if the
ideological effects are incidental rather than intentional, students deserve the opportunity to
see plurilingual realities abroad for themselves. It is imperative that as researchers and
educators involved in language learning and study abroad, we recognize and positively affirm

the breadth of the diversity of these lived experiences.
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Appendix A: Pre-departure and post-trip questionnaires

KREFEET V7 — L

English Questionnaire

IFNFNOXZICHN LT, —FHEWEBDLNELDE—0FATOEZDIFTFE W,

For each statement or question, please circle the response that you think applies best to you.

1.

fhic e 5T, FEEITREETH 5,
I think English is important for me.

ETH 58S Z585 HEYZ I Db
Strongly agree Agree Disagree

B DEESICHELD B,
I'am confident in my English ability.

ETH 58 Z 585 HEYZ I Db
Strongly agree Agree Disagree

REEOAI 2=y —va VENEREIL 0 EE-Tw 5,
I want to improve my English communication skills.

ETHX O Z 585 HEYZIBbAi
Strongly agree Agree Disagree

45X Y b TOEIC O A2 7T % L7\,
I'want to increase my TOEIC score.

ETHX LS Z 585 HIY LI BbK
Strongly agree Agree Disagree

WM T o 72 2 LI D O F 55 ?

How many times have you travelled outside of Japan before?

0[] 1M 2 [H] 3EILLE
None Once Twice Three times or more
Fofha X v ko

Any comments:
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Z 5 Bbin
Strongly disagree

Z 5 Bbkn
Strongly disagree

Z 2 Bbin
Strongly disagree

Z 5 Bbin
Strongly disagree

Z DAty
Not applicable



WHEE®RT v — T
Post-trip English Questionnaire

ENENOXEICH LT, —FhEWEBbnsdD%—2FEATOEDT, he¥Z 58500, H
H2HNEERICEEZ T I Vv,

For each statement, please circle the response that you think applies best to you. If you can, please
explain why you chose each answer.

1. 74V ~OmEYEEEHEZ@E L T, B2 M e B8 TE A,

I was able to improve my English ability through the four-week trip to the Philippines.

ETh x5S Z 55 HEVZH DR Z 5 b ZL Tz
Strongly agree Agree Disagree Strongly disagree N/A
—LUFL TiHE) % TEiR
M / Why? ¢ B CEEMATEER
(T,

CHERBELC, HEEoa Ia=r—v a VEENRHBIC DWW,
I was able to improve my English communication skills.

ETHZHED Z585 HEVZ I Bbiw ZHBbin
Strongly agree Agree Disagree Strongly disagree
¥ / Why? :

. WHERT X » & TOEIC 7 & D BRICIIGT 2 HEH A3 H IT DT,
I was able to improve my test-taking skills (for TOEIC, IELTS, etc.).

ETHX O/ Z 9585 HIY LI ED= Z 5 bk
Strongly agree Agree Disagree Strongly disagree
i / Why? -

DART & BTy BEEERAHE S © Lot 2GR 75 K T o 7z

I feel less hesitant about using English than before.

ETHhZ LS Z5%85 HEYZSBbHRW Z 5 b
Strongly agree Agree Disagree Strongly disagree
Hh / Why? :

. FAXASOFEFENICHELD B,
I am confident in my English ability.

EThZH 85 Z o585 HEYZHBbirw Z 5 Bbikn
Strongly agree Agree Disagree Strongly disagree
HiH / Why?

ZoDfli= A v F / Any other comments:
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Appendix B: Consent form for signatures from trip participants

7 4 ) ¥ VIEHEEETHME BT 3 EREIc o vwWT (BEM)

Wree -
I -
g @
TEL:

74 ) ¥ VEEEWHEIC B 2R EDEELRE AR E L, FHICRE I N2 icBT 2B
INEE, SIRHMEIC X ZMEZORY, ¥HEEEEZNRETET Vv — AT (ER). XU
BHikICE T, v a—HE (FEEOA) 2EMLET,

ZOMEDOHMIE, 74V Y TOWHEDAEHR, WEM, 2ot PED=—XLRIAD L 0 X
WIEZ 32720 CF, BbizT —2 %2ILic, HARDKEHE DI & EERIic oW, HFENE
wond LHFEIhE T,

F7o. RICE T, HAZRET 2R CTHRE QT2 2L 13H ) A, GHIE. 2otk
CHF B EINDE b, bbAALHY EEA,) EORAPERZEREL L L
ez, T T — A VA2 - CREERZEZBEAEZTREE T,

