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Abstract

This mixed-method study was designed to investigate manifestations and factors of
foreign language anxiety (FLA) among Japanese learners of English from the
perspectives of learners and teachers as well as suggest some strategies to cope with
student anxiety. The research question was developed to guide this study (What should
Japanese EFL learners do to alleviate their own anxiety?). The level of anxiety
associated with speaking English among Japanese learners of English is expected to be
high due to the linguistic distance between Japanese and English, Japanese people's fear
of embarrassment in front of others, and few opportunities to use English outside the
classroom. The first study identified four factors from the learners' perspectives: Factor
1 Anxiety with speaking English or answering questions from teachers in class, Factor 2
Interest in learning English and motivation to learn English, Factor 3 Pressure in
English classes, and Factor 4 Anxiety about speaking English with native English-
speaking teachers. The findings indicate that some anxieties can be alleviated by
continued English study, while others continue to be experienced by learners regardless
of their level of English proficiency. The second study examined the signs and factors of
learners’ anxiety and instructional strategies to alleviate it from the perspective of
teachers. Learners’ silence and facial expressions were suggested by many participants

as signs of anxiety. It seemed that learners’ anxiety was triggered by situations in which

they had to answer questions from the teachers. Teachers seemed to be actively
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providing linguistic and psychological support. Based on the results of these two
studies, I presented a model that would create a virtuous cycle brought about by
teachers and learners collaborating in and out of the classroom. The model consists of
six elements: the creation of a comfortable classroom environment, interaction between
teachers and students outside the classroom, commendation of students’ efforts,
teachers’ voluntary disclosure to students about their experiences, working on language
tasks during class, and rehearsal before students speak in front of their classmates. I
concluded that creating a comfortable learning environment was the most desirable

anxiety reduction strategy.
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Chapter 1: Introduction

1.1 Rationale for the Study

In recent years, people, regardless of where they live, have been called upon to
address global issues, ranging from achieving the Sustainable Development Goals
(SDGs) to surviving in a pandemic caused by Coronavirus disease 2019 (COVID-19).
The SDGs comprise 17 goals set by the United Nations (UN) to create a better future
for developed, emerging, and developing countries, companies, NPOs, and individuals
by 2030. One hundred ninety-three countries and regions voted to support the SDGs in
September 2015. English language learning is one strategy for accomplishing these
goals. It allows people to access the UN web pages and refer to materials written in
English about the SDGs. In addition to this, they can read articles in English and
compare how governments have been dealing with the pandemic. Some of them may
use social media to express their own ideas in English and discuss solutions to these
global challenges with other people across borders.

Since 2020, however, students around the world have been affected by the COVID-
19 pandemic, and they have not been able to fully attend class face-to-face. On the other
hand, despite some difficulties caused by COVID-19, technology has also allowed
people to participate in many classes, conferences, and academic events held online
without worrying about geographical distance, transportation expenses, and weather. It
is no exaggeration to say that communicating in English online has become more
convenient, even for the Japanese who traditionally did not use English much in their
daily lives. Although speaking English is an essential part of using English as an

international language, many Japanese people are still anxious about speaking, even in



their native language. When studying English as a foreign language (EFL), students’
anxiety about speaking English is high because they do not have many opportunities to
use English in their daily lives. Based on such assumptions, this dissertation will discuss
Foreign Language Anxiety (FLA), especially in speaking English, from the perspectives
of both learners and teachers.

The purpose of this dissertation is to explore what anxiety Japanese EFL learners
experience in the classroom, how teachers deal with learners’ anxiety, and what those
learners can do to reduce it. The first study explores the FLA of English language
learners in Japan with quantitative data, and the second study focuses on English
teachers, mostly from Japanese high schools and to universities and tries to reveal how
they are helping learners reduce FLA in the classroom with the open-ended

questionnaire. The next section outlines the structure of this dissertation.

1.2 Overview of the Dissertation

Chapter 2 summarizes the research on FLA in the past few decades and specifies
the research questions of this study. Chapter 3 describes the research methods used in
this study. Chapter 4 reports the results of the quantitative study of FLA in English
learners in Japan, and Chapter 5 presents the results of the qualitative study of FLA
from teachers’ perspectives. Chapter 6 discusses the findings of the quantitative and
qualitative study and responds to the research questions. Finally, Chapter 7 provides the
conclusions of this study, a statement of its limitations, and recommendations for further

study.



Chapter 2: Literature Review

2.1 Introduction

This chapter presents the definition of foreign language anxiety and then reviews
the factors that cause foreign language anxiety, the impact of foreign language anxiety
on learners’ L2 learning and performance, and strategies to reduce foreign language
anxiety from both learners’ and teachers’ perspectives. Finally, the questions that have
not been answered in previous studies are addressed and the research questions of this

dissertation are proposed.

2.2 Definitions of Anxiety and FLA

Definitions of anxiety can be categorized into three groups: a) trait anxiety, b) state
anxiety, and c) situation-specific anxiety (Maclntyre & Gardner, 1994). Trait anxiety is
characterized as “a more permanent predisposition to be anxious” (Scovel, 1978, p.
137). It is a general personality characteristic of an individual and is not influenced by
any event. State anxiety is “the emotional reaction or pattern of response that occurs in
an individual who perceives a particular situation as personally dangerous or
threatening, irrespective of the presence or absence of objective danger” (Spielberger,
1972, p. 489). It is unstable and can change over time. According to Leal et al. (2017),
while trait anxiety refers to personality traits that represent individual differences
regarding the tendency to exhibit state anxiety, state anxiety reflects a temporary
psychological and physiological reaction directly related to an inconvenient situation at
a particular moment. Situation-specific anxiety is perceived anxiety in certain sorts of

events such as taking a language test or solving a formula. Macintyre and Gardner



(1991) describe situation-specific anxiety as an inherent form of anxiety that always
occurs over time in a particular situation. Foreign language anxiety has also been
included in situation-specific anxiety because it is triggered by a certain situation, while
trait anxiety occurs regardless of situations (Oxford & Ehrman, 1992). State anxiety and
situation-specific anxiety can be distinguished by when they are perceived (Nishitani &
Matsuda, 2003). For example, the former occurs when learners think about an exam,
and the latter occurs when they are taking it.

Horwitz et al. (1986) state that FLA consists of three domains: (1) communication
apprehension, which is “a type of shyness characterized as fear of, or anxiety about,
communicating with people” (p. 127); (2) test anxiety, which is “the type of
performance anxiety resulting from a fear of failure in an academic evaluation setting”
(p. 127); and (3) fear of negative evaluation, which is “apprehension about others’
evaluations [and] avoidance of evaluative situations” (p. 128). Researchers in various
countries have translated their Foreign Language Classroom Anxiety Scale (FLCAS)
and used it to measure levels of FLA among both EFL and ESL learners (e.g.,
Habiburrahim et al., 2020; Noguchi, 2006; Ortega, 2003).

Like anxiety, pressure belongs to the affective aspects of the experience.
Baumeister (1984) defines pressure as “any factor or combination of factors that
increases the importance of performing well on a particular occasion” (p. 610). Their
relationship is that anxiety is caused by pressure. According to a qualitative study by
Bossy (2000), pressures perceived by Japanese students are diverse, and their parents,
teachers, classmates, and society have been considered to be the sources. One of these
pressures is academic pressure. The major factor causing pressure among Japanese

students is university entrance examinations. Their academic achievement has a



significant impact on their employment prospects. This is because the important
criterion of the selection of employees is the prestige of the university where they

studied and because their quality of life depends to a great extent on their occupation.

2.3 Manifestations of FLA

In this and the following sections, previous research conducted in Asian and
Middle Eastern contexts will be reviewed. There are three reasons for this. First, a larger
distance exists linguistically between the languages spoken in these contexts (e.g.,
Japanese, Mandarin, and Arabic) and English compared to between English and the
languages spoken in Western and Latin American countries (e.g., French, Spanish, and
Portuguese). From the perspectives of American people whose L1 is English, the
distance between English and 43 other languages was measured employing the
Ethnologue Language Family Index created by Grimes and Grimes (1993), showing the
higher the score, the smaller the distance between English and those languages (Hart-
Gonzalez & Lindemann, 1993). The distance to Japanese was the largest (1.00), while
Afrikaans, Norwegian, and Swedish had the smallest distance (3.00). The second most
difficult language for the English speaking participants was Cantonese (1.25), and the
third was Mandarin and Arabic (1.50). The score for French and Portuguese was 2.50,
and that for Spanish was 2.25. Second, according to Dérnyei (2000), one thing that
Asian and Middle Eastern people have in common is a culture of shame. As one
example, he explains that the reason Japanese people are reluctant to speak English
spontaneously is because they are afraid of shame, and that this fear stems from their
fear of being evaluated by others and being rejected by them. Third, affective aspects of

Asian and Middle Eastern learners might be influenced by the fact that they do not have



sufficient opportunities to speak English actively in their daily lives (Kariminia &
Salehi, 2007; Chou, 2018). These three issues might influence levels of anxiety about
oral communication in English among learners.

Asif (2017) addressed university teachers’ viewpoints regarding the possible
causes of Saudi EFL learners’ FLA with both quantitative data (100 participants’
responses for a five-point-Likert questionnaire) and qualitative ones (15 other
participants’ answers in structured interviews) and indicates that there are many
different manifestations of FLA among Saudi university students, such as not being able
to achieve their academic goals, making many mistakes in speech, and being very
reserved when speaking in English in front of other students. Nonverbal manifestations,
such as being at a loss for words and incoherent in oral production and non-active
participation typified by a trembling voice and sweaty palms, were shown as well.

Ohata (2005) investigated seven teachers’ beliefs about their students’ FLA in
terms of its manifestations and their strategies to manage it in their class. He reviewed
previous studies regarding the traits of FLA among students for the purpose of
identifying teachers’ perspectives on to what extent they had met their students’
psychological needs. This approach led him to examine the characteristics of anxiety
from two different perspectives. The seven participants were invited to qualitative in-
depth interviews by Ohata. They were in-service teachers of junior high school, senior
high school, and university or self-employed having at least three years of teaching
experience in a master’s program. As the result, he pointed out that sweaty palms and
other nonverbal signs included touching their hair, being reluctant to face their teachers,
blushing with embarrassment, nervous expressions, and trembling are the

manifestations of FLA.



2.4 Factors Influencing FLA Levels
2.4.1 Psychological Problems

There is not necessarily a negative correlation between English proficiency and
FLA. According to Ranalli (2012), learners with lower English proficiency had higher
self-evaluations if they had opportunities to learn and use other foreign languages in
their real lives. Conversely, learners with extensive English learning experience who
have very few opportunities to use English outside the classroom rated themselves
lower than their actual English proficiency. For these reasons, factors that might at first
glance be classified as linguistic factors (e.g., anxiety about English pronunciation)

could be incorporated into the category of psychological factors.

2.4.1.1 The Fear of Making Errors.

Another factor Asif (2017) points out is learners’ fear of making mistakes. Azarfam
and Baki (2012) also reported that their students appeared to be pre-occupied with
speaking perfect English and that their frequency of speaking English in class was low.
The finding is in line with Gregersen’s (2003) claim that form is valued more than
content by students, indicating higher levels of FLA. A questionnaire-based survey of
255 college-level Korean EFL learners by Basco and Han (2016) and a questionnaire
survey of 124 non-English majors at a Taiwanese university by Huang and Hwang
(2013) also found that the participants feared making mistakes in the English classroom.
College students are anxious about experiencing humiliation in front of the whole class

and fear making mistakes in oral performance (Huang & Hwang, 2013).

2.4.1.2 Pronunciation Problems.

Anxiety about L2 pronunciation has been regarded as one cause of FLA (Price,



1991). Kim and Kim (2016) found that Korean learners of English placed importance
on pronunciation and that focusing on segmental features caused them more FLA than

suprasegmental ones.

2.4.1.3 Feelings of Inferiority to Other Learners.

Asif (2017) and Hayasaki and Ryan (2022) suggested that feelings of inferiority to
other learners are the cause of FLA. For example, Hayasaki and Ryan (2022) found that
students who had little or no experience living abroad tended to feel inferior to their
classmates with the experience of staying abroad and had high anxiety due to that

feeling of inferiority.

2.4.1.4 Anxiety About Expressing Themselves in English.

Another factor was anxiety about expressing themselves in English. According to
Asif (2017), the pressure of having their L2 performance evaluated by others could
cause them anxiety. This opinion is supported by two studies: Dérnyei (2000) and
Young’s (2004) qualitative study on FLA among eight Korean advanced learners of
English.

Similarly, Azarfam and Baki (2012) addressed FLA in oral performance among
Iranian students at a Malaysian university by inviting three teachers and three students
as the participants to semi-structured interviews. Regarding students’ anxiety about
speaking in class, while some of them seemed to have lessened or completely lost their
anxiety as they attended classes, others continued to experience anxiety about

expressing themselves in English.



2.4.2 Linguistic Problems

2.4.2.1 The Influence of Insufficient Language Ability.

Subekti (2018) and Young (1992) found that students’ insufficient linguistic ability
triggered their high levels of FLA. This has to do with the behavior of English teachers
in the classroom that they ask their novice students to perform beyond their already
acquired knowledge (Young, 1992). Tanielian (2017) also states that English learners’
lower English proficiency is caused by the traditional English classes in senior high
schools.

Jiang and Dewaele (2020) assessed FLA among 1,031 Chinese EFL learners at the
tertiary level and how it was related to two types of variables: sociobiographical
variables such as gender, ethnic background, geographical background, and overseas
travel experience and linguistic variables typified by when the participants had started
L2 learning, what L2 proficiency levels they were at, how they evaluated their own
speaking skills, and how frequently they used L2 in five different contexts of speaking
L2 with their friends, their peers, people they had never met, on the telephone, and in
public. The participants rated on 25 items with a 5-point Likert scale questionnaire of
Dewaele and Pavlenko’s (2001) Bilingualism and Emotion Questionnaire (BEQ) in
terms of what beliefs they had about their L2 learning. They revealed that there was a
negative relationship between two variables (L2 proficiency levels and self-evaluated
oral production skills) and the variable of students’ FLA. Moreover, self-evaluated oral
production skills were positively related to L2 proficiency levels. It was concluded that

the university students had FLA in all settings.
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2.4.2.2 The Influence of Native Languages.

With respect to FLA-inducing factors, Asif (2017) also reported that one of the
main factors was their native language (Arabic). The learners’ motivation to interact in
English in class was low, and Saudi society (monoglossia) did not make them feel the
need to use English outside the classroom.

