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Introduction  

We are pleased to release the inaugural issue of Eruditi: The CGCS Journal of 

Language Research and Education. Eruditi is conceived of as an annual peer-reviewed 

digital journal, established to promote the research and teaching activities within the 

Center for Global Communication Strategies (hereafter “CGCS”) in the College of 

Arts/Graduate School of Arts and Sciences, The University of Tokyo. CGCS is a 

research and educational organization under College of Arts and Sciences/Graduate 

School of Arts and Sciences, The University of Tokyo. The center is located on the 

Komaba Campus and includes faculty who teach in and manage several language 

programs, including ALESS (Active Learning of English for Science Students), ALESA 

(Active Learning of English for Students of the Arts), FLOW (Fluency-oriented 

Workshop), and TLP (Trilingual Program). 

The journal serves to publicize both on- and off-campus research by current 

and former CGCS members in fields related to CGCS’s educational mission, and it also 

gives an opportunity for the lecturers to reflect on their work and share their 

pedagogical strategies and experiences with the teaching community. As such, Eruditi 

aims to further promote the development and enhancement of the CGCS programs in 

particular and foreign language education in Japan in general.  

The inaugural issue of Eruditi consists of four in-house and one guest paper. 

We take this opportunity to thank Tom Gally, Alexandra Terashima, Krishan Kumar, 

and Yuki Furukawa for kindly collaborating with the editorial team to bring this issue to 

fruition. We also extend our gratitude to all the authors for their enthusiasm and trust.   

 

Ksenia Golovina (TLP) 

Ingrid Kaufmann (TLP) 
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z^V�1Ąčǃ2čȏȒ�ęø1ŬŽɁŖƊ�D¦Jč7�  
What did University Students in Moscow Learn from a Student-led Japanese 
Class? 

ĚƷÇƠ 

Rie Oguma 
The University of Tokyo, Center for Global Communication Strategies 
 
(Received December 2016; Accepted March 2017) 

 
Abstract 
This study investigates a student-led Japanese language class at a university in 
Moscow. It was an experimental class for Russian students who were accustomed to 
a traditional passive-learning style. It aims to foster the students’ autonomy in 
Japanese language learning.  

The purposes of the study are (1) describing the student-led class in detail to 
share the practice, (2) investigating what the students thought of the class which was 
their first experience with an active-learning style as opposed to a passive-learning 
style, and (3) analyzing what they had learned from the student-led class. For these 
purposes, students’ reflection notes and a year-end survey are used for analysis. 

The design of the class is one in which each student has to search what the 
entire class should learn and conduct the class on his or her own. It has been 
revealed that the students took a long time to prepare the materials before leading 
the class, which made them learn on their own. The types of learning materials that 
they chose for the class are discussed in the paper. Some students used the same 
resources or topics as other students. It indicates that they had learned about the new 
learning resources from each other, in addition to where they should look for the 
materials. 

The study also examines how the student-led class was perceived by Russian 
students. It was apparent that the students highly evaluated the new style of the class. 
It was observed that the students understood other students’ thoughts and opinions 
through discussion, which in turn led to them better understanding their own. The 
students were stimulated by one another. Lastly, their reflections showed some clear 
assessments of what they have learned. However, it seemed difficult for them to put 
their learning into words; students might need further support from the teacher in 
this area. 

 
Keywords: ǯ�ȳɁȏķʔțĴčȏʔLVdMq}�i�WʔĂõɁ+�)
1ŬŽɁǂþʒJFLʓʔ�\L�Ąčǃ 
Second Language Acquisition, Learner’s Autonomy, Active Learning Style, Japanese 
as a Foreign Language, Russian Students 
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Abstract 
The ability of migrants to integrate with a host society is deeply affected by the 
migrant’s knowledge of the host country’s language. This paper presents the 
empirical findings of our study conducted in Japan in 2015-2016. The focus was the 
degree of Japanese language ability among Russian-speaking migrants in Japan, and 
the association between language skills and employment opportunities available to 
this population. We describe the learning sites and practices that Russian-speaking 
migrants utilized before and after their migration, offer insight into their Japanese 
language ability, and highlight the relationship between migrants’ employment status 
and Japanese language skills. Our aim is to illustrate the importance of affordable 
opportunities for effective learning and the role such learning plays in developing 
the language skills of migrants, thereby promoting their ability to secure 
employment in Japan. The analysis focuses on learning sites in Japan where the 
respondents studied Japanese. The sites included Japanese language schools, 
universities, private tutoring, and free language classes provided by regional 
administration centers and volunteer centers. As illustrated by both the objective and 
the subjective language ability assessments the respondents provided, overall 
language ability varied per group along a continuum that can be conceptualized as 
“university – Japanese language school – private tutoring – other.” The findings 
revealed discrepancies in the employment status of participants among these four 
groups. Narratives obtained through interviews helped us to identify areas of 
concern that potentially hamper migrants from obtaining the expected degree of oral 
proficiency and literacy in Japanese, at the corresponding learning sites. The data 
and findings presented here may serve to inform policy for targeted instruction in 
Japanese for migrants, according to their ability level and occupations, which would 
help to deliver effective training in Japanese that accords with migrants’ needs. 
 
Keywords: Russian-speaking migrants, Japanese language, learning sites, 
employment, integration   
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1 Introduction 

1.1  Opportunities for Foreigners to Learn Japanese in Japan  

According to Japan’s Ministry of Justice statistics, in June 2016 there were 2,307,388 
non-Japanese residents in Japan. This represents 3.4% growth compared with the 
previous year, and a 36.8% increase from 2000. The largest group in the foreign 
population is Koreans (19.8%), many of whom were born in Japan and speak Japanese 
as their first language, and Chinese people (29.3%). Once foreigners naturalize,1 they 
are no longer reflected in the statistics kept by the Japanese government on foreign 
residents. Koyama and Okamoto (2010: 3) report that 63.2% of the 121,000 foreigners 
who became naturalized in Japan between 2001 and 2008 were Koreans.  

The role of language knowledge in the integration of first-generation migrants into a 
host society is extremely important. Isphording (2015: 1) observes that “Immigrants 
who fail to achieve adequate proficiency in the host country language generally fail to 
achieve economic and social integration.” Gottlieb explores the problem of migrants’ 
integration into Japan’s society through a “language needs of immigrants” approach 
(2012a: 33). She suggests that “linguistic consequences of immigration for foreign 
residents can be far reaching in terms of both employment and personal life, whether 
individual or family” (Gottlieb 2012a: 34). Gottlieb further argues that these 
consequences have “ramifications for the host society, in terms of delivery of services 
and social cohesion” (ibid.). She discusses “immigrants who are struggling to achieve 
mastery of Japanese and the manner in which those needs are (or are not) being met” 
(ibid.), and points out that Japanese does not have the advantage of being a global 
language – unlike English. With Japanese not being widely spoken across the world, the 
struggles of immigrants entering Japan are real, “making the provision of JSL2 classes a 
key social issue as immigration continues to grow” (ibid.). Gottlieb further suggests that 
migrants deserve access to language services because of their status as taxpayers (2009). 

Burgess addresses the topic of Japanese language learning by foreigners who reside 
in Japan from the perspective of language ideology, which is inextricably connected to 
the dominant ideas of blood and citizenship. Burgess explores an array of discourses 
that he sees as inhibiting the development of streamlined policies to assist foreigners in 
learning Japanese. He states that “national teaching guidelines and curriculum detailing 
how to teach Japanese to foreigners living inside Japan still do not exist” (2012: 17). 
Drawing on newspapers and other sources, Burgess describes this condition as a 
systemic problem of JSL education, illustrated by the fact that in 2009, among 
2,200,000 foreign residents only 166,631 were students of Japanese. Only 12.9% of the 
31,000 teachers of Japanese in 2010 were full-time instructors; the rest were part-time 
                                                   
1  Acquiring Japanese nationality generally follows the bloodline principle, although in exceptional cases the 

place of birth is considered, if a child’s parents are unknown. Adult foreigners are required to undergo a 
naturalization procedure (Kondo 2016). Language requirements for naturalization are not explicitly included 
in the application guidelines, yet some applicants are selectively asked to take a language test (Gottlieb 
2012b: 7-9). 

2  Japanese as a second language.  
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instructors (35.5%) or volunteers (51.6%) (2012: 50-51). 3  Gottlieb (2012a: 48) 
examines the positive side of language instruction by volunteers, stating that “it is 
precisely this bottom-up activity and provision of language training with volunteer 
participation, reflecting acknowledgement of language needs in local communities, that 
may in time effect a change in national policy as well.” By contrast, Burgess (2012: 51) 
raises the concern that “the fact that volunteers tend to play the main role in teaching 
Japanese to foreigners in turn reflects the fact that no official license or qualification 
exists for JSFL4 teachers.”  

To understand how language teaching by unqualified people might fail to meet the 
needs of migrant learners, the findings of Heyse et al. (2015) are useful. Heyse et al. 
conducted research with Russian and Ukrainian women migrants in Belgium, many of 
whom were highly educated. The researchers reported on their conversations with a 
non-government organization representative, who suggested that current language 
services in Belgium – originally developed for less educated migrants in the past – 
might be “too low for highly skilled migrants; that is why many of them drop out” 
(Heyse 2015: 83). These findings, from a country with a tradition of language education 
for immigrants, serve as an important benchmark. They suggest that merely providing 
language classes is not enough; countries have to account for the various migrant 
populations. The lessons must be methodologically and cognitively structured to create 
opportunities for effective learning.  

Learning a foreign language in a host country, while undergoing a major life 
transformation brought about by migration, is a difficult task. This reality should be 
considered by researchers. Although the disturbances associated with such a 
transformation affect educational and labor migrants, whose primary aim is to study and 
work, they also affect “marriage migrants.” This is especially true if the period in which 
the migrant needs to master the language coincides with a gendered life stage that 
prevents them from studying in a focused manner. For instance, in Japan, language 
barriers are reportedly one of the most urgent problems experienced by immigrant 
women in the perinatal period (Kita et al. 2015). These findings highlight that linguistic 
needs strongly affect every aspect of a person’s life. Scully (2002: 402) examined a 
small group of Filipina women in rural Japan, and offers important insight into the 
complexities of the process in which her subjects either “succeeded or failed to 
assimilate into the local community and/or master the intricate details of Japanese 
language and culture.” Scully’s study reveals the highly personal nature of the 
acculturation process, which might not be directly associated with the length of stay in 
the host country. The women had followed different paths in maintaining or failing to 

                                                   
3  In 2014, the number of Japanese language learners who were accounted for among the foreign population 

(2,121,831) in Japan was 174,359 people. Of these, 82% were from Asian countries and 5% were from 
Europe, including Russia and other post-Soviet countries (Iwamoto 2015). The total proportion of migrants 
from Europe (including Russia and other post-Soviet countries) was 2.9% of the population of foreigners, 
according to 2014 statistics of Japan’s Ministry of Justice. These figures suggest that European migrants 
take great interest in attending centers at which Japanese is taught. 

4  Japanese as a second foreign language.  
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maintain the Japanese language they acquired, after the community-based support for 
newcomers – in the form of language and cooking classes – had finished (Scully 2002: 
411-413). The community-based learning support lasted six months. Thus, Scully 
focused on migrants who completed short-term language training provided by the host 
community rather than solicited by the women themselves. These women were then 
absorbed into the everyday hassles of their lives, pushing the hope of focused learning 
opportunities further away and leaving their linguistic needs unmet. This affected their 
ability to secure stable employment.        

The labor shortage in Japan, the increased number of migrants, and the need to 
utilize their working potential have been among the most pronounced topics in public 
discourse for nearly a decade. Inability to fully use the language in a society with a 
literacy rate of almost 100% (Maher and Yashiro 1995: 3) significantly affects migrants’ 
position in the labor market. This reality has an economic cost for Japan. The estimated 
cost of inadequate literacy in Japan is among the highest in the world, at USD 84.21 
billion in 2015 (World Literacy Foundation, 2015). An important development in terms 
of Japanese language education for migrants occurred quite recently. In 2015, the Japan 
Ministry of Health, Labor, and Welfare assigned the Japan International Cooperation 
Center (JICE) to organize the “Training Course for Promoting Stable Employment of 
Foreign Residents.” Although it is too soon to comprehensively assess this system, it is 
an important step toward providing migrants with targeted language learning 
opportunities and thus a chance to realize their employment potential. This in turn will 
have a positive effect on the country’s labor-shortage situation. 

1.2  Japanese Employment System at a Glance 

To provide some background for the results presented in Section 3, this section focuses 
on the main features of the Japanese employment system. The post-war Japanese 
employment system is characterized by lifelong employment, which favors men over 
women. Other features include low mobility of employees across firms, seniority-based 
wages and promotions, firm-specific training, hiring practices that enable new 
university graduates to be employed, and favoring young employees and those with elite 
education. All these features help companies to avoid unpredictability and cut their 
labor costs (Nemoto 2016: 31). Lifelong employment is reflected in Articles 25 and 27 
of Japan’s Constitution and in the country’s legal system; it is still largely supported 
both socially and politically (Noble 2012: 68). A number of changes have taken place 
since the 1990s, such as attempts to foster performance-based promotion and to increase 
temporary hires. However, these moves have only destabilized the employment system 
and intensified the gender gap, because women are hired to fill temporary positions. 
They do not provide real solutions to the inertia in Japanese employment practices 
(Nemoto 2016). Lifelong employment is granted through full-time tenured positions 
(seishain). Other employment statuses include contract positions, with a predetermined 
length of contract (keiyaku shain); and part-time positions (arubaito or paato5). There 

                                                   
5  Legally, both terms refer to part-time work and there is no distinction between them. Initially, the term 



Eruditi, Vol. 1. Section 1 (Original Research), pp. 17-35, Golovina, Mukhina. 

 21 

are also indirect employment positions (haken) for which a person is registered with an 
agency and dispatched to firms for various lengths of time (Takahashi 2012).  

1.3  Russian-Speaking Migrants in Japan 

According to statistics released by the Japan Ministry of Justice in June 2015, about 
7,973 Russians live in Japan, 68.5% of whom are women. Russians comprise the third 
largest population of European migrants, after people from the United Kingdom and 
France (Kurata 2016). Japan’s Russian-speaking population is in fact even larger, as it 
includes an estimated 14,000 people who have migrated to Japan from post-Soviet 
countries and who speak Russian as their first or second language.  

The migration of the so-called “female wave” of Russians to Japan, where marrying 
local men has become a characteristic feature, started in the 1990s. The collapse of the 
Soviet Union brought with it the liberalization of individual movement, followed by 
political and economic disturbances that peaked in the crises of 1998, 2008 and most 
recently 2014. These factors, among others, have contributed to women’s migration; in 
the case of Japan, initially women immigrated mainly for employment in the 
entertainment sector or for international marriages. More recently and to an increasing 
degree, women are migrating for educational and professional reasons (Mukhina and 
Golovina 2017) and are choosing to leave Russia in search of better opportunities. 

According to the OECD (Organisation for Economic Co-operation and 
Development) report “Education at a Glance” (2016), Russia has the second highest 
share of adults with a tertiary education. The employment rate of tertiary-educated 
adults was 83% in 2015, thus revealing the work-oriented nature of this population. 