FRRIZCOWT I, THEHECLZE, UTICY A v LT 20 s ncd, ARICEDNS
TERRMESAH Y E Lo, IEEICCEgE B L T,

BRI DU CHIA Y, FRLE L,
I : ® A H
AR

BHET (A V)
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Appendix C: Consent form for interview data collection

74 ) v VEREENECET 34 V2L —~DRES
W7 -
il :
ik @
TEL:

LTz itonTERELTCW272 &, AIETIHEDATRRICEKA - 14 vE B
WL E T,

MR ONE + 4 v 22— (K 1HRE X 2 [ 75E)
o 74 ) EVIEFIHETORER, B X UHFEEFERBIC OV THFAWL T,

o AVZEa—%BLTRLNLIERIZ. UK - BHEZHNE LTHHLET,
7. 2hLUto B ClRfibn ¢ A,

o ZHIRAVEE2—DHNEZICOWT, AP EINZBETAETEZ LT
BOEHA, (bbAA, BiECZOMAEICET2FRBICHBEST L LR
HOFEEA,)

o AvAZLa—IL, XYVNECEMAMROLD, HEFE2HEELET,

o BHET—2IF. REINIRECHRE I N, RE0ABR TS, 72, %
DIEFNIHFIIE AN IR L. —3DH 2 W IZEEOHIRZ KT 2 2 & 28
"RET I,

o AVEELL—NEILOWT, TE 3RS ( ) Tk BERMEARET B 72
Wic, BHROTHEZREZIWEZ DY T,
o KM~ %k, WOTHFERT LI LHATEET,

EfticownT, &> o HcEERZ T, RELE L,

£ A H
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Appendix D: Written comments for post-trip questionnaire

All written comments in the post-trip questionnaire responses are listed here. Responses were
transcribed in the language they were written in and reflect the spelling, punctuation, and
grammatical errors in the original handwritten responses. For comments that indicated that a
response was the same as a previous one (e.g., “1 & [[] U”), the corresponding comments by
the same respondent are given in parentheses. One comment was omitted due to
incomprehensibility.

1. T was able to improve my English ability through the four-week trip to the Philippines.

Reasons for “Strongly agree™:

1)

2)
3)
4)
5)
6)
7)
8)
9)
10)
1)

12)
13)
14)
15)

HHOREPHE., 232y —vaviBELfidctizczre
S5,

WO b X D% DR, EEEICNDG Z LB TE DD

TOEIC D KEBMH N 722> 5

TOEIC DB D URZE LB L7, DL L e_Nd X )ik,
HOooB oz b#inzoNd X5 hotznb.

It was I can talk in English

H % 177z - 7z Listening & Reading TH.23D UN7220 5,

HARL s CE WK 72 B o200,

IELTS DX RAIEFR IC /DI o720 b,

TOEIC (7 4 V¥V TRIF7=dD) BKRIFIC ER -7

FFIC#E H TOEIC O Listening test # 35 Z & CT7 A PN D Z A TE
770

Y 2R= v 7 CHE NS BEERP A 7205,
CABICYEERFE L DD 3 HA %o =D IIWD TE o720 b,
TCHEBOXREVDL X )ik o Tz,

MHERI L D A —F Vv 7B ER 78R Z2 005,

Reasons for “Agree”:

1)
2)

3)
4)
5)
6)

7)
8)
9)

PEFETI & W2 B DD X5 H B I\ A3, TELTS @ Writing & Speaking 77 1%
mEL7ZEEL %,

HAClE. Speaking, Writing DFE23HE H TEXF LA, 74V BV
T~y Y —=vTTELrD

XNEOERD L 07 %H AT R0
SECURICHREEEZ R L 72020,

RN Char o bW 3

SECHEBLZIEIRD I G o720 0E, 74V VI To T LEET
DICEBNT= DD,

FEERHE IR DL o T2 h b,

WL 2L I, VA=V OB DOVEE I 25

RIFEFER T 5720 b,
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10)
1)
12)
13)
14)
15)
16)
17)
18)
19)
20)
21)
22)
23)
24)
25)
26)
27)
28)
29)
30)
31)
32)
33)
34)
35)
36)
37)
38)
39)
40)

41)
42)
43)

44)
45)
46)
47)
48)

Because I could enrich my vocabulary.