Despite linguistic differences, this is likely to be true of Japanese EFL learners as
well. One example of this is that when novels or movies from English-speaking
countries are introduced to Japan, they are translated or dubbed into Japanese in
addition to the original version and delivered to consumers. The well-developed
translation industry in Japan has provided Japanese students of English with whatever
materials they desire in Japanese, and they have had little need to use textbooks written
in English to learn anything (Seilhamer, 2013). Citing Fouser (2011), Seilhamer (2013)
explains that in Japan popular books are quickly translated, and the number of books
translated into Japanese is far greater than those translated into Korean. In addition, not
all Japanese learners will have an opportunity of increasing their exposure to English
while enjoying English-language movies and dramas on the Internet, as they need to

subscribe to a video subscription service.

2.4.3 The English Classroom Culture

Asif (2017) states that learners’ levels of FLA might be increased by an unpleasant
classroom environment for speaking in front of other students and a lot of noise.
Woodrow (2006) found the former to be the most anxiety-provoking factor for learners.
According to Basco and Han (2016), learners were anxious about being asked by their

teachers to speak in English during English classes, and Liu and Chen (2013) also
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supported Basco and Han (2016) by revealing two principal elements: learners’ general
anxiety about their performance in English classes and lack of confidence in their
speaking skills.

Kunt (1997) explored the FLA of 882 Turkish-speaking EFL learners at two North
Cypriot universities with three types of questionnaires: Horwitz’s (1983a) Beliefs About
Language Learning Inventory, Horwitz’s (1983b) Foreign Language Classroom Anxiety
Scale, and a questionnaire about the background information. The results imply that
cultural background can be an FLA-provoking factor among EFL learners and that there
was a significant negative correlation between confidence in L2 oral production and
FLA: participants with high confidence in their English performance showed lower

levels of FLA.

2.4.4 Teacher Related Factors

2.4.4.1 The Influence of Teaching Methods and Teachers’ Attitudes.

Tran and Moni (2015) examined FLA-provoking factors of 351 Vietnamese
learners at the tertiary level who were non-English majors by gathering qualitative and
quantitative data from students and teachers. Concerning what factors and activities
influence students’ FLA levels, almost all students and all the teachers reached a
consensus that students’ anxiety could be greatly amplified by teacher-related factors.
Nine factors related to the students (e.g., working hard to reach goals, essential
requirements for job search, and concerns about academically low achievement) and
nine activities (e.g., explicitly giving information about evaluation policy, rewarding
students, and having students work in groups) were extracted.

Asif (2017) found that the principal factor provoking the students’ anxiety was the
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process of improving their L2 oral performance skills. Teachers’ critical feedback was a
main cause of students’ anxiety. Since most of English teachers in Saudi Arabia do not
have the same cultural background as their students, they are upset when students’
answers do not meet their expectations. Furthermore, teachers’ words and actions and
their unfamiliarity with the use of Information Technology (IT) devices could negatively
affect their students’ affective responses.

Subekti (2018) states that EFL teachers should be encouraged to facilitate the
management of learners’ FLA. It has been believed that there is a discrepancy between
teachers’ viewpoints and the emotional support sought by learners. Such a gap could
have a detrimental impact on instructors’ teaching strategies and students’ L2 learning
processes. With the aim of addressing this issue, the perspectives of six Indonesian
university students majoring in subjects other than English and those of their six
instructors were investigated in terms of factors contributing to FLA and the impact of
FLA on their English learning processes by employing semi-structured interviews for
the former and focus groups for the latter. A thematic analysis of their statements
revealed that teachers’ earnestness triggered students’ high levels of FLA while their
affirmative facial expressions (e.g., smile) helped maintain students’ low levels of FLA.

Azarfam and Baki (2012) notes that English learners perceived FLA as a result of
being called on by their teachers in English class and that this was very difficult to allay.
They also found that some learners were hesitant to ask teachers questions in class even
if they did not understand something.

Landstrom (2015) reported that being called on was the most FLA-inducing factor
among 59 Chinese senior high school students. They were reluctant to use English for

fear that their teachers might give them low grades.
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With respect to the above studies, in general, there is an obvious positional
difference between teachers and students: those who evaluate academic performance
and those who are evaluated on it. In addition to this, teachers also present their own
personalities and values in front of students as students bring their characteristics into
the classroom. In the junior- and senior-high school environment, they also differ as
adults and minors. There are also cultural differences between native English speaking
teachers and their students. Some students like teachers who communicate directly,
while others experience FLA fully or partially due to what they perceive as their
teachers’ unpleasant words. This variety of differences might be the reason why teachers

could be a factor in the students’ experience of FLA.

2.4.4.2 Communication with Native English Teachers.
Asif (2017) and Woodrow (2006) state that English learners experienced FLA
when interacting with native English speakers. For the Japanese learners, this was the

most significant factor (Woodrow, 2006).

2.4.5 Student Related Factors

2.4.5.1 Students’ Personality.

Chen (2013) investigated the correlation between the two types of inventory
scores, foreign language classroom anxiety scores measured by FLCAS (Horwitz et al.,
1986) and extroversion/introversion (E/I) personality scores by the Myers-Briggs Type
Indicator (MBTI) (Myers & Briggs, 1962), and speaking skills among 99 Taiwanese
EFL learners at the tertiary level who were majoring subjects other than English. A

Pearson correlation analysis was performed for the purpose of identifying the
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relationships among the three variables: FLCAS, E/I personality scores, and speaking
skill scores. There was a significant negative correlation between anxiety in English and
L2 speaking skills. In addition to this, differences in personality affected the types of
anxiety the participants experienced. Introverted students were more likely to report test
anxiety in relation to their fluency scores. On the other hand, extroverted students
tended to show fear of detrimental feedback from teachers and test anxiety in relation to
vocabulary scores. Therefore, EFL teachers need to design lessons keeping in mind the
level of anxiety learners have and what kind of personality they bring into the
classroom, so that learners can enhance their cognitive abilities which facilitate their L.2
learning. In this regard, Chen urges teachers to take special training. One strategy to
alleviate learners’ anxiety is through activities outside the classroom, such as speaking

practice using IT devices.

2.4.5.2 Students’ Gender.

Yu (2015) explored how university students’ second language classroom anxiety
was influenced by their L1 learning background, attitude toward L2 learning,
motivation (intrinsic or extrinsic), and self-efficacy, using questionnaires. The
participants were 145 tertiary students with Chinese roots living in the United States.
Multiple regression analysis revealed that all but the first variable were factors related to
learners’ oral performance anxiety in class. Men reported a slightly higher level of
anxiety than women. It was stated that educational authorities should provide classes
that can increase self-efficacy for students with a lower one. Learners’ communication
skills could be enhanced by buddy systems and long-term tutorial services, leading to

and to reducing negative affective aspects and thus improving English language
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learning.

2.5 The Impact of FLA on Students’ Learning and Oral Performance
2.5.1 The Facilitative Impact

Azarfam and Baki (2012), Brown (2000), Ohata (2005), Subekti (2018), and Tran
and Moni (2015) state that anxiety could play a key role in the learning process and
productive skills of students. They found a facilitative impact of anxiety in that it could
encourage students to be more spontaneous in dealing with it. In other words, as long as
students regard anxiety as an English learning opportunity, it will keep them
continuously learning and strongly motivated. Another advantage includes that anxiety
keeps students progressing and they might not perceive the presence of it; this is
because they have no tension (MacIntyre & Gardner, 1989). Positive anxiety plays an
important role in students’ success, and it is strongly associated with competitiveness
which does not harm their self-esteem or lessen their motivation to continue their

learning (Bailey, 1983).

2.5.2 The Debilitative Impact

As for a debilitative impact of anxiety, learners with FLA are reluctant to produce
their original answers (Asif, 2017). If students experience excessive anxiety, it could
prevent them from reaching their full potential and gradually reduce their intrinsic
motivation in L2 learning. If the level of anxiety is too high, the learners’ self-esteem
will be damaged and their learning process will be greatly affected (Ohata, 2005). Some
learners give up learning English due to high-level anxiety (Azarfam & Baki, 2012).

Learners might become depressed and hesitate to communicate verbally with others
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(Tran & Moni, 2015). Subekti (2018) states that learners had their own opinions;
however, FLA would make the students forget those opinions. According to Ohata
(2005), there was an assertion that learning involves certain emotions, not all of which
can exacerbate the learning process. This is because people often want to learn despite
at the same time being extremely nervous. Thus, since emotions cannot be easily
dichotomized into conducive and debilitative. English learners always need to find a

balance, and the L2 learning will certainly create conflicts (Ohata, 2005).

2.5.3 Relationships Between the Level of FLA and Other Variables

Also targeting Iranian students, like Azarfam and Baki (2012), Toghraee and
Shahrokhi (2014) investigated relationships between 60 Iranian learners’ FLA and other
variables using two questionnaires: the Beliefs About Language Learning Inventory
(BALLI) and Foreign Language Classroom Anxiety Scale (FLCAS) developed by
Horwitz (1987). Additional data were collected from their teachers by having them fill
in BALLI.

There was a significant positive correlation between Iranian learners’ FLA levels
and their viewpoints about learning the target language. Learners with higher FLA
tended to experience lower motivation to learn. Talebinejad and Nekouie (2013) and
Wang (2005) reported similar findings. The learners’ perspectives on learning English
differed significantly from those of their teachers. Other studies (Banya & Chen, 1997,
Buyukyazi, 2010; Peacock, 1998) appear to support or contradict this result. Basco and
Han (2016) revealed that motivation was negatively correlated with anxiety. The higher
the level of motivation, the lower the level of anxiety. Gender seems to influence

anxiety and perspective on learning English. Female learners were more likely to
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experience higher levels of FLA than male learners. While Mesri (2012) is in line with
this, Nahavandi (2013) and Hu (2008) report no relationships between those variables.
Test anxiety can have a negative impact on learners’ mental health and
performance (Daly et al., 2011). Thus, it can be a factor that negatively affects not only
validity but also analyses of measurement results. The study aims to determine the
relationship between test anxiety, heart rate variability (HRV) and speaking skills.
There is a way to measure anxiety through the use of a heart rate monitor. HRV: By
measuring the frequency at which the heartbeat varies, and doing some calculations on
that data, a value can be obtained that is related amongst other things to levels of
anxiety (see Maclntyre et al., 2010). The lower the HRV value, the higher the anxiety is.
Participants were 23 British junior high school students who were given an oral
performance test in French. Data were collected by measuring HRV values, having
students fill out a questionnaire on test anxiety, and getting scores of the French oral
performance test from the participants. In addition to these, their general academic
performance was also analyzed. Results indicated that their test anxiety significantly
and negatively correlated with their general academic performance. HRV values were
significantly and positively correlated with the results of the French speaking skill test.
However, no correlation was found between test anxiety and oral performance in
French. This indicates that learners who are relaxed and take the test obtain high scores

or they do not feel anxious during the test because they have higher French oral skills.

2.6 Teachers’ Strategies to Alleviate FLA
In Halimi et al. (2019), regarding English learning anxiety among Kuwaiti ESL

(English as a Second Language) learners at a tertiary level, six teachers proposed
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several teaching strategies in semi-structured interviews. Concerning the role of
teachers in motivating their learners, it was their basic responsibility to be a motivator
and teachers should be approachable to their learners and need to support them on their
journeys. In terms of teaching strategies for motivating learners, incorporating a variety
of instructional strategies into the classroom was recommended. In addition,
incorporating expressive language activities into the classroom and demonstrating
dialogues with different tones of voice were considered desirable. In addition to these,
the use of visual and audio materials, and interactive tasks using IT devices were
thought to be useful. Also, clearly presenting the class goals to students and giving them
assignments would enable those who had been absent once to catch up with the class.
The majority of the teachers appeared to advise their students to work on speaking tasks
without worrying about making grammatical errors. They stated that giving affirmative

feedback had a positive impact on motivation.

2.6.1 Linguistic Strategies

Regarding two important elements, developing a relaxed classroom and instruction
which encourages students to actively participate in the class, Ohata (2005) suggested
four linguistic strategies: language activities that incorporate games and songs to help
students overcome negative emotions, telling jokes to put students at ease, incorporating
group work into the classroom, and using recasting rather than explicit error correction.
The effectiveness of similar strategies was confirmed in He (2017). Namely, teachers
should involve language games and group activities while avoiding direct corrective
feedback. In addition to these, he identified giving students examples before speaking

tasks. His study revealed 32 strategies for reducing learners’ FLA concerning oral
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performance in English by performing questionnaires and interviews with 302 Chinese
EFL learners and their 30 teachers at two different universities. Seventeen strategies
were suggested to teachers, 10 to students, and five to both of them. Amin (2019) and
Frymier (1993) argue that calling students’ by their first names is important. Amin
(2019) conducted a questionnaire survey of 40 students and 20 teachers at an Iraqi
university and found students’ high level of FLA and 10 practical strategies for teachers
to cope with it.

Azarfam and Baki (2012), He (2017), Ohata (2005), and Tanielian (2017)
emphasize that it is necessary for English teachers to promote a student-centered
classroom instead of a teacher-centered one and to build a nonthreatening classroom
environment to help students reach their full potential. Ohata (2005) articulated two
important roles for teachers: interacting with their students like friends and upholding
their authority. He also suggests that teachers’ perception has been generally in line with
students’ affective needs. He also referred to the results in Young (1991), which show
that correcting students’ errors is one of the FLA-inducing factors.

Tran and Moni (2015) recommend that teachers involve more language activities to
boost students’ language skills and present questions from some students on the
blackboard and share them with all students. On the other hand, Asif (2017) suggested
humor and affirmative feedback.

According to Subekti (2018) and Cotsworth and Medlock (2013), university
students showed a positive attitude toward their native English speaking teachers’ use of
students’ native language in class. They explained that the advantage of doing so would

deepen reciprocal understanding between students and teachers.
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2.6.2 Psychological Strategies

Azarfam and Baki (2012) proposed three psychological strategies: providing
students with positive feedback, not forcing students who hesitate to answer questions
from teachers, and understanding what kind of support students need. Asif (2017) states
that teachers should support their students in expressing their opinions without fear of
making errors, understand difficulties their students face, and build friendly
relationships with them. Amin (2019) also focused on the effectiveness of teachers’

verbal encouragement that students not be shy and ask for help.

2.6.3 Questioning Strategies

Ohata (2005) proposed two questioning strategies: posing display or open-ended
questions instead of referential ones and posing questions appropriate to students’ level
of proficiency. Contrary to this, Alderman (2008) recommended that teachers should
treat students equally regardless of their level of English proficiency by using the same

questioning strategies.