2 Methodology 

The research described in this paper took a year to complete. It was conducted in Japan 
between April 2015 and March 2016, with Russian-speaking migrants as the 
participants and topic of study.6 The data were collected through interviews with four 
Japanese recruiting companies, an online survey, and 13 interviews with 
Russian-speaking migrants. The interviews with recruiting companies helped to identify 
problematic areas pertaining to the employment of foreigners in Japan, including issues 
regarding the Japanese language. The online survey (titled “On Education and 
Employment of Russian-speaking Migrants in Japan”) was developed through a paid 
online survey tool and consisted of 72 questions on migration routes, education in one’s 

                                                                                                                                                     
arubaito emerged among students to signify occasional labor; paato (from part-time), where one works a 
shortened day, appeared as an antonym to full-time work. These historical connotations are somewhat 
preserved nowadays, although an employer has the freedom to mark an advertised vacancy with either of the 
terms. While paato is often used to attract housewives, arubaito has come to be used rather broadly, without 
a specific group (such as students) in mind. As a reflection of the governmental discourse to reach 
marginalized populations, advertisements for arubaito posts often mention that “housewives, elderly, and 
foreigners” are welcome. 

6  This project was funded by The Japan Science Society (Sasakawa Scientific Research Grant).   
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home country and in Japan, linguistic abilities, and employment. To create the questions, 
we relied on previous literature and our own cumulative experience of 10 years in 
researching the Russian-speaking population in Japan. The incentivized invitation to 
participate was posted from June 24 to July 8, 2015 in the largest Facebook-based 
community of Russian-speaking migrants in Japan. At the time of the survey, this group 
had nearly 6,800 participants. The obtained data were cleaned and the final sample was 
N=184. The interview portion of the research was aimed at personalizing the data we 
had obtained through the online survey and at gaining a more in-depth look at the 
situation of Russian-speaking migrants’ education and employment. The interviews 
were held between August 27, 2015 and January 15, 2016, and the participants were 
invited through the same online community. For a few participants, the snowball 
sampling technique was also applied. Thirteen people from localities such as Tokyo, 
Kanagawa, Saitama, Chiba, Ibaraki, Kumamoto, Kyoto, and Osaka participated in 
face-to-face, in-depth, semi-structured interviews. Informed consent forms were 
gathered. All the interviews were recorded, transcribed, and coded using NVIVO. For 
the purpose of this paper, we employ the relevant portions of the data. 

In the following sections, we introduce and discuss the results of the online survey 
and our interview fieldwork. The focus is on the learning sites where our research 
participants learnt Japanese, the degree of language skills they obtained at those sites, 
and ultimately their employment situation. 

3 Survey Results: Japanese Language Learning Sites and Employment  
Most of our participants were women (80.4%) who were young, long-term stayers 
predominantly from Russia (72.8%). Therefore, the data from the online survey 
represent a microcosm of the population of post-Soviet migrants in Japan who possess 
comparable demographic characteristics (outlined in Section 1.3). We noted that 82% of 
the respondents had arrived in Japan as undergraduate or postgraduate degree holders. 
Given the targeted population’s high education level and potential for employment, as 
supported by OECD data, we were interested in their employment situation in Japan and 
whether it was associated with the migrants’ Japanese language skills – both oral 
proficiency and literacy. 

This paper is focused on Japanese language ability among Russian-speaking 
migrants, with regard to their current employment situation in Japan; we do not include 
respondents who held “foreign student” visa status. The latter subgroup comprised 
18.48% of our original (N=184) sample but we exclude their data here, as their primary 
purpose for migration was education. They can only work part-time and can thus be 
classified in a transitionary category. By the same logic, we exclude a respondent who 
was in Japan on a “cultural activities” visa. We include here the respondents who held 
working visas; spouses of Japanese nationals; spouses of foreigners who are permanent 
residents (but not those who accompany their working family member as a “dependent”, 
because of limitations in their working hours); permanent residents; long-term 
permanent residents; highly qualified human resources; and people who are naturalized 
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Japanese. Our sample for the purpose of this paper was N=147. The comparison of data 
on the current employment situation of the respondents was conducted according to the 
learning sites where the migrants learned Japanese in Japan. In addition, we outline the 
time the respondents allocated to learning, and the determination of respondents’ 
language ability using both objective assessment (Japanese Language Proficiency Test, 
JLPT) and subjective self-assessment (along the given dimensions and response 
categories). We also examine data on the migrants’ pre-migration learning of Japanese. 
Ultimately, we aim to explore the influence of a person’s Japanese language ability on 
that person’s employment opportunities in Japan. The results presented and discussed in 
the paper are summarized in Table 1 at the end of this chapter.  

3.1  Pre-migration Japanese Language Learning 

About 47.52% of the respondents had learned Japanese language before their migration. 
Most did so at universities as a first (47.14%) or second (10%) foreign language. These 
data were obtained from a multiple-answer question. Most (72.68%) of the respondents 
who had learned Japanese before migrating had continued their language studies for 
more than two years. The fact that these respondents studied Japanese as a first foreign 
language at universities in their home country suggests that their specializations might 
have been largely connected with Japan, in fields such as Japanese studies or translation 
and interpreting. People who receive a degree under such a specialization before 
migrating to Japan are commonly called “Japanologists” by members of the 
Russian-speaking community in Japan, regardless of their current occupations. These 
migrants are in a somewhat advantageous position in terms of the solid language 
training they obtained in their countries of origin. They find it relatively easy to 
navigate Japanese society in general and the labor market in particular.  

In the group of pre-migration learners, 50% of the respondents held Level 1 (old 
system until 2009) and 24.14% held N1 (new system) certificates in JLPT.7 The 
respondents were asked to rate their own Japanese language proficiency for the 
dimensions of speaking, understanding, reading, and writing. The response categories 
were “unable to use,” “can use with limitation,” “can use freely in everyday life,” “can 
use freely in academic settings,” and “can use freely in professional settings”. In the 
pre-migration-learning group, most respondents indicated an ability to use the language 
in professional settings, for all four dimensions: speaking (67.14%), understanding 
(71.43%), reading (51.43%), and writing (48.57%). Being able to use the language in a 
professional setting marks the highest level on the confidence scale, and this response 
was selected more often than any others. The data were gained from a multiple-answer 
question. With regard to employment, 82.86% were currently employed in Japan under 
varying employment statuses. We noted that people who had acquired knowledge in 
Japanese as university students in their home countries, and further continued to study 

                                                   
7  Summaries of linguistic competence for each level can be found at the JLPT website: http://www.jlpt.jp 

(Accessed May 1, 2017). There are five levels under the new system; N1 is the most advanced. Under the old 
system, four levels existed, with Level 1 being the most advanced. 
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the language at universities in Japan (12.92% of N=147), exhibited a high employment 
rate (89.47%) and stable working status (76.47%) as tenured full-time workers in Japan. 
This rate of tenured employment was higher than that of any other group we studied. 
Interestingly, this group had initially entered the country as educational migrants. 

3.2  Post-migration Japanese Language Learning 

Of the sampled respondents, 80.27% studied Japanese after migrating to Japan. Among 
them, 55.08% considered this to be their first time ever learning the language.8 In the 
survey (multiple-answer question), we asked respondents to choose the site where they 
studied Japanese in Japan, with the following options: university, Japanese language 
school, or privately with a tutor.9 They could also specify a particular learning site 
under the “Other” option, which allowed free answers. Most respondents chose 
Japanese language school (45.76%), followed by university (29.66%) and private 
learning (23.73%). In addition, 14.41% had studied at various self-reported learning 
sites (“Other”) such as language classes provided by local administrations, volunteer 
centers, weekend courses, and language exchange. One respondent attended UNESCO 
classes and another had attended JICE (mentioned in the Introduction to this paper). The 
average age at which the respondents had arrived in Japan was 24.7 years in the 
“Japanese Language Schools” group, 22.3 years in the “Universities” group, 25.8 years 
in the “Private Learning” group, and 27.5 years in the “Other” group.   

3.2.1 Japanese Language Schools 

An equal number of respondents (29.63%) in this group had studied the language either 
for 6 to 12 months or for more than two years – a total of 59.26% participants in this 
group. In addition, 77.77% of all respondents in this group held JLPT certificates. The 
prevailing JLPT levels were Levels 2 and 3 for the old system (36.36% each) and N2 
(51.85%) for the new system. Some people (16.66%) held both; that is, they held a 
certificate under the new system and had also passed JLPT under the old system. In 
their self-assessment, this group selected an equal number of the responses “can use 
freely in everyday life” and “can use freely in professional settings” (40.74% each) for 

                                                   
8  Migrants may possess varying degrees of pre-migratory exposure to the language of the country of 

destination, which in the long term has a potential to influence their success when actively learning the 
language in the host country. Isphording (2015: 5) observes: “Pre-migratory exposure might also take place 
through foreign language education in school or exposure to foreign language television programs, books, or 
other media.” In our survey, we gathered information on the pre-migratory learning sites, but adequately 
measuring the exposure through the literature or the media was difficult. However, we should keep in mind 
that even for migrants for whom studying the language post-migration might be their first time to actively 
explore the language, learners’ predisposition might vary by the degree of pre-migratory exposure.   

9  A total of 118 people learned the Japanese language post-migration. The number of samples of 134 (i.e., 54 
for Japanese language schools, 35 for universities, 28 for private learning, and 17 for miscellaneous learning 
sites such as free-of-charge language classes provided by local administration or volunteer centers) slightly 
exceeds the N=118 of learners. To better reflect reality, the respondents could have chosen multiple answers 
of the learning sites they attended.  
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speaking. For understanding, “can use freely in professional settings” (53.70%) was the 
most widely selected response. For reading, “can use freely in everyday life” was the 
most popular response (33.33%), but the number of people who indicated they had 
limited ability was also substantial. For writing, “can use with limitations” was the most 
widely selected response (40.74%). The difficulty of learning to write Japanese, 
compared with the other three dimensions, was evident in the high number of 
participants who selected this response. Clearly, although half of the answers indicated 
professional-level proficiency in speaking and understanding the language, many 
respondents were not fully literate – especially in terms of applying their reading and 
writing skills in professional settings. 

About 79.63% of respondents who studied at Japanese language schools were 
currently employed, with 67.44% working at a single place and the rest combining two 
or more side jobs. In this group, most people had full-time employment. The responses 
to multiple-answer questions indicated that 35.88% of these full-time workers were 
contract workers and 27.91% were tenured employees. However, the percentage of 
irregular work was also high: 44.18% of respondents indicated some form of part-time 
employment, mostly arubaito. A small percentage (6.98%) indicated entrepreneurship. 
Generally, this group exhibited a moderate level of Japanese proficiency and a low 
percentage of tenured employment. 

3.2.2 Universities 

Among migrants who had studied Japanese at university settings in Japan, 71.43% had 
received some form of tertiary education in Japan. We assume the rest – those who 
indicated they had not received tertiary education in Japan but had nonetheless studied 
Japanese in a university setting – had attended Japanese language centers affiliated with 
universities. Alternatively, they might not have completed a full university program.�
In the group of post-migration university learners, 34.29% had studied Japanese for 
more than two years – which was nearly 5% more people than the equivalent figure for 
Japanese language schools. Only 14.29% said they had studied for less than six months. 
A considerable number of responses in this group indicated pre-migration learning of 
Japanese at universities (82.61%), highlighting this group’s initial characteristic as 
educational migrants. This finding also shows that, for educational migrants aiming to 
relocate to Japan and enroll in one of the country’s university programs, learning 
Japanese or even majoring in it at university might be a necessary prerequisite for a 
successful transition.  

In this group, 71.48% of respondents are holders of JLPT certificates. The majority 
of cases (86.67%) indicate possession of a Level 1 certificate under the old system of 
JLPT, and 46.67% hold N1 certificates under the new system. The fact that so many 
respondents hold the most advanced level under the old system suggests that this 
group’s proficiency in Japanese is not newly acquired. These respondents had already 
acquired an advanced proficiency by 2009, the year the old system was replaced. Some 
hold certificates under both systems; 33.33% of certificate holders under the new 
system also possess a certificate under the old system. In their self-assessment, this 
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group exhibited the most advanced ability (“can use in professional settings”) for each 
of the four dimensions: speaking (80%), understanding (73.33%), reading (60%), and 
writing (53.33%). Predictably, writing remains an issue for this group. Although no-one 
reported an inability to write – unlike respondents in the other groups, 20% chose “can 
use with limitations” to describe their writing. Thus, although this group exhibits the 
highest level of both oral proficiency and literacy, literacy remains an issue. The 
situation can be explained in terms of “linguistic distance” (Isphording 2015: 3-5) 
related to differences in the writing systems of the alphabetic versus non-alphabetic 
languages (Gottlieb 2012a: 44, 53).10        

A total of 91.43% of respondents who studied Japanese at universities in Japan were 
currently employed. This is the highest employment rate among the groups we studied. 
In this group, 75% of the respondents worked in one place, and this group had the 
lowest percentage of respondents who were combining one or more side jobs to make a 
living. Most responses in this group indicated either full-time tenured (62.5%) or 
contract (18.8%) employment. Given that tenured employment (seishain) is traditionally 
considered the most stable and thus the most sought-after form of employment in Japan, 
a large proportion of this group can be considered as having obtained secure jobs. Only 
21.88% of the respondents – a smaller percentage than that in other groups – indicated 
some form of part-time employment, and 3.13% reported engaging in entrepreneurial 
activity. 

3.2.3 Private Learning 

Private learning indicates learning a language with the help of a paid private tutor. In 
this group, 35.71% of our respondents had studied Japanese for more than two years 
and 21.43% for less than six months. These figures represent a higher percentage of new 
learners than in the Japanese language schools or university categories.  

In terms of JLPT, 71.42% of the respondents held certificates: 45.45% held Level 2 
certificates in the old system and 53.85% held N2 in the new system. Some respondents 
held both; 30.76% of new certificate holders had passed the JLPT under the old system 
as well. In their self-assessments, no participants selected the advanced option (“can use 
in professional settings”) for any of the four dimensions. For both speaking and 
understanding, “can use in everyday life” was the most popular selection at 42.86% for 
                                                   
10 In the discussion on kanji learning among people who lack a kanji background, Paxton and Svetenant 

(2014:90) state that “mastering kanji is a complex and daunting task for learners from alphabet-based 
languages.” This sentiment is corroborated by the fact that Japanese, a non-Western orthographic language, 
is classified as one of the most time-consuming languages to learn (Graiger 2005, quoted in Paxton and 
Svetenant 2014: 90). This does not mean that, for instance, Chinese speakers have no difficulty in acquiring 
Japanese kanji. Tanaka (2015) raises the issue of orthography versus phonology-based processing of kanji by 
Chinese learners, revealing a complex nature of mutual kanji recognition within the Sinosphere. Yet she 
states that compared with learners from alphabet-based cultures, Chinese learners already have a basic 
knowledge of kanji and can distinguish the basic meanings (2015: 902). Furthermore, research has shown 
that various strategies, such as mitigating “unwarranted negative attitudes” about the Japanese writing 
system being too complex, and building curricula in line with the learners’ cognitive capabilities (Mori 2012), 
may help students to master kanji acquisition successfully. 
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each. For reading and writing, “can use with limitations” obtained the highest share of 
responses, with 39.29% of participants selecting this answer for reading and 46.43% for 
writing. Across all four dimensions, 7.14% indicated a complete lack of language 
knowledge.  

About 73.08% of the respondents in this group were currently employed; 63.16% 
worked in one place and the remainder combined two or more side jobs. Cases of 
employment as irregular workers (mostly arubaito and a small percent of paato) 
account for 68.43%, which is a higher proportion than its counterpart in the Japanese 
language schools and university groups. About 36.84% were employed as tenured 
full-time workers and 15.79% were full-time contract workers. These data were yielded 
by multiple-answer questions. 