YR=v ZRENH N L7

Kt Z 72 SAME o720 0

Because I can understand English before I go to Philippines.
All of the classes was done in English.

I think so
It is because I learned many English words.

ZIORKTEDD.

PLEEE B XS0

VA=V IR0 %5

FTobiElL 2o Thdb,

TOEIC 23> L 1235 7z

T o PFHEEZMS CHI L VRFECTE 2 X)o7 n b,
H7 1 Reading 2855220 7223, TE B L5k o720 b,
KEEDLVEEL Tz b,

1 H¥ Xz 8Ihl b LGB Icin Tz b,
HHERELZHE T, foTnhr b,

M2 ML 38 2 7220 6,

Je L HFECHHEE L7205,
HHEEEZB T W20 5

VY =V TRBORDETE 5120 5.

RYY VDL Yy AV THEFERMH S BV LH I,
WEEA WD DICHEYIDBEL o zh b,

1% @ TOEIC 7 A b T ED - 72005

WICHGEZ TR/ - 7200 5

HHMRCTE 7, 2 SARGEEZFE L1200,
PEFRICN ZFEE M 2, REBEFEL P T (ot LKL 2D 0,
MH~Y Y =<V THRELX L2 Xolzh b,

I spoke English everyday

Because of TOEIC 40 days

WA b TNIFaIa=r—vaviReNhnid, HErflis
L7220,

VR=vZ7i3FE2I0VTERLSICRo72E )

1 H S HEEEDOLK LOHA Z MBI L7225,

17H7 4V ey NOEESLHMDO N JGECalia=r—va vkl
7205,

BEERTCHB XY I o200,
FFICIELTS 2 — R IFHERATT W B &5,

HARIC W2 BIEEEDEREZ L T o728 B0 5
HHEEE > 72005,

TOEIC D BB T 27206,
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49)

50)
51)
52)

53)
54)
55)
56)
57)
58)

Q3 DIXFE T DD RFEDFHIHCMBG O FHCE = & LAl L Y BifigC
X5X5ICholzhb,

MHREZFEL T b,
ERPHFEICOWTEZ LR LFEE L XYk o7z

HARDMGE S DR % HFEDBRIITICE & & CTREE~DEYTIH D75 7%
-7z

PEEE W C YRR 37 L0 T eI o7
kg b Xyl oT ]

HARX Y QEFELME SN L o700,

VRV TRENDB ER -7 EE LT3,
Speaking D% 3E %3 L CTHGET

FER LI 2 BARWVIRINICEBIP N T W0 ERFTH LI
BEHD R o2 X ITEL 20 5.

Reasons for “Disagree”:

1)
2)
3)
4
5)
6)
7)

FERDPL 74 DV VvREEE 572720, thT CENLRD)» -7,
FEEA MR L 2V E WA VS W EBAEE o LKL 2
IO RN LR A oW el i N )

=N RO/ oW i

¥ 72 TOEIC 2% TR WD TR I 720805 7R\
HESEIZHARGEL 72729

ol LB ST/, BEANEH N Do 7=,

Reasons for “Strongly disagree”:

1)

TS DL TR Mo, KEENR EDOTFICAZ R b,

2. T was able to improve my English communication skills.

Reasons for “Strongly agree”:

1)
2)

3)
4
5)
6)
7)
8)
9)

10)

SAzbltalasr—vavikd 3 ) bIlBENICR > TWZART
5,

74V VTR IARGERZFEL, BN 7 4 Vv NE bEiE T
Db,

e, bRV ) RV I A —F Vv 72 L0,
RUIICHRTEERZ L IChoT200 0,

QQ THAHTHRFETEIEL 122 b,

RO E LA TREERTE 205,

LT oL TV b,

72 EAEELTD D, ELEEL TENLZ2 D,

XEBRTFITFry TCOHEY)FIRY CEALI ET2ENIEZO 2B
96

1 7 AB9EEECEL T OB Y = Vi - 720 b,
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1)

12)
13)

14)
15)
16)
17)
18)
19)

20)
21)

BRERT - LRFETHL W0, HEBMER, $2HOOEWEIE
52 M TE LR Z 72,

et osrFTchr tBuEdy) FBT BV ELEEI 2L,
WICHGEECALEI R T NIETE RS-, HARICHICZDT S Z &R T
X7,

FEETESI LMo A LD L TE

bolifilZ CBAFHRZL, HoRHTEAZONE K)otz
Tt DWFEIT TR CHGEZ o720 5.