2.6.4 Other Strategies

Ohata (2005) also suggests one strategy related to learning environment: playing
some background music. Azarfam and Baki (2012) proposed that teachers and students
should collaboratively create classroom rules. For example, one possible rule is that
nobody should bully their classmates based on mistakes since mistakes are a natural part
of the process in learning English (Amin, 2019; Azarfam & Baki, 2012). He (2017)
claims that everyone do stress reduction exercises and consider each other’s cultural
differences, while emphasizing an atmosphere of mutual tolerance for errors. Amin

(2019) and Frymier (1993) note nonverbal strategies (eye contact and positive gestures).
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Tran and Moni (2015) stated that enhancing English proficiency is essential in
reducing FLA. For teachers, they recommended 21 strategies for teaching interesting
lessons suited to students’ L2 proficiency levels (e.g., providing opportunities for
students to speak with native English-speaking teachers or friends, not pointing out
local errors, and supporting students in checking their English learning progress), eight
problem-dealing strategies (e.g., focusing on students’ FLA manifestations, providing
students with warm words to allay their FLA, and suggesting appropriate strategies for
students), and five strategies for creating reciprocal trust with students (e.g., being more
friendly).

Asif (2017) proposes using IT devices and interesting teaching materials in their
class, and notes that teachers need to address their own negative emotions so that
students would not perceive anxiety. Hembree’s (1988) cognitive, affective, and
behavioral strategies are useful (Asif, 2017). He (2017) also emphasizes the humanity
of teachers and suggests that interacting with their students with a positive attitude,
being patient, and being adept at increasing students’ interest in English are crucial.

Harumi (2011) conducted a questionnaire survey with English language learners,
native English-speaking teachers, and non-native English-speaking teachers regarding
classroom silence and proposed strategies for teachers. The strategies they proposed
were as follows: 1) Creating tasks that boost learners’ confidence and encourage their
autonomy; and 2) Providing students with instruction that is reflective and interpretative
in nature.

Harumi (2011), Asif (2017), and Inada (2021) suggest building a classroom
environment which facilitates reciprocal participation to achieve the goal of

communication.
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Tanielian (2017) explained the background of many native English-speaking
teachers at his university who gave lessons in English, and argued that this situation
calls for staff members who share their native language with their students. Their
important role is to inform students that active participation in class and diligent work
on assignments are prerequisites for earning an academic degree.

Subekti (2018) remarks that learners with high anxiety need detailed support, and
teachers should positively evaluate the process rather than the results of learners’
academic efforts. In relation to evaluation methods, He (2017) contends that teachers
should not incorporate students’ productive performance in English class into their final
evaluation. Learners may hesitate to participate in tasks because they experience FLA,

fearing that their teachers will negatively evaluate their daily performance.

2.7 Students’ Strategies to Alleviate FLA

Tran and Moni (2015) proposed that learners could utilize 12 learning strategies
(e.g., preparing for class, finding learning strategies that work for them, and improving
vocabulary) and four strategies for creating positive attitudes toward learning to
enhance L2 performance (e.g., relying more on themselves), and five strategies for
coping with problems (e.g., confiding their concerns to their teachers, improving their
ability to cope flexibly, and thinking optimistically).

Strategies suggested for use outside the classroom included reading online articles
in English, listening to English songs, and talking with other people. He (2017) states
that learners should understand that errors are part of the English learning process and
anyone can make them. In addition, they should avoid complex expressions when

speaking English and watch English TV/web programs. These can help to alleviate
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learners’ anxiety for short or long periods of time. While linguistic problems can be
dealt with individually, classroom-related problems are deeply related to group

psychology, which requires students to work together in order to improve the situation.

2.8 Research Question
Based on the literature review of FLA, I set the following as the main research
question for this dissertation.

What should Japanese EFL learners do to alleviate their own anxiety?
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Chapter 3: Research Design for Study I and II

3.1 Introduction
In this chapter, after discussing research paradigms, the purpose, originality, and

type of data of the two studies are briefly presented.

3.2 Three Paradigms of Research

With regard to research design, theoretical frameworks (paradigms) fall into three
main categories. The first paradigm is the positivist/scientific paradigm which
originated with the French philosopher, Auguste Comte’s philosophy (Antwi & Hamza,
2015; Mack, 2010). There are universal laws and rules for people’s actions. Objectivity,
prediction, and repeatability are the purpose of investigations to explain causal
relationships. Knowledge gained through scientific and experimental investigation is
objective and quantifiable, and reality is static, observable, and measurable.

The second paradigm is the interpretive paradigm. Wilson (1970) believed that
people’s experiences are governed by context and cannot be separated from the mind of
the actor: time, place, and person. Pluralistic reality is socially constructed by people.
The purpose of research is to explore and understand the meaning of participants’
actions, experiences, and educational processes.

The third paradigm is the critical paradigm, conceptualized by social theorists
represented by Max Horkheimer (Calhoun et al., 2007). There is no objective or neutral
knowledge, and knowledge is always influenced by social interests. The purpose of
research is not only to interpret and understand human behavior but also to make social

criticism in order to create social or organizational change.
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3.3 Research Design for Study I

According to Burke and Soffa (2018), the role of quantitative data, especially from
questionnaires, in applied linguistics research is to provide researchers with a broad
picture of the relationships among variables. In the case of foreign language anxiety, it
enables researchers to understand and compare how learners perceive internal processes
such as anxiety and motivation. In contrast, the role of qualitative data collected by
interviews and open-ended questionnaires is to present in-depth information. Glanz
(2014) states that teachers can benefit from carrying out qualitative studies as they give
them a richer and wider-ranging understanding of data. An interviewer can ask
participants follow-up questions if they want to dig deeper into their answers. Both
types of data are important, and by combining quantitative and qualitative data analyses,
(i.e., triangulation), researchers can get closer to the heart of the issue. “The
combination of qualitative and quantitative data provides a more complete picture by
noting trends and generalizations as well as in-depth knowledge of participants’
perspectives” (Creswell & Plano Clark, 2007, p. 33).

The principal purposes of Study I were to identify the characteristics of foreign
language anxiety among Japanese EFL learners of English at upper-secondary and
tertiary levels and examine the influence of their English proficiency levels on foreign
language anxiety from their perspectives. The questionnaire was based on two
questionnaires, Foreign Language Classroom Anxiety Scale (FLCAS; Horwitz et al.,
1986) and Attitude/Motivation Test Battery (AMTB; Gardner, 2004) and administered it

for quantitative data collection.
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3.4 Research Design for Study IT

Study II was designed to examine FLA from teachers’ perspectives using
qualitative data. It was aimed at elucidating how senior high and university English
teachers in Japan perceived the manifestations of foreign language anxiety among their
students and what teaching strategies they employed to alleviate it. Qualitative data not
covered in the first study were collected and analyzed using an online questionnaire
created by the author.

According to Corbin and Strauss (2008) and Creswell (2007), the specific methods
of qualitative research include narrative research, phenomenology, ethnography,
grounded theory, and case studies. Narrative research aims to explore lives of
individuals and requires narration of personal experiences. The primary research
methods are interviews and transcripts. Phenomenology aims to understand the nature
of experience and requires a vivid description of the nature of phenomena. Information
is collected primarily through individual interviews, but transcripts of interviews and
observations are also employed. The purpose of grounded theory is to build a theory
rooted in data from the field. The theory is constructed from the perspective of the
participants. Individual interviews with dozens of participants are conducted.
Ethnography is aimed at describing and interpreting groups that share a culture and
describing and interpreting the cultural tendencies shared by a group. Although the main
methods of analysis are observation and interviews, other data can also be collected.
Types of qualitative research data include interviews, field notes, observations, and
open-ended questionnaires. The main purpose of case studies is to provide an in-depth
description and analysis of one or more cases. Multiple data sources such as interviews,

observations, and transcripts are analyzed to gain a deeper understanding of a case.
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Although the qualitative research methods described above differ in terms of the
methods themselves, they share the same goal of getting at the true picture of the
subjects of the research through interviews and observations.

In Study II, the ideal approach would have been to use an interview method to
focus on teachers’ strategies for responding to FLA, but an open-ended questionnaire
method was used to solicit thoughts from a larger number of teachers because of the

limitations caused by a COVID-19 pandemic.

3.5 Summary

Learners’ L2 learning processes and performance can be greatly influenced by
foreign language anxiety. While researchers in many countries (e.g., Chen, 2015;
Demirdas & Bozdogan, 2013; Park, 2014) have examined the characteristics of foreign
language anxiety among learners not only EFL but also ESL settings, relatively little
research has been done in Japan on Japanese students and teachers. In this regard, it is
important to analyze both quantitative and qualitative data.

Study I was designed to explore FLA in English oral performance of Japanese
learners of English at senior high and university levels measured by a six-point Likert-
scale questionnaire developed by the author based on two previous questionnaires. The
participants’ responses were factor-analyzed and the mean scores of four factors
extracted were compared by ANOVA.

With instructors in junior/senior high school and colleges/universities, Study II was
designed to elicit ideas on FLA and teaching strategies to reduce learners’ anxiety in
speaking English by employing the open-ended questionnaire. The participants’

responses were coded and categorized referring to Corbin and Strauss (2008).
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Chapter 4: Study I

4.1 Introduction
This chapter reports the quantitative study on the FLA of English learners in Japan,
including the method used in this study, the results, and the responses to the research

questions (see Masutani, 2021).

4.2 Research Questions

The main aim of Study I was to examine the phenomenon of FLA as perceived by
Japanese learners of English. This would encourage pre- and in-service English teachers
to put more focus on what causes learners to have a sense of anxiety when they speak
English in the classroom. It is hoped that the findings of Study I would be applied to
their deeper understanding of their students’ anxiety and to instructional planning. The
following research questions were answered in Study 1.

RQ1. To what extent do Japanese learners of English experience anxiety when

learning and speaking English?
RQ2. How are the experiences of anxiety and other affective factors different

among learners studying in different education institutions?

4.3 Method
4.3.1 Participants

Three hundred thirty-eight Japanese learners of English (120 men, 213 women, and
5 not specified) ranging in age from 15 to 24 years old whose mean age was 18.34 years

old agreed to participate in the first study. Group 1 was composed of 153 students with a
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mean age of 16.62 years old who attended a national college of technology (37
Mechanical-Engineering majors, 39 Electrical-Engineering-and-Information-Science
majors, 43 Civil-and-Environmental-Engineering majors, and 34 Architecture-and-
Structural-Engineering majors). Group 2 was made up of 131 students (121 freshmen,
one sophomore, three juniors, three seniors and three unidentified) with a mean age of
18.82 years old at a private women’s college (130 English majors and one Japanese
major). Group 3 was composed of 54 university seniors with a mean age of 22.09 years
old at a private university (38 English majors, one Chinese major, one French major,
four German majors, two Italian majors, four Japanese majors, one Spanish major, two
Portuguese majors, and one unidentified). Members of Group 3 were all pre-service

language teachers.

4.3.2 Instrument

The Scale Questionnaire of Anxiety for English Learning and Speaking (SQAELS)
was compiled and utilized for data collection (Appendix A). The questionnaire is
divided into two sections. The first section consists of 33 items from Horwitz et al.’s
(1986) Foreign Language Classroom Anxiety Scale (FLCAS). The second section has
12 items adapted from the last part of Gardner’s (2004) Attitude/Motivation Test Battery
(AMTB). All items in the questionnaire were translated into Japanese by the author
based on academic advice from two professors of English Pedagogy. To avoid
ambiguity, the term “foreign language” was replaced with “English” as the first study
included participants who had studied more than one language. The participants placed
ticks on the 6-point Likert scale questionnaire indicating to what extent they agreed with

items, for example, from 1 (strongly disagree) to 6 (strongly agree). They filled in the
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consent form. The questionnaire was administered over a two-month period from
September 27th to November 26th, 2019. The required time was approximately 15

minutes.

There were 19 reversed items in the questionnaire. Therefore, the scoring weights

were reversed for the items related to positive affective aspects.

4.4 Results

Cronbach’s alpha analysis was employed as a measure of the internal consistency
reliability of the questionnaire (Cronbach’s alpha = .926).

For the purpose of addressing RQ1, exploratory factor analysis was performed
using Maximum Likelihood method with Promax rotation. Running the Scree Plot test

(Figure 1), four factors were extracted (Table 1).

Figure 1

Results of the Scree Plot
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The four factors were labeled as (1) Anxiety about speaking English or answering
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questions from teachers in class, (2) Interest in learning English and motivation to learn
English, (3) General pressure related to English class, and (4) Anxiety about speaking
English with native English-speaking teachers. The name of each factor was modified
from the original version. Out of the 45 items, the first factor had 15 items (e.g., Q1 1.1
never feel quite sure of myself when I am speaking in my English class, Q1 20. I can
feel my heart pounding when I’m going to be called on in English class, and Q1 33.1
get nervous when the English teacher asks questions which I haven’t prepared in
advance). The second factor constituted of 13 items (e.g., Q1 5. It wouldn’t bother me
at all to take more English classes, Q2 1. My motivation to learn English in order to
communicate with English speaking people is: [from very low to very high], and Q2 3.
My interest in English is: [from very low to very high]). The third factor consisted of
seven items (e.g., Q1 22. I don’t feel pressure to prepare very well for English class)
loaded in Factor 3 (Pressure in English classes). Four items (e.g., Q1 _14. I would not be
nervous speaking English with native speakers, Q1 32. I would probably feel
comfortable around native speakers of English, and Q2 8. I worry about speaking
English outside of class) were extracted as the fourth factor, and no cross loading items
were observed. Factors with factor loading values above 0.35 were kept in the analysis.
Six items (Q1_15,Q1 11, Q1 2, Q1 23, Q1 30, and Q1 7) were removed, and the four

factors were able to explain 42.7% of total variance.
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Table 1

The Results of Factor Analysis*

Factor |  Factor2 Factor3 Factor4
Q1.20 0.87
Q133 0.82
Q2_10 0.77
Q13 0.76
Q127 0.74
Q19 0.74
Q113 0.62
Q124 0.61
Q131 0.60
Q1_19 0.53
Q129 0.52
Q112 048
Q11 044
QL4 037
Q121 036

Q2.3+ 091
Q2.4* 0.89
Q2 11+ 0.87
Q2 1* 0.79
Q1_5* 0.69
Q2.5* 0.67
Q.7+ 0.67
Q2.9* 054
Q117 054
Q2.6* 0.50
Q2.2+ 045
QL6 041
Q2_12¢ 036

Q1.25 068
Q1.26 054
Q1_22* 050
Q116 048
Q1_8* 044
Q1_10 040
Q1_28* 037

Q1_32* 0.81
Ql_14* 0.80
Q2.8 042
Q1_18* 036

Overall, the Boxplot (Figure 2) clearly indicates that the median score of Factor 4
(Anxiety about speaking English with native English-speaking teachers) was higher
than other three factors (Mdn = 3.8) 2, which backs up Woodrow’s (2006) statement
that English learners with Asian backgrounds feel less confident in their L2 skills than

those with other cultural backgrounds. Alternatively, Factor 2 (Interest in learning

1 *# in Table 1 signifies reverse-worded items.
2 The mid-point is 3.5 since a six-point Likert scale was adopted.
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English and motivation to learn English) was the lowest of all (Mdn = 2.9), which

indicates that the participants had positive affective attitude toward English learning.