3.2.4 Other  

The “Other” category combines free municipal language classes, volunteer centers, 
weekend courses, and JICE and UNESCO classes as self-reported by the respondents. 
In this group, an equal number of learners had pursued post-migration studies of 
Japanese for less than six months, one to two years, and more than two years (29.41% 
each). This group exhibited the lowest number of long-term learners compared with 
other groups.  

In this group, 82.35% were holders of JLPT certificates; the predominant level under 
the old system was Level 3 at 37.50% and in the new system it was N2 at 50%. Some 
held both: 25% of new certificate holders also had a certificate under the old system. In 
their self-assessment, the “can use in everyday life” response gained the most 
endorsements (47.06%) for speaking. The “can use with limitations” and “can use in 
professional settings” responses were each selected by 35.29% of respondents for 
understanding. “Can use with limitations” and “can use in everyday life” were the most 
popular choices for reading (29.41% each), and “can use with limitations” was the most 
popular response (41.18%) for writing. The reading and writing dimensions obtained a 
substantial share of responses that indicated a lack of literacy (17.65% and 23.53%, 
respectively), higher than those in any other group. 

A total of 64.71% of respondents in this group were currently employed, which was 
the lowest employment rate among the compared groups. In this group, only 54.55% of 
the respondents worked in one place and the remaining migrants were combining two or 
more side jobs. This group had the highest number of respondents who performed two 
or more jobs at once to make a living. With regard to employment status, 73.35% of the 
participants indicated they had irregular employment (mostly arubaito), and 36.36% 
were employed as tenured full-time workers. The data were obtained from 
multiple-answer questions.  
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Table 1: Comparison of results by site of learning Japanese. (Legend: “/” indicates that both 
response categories have an equal percentage of responses.) 

4 Interview Results: Learners Raise their Concerns 
In this section we present the findings from the face-to-face interviews. The interview 
data provide deeper insight into Japanese language learning by Russian-speaking 
migrants. This information allowed us to explore the reasons for many people failing to 
achieve oral proficiency and (particularly) literacy, despite their learning the language in 
Japan. In this paper we focus on a few narratives about sites for learning Japanese and 
the challenges migrants experience when attempting to learn the language. 

As we analyzed the interview data, a variety of topics emerged that revealed 
migrants’ everyday struggles while learning the language in the hope of securing a job. 
These struggles often related to the unavailability of affordable learning sites and being 
constantly slowed down by daily life circumstances in the migrants’ respective life 
stages. Unclear and often unrealistic linguistic demands by potential employers were 
also articulated as an area of concern. Discrepancies in the types of tuition required 
emerged as a structural factor responsible for the divide in respondents’ Japanese 
language ability, which further influenced their employment status. The following 
narratives gathered during the interviews illustrate the scenario. The narratives are 
grouped thematically.    

 
[1]. “After going to that language school, I went to another one for two years. As my 

specialization is education, I could see that the teaching methods were wrong in 
the first school. Well, I don’t know. Maybe this system is considered effective 
here.” 

 
[2]. “He [Japanese husband] then sent me to study at the X University. But there was 

no specific language [to use at work] while training there.” 
 

Japanese Language Schools Universities Private Learning Other

Over two years’ length of studying 29.63% 34.29% 35.71% 29.41%
JLPT holders 77.77% 71.48% 71.42% 82.35%
Predominant JLPT level (old system) Level 2/Level 3 Level 1 Level 2 Level 3
Predominant  JLPT level (new system) N2 N1 N2 N2
Both certificates 16.66% 33.33% 30.76% 25%

Speaking 

can use freely in everyday life/
can use freely in professional

settings

can use freely in professional
settings can use freely in everyday life can use freely in everyday life

Understanding

can use freely in professional
settings

can use freely in professional
settings can use freely in everyday life

can use with limitations/
can use freely  in professional

settings

Reading 
can use freely in everyday life can use freely in professional

settings can use with limitations can use with limitations/
can use freely in everyday life

Writing 
can use with limitations can use freely  in professional

settings can use with limitations can use with limitations

Employed 79.63% 91.43% 73.08% 64.71%
Work in one place only 67.44% 75.00% 63.16% 54.55%
Employed as tenured workers 27.91% 62.50% 36.84% 36.36%
Employed as contract workers 35.88% 18.80% 15.79% None
Employed part-time 44.18% 21.88% 68.43% 73.35%

Self-assessment (predominant responses)

Employment

Length of studying Japanese and JLPT levels
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[3]. “Volunteer centers are not really effective. They are more for just talking.” 
[4]. “So I lost my motivation and dropped out of the volunteer center.” 
 
[5]. “I think the best would be really good language courses, preferably with Russian 

teachers.” 
[6]. “I have to start looking for some instruction, maybe through Skype.” 
 
[7]. “If only I attended something like this [JICE language courses] when I first came 

to Japan, it would have changed a lot in my life.”  
 

These narratives reveal the general concerns of Russian-speaking migrants about the 
Japanese language instruction they received at learning sites they attended in Japan. The 
narrative [1] by an informant who has an educational background in pedagogy, and who 
changed schools after observing ineffective teaching methods in the first center she 
attended, is of interest. Whereas switching schools was an option in her case, for most 
migrants this might not be a choice because attending an expensive commercial 
language school is often a challenge in itself. The informant in the second narrative told 
the story of how her husband had facilitated her university learning in Japan, which later 
helped her to gain full-time employment. Although proficient in Japanese, she expressed 
the wish to have had an opportunity for more targeted learning of professional Japanese, 
which could have minimized her language difficulties at work. 11  The second 
informant’s extended narrative, as well as the many other comments we recorded, 
suggest that most of these struggles have to do with written Japanese used in the 
workplace. Although some unskilled jobs might not require one to be literate, our 
observations of work advertisements targeting foreigners suggested the opposite. For 
example, kitchen work might require an N1 certificate of JLPT, or people might be 
asked to read at an interview when applying for a cleaning job at a hotel. Once again 
this highlights the need to help foreigners become literate in Japanese. As these two 
cases indicate, the situation is aggravated by the general ambiguity of standards 
pertaining to language skills required for certain work. 

Volunteer centers [3] and [4] were criticized for focusing on casual talking only, 
thereby suggesting that the centers our informants attended might have been sufficient 
as multicultural communication sites but not as language training sites. Staying 
motivated in such an environment proved to be difficult and the informant quit the 
volunteer center. This situation suggests that the participants’ expectations that they 
would master the Japanese language beyond daily conversations were unmet, and the 
level of teaching did not match their educational backgrounds and expectations for 
future employment. This issue should be considered in conjunction with the critical 
observations by Burgess (2012) (referred to in the Introduction) on the teaching of 
Japanese by volunteers and the lack of licenses or qualifications. We argue that when 
the lack of license or qualification translates into ineffective teaching, as perceived by 

                                                   
11 In this regard, McHugh and Challinor (2011) suggest that implementing effective employment-focused 

learning for migrants, although difficult policy-wise, can play a crucial role in opening doors for their 
success in the workplace. 
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some of our research participants who attended volunteer centers, foreigners in Japan 
fail to attain proficiency in Japanese. Therefore, their linguistic needs are not met, which 
does not improve their ability to secure the desired form of employment or to be 
employed at all. This issue (which we discussed in the Introduction) also emerged in the 
research by Heyse (2015), which showed that educated migrants tend to drop out of 
free-of-charge language courses that are not tailored to their level and needs. 

One informant [5] articulated the wish to have Japanese taught by Russian-speaking 
instructors, who could easily convey the complexities of grammar. Another participant 
[6] desired a more flexible way to sustain her language knowledge through Skype 
classes with an instructor. These two narratives illustrate that migrants look for 
alternative ways to improve their Japanese language skills if they cannot afford to enter 
a commercial language school and have not received proper support at the learning sites 
they initially attended. Although we chose only a few narratives that we considered 
illustrative for the purpose of this paper, most of the narratives we recorded about 
language learning sites in Japan were characterized by a degree of frustration. The 
narrative [7] from an individual who came to Japan many years ago and in 2016 
attended the newly established JICE courses is of particular interest. This narrative 
highlights the relationship between life’s unfolding in the host country, on the one hand, 
and language skills facilitated through the provision of language education for migrants 
on the other. The availability of sites for effective language learning, with wide regional 
representation and a target population in mind, greatly influences migrants’ livelihood. 
Through our conversations about these courses with members of the Russian-speaking 
community, we recorded the following concerns: unavailability of such courses in many 
prefectures, limited availability of advanced levels compared with basic levels, and 
insufficient outreach. Participants reported that representatives in some local Harōwāku 
offices (Japan’s governmental employment services center), which are responsible for 
promoting the JICE courses, were unable to provide them with any information. We 
suggest that information dissemination about these courses, especially in view of their 
potential impact – as indicated by the informant in the narrative extract above – may 
boost the outreach by community leaders. 

5 Discussion and Concluding Remarks 
In the analysis of data from our online survey, discussed above, we highlighted the 
major differences among the four groups studied in this paper. The groups were as 
follows: 1) migrants who learned Japanese in Japan through Japanese language schools, 
2) those who learnt Japanese at universities, 3) those who learnt privately, and 4) those 
who used various self-reported learning sites (the “Other” category). Although the 
“Other” group had the lowest share of respondents for some parameters (e.g., number of 
long-term learners or holders of advanced certificates in JLPT), many respondents in 
each group had clearly devoted much time and effort to language learning. However, as 
seen from both the objective assessment (JLPT) and especially the subjective language 
ability assessment the respondents provided, overall language ability varied among the 
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groups along the “university – Japanese language school – private tutoring – other” 
continuum. Discrepancies were also noted in the migrants’ resultant employment status, 
along the same trajectory. The highest levels of unemployment occurred among 
respondents who had studied in free language classes provided by local administrations 
and at volunteer centers. Both of the groups in which Japanese had been learned 
privately or at various (mostly) free learning sites had the highest shares of irregular 
workers, employed as arubaito. In the Japanese language school group, although more 
participants worked full-time than irregularly, most respondents were employed under 
contracts rather than as tenured employees. The university group displayed the highest 
proportion of employment in general and full-time employment in particular. People 
who had studied the language at universities prior to coming to Japan, and continued 
their studies in the academic setting post-migration (i.e., so-called educational migrants 
or “Japanologists”), exhibited the highest rate of full-time tenured employment. 
Although we were encouraged by the finding that people who could be considered as 
having initially aspired to connect their future with Japan were able to obtain secure 
positions in Japan, their share in the sample was relatively small. It is unrealistic to 
demand that migrants should learn Japanese at a university both before and after 
migration, or even only post-migration. University is often inaccessible because of the 
expense and in terms of the life paths of migrants who arrive in Japan through 
non-educational routes. Most of our participants were already university graduates, at 
both undergraduate and graduate levels, at the time of their migration. However, our 
findings showed that pre-migratory education in general plays a less significant role in 
one’s employment in Japan than does a degree obtained in the country, or a combination 
of two degrees.   

Some comment is needed on the high employment rate among migrants who studied 
Japanese at universities in Japan. Studying at a university in Japan in itself might be 
associated with increased employment opportunities. This trend cannot be overlooked 
when discussing Japan, given the shinsotsu saiyō system that favors new university 
graduates as tenured employees – a system still prevalent in Japan (albeit in changed 
form). Migrants who graduate from Japanese university programs,12 having secured 
jobs in Japan, then develop their language ability further in the workplace; whereas 
those who do not possess this advantage receive fewer employment opportunities and 
thus fewer chances to advance or sustain their Japanese language ability. Under these 
circumstances, as observed by Isphording (2015: 7), “better-quality jobs, higher wages, 
and higher employment probabilities” function as “incentives for learning.” We 
observed that in the absence of these incentives, non-university groups with poor 

                                                   
12 However, mentioning the university programs in Japan that offer tuition in English, the completing of which 

does not necessarily grant employment in the country for someone who does not speak Japanese, is 
necessary. Burgess (2012: 49-50) addresses this issue by questioning the positive side of the recently adopted 
Global 30 project in Japan, which has “promotion of English in research institutions” as one of its aims. He 
argues: “If non-Japanese students are able to graduate from a Japanese university never having taken content 
classes in Japanese, their employment prospects in Japan will inevitably be limited and Japan will likely lose 
much of the very “top-class talent” the project aims to retain.”  
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prospects of tenured employment might not find an investment in their language ability 
(beyond the initial period of studying) highly appealing. Therefore, Japan’s employment 
system in itself functions as an inhibitory factor in the employment of foreigners.   

We therefore emphasize the need to provide better language services for migrants 
belonging to non-university groups. Although the Japanese language school group 
showed a fairly balanced outcome in terms of participants’ current employment, with a 
20.37% unemployment rate, this type of commercial education might not be within the 
financial reach of some migrants. However, the fact that 45.76% of our participants had 
enrolled in commercial Japanese language schools suggests that many respondents were 
both able to afford it financially and understood the need to do so, given the limited 
availability of free opportunities for effective learning.13 

Studying privately with a tutor also emerged as a popular option. The resultant 
employment rate and status were lower than those associated with Japanese language 
schools. Our findings showed that only a small number of participants accessed the 
free-of-charge learning opportunities, and ultimately these did not meet respondents’ 
language needs. Enrollment at free learning sites usually did not boost people’s 
stable-employment status and might not have resulted in any employment at all. 

Only 3.03% of the unemployed migrants in our sample indicated that they did not 
want to have a job; the rest showed a desire to be employed to varying degrees. All the 
unemployed people in our sample were women and childcare emerged as the most 
crucial inhibitory factor for employment (54.55%). Language barriers were a close 
second (51.52%; data obtained by multiple-answer questions). Although the lack of 
childcare support can prevent women from working at the moment, language barriers 
may prevent them from using the available childcare support or even from attempting to 
become employed. Therefore, these factors are strongly interconnected. Krumm and 
Plutzar (2008: 9) suggest that although mothers might not feel the need to learn the 
language or might lack opportunities to do so, this situation changes when their children 
grow older. Therefore, we argue that migrant women who have limited Japanese ability 
and are unemployed will experience a strong need to master the language later in life. 
When they do, their expectations should be met. The life-course perspective on female 
migration is illustrated by Heyse (2011), who traces how initially low interest in 
employment later transforms into the desire to find a job. Therefore, this category 
should be examined from a longitudinal perspective. 

Essentially, our findings showed that the education which respondents received 
before migration shaped their potential to become working professionals in Japan. 
People who succeeded in translating this potential to meet the realities of the Japanese 
labor market were ultimately able to secure better forms of employment or even start 
their own businesses. This potential can be enhanced through enrolling in tertiary 
programs in Japan or investing in commercial language education. Migrants who invest 
in their language skills eventually become members of the category of “highly skilled 
foreign workers,” who are officially recognized by the Japanese government as a target 
                                                   
13 However, it is important to note that recently certain Japanese language schools in the country have served 

as a channel for labor migration (Liu-Farrer 2009). 
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migrant population to nurture. However, many of our respondents who could have fit 
into this category if they had been given access to better language services to strengthen 
their Japanese, were destined to gain only unstable and socially uncertain part-time 
positions or to remain unemployed. They had not managed to secure stable employment 
in, for instance, the service sector.  