IE#. SAEANBR L 2l azr—vavRenldd,

BRI I > TR WHEN AT WEIL D205,

BV LZEHDDD o TV ABEOFLLET LW Z Lok
Yol ol=26,

HEDEEL NV F AV ERFFEDITI LB TE DD,

NT L EPETCRETI2ORNELWERELE0H

Reasons for “Agree”:

1)
2)
3)
4)

5)

6)

7)

8)

9)

10)
11)
12)
13)
14)
15)
16)
17)
18)
19)
20)
21)
22)

~ VY=<V T, AOPBHET LR RUBR2 o2 B,
WEECTH IR CEARO b o200

A PEECHLZ I L WO AT L2 L REEERGET C LI 2 AT,
HECHEZaIa=r—va vy —nEe LTI ALFELEZ EDk
PolzDT, Wik Tala=d—vavkeEi3EnHTeENEINnHZ
EDEHMBECER LB DD,

WEEREI RV RERR Y VRO THREFEECaIa=r—3
a VR TEL LIS,

FeE L ORFE R IGECHR 20 B,

Speaking D EIIHFTL DBV WHIERICKR > 72 & BWnwE F,
THEOGEETOHFBELEL 120D

ek, KEECcoREE L, B o

NTHEIEELR S o7l LD RE W

Because I had a lot of opportunities to talk in English.

BCHEEI RV E WIT RV E VI DB XD o7,

AL ARV ZARTE L LI ICho T

I communicated with many people.

I think so

It is because I had a lot of opportunity to speak foreign people.

Every day, I talked in English.

JEERELFEFETL e Ro 720 5.

N ARV fe

T OICEYTR o 72

1EFRIL (FoBFEL o Thrb, )

BT > CTHEEELFEZ S L LThRAEL IR LT
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23)
24)

25)
26)
27)

28)
29)
30)
31)
32)
33)
34)
35)
36)
37)
38)

39)
40)
41)
42)
43)
44)
45)

46)
47)
48)

49)

50)
51)

52)

WHHEFEZFEL Cnzd b,

WEIIHDIDPES W ET WD D TH o 72D THERICHES J)H D0
7z.

FEECRETIRER DD o120 b

FELDBL 2D T,

Tl 72 SAEL, HOPF > T3 XA FLDARTREL RIS ¥ X
I EBDIDD,

WHEAE L HFETREE L 205,

BHRES T o255,

7o SAREERFEL 20D,

etk LEELZ2D 0

FEEREORER L Do b,

FEETHE R LD LIFHEIR - 725 6,
HELFELTOWTGEE TV 22 b,

et T Il iz b,
FEECHRDHEZRIBA DI LB TELDLD

SHRICHREEZR e 2 X5, IR o7 b,

Felb b DEFRIZFEGES o720, 2l a2 —vavVREENEOWEE R
Do

Because I don't hasitate to speak English.

I could enjoy talking with foreign people.

e EAMMEIBREB D 5T b,
PEEEFET I E~D I D INRBL kot

VY= VoD THT T VERD 525,

WEELUND 2 I a =T = a VY ARz b,

1 7 HE., #ETDaIazsr—2aviEoz0TCE0nHELAYEBA
TJL—X%kHB T ENRTE I,

e R L L) EBNITE T,

L DRFEVBIELDP o T2D 5.

A L CHAESBE L o 54, HEICEERZ 220D
LBGIC 2705,

HOOGATZWZ ERFICHT I ET, EICHLRFENTELLIHICKR
S22 b,

DETE D DEEAEIT B L5 ICho7 e O 0 b,

WEEAE I BT NIE R b R WEREICEI N 2 & TRA LB TR
WL DT,

1 EFRILTY, (EEEEFDOLIT B2 WVIRTICEPN T2 REE
T 2 L ICPIR A ot XS WKL 220 0.) +HULIc R
ffdin, KITAND T EBTEZ0D.

3. I was able to improve my test-taking skills (for TOEIC, IELTS, etc.).
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Reasons for “Strongly agree™:

1)
2)
3)
4)
5)
6)
7)
8)
9)
10)
11)
12)