Figure 2

The Results of the Boxplot of Four Factors
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Concerning RQ2, the analysis of variance revealed significant differences among
the participants at three different learning environments for FLA: Factor 2, Factor 3, and

Factor 4 (Table 2).



34

Table 2

The Results of One-Way ANOVA

ANOVA summary
SS df MS F Sig.
Factor 1 Between Groups 0.5 2 0.3 0.3 0.75
Within Groups 291.1 335 0.9
Total 291.6 337
Factor 2 Between Groups 43.0 2 215 33.2 0.00
Within Groups 217.0 335 0.6
Total 260.0 337
Factor 3 Between Groups 23.0 2 115 17.2 0.00
Within Groups 223.9 335 0.7
Total 246.9 337
Factor 4 Between Groups 8.3 2 4.2 4.0 0.02
Within Groups 347.1 335 1.0
Total 355.4 337

The analysis of variance revealed that there were significant differences in Factor
2, F(2,335)=33.2, p<.01, Factor 3, F(2, 335) = 17.2, p < .01 and Factor 4, F(2, 335)
=4.0, p <.05. No significant difference was observed in Factor 1, F(2, 335) = 0.3, n.s.

Post-hoc analyses were carried out employing the Tukey post-test for the purpose
of determining where significant differences were (Table 3). The analyses indicated that
there were significant differences between the senior high-school students and the
university student groups in Factor 2 (p <.01) and Factor 3 (p <.01). In Factor 4, a
significant difference was observed between senior high-school students and University
students B (Group 3) (p <.01). One university student group significantly differed from

the other only in Factor 4 (p <.01).
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Table 3

The Descriptive Statistics of the Three Factors

High school students ~ University students A University students B

(Group 1) (Group 2) (Group 3)

Factor 2 M 3.43 2.74 2.67
SD 0.84 0.75 0.83

Factor 3 M 2.67 3.21 3.14
SD 0.82 0.82 0.79

Factor 4 M 3.93 3.88 3.48
SD 1.10 0.93 0.97

4.5 Discussion

In relation to Factor 2, the university students’ levels of interest and motivation in
learning English were higher than those of the high school students. Possible reasons for
this include the fact that most of them were English majors and would have sufficient
opportunities to actively study the history, literature, and culture of English-speaking
countries and improve their practical English skills through coursework.

Concerning Factor 3, the high school students did not appear to feel much pressure
from their English classes. There are two possible reasons for this. First, high school
students who have daily contact with the same classmates and teachers in all classes are
likely to have more opportunities to build two kinds of reciprocal trust (student-student
and student-teacher) than university students who see the same classmates and teachers
only a few times a week. The first group of high school students had been studying in
four different majors since they had started their high-school lives. There were around
40 students per major, and at the time the study was conducted, they had known each

other for about 20 months. At some universities, students are placed in classes every six
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months or year according to their scores on placement tests related to English
proficiency. In such an environment, students need to build relationships with new
classmates and teachers from scratch each time they change classes. The other is that as
learners’ proficiency levels advance, they tend to set goals that require more effort to
achieve. Many university students majoring in English might spontaneously set higher
goals in order to study abroad or find a job. Rose (2017) makes a similar claim, albeit in
a study on a different subject. Advanced-level kanji learners tend to set higher academic
goals than beginner-level kanji learners. It would not be easy for them to learn new,
more difficult kanji while maintaining the knowledge they have acquired so far. They
might face difficulties in regulating their affective aspects that are provoked by their low
achievement of their own goals.

The university students in the third group reported the lowest anxiety levels toward
native English speakers (Factor 4). This is backed up by what Jiang and Dewaele (2020)
imply in their study, namely, that length of English learning experience could contribute
to the reduction of certain types of anxiety. As students in an English Department, they
were likely to have many opportunities to interact with a large number of native
English-speaking teachers and international students from English-speaking countries
both in and out of the classroom. Although their levels of anxiety might have had been
high when they had entered their university, by their final year, they appeared to have
learned to cope with their anxiety.

There was no significant difference in the participants’ levels of anxiety about
speaking in English during English classes (Factor 1). This suggests the existence of
specific forms of anxiety that remains even as their English proficiency improves, or

perhaps it takes a long time to get used to expressing their opinions in front of teachers
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and other classmates in English classroom contexts. Such a situation particularly
provokes English learners’ FLA (Phillips, 1992; Horwitz et al., 1986). This might be
partially due to the silent pressure of having their own performance constantly evaluated
by others. Therefore, support from their teachers is considered essential for students at

any stage of L2 learning.

4.6 Summary

Quantitative data analysis revealed the four factors and differences in the degree of
FLA among the three groups of students. While some types of anxiety could be
alleviated to some extent by continuing to learn English or improving English speaking
skills, FLA rooted in the classroom persists even after many years of learning
experience. For many of the English learners, adjusting to speaking English in the
classroom is not easy.

While I have conducted quantitative research from the learners’ perspective to
characterize their anxiety, it is also necessary to investigate from the teachers’
perspective about how the learners actually express their opinions and behave in the

classroom. I will discuss this issue based on qualitative data in the next chapter.
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Chapter 5: Study 1I

5.1 Introduction

Many researchers (e.g., Asif, 2017) have investigated what kind of anxiety
EFL/ESL learners experience and how it influenced their L2 learning not only from
students’ viewpoints but also from their teachers' perspective. Ali et al.’s (2021)
qualitative study revealed that 20 Pakistani ESL learners had been re-motivated to learn
L2 by managing their FLA in L2 oral production, a supportive attitude of teachers,
instruction with an emphasis on communication, cooperation with other students,
increasing their confidence in L2, incorporating IT devices into the classroom, and
modifying their L2 errors. Nevertheless, studies conducted in Japan have not
sufficiently elucidated how teachers perceive learners’ FLA and what strategies they use
to deal with it in their instruction (Inada, 2021). It was noted that the level of anxiety of
the Japanese learners depended on how old the teachers were, how they were dressed,
how supportive they were of the learners, and how they spoke (Effiong, 2015). Since
teachers have a significant impact on learners’ anxiety, teachers’ support is expected to
play an important role in helping students cope with their anxiety. The main purpose of
Study II was to examine what instructional strategies high school and college English

teachers use to reduce learners’ anxiety about their English oral performance.

5.2 Research Questions
RQI1. How do English teachers perceive their students’ anxiety in the classroom?
RQ2. What strategies are English teachers using to help learners reduce anxiety in

the classroom?
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5.3 Method
5.3.1 Participants

The participants were 37 English teachers (18 men, 18 women, and one not
specified) whose first language was Japanese or English at Japanese junior high schools,
senior high schools, universities, and vocational schools. Each participant was identified

by a pseudonym (Table 4).



Table 4

The Patrticipants of Study 2

No.  Participants !Ir"lyS;ZUtion Gender L1 Egﬁig :ic?un:cli Expe-:i:?:(::r:ai rE}glzears)
1 Akemi JHS Female Japanese MA 12
2 Trina JHS Female English MA 7
3 Daisuke SHS Male Japanese MA 6
4 Hidekatsu SHS Male Japanese NA 19
5 Kaori SHS Female Japanese NA 7
6  Megumi SHS Female Japanese BA 12
7  Mamoru SHS Male Japanese BA 12
8  Tetsuya SHS Male Japanese MA or Ph.D. 14
9  Noriko SHS Female Japanese NA 17
10 Rie SHS Female Japanese MA 21
11 Yuichi SHS Male Japanese Ph.D. 15
12  Takako SHS Female Japanese BA 20
13  Andy SHS Male English MA 7
14 Jeremy SHS Male English MA 20
15 Shelley SHS Female English NA 6
16  Harper SHS NA English BA Eiigi\EvLil.,SS”:S)
17  Mike SHS Male English BA 6
18 Sonny SHS Male English BA 10
19 Travis SHS Male English MA 5 (ESL, SHS)
20  Fumihiko Uni Male Japanese Ph.D. 30
21  Keniji Uni Male Japanese Ph.D. 30
22  Chika Uni Female Japanese Ph.D. 8
23  Eri Uni Female Japanese MA 15
24 Fumiko Uni Female Japanese MA 3
25  Junko uUni Female Japanese MA 30
26  Satsuki Uni Female Japanese BA 12
27 Yoko Uni Female Japanese MA 30
28 Colleen Uni Female English MA 23
29  BIll Uni Male English MA 30
30 Chris Uni Male English MA 21
31 Duncan Uni Male English MA 22 (?Eijg:;'_'s'
32 Laura Uni Female English NA 20
33 Eric Uni Male English MA 9
34 George Uni Male English NA 21
35 Monica Uni Female English NA 17
36 Wendy Uni Female English NA 25

37 Kenny Uni Male English MA 29
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5.3.2 Instrument

As Table 5 Shows, the Questionnaire Alleviating Students’ Foreign Language
Anxiety in the Classroom (QASFLAC) was designed for data collection mainly based
on the interview guide in Halimi et al. (2019) and the findings of Asif (2017), Harumi
(2011), Masutani (2021), and Ohata (2005). The questionnaire consisted of five
sections, and there were two types of questions: multiple-choice and open-ended
questions (Appendix B). All instructions and items in the questionnaire were written in
both English and Japanese. The English translation was done by the author and two in-
service English teachers. One of them was a native English speaker. The questionnaire
was created on Google Forms and a link to it was shared with the participants
(Appendix C). It was administered anonymously in order to encourage participants to
respond candidly. The data were gathered from August 6th to October 20th in 2021. The
responses of the Japanese participants were translated into English by the author for

analysis.
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The Questionnaire Used in Study 2
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Item Contents Type OT
Number gueestion
1-5 Background information of the participants (e.g., educational and cultural Open-ended
background)
Anxiety about speaking English or answering questions from teachers in class T
6 (Factor 1 in Masutani, 2021) Multiple-choice
7 The situation in which students have this anxiety Open-ended
8 How you could know when your students are anxious about speaking English Open-ended
9 The sources of English speaking anxiety in the classroom Multiple-choice
10 Confidence in reducing this type of anxiety (N0.6) Multiple-choice
11 Teaching strategies to reduce this type of anxiety (No.6) Multiple-choice
12 Teaching strategies to reduce this type of anxiety (No.6) in group work in class Multiple-choice
13 Anxiety qboutspeakmg English with Native English Teachers (NETSs; Factor 4 in Multiple-choice
Masutani, 2021)
14  Confidence in reducing this type of anxiety (N0.13) Multiple-choice
15 Teaching strategies to reduce this type of anxiety (No.13) Open-ended
16 Other types of anxiety students have in speaking English Open-ended
17 Teaching strategies to reduce this type of anxiety (No.16) Open-ended
18 Interest in learning English and motivation to learn English (Factor 2 in Masutani, Multiple-choice
2021)
19 How you could know when your students have a high motivation to learn English Multiple-choice
20 Confidence in increasing students’ motivation Multiple-choice
21 Teaching strategies to increase their motivation to learn English Multiple-choice
5.4 Results

5.4.1 The Results of Multiple-Choice Questions

As shown in Table 6, concerning Item No. 6, the overwhelming majority of the

participants (30 out of 37 participants, 81.0%) indicated that their students were, to

varying degrees, anxious about speaking English or answering questions from teachers
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in class. Regarding Item No. 10, 26 participants (70.2%) expressed confidence that they
would reduce the anxiety experienced by their students in the classroom. In relation to
anxiety about speaking English with native English-speaking teachers (NETs) (Item No.
13), 27 participants (72.0%) agreed that students had anxiety about speaking with

NETs . On the other hand, 28 participants (75.7%) appeared to be confident in their
ability to reduce their students’ anxiety about speaking English with native English
speakers (Item No. 14). With respect to the motivation of students (Item No. 18), 28
participants perceived that their students were highly motivated to learn English, and 32
participants (86.5%) expressed confidence in their ability to motivate students to learn

English (Item No. 20).

Table 6

The Results of Multiple-Choice Questions

Option 1 2 3 4 5 6
Q No. Content of Questions n % n % n % n % n % n %
6 Answering Questions 0 o 1 27 6 16.2 9 243 18 48.6 3 81
10 Confidence in reducing 1 27 2 54 8 216 9 243 13 35.1 4 108
this anxiety
13 Speaking with NETs 0 o0 3 81 7 189 13 351 10 27 4 108
14 Confidence in reducing 1 27 2 54 6 162 10 27 13 351 5 135
this anxiety
1g  Motivation to learn 0 o 3 81 6 162 16 432 10 27 2 54

English

20 Confidencein 1 27 1 27 3 81 18 486 10 27 4 108
increasing motivation

5.4.2 The Results of Open-Ended Questions: Methods for Analyzing Data
Participants’ responses collected on Google Forms were saved in an Excel file.

Although it would have been preferable to use an analysis tool such as NVivo to codify
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the responses, for various reasons, the method chosen was to assign a code to each
response in the Excel file. The results were reviewed many times to ensure that the
appropriate codes were assigned. As Corbin and Strauss (2014) recommend as an
effective method of qualitative data analysis, detailed notes were taken during the

process of analyzing the raw data, and code names were modified when necessary.

5.4.3 Manifestations of FLA

5.4.3.1 Students’ Pauses and Silence.

In response to question No. 8, an item related to signs of FLA in speaking English,
19 participants claimed that silence was one example. Akemi noted “When my students
don’t speak even though they know the answer, or when their voice is quiet, I think they
are unsure and anxious.” Kaori answered “When my students keep silent. When they

reply in Japanese.” Travis, who was teaching at a high school, remarked as follows.