Our research provides an empirical illustration of the challenges migrants face when 
attempting to learn the Japanese language through currently available learning sites. The 
framework of our work is a discussion on employment status and form, and our 
conclusions are based on firsthand data from the Russian-speaking community in Japan. 
Because expecting migrants to enroll into university programs to learn Japanese is 
unrealistic, and because commercial language schools might only be accessible to 
migrants who initially possess a level of financial security, the Japanese government 
needs to make a greater effort to provide free municipal courses. This would provide 
opportunities for more targeted, by-level, work-focused, and thus effective learning that 
accords with the needs of migrants. At the same time, moving volunteer efforts into the 
multicultural communication domain to emphasize the inner strength of these initiatives, 
while ensuring that migrants are not unwittingly misled into assuming that these centers 
are facilitated by the administration as the primary source for mastering Japanese, may 
be a reasonable step. Furthermore, an expansion of the JICE program into regions 
would benefit a large pool of migrants if combined with aggressive outreach. In sum, 
the provision of Japanese language teaching should be organized in such a way that 
migrants are able to achieve the language proficiency they need to become employed – 
which includes the ability to read and write. 
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Abstract 
Teaching English communication to students of science is an essential aspect of 
scientific education, if students are to develop and become competitive in a global 
setting. The ALESS (Active Learning of English for Science Students) Program at 
the University of Tokyo is a 13-week academic writing course for all first-year 
students of science. The course is taught completely in English by instructors with 
diverse backgrounds from not just the natural sciences, but also from the social 
sciences and humanities. For this course, active learning is encouraged and the 
scientific thought process is emphasized through project-based learning, and 
students partake in this scientific process by designing and performing scientific 
experiments which provides the content for their academic papers.  
 Here, the “support system” includes assistance for students as well as mutual 
cooperation amongst instructors. As instructors have diverse academic and teaching 
backgrounds, collaboration and mutual learning constitute an important element of 
the development of effective curriculum and pedagogy. Among various aspects of 
the ALESS course, this paper specifically focuses on the supporting system involved 
in the course. Based on the close examination of the current situation, this paper 
proposes some possible solutions to problems observed in this study. This study may 
contribute to the development of course design and teaching methods in English for 
Specific Academic Purposes. 
 In this paper, reasons for students to seek advice will be discussed with specific 
examples of some actual visits. Furthermore, recent attempts to minimize the gap 
between students’ interests and TAs’ background disciplines to provide more 
effective consultations will be mentioned. Some reflections by instructors of various 
backgrounds as well as some specific concerns that have risen will be reported. Here, 
we will consider some of the difficulties that are encountered, not by students, but 
by the instructors and teaching assistants who directly support those taking the 
course, and discuss the support systems that are in place.  

 
Keywords: ALESS, English for Specific Academic Purposes, pedagogical practices, 
scientific writing, support systems 
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1 Introduction to the ALESS Program 

1.1  Academic Writing for the Sciences  
Academic writing in English is rapidly becoming a required course as part of the 
English education across all disciplines in Japan. The language of science, as the 
language of literacy, has become common in various aspects of everyday life (Hyland 
2008: 301), and becoming familiar with the shared language in scientific writing is 
increasingly considered important even at the undergraduate level, rather than assuming 
that students will learn the writing skills that they will need to succeed later, after they 
become researchers or take up another profession (Maratese 2013: 3). It is also ideal if 
Japanese students can learn to write in English without first writing in Japanese, then 
translating into English. Not only does this save time, direct translations do not make 
writings easier to communicate to non-Japanese readers (Gosden 1996: 121).  

To support such needs, the ALESS Program started in 2008 to prepare 
undergraduate students to be able to understand the construct and also be able to write 
in English in the most common research format (IMRaD i.e., Introduction, Methods, 
Results and Discussion) to present scientific research (Gally 2010, Gally 2011, 
Middleton 2013). The program is specifically for all first-year students studying science. 
It has been reported that a significant majority of graduate students in Korea find that 
they had been at a disadvantage when publishing papers due to technical problems with 
the language (Cho 2009: 237). Therefore, “[h]aving them acquire appropriate writing 
skills in English would increase their confidence in English” (Cho 2009: 238) and make 
them and the country as a whole more competitive globally (Cho 2009: 237). 
Approximately 80% of science students from the University of Tokyo pursue advanced 
degrees in graduate school, so in order to prepare its students to perform well as 
researchers, the ALESS Program believes that an early start is beneficial. 

From purely a teaching perspective, there are many decisions that must be made by 
programs implementing such academic writing courses. From choosing the specialty of 
the instructors to deciding on the language of instruction, each decision will have 
impact on the students and on the success of the course. Furthermore, there are 
conflicting arguments about whether the scientific method should be implemented in 
classrooms to teach how to investigate science or more simply, “how science is done” 
(Windschitl 2008: 8). The argument against contends that the scientific method does not 
allow students to learn a subject matter deeply, focuses on the testing of predictions, and 
“lacks epistemic framing relevant to the discipline” (Windschitl 2008: 1).  

For the ALESS Program, all classes are taught in English by instructors from 
various fields of research. It also follows the scientific method, as a form of authentic 
practice to teach English is applied in preparing students to become comfortable reading 
and writing scientific communication. Authentic forms of inquiry allow students to be 
enthusiastic and engaged in activities, although it may not focus students’ attention to 
actual scientific ideas (Windschitl 2008: 4). As an English class ALESS is not focused 
primarily on teaching scientific content, instead the activities are used to facilitate 
academic writing. Windschitl (2008) argues that the actual scientific method may not 
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lead students to ask “why” questions, but may be “reinforcing a naive ‘discovery’ 
worldview in which scientists pose random questions without the framing of any 
underlying model” (Windschitl 2008: 6). Nonetheless, in ALESS classes, students begin 
by finding background papers to find gaps in knowledge to form the initial research 
question and to pose a hypothesis. Furthermore, the actual IMRaD format forces 
students to ask questions such as “why was the experiment important to do?” or “why 
were the results unexpected and what were the limitations that may have led to the 
discrepancies?” leading to development of conceptual understandings that can be guided 
in the classroom.  

Modeling the scientific process stimulates scientific inquiry, and the authenticity of 
activities stimulates discussions, makes each activity more individualized and 
meaningful for each student, and also models research that many students will pursue in 
graduate school (Mishina 2015). Furthermore, incorporating an experimental aspect 
allows students to perform their own research and find scientific articles related to their 
research. This naturally raises awareness of the language that is used in scientific 
communication and provides concrete content for learning. This is important as classes 
are mixed levels, and for those language learners who are not proficient in English. The 
experimental aspect provides something concrete, rather than abstract ideas, to write 
and incorporate into their academic papers. Therefore, the supporting system for 
students must address two aspects—developing an academic writing skill in English as 
well as designing and performing original scientific experiments. The ALESS Program 
believes that the final product of the course, students’ final IMRaD papers, is extremely 
important, but it puts just as much emphasis on the magnitude of the learning process 
throughout the course. By providing self-access support centers, the program provides 
opportunities for students to gain effective and valuable learning tools for the future.  

 

1.2  Support Centers for Students 
To assist students taking the ALESS course, there are two support centers. The Komaba 
Writers’ Studio (KWS) is a writing center to help ALESS students with the writing 
aspects, whereas the ALESS Lab is a laboratory to help students with scientific 
assistance. Both of the support centers are self-access and encourage autonomous 
learning. Each support center has a manager who is in charge of overseeing and 
organizing the consultations, but on the whole, the actual consultations are initiated by 
graduate student teaching assistants (TAs). 

The Komaba Writers’ Studio (KWS) is a writing center initially created specifically 
for the ALESS Program and is designed to support students with the writing aspects of 
the course (Gally 2010). “Writing for publication in peer-reviewed research journals 
requires specialized skills and knowledge. It asks for mastery of English grammar and 
the ability to structure and present a convincing, logical argument. It needs a clear 
understanding of the technical requirements of the research paper genre and of 
international norms governing their production” (Matarese 2013: 2). The concept of the 
KWS, however, is to not simply provide a grammar check assistance but rather help 
students with all other aspects of the writing process, including improving ideas and 
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helping students develop the thought processes that would help them in their future 
writing. ALESS students can receive individualized writing assistance for such concerns 
at the KWS. 

In general, the KWS has approximately 1200 visits each semester and estimates that 
approximately 50% of students revisit for follow-up consultations. The 40-minute 
consultation sessions can be in either English or Japanese, providing students with 
options to speak with the TAs who are comfortable consulting in either Japanese or 
English. More than 20 graduate students work as KWS TAs each year, and every 
semester, they are trained while on the job to get immediate feedback after each session 
and to observe other TAs consulting students. They participate in workshops with 
invited speakers on topics such as “how to lead sessions.” They also participate in 
role-playing sessions to play or consult a hypothetical “difficult student.” KWS TAs are 
also required to attend ALESS classes to observe and learn how the classes are 
implemented and discover their role in the Program. 

The second support center for students is the ALESS Lab, which is a scientific 
laboratory specifically designed to support students of the ALESS program (Yamamura 
et al. 2016). The ALESS program covers a variety of science disciplines. There are 
about 20 graduate students who serve as TAs and consult approximately 1300 
undergraduate students each semester. The ALESS Lab is a scientific laboratory 
specifically designed to support the students of this course. There are approximately 
3000 consultations each year, attesting to the role that it plays in active learning in this 
course. TAs have a wide variety of science backgrounds, including mathematics, 
physics, chemistry, biology. These Science TAs have the responsibility of helping 
ALESS students with their research projects.  

 

2 Support for ALESS Staff 

2.1  Support for ALESS Lab TAs 
Students generally visit the ALESS Lab for three main reasons (Figure 1):  
 
Case 1. Students want help coming up with initial ideas for their ALESS experiment (more than 

50%).  

Case 2. Students want to know how to prove their scientific questions and actually set up their 

experiments (40%).  

Case 3. Some students come to the ALESS Lab because they want to use cutting-edge 

technologies (less than 10%).  

Figure 1: Three main reasons for ALESS Lab visits by students 

As ALESS students spend the first several sessions deciding on a research question and 
an experiment to answer the question, many seek advice early in the semester at the 
ALESS Lab. The topics of the research questions can range from biology and food 
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chemistry to physics, for instance, so the ALESS Lab consults students about a wide 
variety of scientific disciplines. Table 1 shows the research topics of the consulting 
students as well as the research fields of the ALESS Lab TAs for the Autumn semester 
2016.  
 

Research Topic Number of 
Consultations 

Research 
specialty of the 

TAs 

Mathematics 10 2 

Physics 132 5 
Chemistry 57 5 
Biology 105 11 
Food Science 141 0 
Behavioral Science 25 2 
Other 77 - 

Total 547 25 

Table 1: The number of consultations in one semester by research topic and research field of 
the 25 ALESS Lab TAs in Autumn 2016 semester 

Furthermore, as the ALESS Lab consultations are by walk-ins only, TAs have the 
responsibility of assisting students with their experimental projects “on the spot,” and 
these TAs may find it problematic if they are consulted about experiments that are 
outside of their field of discipline. In fact, in such cases, most of the Science TAs felt 
that during the consultations they were unable to confidently advise students on subjects 
outside of their respective disciplines.  

Among students who visit the ALESS Lab more than half consult with TAs because 
they are unsure what they should do for their ALESS experiment. Experienced Science 
TAs usually begin consultations by asking students about their general interest in 
science; however, some students have a difficult time answering. In such situations, a 
new TA may not know how to successfully proceed with the consultation. On the other 
hand, a few students visit the Lab wanting to use specialized equipment or perform 
advanced research such as stem cell research. As the ALESS experiments are expected 
to be performed with commonly available materials, TAs must explain to the students 
that not all ideas are feasible to perform in the ALESS Lab. 

Some students have specific ideas about what experiment they want to perform, but 
consult the TAs about how to set up their experiments. For instance, a student wanted to 
know the strongest bridge shape. Although the student came to the Lab with models of 
the different bridges, he did not know how to measure and compare their strength. 
During the consultation, an experienced Science TA suggested that plastic pet bottles 
filled with a known amount of water were useful to measure the resistant weight of the 
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bridges. The advice worked well to compare the bridge models. In another consultation, 
a student wanted to know how fast hot water cooled down to room temperature in a 
mug. Despite her attempts at searching for literature to find a method for her experiment, 
she was only able to measure cooling times in different mugs due to the suggestion of a 
TA to use a stirring bar and a magnetic stirrer. However, coming up with such advice 
quickly can be more difficult for a new TA, who has not been exposed to a wide range 
of student ideas and is not yet experienced with the types of questions that the students 
may ask. Therefore, less experienced Science TAs often encountered difficulties and 
uncertainties when consulting students about their experiments. For these TAs, there is 
now a database accumulating examples of ALESS consultations: trends and useful 
solutions for questions that often arise in ALESS experiments of each science field. In 
addition to the new database, to further streamline the consultations, a consulting�  
manual was made to support the Science TAs (Figure 2).  

 

Figure 2: Manual made for Science TAs to facitilate ALESS consultations 

In Case 1, ALESS students do not know what they should do for their experiments. First 
of all, a Science TA should understand the interests of the students and categorize their 
experimental topics into mathematics, physics, chemistry, biology, or others (Table 1). 
Second, if the Science TA comes up with ideas of the experiment in each category, the 
TA should show examples of possible experiments to the students. If the TA has only a 
few ideas, the students, now that they know the categories of their interest, can think of 
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mug. Despite her attempts at searching for literature to find a method for her experiment, 
she was only able to measure cooling times in different mugs due to the suggestion of a 
TA to use a stirring bar and a magnetic stirrer. However, coming up with such advice 
quickly can be more difficult for a new TA, who has not been exposed to a wide range 
of student ideas and is not yet experienced with the types of questions that the students 
may ask. Therefore, less experienced Science TAs often encountered difficulties and 
uncertainties when consulting students about their experiments. For these TAs, there is 
now a database accumulating examples of ALESS consultations: trends and useful 
solutions for questions that often arise in ALESS experiments of each science field.  

In addition to the new database, to further streamline the consultations, a consulting 
manual was made to support the Science TAs (Figure 2).  

 
 

 
 
 
 

Case 1: Students who do not know what they should do for their ALESS 
experiment (>50%) 
 
 
 
 
 
Case 2: Students who want to know how to prove their scientific 
questions (40%). 
 
 
 
 
 
Case 3: Students who want to use cutting-edge technologies (<10%).  
 

Science TAs understand interests of students. 
⬇ 
Science TAs give some example of the experiments according to 
their interests.  

This case still depends on each Science TA’s ability. 
⬇ 
Matching an ALESS experiment with TA expertise is necessary. 

Science TAs explain that the ALESS program is an English course 
of writing. 
⬇ 
Science TAs let students reconsider their project similar to Case 1.  
 



Eruditi, Vol. 1. Section 2 (Pedagogic-Methodological Practices), pp. 36-47, Saneyoshi, Mishina, 
Nozawa. 

 42 

a question again and revisit the ALESS Lab at a later time. As in Case 3, if ALESS 
students want to do advanced research experiments, Science TAs must remind the 
students that ALESS is an English course for writing. Then, they consult the students 
similar to case 1. Finally, in Case 2 where ALESS students know what they want to do, 
but they do not know how to do their experiments, it becomes essential for Science TAs 
to use their background knowledge and rely on their expertise. Therefore, the advice 
strongly depends on the ability of each TA.  

The TAs are selected to work in the ALESS Lab for their research expertise as well 
as their ability to work well with students. Most of the ALESS students visit the lab 
with high expectations of the Science TAs. However, sometimes there is a gap between 
the TAs’ disciplines and the students’ research interests. TAs have a diverse background 
in fields such as mathematics, physics, chemistry, biology, so if they have to consult 
students on topics outside of their discipline, their expertise would not help. As can be 
seen in Figure 2, the most popular ALESS research topic is in the food sciences. Despite 
this substantial interest in food-related experiments by undergraduate students, the 
ALESS Lab does not have TAs with research fields in food science or food chemistry. 
In fact, in such cases, most of the Science TA felt that they did not have confidence to 
consult in the different disciplines. If TAs have difficulty in consulting students, the 
ALESS manager will assist them with regards to conceptual frameworks and 
discipline-specific experimental design and methods. In order to minimize the 
mismatches and ensure more relevant and productive consultations, a new system has 
been introduced recently. Currently, at the beginning of each consultation, students are 
asked about their research interests. If the students are interested in performing 
chemistry-related experiments, the assisting Science TA should ideally have chemistry 
background. Thanks to this new manual, there is now a process in place that matches 
the ALESS experiment with the expertise of each Science TA to help improve the 
effectiveness of each consultation. This has helped to alleviate some of the extra 
responsibilities of the Science TAs and to maximize the effectiveness of the 
consultations.   