IELTS D7 XA P OARDB L bh o7z,

TOEIC40 72 & CTIINEE Lo D) TECT L 2o 77,
MEANZ — v B A 7Z0T, MEICENS Z LB TE ],
TOEIC @ S MO 72 25

fREHOe Y 2 SAEDS 7206,

EBNEERL =206,

TOEIC = — 2 THIZ TOEIC DfEE TR EIC DW= b,
[ELTS DEEAWIDOTT LI LR TEL0D,

TOEIC DHRIE 72 LI DO WTHI B T L BT 7=,

HHTF A Micinsh-oc, B2 LRTE -,
313 H TOEIC 2%, HEH L7225

Reading D V X L3007 b, VA=V I BHER T holen
5o

Reasons for “Agree”:

1)
2)

3)
4)
5)
6)
7)
8)
9)
10)
11)
12)
13)
14)
15)
16)
17)
18)
19)
20)
21)
22)
23)

IELTS @ Writing & Speaking BE/J1Z D7z & H 729,
[ELTS D72 ®IC7s o7 L B E I8, TOEIC ZHF VU758 L £
Ao

TOEIC OffiANIc A L IZEN S Z e 3 CTE 72
TAMCGUZRE T R EZMPCBATHL A0 b,
VR=vIZDayBbhrol5A0B L ET.

TOEIC MR DKEZZT 1255,

fREFOaYEE ZLBTELLD

FHAKIC TOEIC 7 A + %% ), BRIl 50

VA=V I DRI F o705, M HTHAED LI,
Because we could practice TOEIC with Mock Test.

P T O H & 1325k 72 5 72

I think so

It is because TOEIC score is higher than before.

BHn7-

PLTEDRLIC o720 H
XIRICOWTFH LK T & 72,

TOEIC IZ[R o 7z fU5R 72 5 7= 22 .
HAT31F 72 X » TOEIC 2°%E L < J& L 7=,
T onize 806,

IR0 T D

7o AR L 7200 5.

fREE 72 QAN T=0 5.

5 H D mock test ZAEER L 72205,
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24)
25)
26)
27)
28)

29)
30)
31)
32)
33)
34)
35)
36)
37)
38)
39)
40)
41)
42)
43)
44)
45)
46)

47)
48)

49)

FEEICFELLBZ T Lo 200,

V2=V ZBIBREICOWTE[BT 200,

fIEES Z T 7eh 6.

TOEIC X SR & HIE L C725 5

R, VA=V IZDRE—FALYICvy 7T AMCX-> TN LR
I B,

SRR LML 7205

PLEN-XIET 200,

Because I learn a lot.

Because of some tests.

72 IAEELIZE, WAWALRKRAVEFEHZTH L7200,
TOEIC Dfi# % N— b T L IR TE 25,

iR eIl 2 X< EFEAZAOLNBE X H o= b,

TR L 722 5

RAVEEBZERZERTE00.

RExHFoavy i Z o200,

HEHRICZ T 72D DI TR > T T Il bLr bRy

KAV bR oT20 b,

Ehinonz5087 5.

HBHYV A=V 7 - V=T 4 VIR TE=D0,

BIC—E D TOEIC 7 A F T, HOOEFEZROTFbNd b,
VA=V 7 ORENRET S X510k,

3 [a]l® MOCK TEST T TOEIC ®E =225,
S¥CHEBRADEIVLCI D 272DTT A E%%IFT TOEIC IC
EBEnsdzencxF L.

[ELTS 2 — R 7Z o706 [ ThH ] Tlidiaw

TOEIC IZ2oWTIEd T Bb\wis, IELTS KL T4 74 ~
JLAE—=F VLI TE 2EENPIHERTL D b HICOWzE 5,
W& D390 s o T X 7.

Reasons for “Disagree”:

1)
2)

3)
4)
5)
6)
7)
8)

TOEIC O ¥l % 2 S 23 72 2 5 72 20 B

TOEIC Z2E DT H7 Iy 7l ey P LiFRELZEZ-EI P, A —
XV IDHRRL hol2AMT 5

Sz LIConTIE DR L CnEAnT B,

RPN R o 7.

HobTHTLDR TR o%hb,

DHERGITE, 74V Y CREAETFA ORI T HES 5755,
FEARFLZT T2 bbrh A,

AaT7BREBoRVL, BEPETEETTLPORNEIDLNL LD
VI
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9) TAFEWS XY HEREFEN AL VITEL T,

10) 1¢FEL (£ TOEIC 2FZ T TCWARWDTEI 2 08bb7R\n)

11) 1ELTS 2B %5 7225, TOEIC I 2 WCIZFiH% 5 FChb B TcERwn e
EVBH oD b,

12) RBDB TR0,

Reasons for “Strongly disagree”:

1) KEEZXFETHRT 2D 207206,
4. T feel less hesitant about using English than before.