Excerpt 1

They do not volunteer to answer questions, or even look away from me when I
ask for answers. If I call on them, they try not to answer by asking their friends or
waiting for me to choose another student. When I speak to them one-on-one, they
use Japanese with me before using English, even if they understand my English

when I speak it. (Travis)

Colleen, who was teaching at the tertiary level of education, responded in the

following way:
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Excerpt 2

... many students are happy speaking to one or two classmates but get very
quiet and keep their heads down when asked to speak to the whole class. Another
thing that I have noticed from students is that when they are speaking to only one
student, they speak fairly smoothly but when speaking to the whole class they make

more mistakes with English and take more time to get their answer out. (Colleen)

When speaking in English during pair work, students may experience less anxiety
because only their partners are listening to what they say and the other pairs are
speaking at the same time. In contrast, when speaking in front of the whole class, one
would expect a much higher degree of anxiety because the classroom is quiet and
everyone is paying attention to what the speaker says. Some classmates are close to
each other in the same classroom, while others have not spoken to each other very often,

so it is expected that there will be difficulties in speaking with everyone in mind.

5.4.3.2 Students’ Nonverbal Expressions.

Twelve participants suggested nonverbal expressions were another sign (e.g.,
avoiding eye contact with the teacher and expression of reluctance on students’ faces).
According to those participants, their students would turn away from teachers to avoid
being called on by them or because of a lack of confidence in their English speech. In
this situation, students tended to request assistance from a neighboring classmate or wait
for the teacher to move on to another student. Their anxiety sometimes seemed to

manifest itself as stiffened or pained facial expressions.
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5.4.3.3 Students’ Vocal Expression.

Students speaking in a soft voice was mentioned by nine participants. If the level
of anxiety is high enough, students will most likely be silent. However, if they are called
on by their teacher and obligated to respond, some of them will answer even when they
are not inclined to do so. At that time, their high level of anxiety is likely to surface in

the form of a soft voice.

5.4.3.4 Students’ L1 Use.

Six participants pointed out students’ L1 use. Some students would try to express
their opinions in their native language instead of being silent. As Eric, who was teaching
at the tertiary level of education, explained, the English learning environment in Japan

creates an atmosphere where mistakes were not supposed to be accepted.

Excerpt 3

Visibly distressed. Saying in Japanese that they do not understand and they
cannot do it ... even though I know they can. So many different contexts though,
sometimes it feels like they could give it a try but the Japanese education system on
focusing on accuracy might have an impact on them not answering because they
want the sentence to be perfect, even though they could try to communicate their

opinion or answer .... (Eric)

Students seemed to avoid speaking in English if they assumed their answer had
even a small chance of being wrong. They might believe that if they give even one
incorrect answer in class, it would negatively affect the evaluation of them by their

classmates and teachers. They also believe that if they make a mistake in front of a large
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group of people, their self-esteem will be greatly damaged. This might discourage them
from actively participating not only in English classes but also in other classes, or
another possibility is that their experiences of failure in other classes might be a factor
limiting their willingness to speak in their English classes. Their use of Japanese in
English classes could be a way of communicating their anxiety to their classmates and

teachers.

5.4.3.5 Long Pauses Before Speaking.

Five participants mentioned that students paused before they spoke. In addition to
that, Mike pointed out that his students would express their feelings verbally. “Some of
them will tell me they don’t want to answer, and others take a long time to give their
answer, even though they have it on paper.”

Concerning the participants’ perception of their students’ anxiety, Fumihiko frankly
wrote, “I can’t see into my students’ mind, so I can’t grasp whether they are anxious or
not,” while Daisuke, who teaches at an advanced level boys’ high school, appeared to be
incorporating questionnaires into his classes to get a deeper understanding of the
psychological aspects of his students. “During an all-English class. Even though the
answer is correct, my students show hesitation in answering the question, probably
because they are afraid of making a mistake. I also check their answers in

questionnaires after their presentations.”

5.4.4 Factors That Provoke Learners’ Anxiety
Multiple-choice Item No. 9 asked teachers about the factors inducing students’

anxiety about speaking English in the classroom, which could be categorized into
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psychological problems, linguistic problems and problems with time. The results are

found in Table 7.

Table 7

The Sources of Students’ Anxiety About Speaking English in the Classroom (No. 9)

Sources of anxiety n %
Psychological problems
* Lack of confidence 35 111
» Shyness 31 9.8
« Lack of confidence in what they are going to talk about 23 7.3
* Nervousness 22 7.0
* Feel frantic and hurried 12 3.8
* The language learning atmosphere 12 3.8
* Lack of confidence in pronunciation 12 3.8
46.5
Linguistic problems
* Problems with expressing themselves in English 30 9.5
* Problems with vocabulary 23 7.3
+ Students do not know the answer 22 7.0
 Low proficiency in the target language 21 6.6
» Lack of grammatical accuracy 19 6.0
* Problems with comprehension and listening 14 4.4
40.8
Problems with time
* Students are talking slowly while thinking about what they talk 21 6.6
6.6
Culture
* Cultural reasons 19 6.0
6.0
Total count 169 100.0
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5.4.4.1 The Influence of Psychological Factors.
Yoko, who was teaching at the tertiary level of education, suggested psychological
factors such as fear of inaccurate answers, fear of grammatical errors, evaluation by

others, and feelings of inferiority.

Excerpt 4

I believe that my students are anxious when answering English questions in
English, wondering if their answers are correct, if there are any mistakes in their
English, or if their answers will be laughed at by everyone. I used to think that this
tendency was more common among girls than among boys, but I feel that there has
not been much difference in the past 10 years. I think that students of different
abilities may not hesitate in class, but when there is a student who is fluent in

English, other students tend to be a little reserved. (Yoko)

Hidekatsu, who was teaching at a high school, proposed two factors: his students’
anxiety about whether they understood his questions correctly and their difficulty in

speaking in English.

Excerpt 5

My students are under pressure to speak up in front of everyone. There is
anxiety about whether or not they can give appropriate answers. When teachers ask
questions in English, some students are anxious about whether they can understand
the meaning of the question itself. They are not accustomed to speaking in English.

(Hidekatsu)
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Trina and Akemi, who had taught English at a junior high school, claimed that
puberty was causing their students anxiety. In addition to that, Akemi pointed out
that her students’ anxiety had been provoked by lack of confidence in English skills

and personalities of classmates

Excerpt 6

I have the impression that first-year junior high school students are especially
energetic English speakers with little embarrassment or anxiety. Junior high school
students tend to become less vocal as they move up through the grades. This may
be due to embarrassment as they grow up, lack of confidence in their own English,
or if the classroom atmosphere is not very good, they may feel anxious when

speaking English in front of everyone. (Akemi)

Andy, who was teaching at a high school, regarded students’ low confidence in
their English proficiency and feelings of inferiority to their classmates as anxiety-
provoking factors. “Lack of confidence in their English abilities, or being worried
because their classmates are better at English than them and they don’t want to be
embarrassed.” Daisuke, who was also teaching at a high school, noted that affective

factors were the main source of his students’ anxiety.

Excerpt 7
I think it is mainly affective factors. If my students don’t turn in their
assignments, they will be thoroughly instructed, and my school has a strict student

guidance system. This strictness makes it difficult for students to speak up in class.
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(Daisuke)

Travis, who was also teaching at a high school, analyzed the situation in the

following way.

Excerpt 8

Mostly, I think the students do not like to be seen to make mistakes. Since they
do not have much practice speaking English from a young age, they know they are
not very good at it, so they know they are likely to make a mistake, so they do not
try. I think maybe teaching speaking from a young age would give them more

confidence that they know the right answers most of the time. (Travis)

Wendy and Chris, who were teaching at the tertiary level of education, stated that
COVID-19 had influenced their students’ psychological aspects. Wendy claimed “Covid
has also caused psychological stress for some students. Isolation, anxiety and depression
are factors.” Chris explained that it had prevented his students from doing sufficient
activities to facilitate communication due to attrition, and this was affecting their

emotional state.

Excerpt 9

My school is small and so is each department. So I was surprised that 2
classmates had never talked (even after 6 months) and were very shy and hesitant to
do so when they were partnered in class. Because of Covid-19, I haven’t been able

to do many communicative activities like conversation starting/stopping, etc. These
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activities usually give students strategies for communication and help to abate the

anxiety. (Chris)

Wendy, Chris, and Travis pointed out that students’ amotivation, demotivation, or
low motivation in English was another factor. Wendy pointed out “lack of motivation or
interest in non Japanese culture.” Chris claimed “Resignation: some students resign
themselves to not improving. There are attitudes that English is not important and
therefore I can just pass by coming to class. This is how some students deal with the
anxiety.” Travis also noted “Some students have very low motivation with English.
They don’t care about it, so during English class, they are just waiting for the class to
finish and are not interested in participating.”

Reasons why it is difficult to motivate some English learners in Japan to learn
English is mainly because of limited opportunities to use English outside the classroom
(Fujikawa, 2013), structural differences between Japanese and English languages, and a
belief that English is unnecessary for their post-high school or college career (Kitson,
2016). Even if they take over their family business, they may have opportunities to
come into contact with people from various cultural backgrounds. I will discuss
strategies to motivate them to continue learning English from the teachers’ point of view

in a later section.

5.4.4.2 The Influence of Linguistic Factors.

As for linguistic problems, Trina, who was teaching at a junior high school, stated
that her students’ level of English proficiency and avoiding using English were the
factors. “Ability level. Thinking in Japanese and trying to translate in their heads instead

of using words they know how to say to express themselves where they are at.” In his
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own view, Sonny referred to his students’ high level of English proficiency. “The higher
level classes are hesitant to answer even though I know they know it.” Daisuke
proposed that his students’ anxiety was provoked by their emphasis on grammatical
rules (grammar dominance) and lack of vocabulary learning. “There are a great many
students who are so obsessed with grammatical rules that they get stressed when they
find exceptions. Many students prefer grammar and do not like to memorize words.”
Chris noted a lack of oral communication practice and negative awareness of English. “I
think that many students lack the practice of oral communication. In high school, it was
not emphasized usually. Student anxiety begets a distaste for English? Or, is the reverse

true?” Andy, Chika, and Monica’s answers also referred to perfectionism.

Excerpt 10

I also feel that the first year students become so focused on accuracy that they
freeze up and aren’t able to fluently produce language. This problem generally goes
away after the students have been abroad (although these students are not highly

accurate in their grammar) (Andy)

Chika referred to “Not being confident, wanting to use "perfect" or "standard"
English, being afraid of making mistakes.” Monica, who was teaching at the tertiary

level of education, stated:

Excerpt 11
I feel they focus on getting the "correct" answer. They have not explicitly

studied about the identity threatening nature of language learning, they may not
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have studied about growth mindset and there are some cultural factors which can

contribute to linguacultural resistance. (Monica)

As Monica implies, Japanese EFL learners may have unconsciously acquired a
fixed mindset. Learners may want to avoid answering difficult questions and show the
whole class that answering easy questions results in no mistakes. Monica later
suggested teaching a growth mindset as one of the strategies to reduce learners’ anxiety.
I will define growth mindset and fixed mindset and their impact on learners in a later

section (see, 5.4.10.5).

5.4.4.3 The Influence of Time Factors.
There was some agreement and disagreement among the participants as to whether
problems with time were provoking FLA of their students. In favor of the proposal,

Andy responded as follows.

Excerpt 12

When interacting with another person there is a general time limit within
which we must respond. Nobody wants to talk and then wait a minute in silence for
a response. I believe this puts an additional pressure on students that is difficult to

overcome because they understand this basic element of human interaction. (Andy)

Kenny, who was teaching at the tertiary level of education, was in the same
position as Andy. “They don’t like the feeling they are holding up the class.” Junko, on
the other hand, was very clear in her opposition by noting “My students don’t have

problems with time.”
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Japanese students who have learned and grown up in a collectivistic culture may be
extremely anxious about making others wait, always taking into account evaluations
and reactions of others (Murata, 2011). Depending on the trust among students and the
atmosphere in the classroom, they may be able to calm down and have enough time to

speak.

5.4.4.4 The Influence of Cultural Factors.

Bill and George appeared to agree that their students’ cultural backgrounds are
provoking their anxiety. Bill, who was teaching at the tertiary level of education, stated
“General Japanese anxiety.” In addition to that factor, George claimed speaking English,
being used to the grammar-translation method, and not being used to active learning

were the factors. His answer is as follows.

Excerpt 13

I think Japanese students (not all) in general have anxiety (not all) when
speaking English, mainly because of the passive learning methodology/approach
(grammar-translation method/approach) they receive in junior and senior high
school. At the university level, students are required to be "active" learners in the
classroom, and that is hard to do when they (students) have been taught via the
grammar-translation method/approach for 6 years, or so, which focuses on passive

learning. (George)

Trina and Eric also pointed out a Japanese cultural factor. There is a Japanese
proverb that says, “A nail that sticks out gets hammered down.” She attributed FLA to

“how they are viewed by their peers.” He explained, “How other classmates view the
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student. If a student is better than the others, it may make other jealous. So I have had

these students who I know have great skill but they refuse to show it to an audience.”
Similarly, Chika, who was teaching at the tertiary level of education, mentioned the

quiet atmosphere as provoking factor of her students’ anxiety. They seemed to value

expressing their opinions with the same frequency as other students.

Excerpt 14

It depends, grade mostly (first year, more shy), also if most of the students are
talkative, the others are also likely to talk more. If a few students are talkative, they
tend to become more silent like the others during the semester. I always try my best

with different methods to make everyone engaged. (Chika)

Japanese EFL learners may try to avoid being in the minority by trying to blend in
the crowd. If everyone in the classroom is silent and hesitant to express their thoughts, it
will take a lot of courage to break the silence. For them, attracting attention can cause

anxiety.

5.4.5 The Influence of Situations

Several findings were revealed after analyzing the teachers’ responses. Concerning
the teachers’ perceptions of the factors causing their learners’ anxiety (RQ. 1), in
response to question No. 7, an item related to “Anxiety about speaking English or
answering questions from teachers in class” (Factor 1 in Masutani, 2021), the most
common response from the participants about the learners’ personalities and situations

that arouse such anxiety among learners was responding to questions from the teacher
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(eight out of 37 participants, 21.6%), the second most common responses were
introversion and speaking in front of classmates (seven out of 37 participants, 18.9%),
and the third most common responses were low English proficiency and being a first
year university student (four out of 37 participants, 10.8%). In response to Question No.
9, which was a multiple-choice item, some of the participants provided detailed answers
to the open-ended sections about sources of their students” FLA in speaking English.
The participants’ responses to those items will be integrated and analyzed.

In his response, Mamoru, for example, suggested the situations in which students
responded to questions from teachers, their low English proficiency and a lack of
confidence in their English skills. In addition, Shelley, who was teaching at a high

school, stressed the two situations of speaking spontaneously and large classes.