   

2.2  Support for ALESS Faculty 
This gap in the research expertise and the chosen experiment or course content can be a 
point of concern for the instructors of the ALESS course as well. There are 
approximately 25 faculty members from varied backgrounds teaching the ALESS 
classes, including those from the natural sciences such as chemistry, biology, 
environmental science, food science, and paleontology, but also from the social sciences 
and humanities such as anthropology, education, applied linguistics, human geography, 
cultural and Japanese studies, psychology, linguistic anthropology, and sociology.  

Scientific writing as part of academic writing is to persuade and communicate 
arguments, and it aims to share and further knowledge. Furthermore, awareness of 
audience and writing as social action are two other critical aspects. In particular, the 
purposes of scientific writing and its impact on the academic and social arena are broad 
and varied (Hyland 2008).  
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Due to the interdisciplinary nature of the instructors and the course itself, the content 
and the materials that are used in ALESS classes are multifaceted. ALESS classes have 
specific aims such as having students perform scientific experiments and write in the 
IMRaD format. Furthermore, there is no textbook or common required course materials, 
although there are shared teaching objectives for all instructors of the ALESS Program. 
Those objectives are to teach scientific writing, guide collaborative learning such as 
group work and peer reviews, and teach presentation skills. In particular, teaching 
scientific writing has various aspects such as designing a feasible experiment with a 
hypothesis and teaching the IMRaD and linguistic styles for each of the four major 
sections of the paper: introduction, methods, results, and discussion. Instructors also 
focus on teaching students how to develop their research question and find appropriate 
background papers that support their hypothesis, how to analyze their data that they 
collected from their experiments, and finally, how to develop their discussion and 
interpret their results while taking into account previous scientific studies.  

As these teaching objectives are common to instructors of all fields of research, in 
order to gain a better idea of how some instructors draw on certain aspects of their 
backgrounds to enhance their courses, participant observation research was performed 
from November 2014 to July 2016. In addition, in July 2016, ALESS instructors were 
asked to anonymously complete an online survey, titled Experiences Teaching ALESS, 
about their thoughts on teaching scientific writing. Responses were received from 13 
instructors: 5 were from natural sciences, 3 from social sciences, 2 from applied 
linguistics, and 3 from humanities. 

Writing academic research papers is difficult and requires specialized skills and 
knowledge—in language, logical argumentation, data presentation, and ethical 
considerations. Instructors from humanities agree, and in the survey they focused in 
particular on argumentation, with comments such as “the unifying feature across all 
academic writing is having a clear argumentative thread running throughout the essay or 
paper” (Instructor 6, with humanities background) and “argumentation (signaling claims 
and showing reasoning) and the rhetoric conventions (topic sentences) are needed in 
academic writing across disciplines” (Instructor 9, with humanities background). Those 
with expertise in social sciences argue that “the author should show clear purposes, 
argument, supportive evidences, and a logical thread throughout the paper in academic 
writing across disciplines” (Instructor 12, with social science background), “basic stats 
and the organization of academic writing (…) and how to find and cite related papers” 
(Instructor 12, with social science background), and “ethics and participant recruitment 
strategies” (Instructor 7, with social science background). It seems instructors with 
social sciences are more likely to draw their knowledge of research methods and skills 
they acquired through their empirical research experiences. 

On the other hand, instructors with natural science backgrounds directly apply their 
knowledge, skills, and experiences in their disciplines to their teaching. They mentioned 
in the survey that they were able to apply their “basic knowledge of life sciences, 
especially relating to background of experiments” (Instructor 16, with natural science 
background), “my practical scientific knowledge in predicting which experiments are 
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going to succeed and fail” (Instructor 8, with natural science background), “experiment 
design, writing in IMRaD format, data analysis, giving a story line in writing the paper, 
peer review and scientific presentation” (Instructor 10, with natural science background), 
“knowledge and experience gained in publishing papers in scientific journals” and even 
“everything I have learnt since I was an undergraduate” (both from Instructor 13, with 
natural science background).  

From these survey results, it may appear that instructors from the natural sciences 
may have an advantage and face few challenges while teaching ALESS, compared to 
instructors from other fields. However, the results indicate otherwise. Instructors with 
natural science backgrounds face challenges such as “managing time to cover all the 
necessary material” (Instructor 11, with natural science background), teaching the “APA 
style of citation, referencing and preparation of graphs” (Instructor 10, with natural 
science background), and perhaps typical of any classroom, “students not asking 
questions for clarification (…) I was never quite certain how much of my instruction 
they understood” (Instructor 8, with natural science background). Other basic concerns 
included learning to incorporate the active learning style of teaching, one of the main 
features of ALESS classes. As one instructor put it, “learning how to allow students to 
discuss in class was a bit of a hurdle” (Instructor 8, with natural science background). 
Furthermore, as most of the instructors are from abroad, even with teaching experience 
prior to coming to Japan, there were also comments such as “finding effective ways to 
teach the material to non-native English speakers” (Instructor 13, with natural science 
background) and “teaching non-native English speakers the language necessary to 
convey their scientific results” (Instructor 8, with natural science background). 

Just as the ALESS Lab and the KWS directly provide support for students, there are 
measures in place to help instructors during the semester. There are also many 
opportunities to interact with other instructors, as all the instructors have offices in the 
same building and also meet for meetings on a varied schedule, but as often as on a 
weekly basis. However, networking systems are naturally in place, as there are ample 
opportunities for instructors to problem-solve during both formal and semi-formal 
training sessions and workshops before, during, and after each semester. One of the 
in-service training include weekly meetings for new teachers where there are 
opportunities to reflect, trouble-shoot, and problem-solve with targeted advice of the 
older instructors. Some of the concerns that have been raised in these meetings include 
making decisions about whether to allow students to perform their ALESS experiments 
in groups or individually, whether a proposed experiment is actually feasible to do in 
the given time or with commonly available equipment. Other issues to discussions about 
how to effectively manage classrooms and how to give feedback. In general, there is 
never a correct solution to a problem, but the discussion and advice allow each 
instructor to make an informed decision and choose options that are best suited to match 
their teaching styles. More formal settings such as workshops and lectures allow time 
for reflections, raising awareness about assessment, and sharing novel or ambitious 
practices including flipped learning or incorporation of technology in the classroom.   
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The spirit of collaboration and willingness to share can also be seen in the classroom. 
ALESS instructors welcome class observations by their colleagues, and both new and 
senior instructors sit in on each other’s classes, sometimes for an entire semester to take 
advantage of the occasion to learn from one another. This can be beneficial for both new 
and more experienced instructors in the Program to see how instructors use their 
teaching materials, get hints about how to effectively facilitate group discussions in the 
classrooms, and learn how students interact with other instructors. The sharing that 
occurs in the program can also be further perceived with the tradition of having access 
to one another’s class pages, as well as the common Wiki where instructors willingly 
share their syllabi, materials, ideas about weekly activities and descriptions about 
uploaded and any modified materials. Often, new teachers do not have much time to 
prepare for their classes at the beginning of the semester, so being able to adapt a more 
experienced instructors’ material becomes valuable.  

There are, however, some aspects that may further improve the support given to 
instructors in the ALESS Program. For instance, although meetings are well attended, 
formal and informal discussions taking place, they are not fully recognized as faculty 
development opportunities by instructors and the institution. There is not much 
organized institutional support for instructors’ attempts and new activities. In addition, 
there could be specialized teacher training sessions where discussion addresses specific 
issues that instructors find challenging. Although there are meeting minutes, specific 
details of discussions are not recorded, but they should be logged and made retrievable 
for reflection and future instructors. Finally, one of the main issues that arise is that the 
program relies heavily on individual instructors’ voluntary efforts, so good practices, 
new activities, and unsuccessful attempts are not sufficiently shared and analyzed. 
Individual teachers’ efforts should be officially recognized, and providing institutional 
support will likely promote further faculty development and lead to improvement of the 
course as well as discussions on teaching methods in English for Special Academic 
Purposes. 

 

3 Conclusion 

The present paper examined the support systems in teaching scientific writing in the 
ALESS Program. ALESS courses begin with the design and implementation of 
scientific experiments and conclude with a scientific paper written in the IMRaD style. 
To this end, the students taking ALESS classes can receive help from instructors as well 
as two support centers facilitated specifically for the ALESS Program, the KWS, and 
the ALESS Lab. The support systems in place for those who are helping the students, 
mainly the instructors and TAs, are essential for the success of the Program.  

The process of how students acquire knowledge as a result of various pedagogical 
practices and how they can be supported to do so is important. Yet, unlike studies on 
direct learning outcomes, research on the support systems and the process of learning 
itself is still limited. This research has investigated the systems in place to support the 
needs of ALESS Lab TAs and the instructors of the ALESS courses at the University of 
Tokyo. Currently, due to the voluntary efforts of the instructors, there is an abundance 
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of resources that are shared among the faculty to choose their individualized methods to 
teach the course. However, having too many materials can make searching through the 
database a daunting task. Even after finding appropriate materials to use, knowing how 
to use it effectively can be challenging. Having more homogenous classroom practices 
along with the presently standardized learning outcomes may be advantageous, 
especially for new instructors in the program.  

Uniformity in the program, in general, may actually help the Science TAs as well. 
Unifying the topics among instructors and restricting the research themes that are 
allowed for the course may help TAs provide more support to students. In the future, 
ideally, all TAs could be trained so that they are confident with most ALESS themes. 
However, recent efforts to categorize student research themes and matching the 
consultation topics with the research background of the TAs has been effective in 
providing more focused and specialized guidance to students. Such endeavors to shape 
the learning process for students of the ALESS Program are continuously and actively 
taking place for various aspects to improve English language education curriculum and 
pedagogy.  
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Abstract  
Emotions are very important for foreign language acquisition. During the language 
learning process, the appearance of emotional walls can hinder learner development. 
These barriers can be reinforced with different emotions, such as anxiety and low 
self-esteem. These emotions have an influence on the learners’ performance. 
Understanding and considering these emotions can help teachers create favourable 
conditions in which their students can better perform different tasks. This paper will 
first give an overview of emotions from a psychological perspective and argue how 
important they can be in foreign language learning and teaching. Then, some ideas 
will be proposed about activities such as classroom games that help to take into 
account emotional factors, based on personal teaching experience. 
 
Résumé 
Les émotions nous accompagnent et nous guident dans la vie. Elles nous poussent à 
faire des choix et à prendre des décisions. Sans la joie, la peur et bien d’autres 
encore, la vie voir même la survie ne sont pas possibles. D’après certains chercheurs 
tels que Stephen Krashen et Jane Arnold, les émotions ont une grande importance 
dans l’apprentissage d’une langue étrangère. Mais quels liens les émotions 
entretiennent-elles avec l’enseignement/apprentissage des langues étrangères? 
Apprendre, acquérir des compétences, ou pratiquer une langue devant autrui ne se 
fait pas sans difficultés. Lors d’un apprentissage, des obstacles ou des murs affectifs 
peuvent apparaître et gêner les apprenants. Ces barrières peuvent se renforcer avec 
différentes émotions, dont deux plus particulièrement, qui nous ont semblées 
intéressantes à étudier: l’anxiété et l’estime de soi. Ces dernières ont une influence 
sur les apprenants, sur leurs envies, leur motivation ou encore sur leur plaisir 
d’étudier. Considérer les émotions peut aider les enseignants à placer leurs 
apprenants dans des conditions favorables pour réaliser différentes tâches. Dans cet 
article, nous avons tout d’abord défini ce que sont les émotions d’un point de vue 
philosophique et psychologique, puis nous avons apporté des précisions sur deux 
émotions en particulier: l’anxiété et l’estime de soi. Nous avons également exposé 
les liens qu’elles entretiennent avec l’enseignement apprentissage des langues 
étrangères. Finalement, en tenant compte des facteurs affectifs, des idées ont été 
proposées afin de réfléchir à l’atmosphère et à l’organisation des classes ainsi qu’à 
des activités que les enseignants pourraient employer avec leurs apprenants. 

 
Keywords: affective filter, anxiety, classroom, emotions, learners, self-confidence, 
teaching and learning 
Mots clés: anxiété, apprenant, confiance en soi, émotions, enseignement/ 
apprentissage, filtre affectif 
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1. Introduction 

In philosophy, Aristotle defined emotions as all those feelings that change man in such a 
way as to affect his judgment and are accompanied by suffering or pleasure (Rhetoric 
II). Ravat (2007: 83) has explained that “basic” emotions correspond to more specific 
mental states characterized in particular by a rapid onset, a limited duration, and an 
involuntary emergence. He distinguishes emotions from feelings such as love or 
jealousy, and adds that feelings can be established gradually, last longer than emotions, 
and also refer to a conscious perception. This is not always the case with emotion. 

In psychology, certain emotions are related to biological evolution and are primary 
or universal such as joy, sadness, fear, or anger (Damasio, 1999: 58). They are innate 
and are expressed automatically or unconsciously from birth. All over the world, 
emotions allow human beings to express themselves as part of non-verbal language 
such as facial expressions (Botella, 2015: 9). Furthermore, emotions are used to protect 
humans against dangers. The physical processes related to fear, for example, allow 
people to escape danger, such as deciding to run away from a predator (Damasio, 2010: 
185). These emotions are all related to body language (Ravat, 2007: 83). Some 
emotions, such as shame, pride, shyness or envy, are more complex. These “higher 
cognitive emotions” are much more related to social interactions and require more 
complex cognitive skills (such as reflective consciousness) (ibid). 

Teacher-researchers often refer to the notion of the “pleasure of learning” in foreign 
language classrooms. After numerous research projects about communication, task 
pedagogy, project pedagogy, and intercultural and learner empowerment, researchers 
such as Arnold (2006) are interested in emotional factors and their effects in foreign 
language classrooms. At the beginning of the 1980s, Krashen (1982: 31) argued that an 
“affective filter” can appear when students are anxious. It includes three variables: 
motivation, self-esteem, and anxiety. As learners are at the centre of learning, teachers 
should examine not only the teaching and the learning in foreign language classes, but 
also how these are related to the emotions students can experience. 

In a classroom, emotional and social dimensions seem to play an important role for 
every individual as they find their place, either as learner or teacher. From motivation to 
pleasure of learning, from anxiety to self-esteem, many notions have been analyzed by 
specialists in foreign language teaching. 

Inspired by the work of psychologists or neuroscientists, many researchers 
specializing in education consider it important to investigate how emotions could be 
connected with foreign language learning processes. How can teachers take these 
different emotions into account and help learners to mitigate or overcome “negative” 
emotional factors, allowing them to progress and concentrate on learning? What tools or 
activities could be used in the classroom to enable learners to overcome these emotional 
elements and help them build or develop their knowledge and skills? 

The next section, examines how some psychologists define anxiety and self-esteem 
and how affective factors interact with teaching and learning foreign languages. The 
subsequent section proposes ideas that may assist teachers to create a positive 
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atmosphere in the classroom, organize classes, and conduct activities such as games that 
support language learning.  