Reasons for “Strongly agree™:

) QKEL EETHI AL TR AELRPo7205)

2) D allEnglish 725720 T35 L7, M &Ll Zko7,

3) ShLEENTZLI»d LRV TT !

4) TWETLSXLIDZ%R 2L o7zDTHNLT,

5 TFLZRRBCTOLENBELEL, BL2RXDTEZ2D,

6) HTHEZD0,

7 i EREo RS bR T2

8) HAEL D OROALBHEET I CRBLIMEZ R VWO THRICH
T 3L o7

9) QQ THATDHHWEBTHEIEL CTEIUED L oz,

10) [EE->THMH< R, ML AWEEZ2 X5 ICho7zd b,

1) BLWEBZZ25.

12) RELFHEILTNITRE ET VDD,

13) ELto~wv Yy —<VvL v RAVEshlb,

14) 17 HB, EESTFE 720 T, [URICEHEREZ EELET0E 10,

15) HESFEE LR cfioCnizz®, ZORAIREL T Ak,

16) 74 Vvt oaiFch LGSOV,

17) BiL W dEITZ L1k o7

18) “ZTNVAFKE” Tl “HFECELE 2 & B RFZ L EKTE v
5o

19) BOOERETIEDODLALEREKTZ 0D

200 BYLPTHLBELZ2D,

21 IEEZ. AEABEE L ala = —vavdehlrb, 740V
Tffio 7B WEI L2 BAEWICH 2 X5 ik b,

22) FERFLEGEPSLTLIMLERDIT TRV, FICET BRI AD
ZeRfT b,

23) AL DFFEORIENT-D Lo 7z,

24) HEENOBH L7 LICBDLL FHRFELZFE T LICX o T, ERFHFAMEICIE
NnN=256,
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25)

2L mlkot

Reasons for “Agree”:

1)

2)

3)

4)

5)

6)

7)

8)

9)

10)
11)
12)
13)
14)
15)
16)
17)
18)
19)
20)
21)
22)
23)
24)
25)
26)
27)
28)
29)
30)
31)
32)

33)

HEETH o EEELZVWEREI XS o b,

WEE D o LNV E VI GRIFE R L7255,

Do bRFEEFEFEREDLIIICHRDVIZVE VI ERDPEE 27200,
SFFLRBNITHE L7205

WETHESIAEEZFE LD

I think so

It is because I talked QQ staffs.

Lot

W [FVEEL 705,

7D LA RETEDD

WA LEEE 7200

AT L RIS, HROEENRE X 0 {eboldb.
AL IFRETLIRETERP o700,

7o SARGEERF S T2 D,

D UGB ICENL- 25

KEEX DS R TN IT R WEREICE L0 b,

FEEICD LIBNT- 5.

FKIBICHRFEERF o728 WIS SVEY TR 5 72,

B2 2onw7, BoTn/zX ) EEIEL 7200,

1 » HEEfE W T =5 5.

Tl nwZ ETlERlholzdb,

Because I spoke English everyday.

I E I RWRIZE oD

HHEE L RFETRIEL T r b,

WEEERFET OB Y VRIZ 7255,
HEVEIURE VI DB LRVT ERALE R BWET
LI 2GR VIRIICH Y, 2D LiclHh>DOH oD b,
1 » HRERGED T 725720 6.

ER O KER L CHFEZ L O WIBH AL LD 26,
FEMPICEGEA L L9 22X IChozn b,
iE> TV THIEmb B E VI T e HHICERTIKL 72
FELRFETILEDMEZLDI L EBINIARLIV bEAT0E
WO REL Ao T LS ICE S b,
HEEOE)E % AR R 7255

Reasons for “Disagree”:

1)

B cHEE R o TR KT AD T, HEARCOERICN T 5K
PUEKIZ R o T e
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2)
3)
4)
5)
6)

e ERIID R o/2DT, BbolztBbn,
& D YT R,
HATIZRIE VT2 LWEHALAHETLE 5.