Excerpt 15

Mostly students don’t want to speak in front of the class (during presentations
or to answer my questions). Usually the lower level students seem to have more
anxiety. The smaller the class is usually the less anxiety they have. If it’s a small
class the students feel more comfortable with shouting out the answer, but if it’s a

class of about 30 students then they get nervous about raising their hand. (Shelley)

In addition to the situations in which students respond to questions from teachers,

Mike stated that the situation in which his students spoke in English was the cause.

Excerpt 16
Students generally have anxiety speaking English regardless of the situation.

They are especially anxious when I ask them to volunteer to give an answer in
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English. Students of all grades seem to reflect this kind of anxiety, but the level of

anxiety goes down if they feel confident in their abilities. (Mike)

Colleen, who was teaching at the tertiary level of education, stated that the
situation in which students would speak in front of their classmates was one example.
“Most of my students do very well in small groups but are shy to speak in front of the
whole class.” Takako claimed the situations in which students would responds with
sentences, and open-ended questions were the causes. “(Regardless of academic ability,
gender, etc.) when I ask for an answer with sentences instead of words, or when I ask
them an open-ended question.” Similarly, Duncan referred to general and open-ended
questions. “General, open questions rarely elicit a response.”

Due to the class size and teachers’ instructional plans, it is clear that the situation of
speaking in English to all classmates and answering questions from teachers increases
anxiety of the Japanese students. However, it would be preferable for learners to
gradually learn to cope with a variety of situations in order to improve their English

proficiency and reduce their anxiety.

5.4.6 The Influence of Learners’ Characteristics
According to Mike, who was teaching at a high school, being a female student and

introversion are sources of his students’ anxiety.

Excerpt 17
I’d say girls seem the most anxious of speaking in English. As for personality,
the shy ones appear to have the most anxiety, which the outgoing ones still won’t

volunteer to answer questions, but they will answer a question with less hesitation
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than someone shy. (Mike)

Sonny’s response was similar to Mike’s in the two respects of responding to
questions from teachers and female students (in his case those with low English
proficiency). “Just asking a verbal question can cause anxiety. Lower level especially
boys don’t care and will speak. Lower level girls especially ones who are more shy will

have difficulty answering.”

Daisuke also suggested two situations of being listened to by non-classmates and

impromptu speaking.

Excerpt 18

The students often show a strong refusal to make mistakes, and while there is
no problem for them to present their prepared presentations or other presentations
to a class they are familiar with, many of them panic or seem distressed if they

don’t know anyone in the audience or if it is impromptu. (Daisuke)

Learners’ natural predispositions, such as gender and personality, cannot be forced
to change. On the other hand, these factors should not be overlooked. Understanding the
characteristics of learners is essential for teachers and will develop their teaching

strategies.

5.4.7 The Influence of Academic Factors
Colleen suggested that students majoring in subjects other than English is a cause.

“I teach a lot of engineering students so many of them are very shy and introverted.
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Since many of them are shy in their native language, they are also shy speaking
English.”

In addition to Colleen’s proposal, Chris noted many factors: native English-
speaking teachers, classmates, exams, speaking situations in English, homework, first-

year university students, and All in English classes.

Excerpt 19

They appear to have anxiety with me and with classmates about tests,
speaking, homework, etc. The first year students may be shy but want to make
friends (Hitomishiri?). They are nervous to study English in an English only
environment. Some have more and some have less. Certainly the anxiety drops over
time. My university has three departments (literature, economics, and art) and it
seems that art students have the most anxiety (manifested by a greater distaste for
studying English) and literature students (may) have the least anxiety. My pet
theory is that literature provides these students with a greater awareness (a type of

experience) that helps them with anxiety. (Chris)

Andy, who was teaching at a high school, proposed that being a first-year students

at a high school was a cause.

Excerpt 20
My first year high school students have a lot of anxiety about studying in
English, they worry that they don’t understand and are nervous to speak in front of

others. The students that have returned from abroad have a lot less anxiety, but
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some still struggle feeling comfortable talking in English to their classmates.

(Andy)

Daisuke suggested the following anxiety-provoking factors: boys’ school and
advanced education. “It is a boys’ school. The class is academically strong with an
average deviation of over 60.”

Thus, while there are various types of factors that can be coped with as students
move on to the next level of education, there are others that they will face as long as

they remain in school, such as tests, homework, and a strict school culture.

5.4.8 Teaching Strategies to Support Students to Answer Teachers’ Questions
In response to Question No. 11, which was about teaching strategies and advice to
reduce their students anxiety in answering questions from teachers in English, the

participants described a wide variety of teaching strategies (Table 8).



Table 8
Teaching Strategies to Reduce This Type of Anxiety (No. 11)
Teaching strategies to reduce students' anxiety n %
Linguistic support
* Give examples 34 5.3
* Giving positive feedback 29 4.5
* Give clues verbally 26 4.0
* Help with vocabulary 22 3.4
» Show them how to start their answers 21 3.2
* Give clues non-verbally 20 3.1
* Giving recast (implicit corrective feedback) 20 3.1
* Help in the students’ mother tongue 17 2.6
* Giving helpful templates and guidelines for speaking English 16 2.5
» Teach useful phrases for fillers (e.g., let me see) 15 2.3
* Give advice on how to say something in English 15 2.3
36.3
Psychological support
» Show willingness to understand 32 4.9
» Give encouragement, especially on not being afraid of making errors 31 4.8
« Offer a back-channeling response when you understand what students o8 43
want to say
« Do not force a reluctant student to answer 25 3.9
« Display understanding of non-verbal behavior 24 3.7
21.6
Questioning strategies
» Repeat the question with simpler words 35 5.4
* Repeat the question and ask again 23 3.6
« Explain the question in detail 19 2.9
» Use yes/no questions first 18 2.8
14.7
Support with turn taking
* Move on to another student 23 3.6
* Return to the student later 17 2.6
6.2
Time support
» Giving more time to answer 29 45
4.5
Other strategies
« Allow students to work with friends 30 4.6
* Be patient 24 3.7
« Try to remain relaxed 24 3.7
« Adjust teaching style 23 3.6
* Play some background music 7 1.1
16.7
Total count 1265 100.0
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5.4.8.1 Linguistic Support.

Kaori had allowed her students to compensate for their lack of vocabulary by using
L1. “In the beginning, I allow my students to respond in a Lou Oshiba-like jumble of
Japanese and English.”

Since speaking English is a challenge for many students, the participants seemed to
have prepared several small linguistic steps or activities to help them gradually get used
to it. The following are further examples.

Four participants suggested that they would give their students opportunities to
rehearse. Megumi stated that she would have her students pair up to discuss and then
share with the whole class. Andy claimed, “Having students think about their answer
individually, then with a partner, then finally a group/class discussion. This helps the
students to prepare their ideas in advance and helps them to feel more confident in their
answer.” Travis suggested giving his students templates so that they could rehearse their
speaking. “Giving the students a chance to practice what they want to say before they
say it, using a template, is one of the best ways to get students to speak English to each
other, in my experience.” He gave another example. “Allowing students to work in
small groups and then give answers for the whole group is the best way to encourage
students to give English answers to English questions in class, in my experience.”
Fumihiko also stressed the importance of rehearsing. “Having my students practice
output to each other in pairs or small groups with others in the vicinity before the whole
class hears.” Wendy proposed creating a classroom environment that makes learning

comfortable for her students. She said “Trying to create a warm, supportive and non-

3 Lou-Oshiba is a Japanese actor and comedian, who constantly coins English words by mixing Japanese
and English words to express his ideas even when unnecessary.
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judgmental, relaxed atmosphere.” Chris offered a number of ideas. To summarize, he
suggested conducting a scavenger hunt, emphasizing the use of English as a tool for
making friends rather than worrying about linguistic mistakes, emphasizing the negative
impact of stress on learning, incorporating humor, greeting students one by one at a time
before class, having interests in students, having students practice humor in English,
supporting active students, using visual aids, paraphrasing, and teaching partnering

expressions. His wrote as follows.

Excerpt 21

I start the course with a group activity outside to learn the campus (a type of
scavenger hunt). It’s a mobile activity with many small tasks and it makes
everything non threatening. | interact with these groups during the class period and
emphasize that students need not worry about language mistakes but should use
English as a tool for making friends. In all classes, I emphasize that stress is very
bad for learning. I try to use a lot of humor to keep the atmosphere stress free. I get
to class early and greet all students and chat with them. I take an interest in them. I
ask them to practice their humor in English. I support the outgoing students in class,
so students can see that self-expression is welcomed. I do not use Japanese except
in a special case. I use PPt. images and simplified English. This at first creates
anxiety but it decreases over time. [ urge and urge students to ask questions by

teaching key phrases (What does it mean?, etc.). (Chris)

Working together in groups to complete tasks outside the classroom would not only

bring novelty to the learners, but would be effective in teaching them what they cannot
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learn in a classroom setting. It is also anticipated that the development of humor skills
beyond the scope of the topics covered by the textbook will enrich learners’

personalities and make the atmosphere in the classroom more amiable.

5.4.8.2 Psychological Support

When it comes to psychological support, Rie expressed her understanding of
characteristics of her students, and said that she would give them an opportunity to
express their thoughts through writing if they had speaking challenges. She said that she
tried to find some ways of expressing opinions for reluctant students, such as writing
comments, but not forcing them to speak in front of the whole class. Chris shared the
same thoughts as Rie by saying, “Smile, greet students, take an interest in them. My
students write messages in a comment sheet. [ use those questions to initiate a
conversation.” Andy proposed recognizing the various reasons for students’ reluctance
to answer and encouraging them to respond as appropriate. His teaching strategies are as

follows.

Excerpt 22

The reluctant student one is difficult because I also sometimes try and
encourage them to answer. There are a lot of variations of not wanting to answer
and as empathetic teachers we need to recognize this and know when to back off,
but as teachers trying to get the most out of students, we need to know when to
push them to answer because they would successfully be able to with a little

encouragement. (Andy)



66

5.4.8.3 Questioning Strategies.

Concerning questioning strategies, Trina said, “Gestures, use of technology in the
classroom, showing visuals whenever possible.” Takako suggested that if a student had
a listening challenge, she would repeat the same question at a slower speed. Repeating
the question with simpler words (35 participants, 5.4%) and repeating the question and
ask again (23 participants, 3.6%) appeared to be popular strategies among the
participants. When large numbers of students are studying in the same classroom, it is
expected that students will perceive anxiety due to the position of their seats and noise
from other students, in addition to the difficulty of the questions. In such a situation, the
participants would use the strategies while trying not to disturb the progress of the class

too much in the limited time available.

5.4.8.4 Support for Turn Taking.
To support turn taking, Tetsuya would not change the order in which he would call
on his students but would support them so that they could answer. Rie seemed to give

all of her students equal time to respond. Her idea is as follows.

Excerpt 23
It depends on the situation, but I don’t wait until my students can answer.
However, I routinely respond to everyone in the same way so that they don’t feel

like they’re the only ones being skipped over because they can’t answer. (Rie)

Takako replied that since many students get more nervous and anxious when the

teacher is waiting for answers, she would keep an eye on them and possibly move on
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(e.g., asking another student). Fumihiko, Monica, and Jeremy seemed to have a
common opinion. They facilitated the students in groups thinking about their answers.
Fumihiko stated that he would not call on individuals. Monica suggested “Starting
group work if an individual can’t answer.” Jeremy noted “I give chances for students to

work together to come up with answers.”

5.4.8.5 Time Support

In terms of time support, Rie stated that time is needed, not just to give the support,
but to show step by step how the activity can be activated. No other participants
responded in the open-ended response section regarding this type of support. Twenty-
nine participants answered that they would give more time to their participants. It was
assumed that participants were managing their time effectively, taking into account the
characteristics of their students, the difficulty of questions, and their planning of the

class progression.

5.4.8.6 Other Strategies
As other strategies, Trina responded that she would create a learning environment,
use broken Japanese, tell students that mistakes are natural, build relationships with

students outside the classroom, and allow collaborative work. She stated the following.

Excerpt 24

Positive learning environment, using broken Japanese, showing that mistakes
are okay - normal - and natural - building a relationship with the students outside
the classroom is the best way to help them feel comfortable in class. Also allowing

them to work within groups or pairs, or partners that they themselves select. (Trina)
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5.4.9 Teaching Strategies to Support Students in Group Work

In response to question No. 12, which was about teaching strategies and advice to
reduce their students’ anxiety in speaking English in group work in class, three
participants responded to this not only by choosing options but also by filling in a free-
text field (Table 9). Takako noted the negative effects of encouraging students and
suggested giving them simple questions and hints. “Sometimes encouraging my
students or prompting them to speak in some way only increases their anxiety, and with
those students I give them hints for expression while asking simple questions that make
it easier for them to speak.” Bill stated that he would go alongside the students. Chris
suggested having his students pair up randomly, giving them conversation starters, and
incorporating brain-breaks into his class. He appeared to provide his students with

opportunities to learn how to manage anxiety. His answer is as follows.

Excerpt 25

I raise their anxiety in order to reduce it. I create random pairs in each class
and they’ll sit together for the entire class period. In the beginning, I give them
some conversation starters. Over time, students adapt and anxiety drops. Student
tell me that they appreciate having new partners. In the past before Covid, I was
doing brain-breaks in class for 2 minutes or 3 minutes. This is a short activity that

involves no speaking but students do together. It reduces stress. (Chris)
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Teaching Strategies to Reduce Anxiety in Group Work (No. 12)
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Teaching strategies to reduce students' anxiety n %

» Go around the group and give advice 32 14.3
» Give encouragement 25 11.2
» Show them how to start to speak 22 9.9
* Give helpful templates and guidelines for speaking English 21 9.4
* Adjust the group size 21 9.4
* Encourage students to say something 20 9.0
» Teach useful phrases for fillers (e.g., let me see) 17 7.6
* Help in their mother tongue 15 6.7
» Organize groups based on students' English proficiency 13 5.8
» Advise not to be silent 12 54
* Prevent certain students from dominating the discussion 10 4.5
* Organize groups of close students 4.0
* Play some background music 2.7
Total count 223 100.0

5.4.10 Teaching Strategies to Support Students to Communicate with NETs

In response to Question No. 15, which was about teaching strategies and advice to

reduce their students anxiety in speaking English with native English-speaking teachers,

the participants proposed 32 types of strategies and advice in total. The most common

was creating an atmosphere of tolerance for mistakes (seven out of 37 participants,

18.9%). The second most common were translanguaging and paraphrasing (five out of

37 participants, 13.5%), and the third most common was creating a fun and relaxed

atmosphere (four out of 37 participants, 10.8%).
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5.4.10.1 Creating an Atmosphere of Tolerance for Mistakes.