2. Affective factors in relation to language learning 

Porcher (1977: 74) has argued that foreign language classrooms contain more than 
linguistics or language. Teaching materials, teachers, and learners are involved in 
learning for reasons other than linguistics. Students in the classroom are not predictable, 
programmable machines. As human beings, students have their own perspectives, goals, 
motivations, or constraints that determine whether their experiences are in common 
with their classmates or not. Through their experiences, students make discoveries, 
encounter obstacles, and implement strategies to overcome them. This process is 
organized differently depending on learners’ individuality and on their desires, goals, 
motivations, and also on their emotions. Affect is a very broad field comprising feelings, 
emotions, beliefs, and attitudes which significantly condition our behaviour (Arnold, 
2006: 407).  

2.1 Definitions of emotions: anxiety and self esteem  

One emotion that appears to have an impact in foreign language classrooms is anxiety. 
Arnold and Brown have states that anxiety is quite possibly the affective factor that 
most pervasively obstructs the learning process (2005: 8). The Larousse dictionary 
(Larousse 2015) defines anxiety as a painful worry, a nervous tension, caused by 
uncertainty, expectation, or even an emotional disturbance resulting in an indefinable 
feeling of insecurity. Similarly, the website psychologies.com explains that, like fear, 
anxiety is an emotional state of nervous tension. People generally experience it when 
they are waiting for a serious event, such as medical surgery, results of an examination, 
or a response from an employer, among many others. In foreign language classrooms, 
anxiety can arise when learners have to speak to others or take an exam. 

Delignères (1993: 235) has added that anxiety is the way an organism responds 
when confronted with environmental demands. This response manifests itself in the 
development of negative affects, feelings of apprehension and tension, which are 
associated with a high-level activation of the organism (cold sweats, heart beating faster 
than usual). It is therefore a complex response, combining the cognitive and somatic 
dimensions. According to Spielberger (in Delignères, ibid), the state of anxiety is linked 
to the perception of a threat, that is, to the assessment of the present situation as 
dangerous, either physically or psychologically.  

The Cégep de Sainte-Foy mentions that anxiety has effects on several cognitive 
elements such as the short, medium, and long term memory (ability to memorise, store 
information and encode); the ability to plan an action, coordinate it, and mobilise 
ourselves to achieve it; the ability to project the achievement of an objective; 
communication (expression and understanding); fatigue; discouragement; and shame. 
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Anxiety is an emotion that can disrupt and hamper learners and hamper their learning. 
Anxious students will often tend to question and undervalue themselves.  
The greater the anxiety, the lower the self-esteem; the first having a strong influence on 
the second. According to Larivey (2002), self-esteem is the result of self-evaluation. It 
is, in a sense, a barometer revealing the extent to which we live in harmony with our 
values. Self-esteem manifests as pride in being ourselves and in the continuous 
evaluation of our actions. Whether people are aware of it or not, they are always 
affected by their own self-assessment of their behaviour. At each subjectively important 
action, individuals issue an evaluation such as, “what I do is valid in my eyes” or, “this 
is not valid”. For the first example, the result may be that the “action values me”, 
whereas in the other case it may be “I feel devalued in my eyes” (ibid). In the classroom, 
learners may lack self-confidence and encounter more difficulties participating in 
activities or interacting with others if their self-esteem is low or very low. Because of 
this, students who are learning foreign languages and who have to perform tasks or 
actions that could have negative consequences for them can be less motivated, because 
motivation is linked to different emotions, such as anxiety and self-esteem (Arnold and 
Brown, 2005: 2). To act, it is not enough to mentally develop a project, or to have an 
idea or representation of our actions. Human beings still have to be motivated to act. 
Motivation, far from being the only result of rational faculties, proves on the contrary to 
be intimately connected with emotion (Ravat, 2007: 82). 

Finally, Ravat (2007) has explained that emotions are not solely related to the 
individual action. They also contribute to the collective action, making possible 
different phenomena of affective synchronisation. Thanks to more specifically social 
emotions, common parameters of action can emerge and organise. Collective action, 
therefore, is not solely the result of the cognitive activity of rational and calculating 
agents, it also emanates from a coordination of emotions. The link between emotions 
and actions is thus not only dependent on innate programs derived from biological 
evolution, but also on socio-cultural interactions (ibid: 88). The socio-cultural 
interactions that take place in classrooms can also reveal various emotions depending on 
the content of the exchanges or on the activities carried out. 

2.2 Emotions and learning 

2.2.1 Emotions of individual learners 

Emotional factors play an important role in the success of classroom learners. In the 
1980s, Stephen Krashen (2009: 31) had already cited anxiety and low self-esteem as 
negative factors in learning a second language and also as components of the level of 
motivation among learners. He identified an emotional filter composed of three 
elements: motivation-attitude, self-confidence, and lack of anxiety. If a student’s 
anxiety is low, and if he or she has good self-confidence, they will have more 
motivation and more success in learning. The weaker the emotional filter, the stronger 
the acquisition, and vice versa (Germain, 1993: 249). It is important to consider this 
filter to help language learners. If anxiety is too strong, the filter works as a 
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psychological wall that can appear when students are afraid of making mistakes, or 
appearing ridiculous in front of others when they try to communicate. Anxiety is 
therefore an obstacle in learning, especially when fear comes to consolidate it. It is a 
mechanism of psychological defense (Kertesz-Vial, 2009). 

Learning another language is an arduous task that requires much effort from those 
who undertake it (Bogaads, 1991). This includes efforts to spend time on the process, 
but also social efforts for learning, cooperation, or collaboration with the various actors 
of the course. In the classroom, a learner is not alone and must work, share, and 
cooperate with others. It is somewhat akin to a real society whose learners are the social 
actors. In the classroom, the importance of individual efforts is the same as in our 
societies (e.g., politeness formulas, sociolinguistic correction), as well as the rules that 
are linked to the language they study. In the classroom, the interactions can reflect (i.e. 
are similar to) those which happen in the broader society in everyday life. Relationships 
with others are necessary as students must communicate with each other and with their 
teacher, and take into account others’ emotions in order to move forward in their 
learning. 

By making efforts to do this, learners manage different emotions such as 
self-esteem, anxiety, beliefs, and many more. They are confronted with different 
experiences. An individual can live situations he or she does not know and become 
familiar with previously unknown attitudes (Bogaards, 1991). This experience can lead 
to changes in behaviour and attitudes. A challenge that is judged to be too difficult can 
cause anxiety and demotivation in learners, or give them the feeling that they are not 
good at learning a particular language, finally leading to a decrease in self-esteem. They 
will not feel able to do what a teacher requires and will not be involved in the classroom 
tasks. Foreign language learners, especially those at the beginning of their learning, may 
find themselves in a similar emotional situation. Therefore, it is up to the teachers to 
play a friendly role, providing support and encouragement to their students. This will 
enable learners to feel safe in an environment where they can achieve their potential 
with less fear. 

2.2.2 Impact of the teachers on students’ emotions 

Teachers’ own lives also play a positive or negative role on students’ emotions. As 
Gagnon, Gravel and Tremblay (2013) have argued, another difficulty for teachers is 
their own history and their own emotional life that consciously or unconsciously 
interferes with and influences the pedagogical relationship and the learners’ feelings. 
These difficulties are compounded by the fact that language teachers are often taken by 
surprise and must act on the spot, which creates uncertainty (ibid). Therefore, 
intervening appropriately requires an effective mobilisation of the teacher’s cognitive 
and emotional resources, which means that the teacher must know how to distinguish 
and identify the emotions involved in order to better understand and manage them. 
Moreover, it is known that the emotional charge present in certain situations can block 
rational thinking (ibid). For example, students may ask a teacher about a grammar 
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structure they do not understand. The teacher may be surprised by the question, but the 
answer may sometimes be crucial to the pupils. If the teacher explains and the students 
understand, these students can be reassured and continue to advance in their learning. 
However, if the teacher’s response does not match the expected one, it may cause the 
learners to feel confused or to become lost, potentially leading to anxiety or stress. It is 
the responsibility of teachers to take these emotional factors into account and to try to 
ensure that their students can understand themselves. They have a role as a mediator and 
facilitator in class, following the path of student emotions. In general, many adults who 
talk about their school experiences exaggerate memories with affective coloration, in 
particular a teacher perceived as a more or less benevolent mediator (Chevalier-Gaté, 
2014). 

2.2.3  Requirements of the teacher 

As emotional factors play an important role in foreign language classrooms, teachers 
must take them into account to help their learners to progress and build their knowledge. 
Arnold has argued that the affective dimension reaches all aspects of our existence and 
in a very direct way what happens in the classroom (2006: 408). Citing Stevick (1980), 
she explains that, in the classroom, success [in learning foreign languages] depends less 
on linguistic materials, techniques and analyses than on what happens in and between 
people in the classroom. Giving adequate attention to the subjective processes means 
focusing on individual factors such as anxiety, inhibition, self-esteem, ability to take 
risks, self-efficacy, learning styles and motivation. Inter-subjective processes may relate 
either to intercultural processes, such as cultural shock in second-language learning 
situations, or to interactions in the classroom where it is necessary to take into account 
the attitudes of the teacher, and the establishment of an appropriate classroom 
atmosphere. 

Taking into account emotional factors essentially reduces the effect of negative 
factors and stimulates positive factors (Arnold, 2006). It is the task of every teacher to 
consider factors such as joy, humour and motivation. They must create an environment 
that promotes learning and places learners in favourable situations to carry out activities. 
Teachers should therefore examine various elements related to affectivity, such as 
anxiety, self-esteem, and learners’ attitudes and beliefs. Doing so will place learners in 
good emotional conditions, which could enhance their motivation and thus enrich their 
learning. In order to achieve this, the teacher has to structure the class to bring support 
to students and to prepare various pedagogical provisions, among other things. 

3. In class: practical experiences and suggestions  

In this section, some elements that are important for managing emotions in the 
classroom will be introduced and some explanations will be offered for how teachers 
could implement them. For example, creating a positive environment, supporting the 
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learners, and using games can bring about less daunting learning experiences in the 
classroom. 

3.1 Atmosphere  

First, teachers can consider the emotional state of their students only if they are aware 
of the atmosphere in the classroom. Canfield and Wells (1994: 5) have suggested the 
importance of creating an environment of mutual support and care in order to help 
students emotionally and intellectually. To create an atmosphere where learners feel 
comfortable, the teacher must be warm, sensitive, tolerant, patient, and flexible 
(Robinett, in Bogaards, 1991). Further, the teacher must inspire confidence, respect for 
his- or herself and others, and a sense of acceptance. Finally, they must have a strong 
personality and be a source of stability (see Stevick 1976, in Bogaards, ibid: 124). 
During the first foreign language lesson, the fears that learners and teachers feel are 
sometimes very intense. Students may worry about whether the teacher will be 
competent, understanding, sympathetic, strict, stern, calm, or relaxed. Similarly, 
teachers may wonder whether the students will work, participate actively, be motivated, 
and be friendly. Teachers must consider that all these concerns asked can generate 
curiosity as well as anxiety for both parties. Bogaards supplements that it is only in a 
warm and confident atmosphere that learners can flourish and optimally exploit their 
learning abilities (ibid).  

It is for this reason that teachers should try to create an environment in which 
learners can feel safe physically, psychologically and emotionally, where it will benefit 
both learning and teaching. In order to develop a comfortable atmosphere for the 
students, a teacher can arrange the tables in the shape of a “U” in the classroom. 
Through this arrangement, students are facing each other and are more aware of their 
classmates, therefore looking at and listening to them more than in a traditional class 
and asking more questions. The teacher should then try to stay, as often as possible, on 
the sides of the “U”, avoiding the centre of the class and making the students more 
relaxed. With this arrangement, the teachers can look at all the members of the 
classroom, walk around the classroom to help students to check their progress, and be 
attentive to their emotions. Moreover, the “U” shape creates an open space in which the 
students can move freely and without pressure. 

3.2 Relaxation 

For teachers, it is essential to work with and for their learners, to give them freedom, to 
help them to be in good conditions to learn, and to leave room for them to use their 
inventive and creative forces. One perspective is to consider that to learn a language is 
to mobilise a body through the attention sought, among other things, by listening and 
seeing the other, and to temporarily become another individual, with cognitive, 
semantic, emotional, relational, and cultural implications (Louÿs and Leeman, 2013). 
Bottineau (2013) has added that, despite the current valuation of communicative skills 
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and the notion of task in a task-based approach, learners are kept apart from two 
essential dimensions: speaking, which is physically engaging in a relationship; and 
semantic, emotional and interactional cognitive effects, which are co-produced 
bilaterally and irreducible to a task. This discrepancy between the displayed objectives 
and the nature of the experience leads to frustrations and blockages, which sometimes 
lead to trauma and are based on a cascade of misunderstandings (ibid). It is the 
responsibility of the teacher to ensure that communication is possible among all class 
participants, thereby mitigating the impact of emotional factors that may affect the 
learning process. Teachers must therefore pay attention to the different emotions that 
learners can feel. 

In his autobiographical novel, Pennac (2007) explains that some students even fell 
asleep from time to time in his classes. This would happen when he tried to restore his 
students’ taste for French literature by reading them texts as people would read stories 
to children. However, the micro-siesta of Pennac’s students did not bother him because 
they seemed to be more creative and better motivated after their nap. They remobilised 
themselves to be actors of their learning. To rest in the classroom can sometimes be 
beneficial. Teachers can occasionally (depending on the state of fatigue or nervousness 
of their learners) invite their students to place their heads on the desk and ask them to 
close their eyes for five minutes. This can help learners remove tensions and refocus. Of 
course, these are not pedagogical moments, but they allow students a short break. Such 
a tactic can only be applied if the teacher considers the emotional state of the class. Like 
Pennac, teachers should not hesitate to allow certain freedoms to the learners in their 
classes in order to help them. Allowing them to yawn or walk in the classroom can help 
evacuate the stress that has accumulated. Fife (2016) has explained that, to promote 
relaxation, the teacher can propose exercises in the form of exhalation with sound 
emission, releasing the tensions of the face and the body, as after an exercise of 
muscular tension in gymnastics. This relaxation can be obtained through laughter and 
other activities that concern breathing. Humour can also be an important tool. Indeed, 
the pedagogue must take into account the “socio-emotional factors” that encourage the 
appropriation of the target language, because stress and negative stimuli reduce or even 
remove the willingness to offer answers in the language classroom. One of the most 
convenient ways to defeat anxiety is using humour (Kertesz-Vial, 2000). It is not just 
about humour itself, but also about using it to help learners to unwind and relax, 
allowing them to focus on classroom activities. 

3.3 Valuation  

If learners feel valued, they can invest more in classroom activities. According to the 
Rodriguez, Plax and Kearney model (quoted by Arnold), if the teacher creates an 
affective relationship that supports learners through proximity and friendship, this 
predisposes students to devote more time to learning tasks and thus leads to better 
cognitive outcomes (Arnold, 2006: 416). A teacher can facilitate positive relationships 
between students (ibid), and also between the students and the teacher. A way the 
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teacher can build confidence is to act more as an advisor or even a friend and less like 
an authority making the students perform (Young, 1991: 432). Students are aware when 
their teacher is trying to get to know them, and this creates a relationship between 
student and teacher. By doing this and by giving the learners confidence in their skills, 
the teacher makes them feel comfortable and creates group cohesion, or even a true 
micro-society. Murphey (1998: 15-16) has noted that when students are allowed and 
encouraged to make friends quickly and effectively with their classmates, socialization 
is facilitated, self-esteem is higher, and the conditions for learning are better. As the 
students feel encouraged and listened to by the others, they talk more in the foreign 
language, without anxiety or stress. 