We talked by almost Japanese.
FEERFETRAPL LT EoTLE S Db,

5. T'am confident in my English ability.

Reasons for “Strongly agree™:

1)

TR EE o TCTE 200,

Reasons for “Agree”:

1)
2)
3)
4)
5)
6)
7)
8)
9)
10)

1)

12)
13)

HODZ e EIBZ LN b,

»LEEERBUETZ 200,

I think so

ALV Z->TEEEDRVRL,

74V vTcAhLTHbEIRZIBELIIICE 0T,

REREREATE DD

74V EVIATLET L D IdEEE B L B0 b,

Hor D56 L 7z 93B3 HERAMICE L7206,
WETCHEANE I a=F—vavBenizns.

MH LI TR CHDEETHTEaIa=r—vavrkbhlznbtnd
LFEHBB L0,
HIBRELZI-W T (KER»232) Imabd X ickhotzh
5,

AL bEL7zEES

AIa=r—vaviPing e ExERTE

Reasons for “Disagree”:

1)
2)
3)
4)
5)
6)
7)
8)
9)
10)
11)
12)
13)

EIBICEET e 2 L. $EAGBE WD,
Speaking THE D ICHFFL I TECT, ALAGH LAV T L7,
Speaking DREN D7 X #FHIK L 7205,

¥ FEETT ! ]

HEEN DT L 5
FEEEDOUNRLADH 500
FREELEZDOTH oL FiEIRT-0D D,
FERAZ LKL T0 DD,
ANeH~TZ 585

My TOEIC score is very low.

My English is very nice.

TOEIC 2% & L7z \»
FEHERCTCI o720 T 5056,
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14)
15)
16)
17)
18)
19)
20)
21)
22)
23)
24)
25)
26)
27)
28)
29)

30)

31)
32)
33)
34)
35)

36)
37)
38)
39)

TOEIC D H2MEWL L e _XNmnWe D bH 5

D KIEICH RS L RRETZRAT, RTRATFEERVD D,

T DOEPHECE VW b D o2 b,
FRELERAZLEE I DD

HLwHIh rETIRRL VDD,

o N X D EEE R nd b,

Ji Y OFEFESI D E D b

LolED T L onD & LATEERGEE R, ..

FLELFEVnI B EAILNE W

o NE kR LT FELETERERL D,
DEETHRALEDPERLTH B2 5L bWy, TOEIC 280K W»

mock 7T A FDHEEIIBD TV BB O o720,

TREAEERS

TP O RS GEL E R H DD b,

TR 2 ERH Y T

BEENT ER o2 B2, BODMRET 3R EDITETIER W20,
Do L BNBRMELEEI D,
FEBECREDRRAICTE R DO, IBA T2\ & 252 % DK A 2
DB DD,

HAIREET LI T IDRHERD S

HEER L DL, VRSV Z 505

ER A AY/ANE iKW A E A

IR BNEL R 205,

bollEEND GBI IADZERBEL=Z2S GEWT
HLLi)

¥ 72% 72 Vocabulary 252 0 72\ & 9 22 5
FEEERATH L. SOAPOEENICN L TRCEL 505 T,
FREAKEORMAED S S D,

LAY AR /= Y NN

Reasons for “Strongly disagree”:

1
2)

3)
4)
5)
6)
7)
8)
9)

A2 RINAEY, BboThro70 T 5,

TRV L 2B ARV EbLaro7 )T 5 L% v
5,

1 ECIEfEICHZ Enhvh b,

AT AT EFFEIFFIE TR VDD,

It is because I can't speak English well.

SENRTTIRVD D,

SENRTTIHRVDD,

AL L CTH 2 L Z 5 Thuhb,

PFEENRTERVITNE, TEL XAV TIDEHIT V00,
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10) Because I can't speak English well.
11) I can't listen well.

12) & o JUTHGED DT TR\,
13) TOEIC TRWHZ LN TRV L.
14) W,

Other comments

) s bEEC, EEST T, HidowizeBwEd, HEAETL., H
OREEZ O Kk HEL LB VWE L,

) AVAR—VvELTERTELVWEEI LR TE, f V2=V DR
BkEZDH o TCHBDT...

3) 7A4UVEVELrok—! |

4 RTTVa—NADBEOhoT,

5) FELEETDIIEL» o,

6) WEENFEGT TR, RS La o LB, HEESRICONE LB
7o

7) 1 got special experience in Philippines.

8) WHEICSIMLCR2>772TT,
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Appendix E: Notes for tentative themes by informant
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Appendix F: Notes for tentative themes by topic
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