Satsuki said that she would tell her students not to worry about mistakes. Megumi
stated she would tell her students that they need to go through small steps to assuage
their anxiety in speaking with native English-speaking teachers. Furthermore, it could
be interpreted as an attempt by the teacher to break away from perfectionism by
showing them her failure. "Small Steps. You have to do it! Teachers show failure."
Beginning with advice to his students, Sonny suggested three strategies: creating an
atmosphere of tolerance for mistakes, reward, and utilizing pair work. “Speak and make
mistakes. I will understand. This is not a test so make your mistakes. Partner work and
then have them answer. Sticker rewards for English communication.” Eric claimed that
he would give advice to his students in the following way. He also mentioned that he

would dig into anything his students wanted to say.

Excerpt 26

NETs are here to help you. Try your best to speak English with them, mistakes
are fine. Trying to communicate what you want to is more important than making
grammatically perfect sentences. If you try to communicate but cannot, that is fine.

At least you tried. (Eric)

5.4.10.2 Translanguaging.

Translanguaging, which denotes multilingual oral interaction (Conteh, 2018), was
used by Shelley and other four participants. Shelley stated that she would use Japanese
for students with lower English proficiency. “For lower level students I let them know

that I speak some Japanese, so they know that if they get stuck they can ask me in
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Japanese.” In addition to Translanguaging, Mike suggested Paraphrasing, speaking

slowly, avoiding explicit error correction, and a friendly attitude.

Excerpt 27

As a NET myself, I just try to speak on slow and basic English, and when they
respond, as long as [ understand it, I don’t correct it (at least outside of class). I try
my best to be friendly and silly so they can feel more relaxed. And if my English
isn’t getting through at all, I have enough Japanese language proficiency to be able

to say something again in Japanese. (Mike)

In addition to translanguaging, Travis would deep dive into what his students

wanted to say.

Excerpt 28

When I am talking to a student one-on-one, I usually do not let the student
leave me until they speak a full English sentence, without any errors. First, I speak
to the student in a mix of Japanese and English to help them relax. Then, I give
them examples, ask questions and/or interpret from Japanese what the student

wants to say until they can say it in a complete English sentence. (Travis)

Junko used translanguaging and direct support to facilitate interaction between her
students and native English-speaking teachers. “I could help the student by translating
what he/she wants to say into English when I am with him/her while they are talking

with NETs.”
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5.4.10.3 Paraphrasing.

Daisuke suggested paraphrasing, support by Japanese English teachers, and
discourse (conversation structure). He said “When my questions or vocabulary is not
communicated to the students, I change it to simple words and phrases, or I show them
the model first.” Hidekatsu also reported the use of two strategies common to Daisuke.
In addition to these, he suggested icebreaking and creating a fun and relaxed
atmosphere. He said “I restate in simple English when students have difficulty
understanding. I start the class with ice-breaking questions, and try to create a fun
atmosphere by including brief chats with NETs. Create an atmosphere where questions
are always welcome.” Rie’s remarks showed the use of some strategies in common with
Daisuke and Hidekatsu. In addition to these, she mentioned the presentation of role
models. She said, “Model for students that the teacher speaks in a relaxed atmosphere.
Show the teacher asking questions of the native English-speaking teacher using simple
English expressions about what the students do not seem to understand.” Wendy also
said, “Try to show that I am also a language learner in their culture.”

Out of the classroom, Trina emphasized the importance of building reciprocal trust
with her students. She suggested "Creating a strong relationship with them outside of
the learning environment." Noriko also mentioned the same two strategies as Trina. In
addition to these, she mentioned emphasizing English as an international language.

She said "I have my students use My English. I have them spend a lot of time with
native speaking English teachers. I have them interact with native speaking English
teachers outside English class.” Chris suggested that icebreaking outside of class would

improve rapport with students.



73

Excerpt 29

Please refer to my previous answers. I sometimes play frisbee with students
during lunch periods. This is non threatening and establishes a rapport. Students
may not talk but I can get students to return a frisbee to me which is an ice breaker.
I hope that word gets around that I’'m easy going and approachable. So anxiety

reduction starts/extends beyond the classroom, I think. (Chris)

5.4.10.4 Creating a Fun and Relaxed Atmosphere.
George implied that creating a fun and relaxed atmosphere and using fun teaching

materials (videos, etc.) would be effective.

Excerpt 30

I just tell them to use whatever English that have (whatever they can do), and |
tell them that it’s ok to make mistakes (don’t worry about making mistakes; they
don’t have to communicate in perfect grammatical English), and I also tell them to
"Do Their Best". I also try to create a stress-free environment in the classroom, and

I use lots of visuals (photos, videos, etc.) and audio (e.g., music). (George)

5.4.10.5 Growth Mindset.

In addition to creating an atmosphere of tolerance for mistakes, Monica expressed
the idea of talking to her students about growth mindset. “We talk directly about anxiety
and growth mindset, we engage in several activities to grow confidence and I tell them
communication is far more important than perfect accuracy.”

Concerning Growth mindset and Fixed mindset, the former is an attitude of

believing in one’s own potential, while the latter is an attitude of assuming that this is
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one’s best ability. Research by Dweck (2006) has shown that the latter is a limiting
belief, and that people with the former attitude are able to develop their intelligence and
abilities. The fixed mindset has an underlying desire to make oneself look good, and
therefore, they want to avoid challenges that have the possibility of failure. They are
quick to give up when they run into obstacles and tend to think that their efforts are
fruitless. They ignore negative feedback, even if it is useful, and they feel threatened by
the success of others. They are unable to reach their full potential. Growth mindsets, on
the other hand, start with a desire to learn, so they are willing to accept challenges and
persevere even in the face of adversity. They regard hard work as a passageway to
proficiency, learning from criticism, and learning from and being inspired by the
successes of others. Because of their underlying desire to learn, they are able to absorb
everything in an effective way and reach a high level of success. In her study of both
adults and children, she found that believing that personality and intelligence are not
innate to the individual, but can be developed, can bring about significant changes in
both adults and children (Dweck, 2006).

Kenny also mentioned the two strategies suggested by Monica. Other than those,
he proposed digging into anything his students wanted to say and psychological support

for them.

Excerpt 31

Have faith in the good nature of the listener / Remember that it is natural to
make mistakes and be imperfect / Remember that the other person has some
responsibility for the conversation too, not just you / Focus on the content of what

you are trying to say, not your self-image / Accept that compromise is natural and
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be glad about what you can say rather than sad about what you can’t. (Kenny)

Colleen suggested patience, smiling, giving time, and giving feedback. Her ideas

are as follows.

Excerpt 32

First, I thank the student for asking a question or making a comment. [ smile a
lot and I’m very patient when waiting for students to express themselves. If I don’t
understand, I ask more questions. When I do understand, I answer their question or
reply to their comment. Finally, I’ll check with the student to make sure that I have
answered their question clearly. I think the most important thing is to be patient and

caring. (Colleen)

5.4.10.6 Discoursing.
Yoko suggested that discoursing (conversation structure) be taught to her

students. In this context, she was likely to tell them not to be silent in class.

Excerpt 33

In the case of university teachers, they listen patiently to the students’ ideas
and their speaking speed is easy to hear. I tell students that if they utter even a
single word, their interlocutors will wait and listen, and if they don’t understand the
question, ask them to repeat it so that a conversation can take place. Since silence is
not conversation, I give them simple questions and answer patterns and ask them to

be able to use them. (Yoko)
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5.4.11 Other Forms of FLA.

In response to Question No. 16, an item related to anxiety other than those
suggested in the questionnaire, the Japanese high school teachers of English claimed
that their students were anxious about exams, group work, evaluation by others, and
making mistakes. On the other hand, native English speaking high school teachers
claimed that feelings of inferiority, pressure from parents, anxiety about club activities,
anxiety about fitting in with the class, and anxiety about the future plagued their
students. As for anxiety felt by their students, Japanese university teachers stated that
they were unable to practice pronunciation smoothly due to the mandatory wearing of
masks under the influence of COVID-19, that they were not sure if they could keep up
with the classes, and that they were worried about their grades and whether they would
be able to make use of their English. Native English speaking university teachers
responded that their students were anxious about standing out, getting along with their

classmates, and social pressures.

5.4.12 Teaching Strategies for Other Forms of FLA.

The participants appeared to have employed a variety of strategies to support the
affective aspects of their learners. In response to Question No. 17, an item related to
teaching strategies for relieving anxiety other than those mentioned in the questionnaire,
Japanese high school teachers of English stressed the importance of creating a
comfortable atmosphere in the classroom (four out of 10 participants). Hidekatsu

suggested the following strategies.

Excerpt 34
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Create an atmosphere where questions are always welcome. Prepare routine
assignments to make it easier to work on them. After group work presentations,
give feedback on what can be evaluated and what can be improved so that the

students can move on. (Hidekatsu)

The native English speaking high school teachers focused on encouragement and
smiles (two out of 10, respectively). Mike noted one limitation of what teachers can do
for their students. Sometimes, no matter how teachers work, the atmosphere in the

classroom does not improve.

Excerpt 35
I don’t have any strategies other than encouraging students that it’s ok to make
mistakes. Most of what I try to do feels largely of no use, as the class atmosphere

from my experience is not dictated by the teacher, but the class. (Mike)

Travis offered positive advice for learners who were in their sensitive years.

Excerpt 36
I tell them that being a grown-up is easy and they will like it. Being a teenager
is harder, but soon they will be finished with it! I try to smile and laugh a lot with

my students, and give them reasons to laugh (maybe at me). (Travis)

The responses from Japanese university teachers of English that stood out were

those related to the frequency of questions and intimidation.
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Fumiko stated “Make sure to ask often if there are any questions.” Yoko said “I tell
them that I won’t deduct points if they are wrong, but I will deduct points if they don’t
tell me.”

Among the responses of the native English speaking university teachers, the
following are worth noting.

Colleen created a comfortable learning environment for her students by sharing her

own mistakes in language learning experiences with them.

Excerpt 37

I like to talk about my own anxiety and give students advice on how I handle it
myself. By talking about my own anxiety, I try to let the students know that it’s OK
and it’s not anything to be ashamed of. I also like to tell them about times when I’ve
made mistakes in Japanese. If I can laugh about my own mistakes and failures, it
lets the students know that mistakes are a natural part of learning a language and we

can laugh about it and learn from it. (Colleen)

Chris taught communication strategies to his students in class and appeared to be
trying to strengthen the trust between the learners through dyad and group work. “I
always teach communication strategies and emphasize that they work in Japanese too. I
do pair work and group activities and get everyone familiar with the others.”

Kenny stressed the importance of students being in charge of their own learning
process. “I say it’s natural not to know things, so accept such "imperfection" and just be
glad that you can learn something new. Focus on what you can control, which is

whether you respond and how you respond.”
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5.4.13 Signs of High Motivation to Learn English.
One possible strategy to reduce learners’ anxiety is to increase their motivation to
learn English, and as Study I revealed, learners’ levels of motivation is related to their

anxiety. Hence, I analyzed this from the teachers’ point of view.

Table 10

Sign of High Motivation (No. 19)

Sign of high motivation n %

* Submit work 28 25.7
* Voluntarily speak English in class 24 22.0
* The look on their face 21 19.3
» Consistently meet deadlines 19 17.4
* Read the required material 17 15.6
Total count 109 100.0

Concerning Table 10, the participants seemed to be perceived by these signs a high
motivation to learn English among their students. When students are highly motivated,
they take their assignments seriously, and they are more likely to be engaged in the

class.

In response to Question No. 19, an item related to manifestations of students’ high
motivation, twelve participants wrote their answers in the open-ended boxes. The
majority of them (eight participants) said high motivation was manifested in their
students’ attempts to communicate with their teacher. The most common were talking to

the teacher outside class and asking their teacher a question (three out of 12 participants,
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respectively); when Eri’s response (talking to the teacher inside and outside class) and
Chris’ answer (assignments and reaction sheets) were added, they would be one-third of
the total (33.3%, respectively). Answers by Mike, Sonny, Travis, and Eri are as follows.
Mike suggested “Speaking to me in English outside of class.” Sonny stated “Speak
outside of class.” Travis claimed “Some students ask for help with writing or speaking
English outside of class time. I think that these students are very motivated to learn
English.” Eri noted “Students ask me questions during and/or after class.” Responses by
Shelley, Fumihiko, Eric, and Chris are as follows. Shelley said “asking questions also
shows motivation.” Fumihiko stated “When my students are willing to ask me questions
and give me comments, | find them highly motivated.” Eric said “Students asking for

recommendations (books, movies, music, etc.).” Chris wrote:

Excerpt 38

Sometimes I do not know in class but I can see it in their scoring on
homework, etc. How much do they write in their comment sheets (a paper I keep
that has a photo of the student and their name on which students can write a

message that I reply to). (Chris)

Concerning other manifestations, Rie stated, “Feeling that learning English is
necessary for exams and for the rest of students’ lives.” Andy responded that students

with an experience of studying abroad had high motivation in English learning. He said:

Excerpt 39

I would say the students are more motivated after coming back from abroad.
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Although the first year students are more motivated than the average Japanese first
year high school student towards English, there aren’t as many of the factors I

checked above, or not to the same extent as the students after study abroad. (Andy)

Jeremy claimed that voluntarily increasing fluency in an environment that requires
high English proficiency is a sign of such motivation. He said “They must be fluent to

survive in my school.” Bill simply stated, “They want to pass.”

5.4.14 Teaching Strategies to Increase Students’ Motivation in Learning English
Answers in response to Question No. 21, an item related to teaching strategies

which motivate students to learn English, are in Table 11.

Table 11

Teaching Strategies to Increase Students’ Motivation to Learn English (No. 21)

Strategies n %

* Give positive feedback 34 274
* Use visual aids 24 194
* Use audio materials 20 16.1
» Keep students busy with productive tasks 19 15.3
* Give helpful templates and guidelines for speaking English 17 137
» Use interactive computer tasks 10 8.1
Total count 124 100.0

As for Table 11, the participants indicated that giving positive feedback to their

students, devising teaching materials, and incorporating output-intensive activities into
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their lessons would motivate their students to learn English. Approval from teachers
would be appreciated by the students and may increase not only their motivation but
also their confidence. A fast-paced class would be effective because it would not bore

the students.

Ten participants proposed nine different strategies. A strategy of using materials
that are familiar and of interest to students as teaching materials was proposed by
Takako, Mike, Travis, and Monica. The name of this strategy is a direct reflection of

Takako’s idea. Their descriptions are quoted below. Mike said:

Excerpt 40

Provide motivated students with materials that appeal to their interests. For
example, if a student is into sports, I might share an English sports article or video
with that student and encourage them to ask me questions if they have any about it.