Both inside and outside classes, teachers must try to encourage learners to speak the 
foreign language with them but also between themselves. At the beginning of the 
learning period, a teacher should explain to students that they are willing to help them 
express themselves in a foreign language with their classmates. By taking this habit, 
students seem to take more pleasure in practicing a foreign language and they become 
more and more confident in their abilities. For example, the University of Tokyo 
(College of Arts and Sciences at Komaba) has recently implemented a program where 
teachers organize a weekly meeting where students can come freely to talk in French. 
Two Japanese assistants (with a high level of proficiency in French) help to make the 
students more comfortable to have discussions in the foreign language. Each week, the 
room is full (approximately 25 people). It is not easy when students come for the first 
time. However, after a few weeks, they open up to others, become friends, and improve 
their self-esteem and social skills. 

3.4 Games 

For a teacher, helping learners to have better self-esteem while meeting the expectations 
of all learners is a difficult task in any foreign language classroom. Teachers will not be 
able to always answer each learner individually, but they will have a very wide range, a 
varied toolbox, that enables them to meet the different expectations of the members of 
the class (Agaësse, 2009: 89). Creative activities and tasks to be carried out in groups 
with the support of the teacher (i.e., cooperating or collaborating) could be useful in 
class. Variation in activities and class organization could help learners get to know each 
other, trust each other, make exchanges and thus to strengthen their ties (see 
tenseignes-tu.com). 

Tools such as board and card games can be captivating to use with learners if 
emotional factors are to be considered. When they play, learners often forget that they 
are studying, their anxiety is reduced, and their motivation is reinforced both 
consciously and unconsciously. Little by little, they become less reluctant to speak 
(Agaësse, 2009). They often maintain more friendly relationships with their peers (ibid: 
54) and positive emotions such as joy manifest themselves. These tools can be helpful 
to calm the pedagogical scene and to make the learning of a language less stressful.  

The rules of grammar that are very different from those of their mother tongue can 
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be a barrier to learning another language and can also create frustration, nervousness, or 
blockages. Studying, revising or re-using different linguistic points in a relaxed context 
can help students. Brougère explains that game, “as a game”, produces devices to get 
away from everyday life and consequences (Brougère, 2005: 57). He quotes Bruner 
who argues that the game provides the opportunity to try combinations of behaviours 
that, under functional pressure, would not be attempted (ibid: 56). With the game, 
learners have the right to make some mistakes. They are also led to think and find a 
solution to solve riddles, leading them to greater empowerment, and help them to 
develop their autonomy. They have problems to solve (defined by the rules of the game 
or its variants) in order to achieve goals (to win the game). Students must pay attention 
to what is said by their comrades, cooperating and making deductions. Thus, students 
have the opportunity to perform tasks with more freedom than in a traditional setting 
and have more choices in their topics of conversation without being aware that they are 
studying or learning. During sequences where card games are used, it is surprising and 
enjoyable to see learners who are usually very reserved or anxious become more 
talkative and willing to interact. As for teachers, they position themselves behind or 
alongside the students to ensure the smooth running of the activities, answer questions, 
clarify meanings or rules, and ensure learners’ psychological and emotional security. 
Pennac (2007: 164) left his students to play freely with the language in his French 
classes. According to him, we must know how to play with knowledge because it can 
help learners to better learn, memorize, and master it.  

Games can be used to help learners to review vocabulary, reuse grammar, or think 
about strategies to improve their learning process. In a game like Who Would Win? (see 
boardgamegeek.com) students can practice arguing, work on the construction of their 
argument, and reuse what they learned without much stress. When teachers use this type 
of game, students try to speak more and they use strategies such as cooperation and 
collaboration in order to win. The atmosphere is more relaxed, and students who are 
usually timid speak and participate much more, laughing and they having fun together. 
By using games, the teacher is no longer in front of the learners, but behind or among 
them to answer their questions, to take care of their emotional state, and to watch the 
progress of the game. As the students are in smaller groups, the teacher can bring them 
more individualized support. However, games should not be used exclusively in lessons. 
Teachers have to use various types of activities to help their learners improve their skills 
in foreign languages. Games are one such useful activity, and should not only be used 
for break times.  

4. Conclusion 

Studying a foreign language is not easy, and it is not always logical; some tensions may 
appear. It is therefore necessary to give learners more freedom to be creative and play 
with their knowledge in a relaxed environment in order to mitigate the influences of 
negative emotions such as anxiety. Activities that will lead them to be less anxious 
should be developed to improve their self-esteem, reduce their fear of expressing 



Eruditi, Vol. 1. Section 2 (Pedagogic-Methodological Practices), pp. 48-60, Agaësse. 

 58 

themselves and lower their “affective filter”. This approach could enable learners to 
become more involved in the tasks of learning and more autonomous. 
 It would be beneficial to create environments in classrooms that encourage positive 
emotions in learners. Students who notice that their teacher or their classmates are 
considering their interests or personalities may feel reassured, which will alleviate 
anxiety in the classroom and increase their self-esteem. To achieve this, teachers must 
first take into account who the students are, taking the time to talk with them and 
varying the types of activities in their lessons. The emphasis of this paper is that good 
pedagogy is not just about the type of activity, but about how teachers can introduce, 
manage and complete the activities with their learners. Taking into consideration any 
negative or positive emotions they may feel is an arduous task for teachers. While it is 
impossible to control everything, it is important to be attentive and to do one’s best. 
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Abstract 
The Project for Promotion of Global Human Resource Development is a Japanese 
government funded project started in 2012 which aims to foster human resources in 
Japanese high schools and universities who can enhance unprepared discourse 
instructions in the classroom and contribute positively to the globalization and 
internalization of young Japanese people. Native English-speaking teachers (NESTs) 
are employed throughout Japan on almost all academic levels. It has been long 
believed by default that NESTs are preferable teaching models for second language 
learning, for numerous reasons, at the same time their direct influence on 
self-efficacy and emotional state of students in Japan’s higher education has not 
been fully researched or documented. I have conducted a study about students’ 
perception of their native English-speaking and Japanese teachers of English (JTEs). 
Based on the social cognitive theory, the study focused on students’ self-efficacy as 
a major factor in the learning motivation and attempted to answer following 
questions: “What are the advantages and disadvantages of native NESTs and JTEs 
for Japanese high school students?” and “Who do the students feel the most 
comfortable speaking English with?” This study showed the overall preferences for 
teachers and the level of stress or comfort among students. In the present article I 
will discuss the students’ preferences in their English instructors and the reasons for 
such preferences. The findings indicated that 55% of students who answered the 
questionnaire felt more comfortable with Japanese teachers of English, the most 
popular reasons for the preference were an ability to talk to the teachers in Japanese 
and lack of self-confidence in using only English. One third of the respondents 
prefer native English-speaking teachers of English. Among the most popular reasons 
were personal interest in the English language, teachers’ language authenticity, clear 
pronunciation and the students’ self-realization of the English language mastery 
process. 
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1 Background 

Easy access to information, the great mobility of modern Japanese and finally, the 
highly anticipated, 2020 Olympic Games have been for a long time changing the status 
of English. Japan’s Ministry of Education, Sport, Science and Technology (MEXT) has 
implemented numerous programs to foster language education on all academic levels in 
Japan. Starting from 2012, efforts to promote the internalization of university education 
in Japan were given a priority support from the government (MEXT 2012).  

Japanese people need and want to communicate internationally and the 
effectiveness of this communication is determined, to a considerable degree, by the 
ability to produce an unprepared oral or written discourse in English. The majority of 
English as a foreign language (EFL) learners in Japan lack the ability to engage in 
spontaneous English speech, even when they have all necessary grammatical 
competence to do so. One of the reasons why Japanese students, having sufficient 
grammar and vocabulary background, cannot engage into spontaneous oral or written 
English discourse is a lack of English rhetoric and communicative skills. Writing in 
Japanese high school is usually limited to drills and tests, with little or no focus on 
content based writing or academic report composition. Students learn how to write 
correct grammar sentences and pass tests, but when you ask them to write a short 
creative essay or a contrast and compare paragraph, they commonly end up producing 
“google type” Japanese to English translation of their thoughts and ideas, which are 
poorly organized, not supported by adequate facts and hard to comprehend. As a result, 
young Japanese adults enter universities, but they cannot write at their academically 
appropriate levels and present their ideas in oral form under the proper format of 
English rhetoric. 

Japanese government provides funding for numerous projects that aim to foster 
human resources who can positively meet the challenges and succeed in 
internationalization and globalization of Japanese students on all academic levels. The 
task of educators in Japanese high schools, colleges and universities is to empower the 
students to recycle the rich baggage of grammatical knowledge they possess after years 
of English study and reuse it in practical and efficient way. One of the main concerns of 
English teachers in Japan is increasing student engagement and learning. They often 
wonder why there are so many students who are disengaged and apathetic in the English 
classroom. There is a chronic problem in Japanese higher education, which urgently 
needs to be addressed.  

When entering a pool of language professionals in Japan, one eventually finds 
himself or herself involved into a battle of native and non-native teachers. Houghton 
and Rivers in their book on native-speakerism in Japan define native-speakerism as 
“prejudice, stereotyping and/or discrimination typically by or against foreign language 
teachers, on the basis of either being or not being perceived and categorized as a native 
speaker of a particular language” (2013: 14). Native English-speaking teachers (NESTs) 
are employed throughout Japan and are highly valued, welcome and usually well paid 
here. At the same time, they rarely get hired on tenured positions. One may dislike the 
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grammar based teaching techniques Japanese teachers of English usually use in their 
classrooms or their non-native accents, but they have an indisputable head start in this 
battle for stable employment. According to Houghton and Rivers native-speakerism is 
manifested in multiple work-related factors, that directly affect the professional careers 
of English language teachers in Japan. Numerous scholars, researchers and practicing 
teachers have recently been heard voicing their concerns about native-speakerism 
related issues in Japan (Motha 2014, Noriguchi 2006, Houghton and Rivers 2013, Toh 
2013). This is a popular area in the contemporarily research on English language 
teaching (ELT) in Japan, and one feels that students’ voices need to be included in the 
discussion. Listening to the voices of students is a necessary step toward overcoming 
native-speakerism and improving ELT. Given the sorts of challenges that come with 
uncovering the underlying reasons for the current native-speakerism trend in ELT in 
Japan, I have assumed that finding out how NESTs and JTEs affect their students, how 
they impact students’ emotional state, will facilitate understanding of the nature of 
current teaching and hiring practices and contribute greatly to their rectification.  

2 Methodology 

This section describes the design of a survey administered to high school students in 
Tokyo, Japan. In order to find out what Japanese students think about their teachers, I 
have conducted a survey study about students’ perception of their NESTs and JTEs. 
Three hundred twenty freshmen students in a Tokyo metropolitan high school were 
asked to participate in this study. After the explanation and consent, they were given a 
questionnaire consisting of 16 questions in English with Japanese translation following 
each question. Half of the questions were designed to get statistical frequency 
distribution data, the other half of questions were designed to bring out students’ 
opinions about their teachers and engage them dialogically. 

Self-efficacy has been related to the motivation, quantity of effort and the 
willingness of students to be engaged in the learning process (Bandura 1997). Based on 
the social cognitive theory, the study focused on students’ self-efficacy as one of the 
major factors influencing their learning motivation and attempted to answer following 
questions: “What are the advantages and disadvantages of native English-speaking 
teachers and non-native English-speaking (Japanese) teachers of English for Japanese 
high school students?” and “Who do the students feel the most comfortable speaking 
English with, NESTs or JTEs?”    

According to the social cognitive theory, learning most likely occurs when the 
observer has a high level of self-efficacy. Schunk defines self-efficacy as “an 
individual’s judgments of his or her capabilities to perform given actions” (1985: 207), 
and Bandura (1994: 391) defines it as “people’s judgments of their capabilities to 
organize and execute courses of action required to attain designated types of 
performance.” Bandura (1994) said that, self-efficacy affects the amount of effort and 
persistence that a person devotes to a task. According to Mayer (2008), self-efficacy 
plays an important role in academic achievements and can be increased by improving 
emotional states of the observers (learners). 
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When a student’s self-efficacy is raised, his or her understanding of the material 
increases. Students who have confidence engage in deeper processing of the learning 
material, which results in a better academic performance. Mayer (2008) said that there 
are four main sources of self-efficacy for students in any learning situation. First source 
of self-efficacy comes from interpreting one’s own performance. When a student 
engages into a new task and after some time finds that she or he can do it successfully, 
his or her self-efficacy consequently rises. Second source of self-efficacy comes from 
interpreting the performance of others. When a student also sees that others around him 
or her can do the task well, his or her self-efficacy gets a boost. Third source comes 
from interpreting others’ expressions of your capabilities, in other words from a peer 
and teacher feedback. Finally, the last source of self-efficacy comes from interpreting 
one’s physiological state. When a student has a sense of high anxiety, his or her 
self-efficacy drops. On the other hand, the more relaxed a student feels, the higher his or 
her self-efficacy for the task. To understand the emotional state of the students, one of 
the four forces, which influence self-efficacy, and how it can be influenced by the 
teachers, I included the following question in the survey conducted to the Japanese high 
school students: “Who do you feel more comfortable speaking English to, a native 
English-speaking teacher or a Japanese teacher? Explain why.” The present article will 
discuss the results of the survey and concentrate on the answers to the question 
mentioned above. Samples of students’ answers will be written in Japanese with the 
original punctuation. English translation will follow. 

3 Results of the Survey 

The present study was conducted in a Tokyo Metropolitan High School in a greater 
Tokyo area. Freshmen in the school are ranked slightly above the national average 
according to hensachi system, which is a popular means of measuring academic 
performance in Japan and defined as the “abstract notion of a national norm-referenced 
person-indexed score” (Brown 1995: 25, quoted in Newfields, 2005). The acceptance 
hensachi score for the year 2016 was 52 points in this school. Among 320 high school 
students who participated in the study, 154 were female and 166 were male. Their 
average Global Test of English Communication for Students (GTEC) score was 380 
points. According to the GTEC grade system this score falls into the range of Primary 
Level 3 (GTEC). Frequency distribution of the GTEC scores among the participants is 
shown in the graph below (Graph 1). 

Two hundred twenty two of the respondents answered the question “Who do you 
feel more comfortable speaking English to?” in the questionnaire. Eighty nine students, 
35% of the total, reported that overall they felt more comfortable learning from NESTs. 
One hundred thirty nine students, 55% of the total, felt better with JTEs. Fourteen 
students, 5% of the total, responded they felt equally comfortable with both, and 
thirteen students, 5% of the total, felt uncomfortable speaking to either NESTs or JTEs. 
The results are illustrated in the graph below (Graph 2). 
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According to the results, one of the main reasons for which students felt more 
comfortable learning from NESTs over JTEs was a guaranteed model of accuracy or 
authenticity. Some of the comments supporting this idea were:�pX �� l�q
��
)�(Authentic English is fun to learn),�pX ��/�
�����+

)�(I prefer native teachers, because I can hear authentic pronunciation),�73629
58?4?��J M� �� �*�������
)�(Because it is 
interesting to be exposed to a variety of native English accents),�7362958?4
? l!����,��
)�(Native speakers’ English is more accurate),��VQ
W�H.,��+:8<=?����Z#+�(We can learn cool new words used 
in English speaking countries),��x����
)�(Native speakers’ English is 
natural),��z����
�q���(The language is rich and fun),�mp���(
�����E1;>4���!v�����*�+���/j	�&)�	
 m
_��H	+�R�������!Z#+�(Same as in Japan, there are short forms 
of words in America, which are now popular. You can learn such forms that you can 
use (with friends etc.) every day),�py�
)�(Native teachers are better, because 
their English is authentic). I can conclude from the responses above and many similar 
ones, that the comfortable emotional state for these students, who prefer NESTs as their 
teachers of English is directly related to the state of excitement and personal interest. 
There are researchers who argue that students first get excited about the theme or topic, 
develop their personal interest, and then get involved into the learning activities. As 
they get involved into learning and engage in it over time, they develop higher 
self-efficacy with the development of expertise (Renninger, Hidi, and Krapp 1992). 

English is a foreign language for the majority of Japanese learners in higher 
educational settings. Therefore, having a foreign teacher, usually a NEST, to teach this 
foreign language adds positively to the students’ interest, and thus increases their 
motivation and engagement into the learning process. I can presume that many teachers 
of English in Japan share the desire for their students to have personal interest in the 

Graph 1: Distribution of students’ 
preferences in speaking English to 
different teachers    
 

Graph 2: GTEC test score frequency distribution    
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English language and in the material taught. When a student has a personal interest, 
they can be easier involved into the content of English lesson in terms of the language 
value. 

Mastery experience is another factor influencing self-efficacy, which students’ who 
answered they felt more comfortable with NESTs indicated in their reasoning.�736
2958?4? $����	
 �N �������+
�.
+
)� 
(Native speakers are better, because talking to them I can really understand whether my 
English is good or not),�7362958?4? l���	
 F.��o��,�
�	
 Sc�Y��
)�(I am happy when I see my native English-speaking teachers 
understand my English and praise me for that),�mpDj^��mp�/����%
�
)�(I prefer NESTs because with a Japanese teacher, I am inclined to use 
Japanese), �7362958?4? l��	
 E%�Z0�������}��
�+
\g��+
)�(I feel good speaking to native teachers, because I can fully 
utilize the extent of my English language knowledge),�7362958?4? l�
�	
 {~!�����+���N ����h�F.���+�\g��+�(I 
feel good speaking to native teachers, because I feel happy when I see that they 
understand my English). These are the example of many similar answers from the 
students, who indicated in their responses they felt more comfortable with NESTs. 
Asking questions in English, talking to the teacher and getting him or her to talk back 
help some students realize their achievements and lead to more complex objectives. 
According to the research, students who see themselves as capable of performing well 
and receive positive feedback from their teachers, usually develop a higher level of 
self-efficacy, which in its turn leads to a higher motivation and better learning (Schunk 
1985). Bandura (1994) said that “The most effective way of creating a strong sense of 
efficacy is through mastery experiences.”  

According to the survey, another reason why Japanese students prefer NESTs over 
JTEs was pronunciation. Some of the comments supporting the idea are following:�7
362958?4? l!��&����� �L]�{�������&�

*%�����&�����d����(Even though, I do not always understand 
what they say, because of their clear pronunciation, I feel comfortable talking to native 
speakers),�7362958?4? ���
@h������si����(I 
enjoy listening to the clear speech of native speakers),�����
���'#���
�q���(Good pronunciation, fun to talk with),�zW ���N
+�(We learn 
local pronunciation), and many similar comments.  

According to Linnenbrik and Pintrich (2003), utility value represents how useful the 
students believe the content is to them. Some students may have personal interest in 
English and be intrinsically fascinated with NESTs as sources of authentic and accurate 
material. Others may not be so interested in foreign teachers or English itself, but they 
see such teachers as very useful. Listening to clear speech brings certain satisfaction to 
students and thus positively influences their self-efficacy. They may not perceive 
English as personally interesting, but they see it as very important for their goal to find a 
stable employment in this globalizing society, and thus get motivationally engaged and 
excited to hear native or native-like pronunciation of NESTs in their classrooms. Value 
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beliefs operate by increasing the level of cognitive engagement and thus influence 
positively on self-efficacy (Pintrich and Schrauben 1992). 

Indeed, native teachers are often hired as a source of standard pronunciation. While 
the rest of the world, has long ago discovered that British or North American 
pronunciation as a Gold Standard is a myth, Japanese employers still value it. Much of 
the English education in Japanese schools revolves around standardized test-taking and 
memorizing written grammar. New words are usually transcribed in Japanese alphabet, 
katakana, for the sake of better memorization. As a result, many Japanese English 
learners feel a lot of anxiety about their “katakana” English pronunciation. Bad 
pronunciation was one of the disadvantages of Japanese teachers of English mentioned 
by the students who participated in the survey:����mpD !� (Japanese 
pronunciation!),�����'�
0���(Pronunciation is a little bit different),�m
pD K|pa ��!N
)���(Japanese teachers don’t know the real 
pronunciation), �pa �����%���+� (We cannot learn the real 
pronunciation),����Ah�(Bad pronunciation) and similar.  

Bad pronunciation, however, did not stop JTEs from getting an overall preference 
from the students. About 55% of those who answered the question in the questionnaire 
indicated that they felt more comfortable learning English from Japanese teachers. 
Similar study on university students in Hong Kong, conducted by Clayton (2000) 
revealed that students felt strongly stressed out in classes run by NESTs because of lack 
of translation. The following replies were among popular reasons from the students in 
my study who indicated they prefer JTEs over NESTs:�N
)��P�/mp��F
	�&�fT���P�/j	�
,+
)�(When we don’t understand the 
meaning of a word, they can translate it in Japanese),�U�����mp�����
�t�n���-�(When in trouble, I can use Japanese and easily resolve it),�&��
�P��.
)�
�&{���&)	+[bg��+�(There is a sense of 
security with Japanese teachers),���O��
,+
)	
 7362958?4?
 K|!�`��'��(Because Japanese teachers help me, and I feel nervous with 
native teachers),�7362958?4? �����
�.
)��
)	
 mp
Dj^!mp�&w���)j	�
,+
)�(Native speakers’ English is 
difficult for me to understand. Japanese teachers mix English and Japanese),�s�q� 
(I feel at ease with Japanese teachers) and many similar examples.   

From the responses above I can conclude that the emotional state influencing 
students’ self-efficacy in the case when they prefer JTEs is a state of security and 
predictability. Some of the respondents who indicated they prefer JTEs also mentioned 
they felt nervous with NESTs in the classroom.��`���%�%��(I feel nervous 
with native teachers),�F.+
B[�
)�mpDj^������[b�+�
(I feel uneasy whether native teachers cannot understand me, I feel safe with Japanese) 
etc. The research shows clearly that high levels of anxiety in classroom situations are 
negatively related to learning and performing (Zeidner 1998). There is both theoretical 
and empirical evidence that emotions can influence self-efficacy (Wright and Mischel 
1992). But there is also research to suggest that self-efficacy influences emotions. 
Students, who have high self-efficacy are more likely to feel less anxiety and more 
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positive emotions in academic contexts (Harter 1992). I can suggest that students, who 
answered they felt more comfortable with JTEs as the teachers to speak English to, and 
who indicated in their answers, that they felt nervous with NESTs for such reasons as a 
lack of language skills, had the emotional state like this due to the original low 
self-efficacy levels.����@h��
�&�F.+�(Even when I can’t speak 
English well, I can explain myself to a Japanese teacher).���.
)�
��e�M
������������{���
,+
)�(I prefer Japanese teachers, 
because I don’t know English, and when I forget words, my teacher can still understand 
me).�mpDj^���	
 ����h�
)�(Japanese teachers are better, because 
I don’t like English).�7362958?4?���+$��N ����I��
�
)�(I prefer Japanese teachers, because I have self-doubts about my English 
capabilities) were among popular answers.  

The students who answered similar to the above were not sure they were good 
enough to speak only in English, and had negative beliefs about their capability to do 
the work. Their low self-efficacy resulted in a negative emotional state with NESTs and 
consequently, in a more positive emotional state with JTEs. Self-efficacy beliefs refer to 
specific and situational judgments of capabilities. In a situation where NESTs do not 
speak students’ first language, and a student does not believe his or her cognitive 
abilities are good enough to participate in tasks only in English, low self-efficacy results 
in anxiety toward NESTs and preferences toward JTEs. Identification also plays a major 
role in teacher modeling for these students. Identification allows students to feel a 
one-to-one similarity with the model (Japanese teacher), which leads to a better learning 
from the model.�mpD�
)�(Because we are Japanese) was also a common 
response among students who prefer JTEs to NESTs.  

Being able to use Japanese while learning foreign language was not the only 
advantage of Japanese teachers according to the survey. One foreign student who 
participated in the survey mentioned that “I can learn English in a very academic style” 
as an advantage of learning from Japanese teachers. Other similar replies were:�ku/
r��j	+C���+�mp��
)��(Because they speak Japanese, we can 
learn the correct grammar),�pa�������.
)��ku��/Z"���
(Japanese teachers are good when you want to learn grammar points which you really 
do not understand if you are taught only in English). Students who answered they felt 
better with JTEs, because they could discuss difficult grammar rules in Japanese, saw 
the importance of English grammar and valued the ability of JTEs to explain it to them 
in Japanese. Their choice was based not on emotional state, but on the utility value 
discussed earlier in this article, and which represents how useful the students believe the 
content is to them. Japanese teachers can explain grammar in Japanese and grammar is 
what needed to pass difficult entrance examination tests for many students in Japan’s 
higher education. 

4 Discussion 

Students’ affective experience is an important part of their motivational engagement. 
Emotions can play an important role in raising or lowering levels of students’ 
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self-efficacy and contribute to their motivation in learning. Fifty five percent of 
respondents indicated that they felt more emotionally positive with JTEs and 35% 
indicated that they preferred NESTs. The differences between self-observed emotional 
states among students may be influenced by various factors, among which the fact that 
many higher education institutes in Japan have a strict policy regarding languages used 
in classroom. NESTs are asked to use only English and avoid using Japanese. Students 
in such classrooms are also commonly asked to use only English. Students with low 
levels of self-efficacy, who have doubts about their abilities to perform tasks only in 
English, feel anxious in such settings, give up easily when confronted with difficulties, 
even when they have the skills to perform the task. Such students achieve a more 
comfortable emotional state with JTEs present in the classroom. At the same time, 
majority of learners in the study, who indicated that they felt more relaxed and 
comfortable with JTEs did so because of the possibility to use Japanese with the 
teachers when needed. Rivers (2011) states that the “English only” classroom should be 
regarded as a part of prohibited pedagogies. He argues that such classrooms create 
undue tension for students and fail to use the value of their first language. One may 
suggest that NESTs should not be restricted to using only English, in the contrary 
Japanese should be allowed to facilitate the flow of the class instruction and contribute 
to the relaxed emotional state of the learners.  

The increase in negative emotions towards NESTs most likely occurs because 
students with low levels of self-efficacy do not feel as they can perform in tasks without 
Japanese backup. Further correlational studies are needed to be done in future to 
examine in details the relationship between students’ self-efficacy and their emotional 
state and to investigate whether students who feel more comfortable with JTEs have 
lower English proficiency than those who prefer NESTs. Future research will determine 
whether it is students’ low proficiency which causes negative emotional state with 
NESTs and thus low self-efficacy, or the affective state has no correlation with the 
original language proficiency. An experimental study where students who have high 
levels of anxiety in NESTs classrooms are assigned different treatment conditions may 
be needed to investigate whether “Only English” policy is a factor, which decreases 
emotional state of students and whether NESTs with Japanese language abilities can 
positively influence students’ self-efficacy and their motivation for learning. 
Assessment and Placement Tests may be designed and implemented prior to deciding 
on the acceptable amount of Japanese used in the classroom to assure that students are 
given tasks that are challenging, but not too difficult. 

Personal interest in English and English language related culture results in a higher 
emotional state of the students; it increases their motivation, learning and 
comprehension. Value beliefs like importance of clear pronunciation or knowledge of 
grammar rules in English, may have direct effect on motivation and self-efficacy. 
Authenticity of language provided by NESTs in classroom results in overall excitement 
and up-lifted spirit among learners, which positively influences their self-efficacy and 
thus learning outcomes. Learners feel excited to learn about something new, different, 
even when it is cognitively challenging. When they feel emotionally positive, they pay 
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attention to the teaching modeling and produce more learning outcome. According to 
these findings, it may be possible to foster students’ motivation by increasing their 
interest in English by diversifying English lessons with modern, authentic, and 
culturally enriched topics and tasks.  

Bad pronunciation of JTEs evokes negative emotions among students and thus leads 
to a lower self-efficacy. The recent tendencies in language learning shift away from the 
necessity of perfect Standard English pronunciation toward the acceptance of its 
variations and accents. Should a bad pronunciation really be holding Japanese students 
back? Does the current trend of globalization in Japan include self-acceptance of 
“katakana English”? What would be a better way to approach the problem, to 
concentrate on improving JTEs pronunciation or to educate students about acceptance 
and diversity? Further research should be focused on how different self-efficacy 
constructs work together and influence the students’ engagement in classrooms with 
Native English-speaking teachers and Japanese teachers of English. 

5 Conclusion 

Based on the study I have conducted, it seems clear that emotional state and 
self-efficacy play an important role in the way students perceive NESTs and JTEs. It is 
important to consider what it means in terms of native-speakerism, in NESTs and JTE 
relationships and whether teachers of English should be judged, valued and classified as 
natives and non-natives.���&��	
 ��/�����Gd��g�+
)�
(Everyone is fine. Because I feel comfortable speaking English) was one of the similar 
responses among 14 respondents (13% of the total number) in the study who indicated 
they felt equally happy communicating with either NESTs or JTEs. The main reason for 
such state of affection was their perceived English fluency and self-confidence. A 
confident in his or her English proficiency student is confident enough to relax and 
enjoy learning from both NEST and JTE. Higher levels of comfort during classroom 
instructions boost the self-efficacy and as a result facilitate learning process and further 
mastering of the language. 

Low levels of comfort among the respondents in the present survey were mainly 
caused by the inability to use Japanese with NESTs. Houghton and Rivers’ book 
“Native-speakerism in Japan: Intergroup Dynamics in Foreign Language Education” 
discusses recent research in foreign language education that suggests the benefits of 
using students’ first language. The authors state that we learn more in a bilingual or 
multilingual environment. Not only our first language enriches the learning experience, 
it also helps to prevent anxiety among students, it gives them backup or a safety belt 
(Houghton and Rivers 2013). 

Noriguchi (2006) outlines that contemporarily institutional practice of hiring 
NESTs on limited terms is supported by the idea of “freshness” and “novice”. 
Knowledge of Japanese language and the country’s culture brings more damage to the 
value of NESTs in the eyes of institutions for as they are commonly regarded as a 
resource of authentic material. A NEST who speaks Japanese is no longer “fresh”. He 
or she is rather an “adjusted” NEST. And adjusting to suit the needs of students is 
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regarded as a bad habit in Japan (Noriguchi 2006). While majority of the respondents 
from the present survey indicated they too valued language authenticity of NESTs, they 
never stated that it was “freshness” that interested them, or specifically the lack of 
Japanese skills in NESTs boosted their excitement. Contrarily, the students who felt 
nervous with NESTs indirectly stated that they would prefer them to speak some 
Japanese. The knowledge that the students could use their first language in case of 
misunderstandings or lack of vocabulary would bring comfort to the respondents with 
high level of anxiety, and thus contribute positively to the affective side of their 
self-efficacy.  

Students who have positive self-efficacy are more likely to be more motivated to be 
actively engaged in the classrooms. NESTs and JTE can work together and design their 
instructions to foster students’ motivation and learning. Listening to the voices of 
students is an essential step in order to unravel current teaching practices and to 
overcome native-speakerism in Japan.  
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