(Mike)

Travis stated “Try to find topics that my particular students find interesting in
English, whether sports, math, music, or whatever other topic they like. I hope that this

"9

makes them feel that English can be something they can enjoy!” Monica said, “I try to
make the material relevant to them as much as possible and give them ample
opportunity to speak and share their opinions.”

Other strategies include devising content (suggested by Megumi), being students’
friends (suggested by Jeremy), giving advice on vocabulary, etc. (suggested by Shelley),

setting achievable goals (suggested by Bill), and incorporating a point system into class

(suggested by Eric). Shelley said:
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Excerpt 41
I try to give my students vocabulary or other advice that isn’t only academic.
For example, I might teach them a silly word like "okey-dokey" because it’s fun to

say even though they will never see it on a test. (Shelley)

Eric’s proposal was “Points system for low level, low motivation classes.” Chris
suggested three strategies: having students enjoy the class, incorporating short activities,

and sharing the teacher’s travel experiences with their students. He said.

Excerpt 42

I try to get students to enjoy class. That’s a good start. I do many short
activities that might be fulfilling to students. I emphasize my background of
traveling and how interesting traveling is. I tell art students about art museums they
should visit in New York or Paris. I try to expand their views of the world. But, I
only see the students once a week and only in their first year. So, my influence may

only be short lived. (Chris)

Trina, on the other hand, stated that students’ motivation should be intrinsic. “I
don’t think it’s possible to make the students more ‘motivated’. It has to come from

within.”

5.5 Discussion
This section presents the answers to my two research questions, based on the

results of the questionnaire to the teachers.



84

5.5.1 Responding to Research Question No.1

My first research question addresses the following, “How do English teachers
perceive their students’ anxiety in the classroom?”

First, regarding silence and pauses, the participants reported the most frequent
comments on the sign of Japanese EFL learners’ anxiety (Travis, Excerpt 1). Asif (2017)
also reported this sign, although the study was performed in a different context. English
classes, unlike other classes, are the learning environments where students are
encouraged to express their thoughts in English, not in their native language. If students
speak in their native language, they may be immediately reminded by their teachers to
speak in English. Even if they have the correct answers and favorable opinions, their
lack of confidence in the grammatical, phonological, and lexical accuracy of their
English will probably lead them to hesitating to share them with the whole class. It is
believed that they are anxious about others’ evaluation of them when they make
mistakes or prevent their self-esteem from being damaged. It was Akemi’s opinion that
adolescent learners, like junior-high-school students, would not speak up in front of
others as they progressed through the grades (Excerpt 6). While their physical,
psychological, and cognitive development encourages them to become not only mature
people but also more advanced learners, male students, for example, may not feel
comfortable speaking in front of others during their adolescent period. While some
students would remain silent in all situations, others, as Colleen pointed out, would stop
speaking English under certain situations (i.e., when speaking in front of the entire
class) (Excerpt 2). Japanese people traditionally value harmony and cooperation. Many
highly anxious learners may remain silent, worried about whether their ideas are in line

with those of their classmates or whether they are speaking too often. In addition to
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these, if students do not have a very trusting relationship with each other, they would
not speak English (Excerpt 6). One possible reason for this is fearing that their ideas
will not be accepted. In addition to this, if learners are to answer questions from their
teacher about their personal lives such as “What did you do last weekend?”, their
answers may contain information that they would like to share only with their close
classmates. It is also possible that something unrelated to the English class, for example,
issues related to their families or their physical or mental health, may become a concern
for them, causing their anxiety and leading to their silence.

Second, the participants responded that students use a variety of nonverbal
expressions to communicate their concerns to their teachers. Similar to the present
study, Ohata (2005) argues that looking away from the teacher, a type of nonverbal
expression, is a sign of FLA in students. It would be ideal if students could
communicate directly and verbally when they are anxious or uncomfortable about
something, as it would prevent misunderstandings. It would take courage for students to
tell their teachers that they want them to ask other students to answer, so as Travis
stated, they would consult their friends or wait for their turn to be over (Excerpt 1).
There is a clear difference between the positions of teachers and students, which
probably creates an imbalance of power between them and makes it difficult for
students to express their feelings in words. They might be seen as selfish by their
classmates if they mention that they do not want to answer questions. This causes them
to convey their emotions to their teachers with negative facial expressions (Excerpt 3).

Third, even though they perceive anxiety in their oral performance, students might
respond in a low voice (Akemi) because if they do not express their thoughts, they

would be evaluated unfavorably by their teachers. This could be a desperate measure.
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Fourth, FLA levels among students who openly tell teachers in their native
language that they do not know the answer (Excerpt 3) might be higher than those of
students speaking English in low voices discussed in the previous paragraph, and lower
than those of students who choose to remain silent. Asking for help in Japanese from
native English teachers indicates a certain level of FLA, and Japanese students in the
EFL context might have an expectation that their teachers will understand even if they
express their difficulties in Japanese to them. If they had studied the target language in
English-speaking countries, this would not have happened.

Fifth, the fact that anxious students take longer to respond is a predictable result.
The more they panic, the longer it may take to get answers. As Mike suggested, they
may not even know they have the answer in hand.

As I have discussed, some of the signs of anxiety in the students as perceived by
the participants were common to previous studies, while others, like the use of quiet
voices and L1, were newly discovered in this study. In addition to observing students’
behaviors, Daisuke’s suggestion of using a questionnaire to identify the characteristics
of his students’ anxiety could be useful to better understand them and to build trusting
relationships with them.

With regard to factors which provoke students’ anxiety, quantitative data analysis
revealed that psychological factors were the most significant (46.5%) of all. These
included many of those also proposed by Asif (2017). Psychological factors such as lack
of confidence (35 participants, 11.1%), shyness (31 participants, 9.8%), and
nervousness (22 participants, 7.0%) were the main factors selected by the participants.
As Japanese government has been promoting All in English classes in recent years,

learners are increasingly required to understand the teacher’s explanations in English
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and to speak in English. While this has an advantage of providing exposure to English
for learners who lack opportunities to speak English outside the classroom, it may also
have a disadvantage that they may perceive anxiety if they are unclear about any aspect
of the lesson content. In the qualitative data analysis, participants also stated that the
main causes of anxiety were situations in which they were obliged to speak English due
to questions from teachers and the introversion of the learners.

Linguistic factors typified by problems with expressing themselves in English (30
participants, 9.5%), problems with vocabulary (23 participants, 7.3%), and not knowing
the answer (22 participants, 7.0%) were the second mostly chosen by the participants.
Vocabulary learning, for example, could be done not only in the classroom but also at
home or on the train or bus on the way to school, and teachers should suggest multiple
vocabulary learning strategies while taking into account learners’ learning style
preferences. By doing so, anxiety about English speaking will gradually ease.

The reason why open-ended questions could cause anxiety (Duncan) among
students might be that the answers are not written in the textbook so students have to
come up with their own answers. This seems to be difficult for learners to cope with
even as they become more proficient, as both high school teacher (Takako) and college
teacher (Duncan) pointed out this factor.

There appears to be a connection between a lack of practice in speaking English as
described by Chris and the perfectionism stressed by Andy (Excerpt 10), Chika, and
Monica (Excerpt 11). Students do not want to make mistakes in class; however, if they
lack practice in improving their oral performance skills, they might perceive high
anxiety. The finding backs up Asif (2017) and Azarfam and Baki (2012).

Regarding the time factor, as Andy states, there is always a time limit for students
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to speak in class, and they do not want to keep their classmates waiting (Excerpt 12).
The more anxious they are, the harder it may be for students to find the right words.

With regard to a cultural factor, the tendency of Japanese EFL learners to be
extremely fearful of standing out was noted (e.g., Trina). Students are hesitant to speak
up for fear of being judged by others.

Students have anxiety about speaking in English, so it can be quite difficult for
them to speak in front of the whole class (Excerpt 15 by Shelley).

Answering teachers’ questions in English and speaking English in front of
classmates can cause learners anxiety regardless of their levels of proficiency. With
regard to the former, this is a situation in which the student is expected to produce a
content-wise, lexically, grammatically, and phonetically accurate answer within a time
limit. As for the latter, there are some elements in common with the former, since the
situation is that the student is being evaluated by a large number of people, unlike when
he or she speaks during pair or group work, and the teacher also pays attention to what
the student says.

The main characteristics associated with anxious learners were introversion, low
English proficiency, and being a first-year university student. While Takako regarded
gender as having no influence on anxiety levels, Mike (Excerpt 17) and Sonny stated
that female students had higher levels of anxiety than males. The former might be more
sensitive to evaluations from others.

Related to academic factors, as Colleen and Chris (Excerpt 19) suggested, students
majoring in a non-English subject are more likely to perceive anxiety in communicating
their ideas to classmates and teachers in English classes. In addition to this, exams,

homework, and being new to high school and college can also cause learners anxiety.
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Learners have many obligations when studying at an educational institution, and if, as
Daisuke argues, it is an environment where advanced students learn, their academic

goals are very high and the learning environment is competitive.

5.5.2 Responding to Research Question No.2

My second research question addresses the following: “What strategies are English
teachers using to help learners reduce anxiety in the classroom?”

In response, the teachers proposed linguistic, psychological, questioning, and turn-
taking strategies. Quantitative data analysis on students’ anxiety about responding to
teacher questions in English revealed that the participants used linguistic support the
most (36.3%), giving examples the most (34 participants, 5.3%), giving positive
feedback was second (29 participants, 4.5%), and giving clues verbally was third (26
participants, 4.0%). Qualitative data analysis revealed that the following strategies were
used: using Japanese to supplement what cannot be expressed in English (Kaori), giving
students templates to help them rehearse their English speaking skills (Travis), and
incorporating group language activities such as scavenger hunts into the classroom
(Chris, Excerpt 21) and other strategies were identified. Group work practices were also
suggested by Ohata (2005).

With regard to the use of psychological strategies, quantitative data analysis
revealed that showing willingness to understand (32 participants, 4.9%), giving
encouragement, especially on not being afraid of making errors (31 participants, 4.8%),
offering a back-channeling response when teachers understand what students want to
say (28 participants, 4.3%) were found to be used frequently by participants. Qualitative

data analysis indicated the use of reaction sheets to allow all students to communicate
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their thoughts equally (Rie and Chris), and smiling at students (Chris). If speaking
anxiety is high, students will be reluctant to participate in class. To avoid this as much
as possible, it is effective to provide alternatives.

Many of the verbalizations were psychologically supportive of the students.
Teachers, regardless of their teaching and cultural backgrounds, emphasized the
importance of creating a comfortable classroom atmosphere and interacting with their

students outside class. Smiling was a frequent response from native English teachers.

5.6 Summary

Thus, there are a wide variety of factors that cause perceived anxiety of Japanese
EFL learners. Some are characteristics of the students, while others are the atmosphere
in the classroom and the personalities of their classmates. It seems that teachers have
perceived learners’ FLA and have attempted to allay it among their students by using a

variety of strategies.
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Chapter 6: Discussion

6.1 Introduction
This chapter discusses what Japanese EFL learners should do to deal with their

own anxiety in light of what the two studies have revealed.

6.2 Learners’ Responsibilities

My research question asks, “What should Japanese EFL learners do to alleviate
their own anxiety?”

In answering the research question, it is essential to engage both learners and
teachers in reducing the level of anxiety. For the former, it would be desirable to
enhance independent learning as well as collaborative one in the classroom to improve
their English language skills. As shown in the previous chapter, the four factors found in
Study I are as follows. The first factor was anxiety experienced when speaking English
in the classroom, the second factor was interest and motivation in learning English, the
third factor was general pressure related to English classes, and the fourth factor was
anxiety experienced when speaking English with native English speaking teachers. The
low level of anxiety among the Group 3 college seniors about interacting with NETs in
English indicates that some anxiety can be reduced by learners themselves. As Rose
(2017) suggests, Japanese learners with experiences of learning Kanji can use various
strategies to improve their Japanese language skills. According to Rose (2017), kanji
learners who use a wider range of cognitive strategies tend to make greater progress.

They need to use different strategies for different kanji characters. Pictographic Kanji
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make up half their initial learning stage, but as they continue to learn, the percentage of
pictographic kanji decreases since they need to learn more ideographic ones. The same
can be true for English learners. They may also need to revise their use of strategies
depending on their learning stages. It would be impossible to resolve the anxiety in the
classroom only by improving English language skill, although improving English
proficiency plays an important role in reducing anxiety (Tran & Moni, 2015). Learners
need to set academic goals that are appropriate for their English proficiency (Rose,
2017), manage their own learning, and sometimes modify their learning plans. Inside
and outside the English classroom, they should trust other learners and their teachers as
much as they trust themselves. While it may not be possible to build mutual trust
relationships with all classmates and teachers, the atmosphere in the classroom depends
on how they interact with each other in and out of the classroom, and as Mike notes,
sometimes teachers cannot change the atmosphere in the classroom to a more relaxed
one, no matter how much they make efforts (Excerpt 35). Therefore, if learners could
share not only their specialities but also their difficulties with their classmates, their
learning environment would be more conducive with a lower level of anxiety. A
questionnaire survey like Daisuke’s would not only help teachers understand the
characteristics of learners’ anxiety, but would also help learners themselves to
understand their own anxiety. Japanese people may be more empathetic to others
because of their cultural emphasis on harmony, their constant consideration of how
others regard them (Trina and Eric), and their willingness to share equal opportunities to
speak among themselves (Chika, Excerpt 14).

Outside the classroom, students could use smartphone apps to facilitate both self-

and collaborative learning such as expanding vocabulary and building friendly
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relationships with language exchange partners. In the long run, English learners around

the world will be able to work together across borders to improve their English skills.

6.3 Teachers’ Responsibilities

With regard to Study I’s finding that relatively inexperienced learners are uneasy
about communicating with NETs, while NETs cannot and should not change their
identities, NETs should be flexible in how they interact with their learners and in their
teaching plans. Not only JETs but also NETs should have experience in learning a
foreign language and should be attuned to their learners’ feelings. Technology has
greatly increased the number of independent and collaborative learning options for
learners. On the other hand, the fact that artificial intelligence is playing a part in some
professions, such as answering customers’ questions, will likely cause certain workers
to lose their jobs in the near future. Even this situation cannot be a reason for teachers to
be absent from the classroom. It is the teachers who can positively influence the
psychological aspects of learners in an educational institution, in addition to other
learners.

As Bill, Trina, and other participants pointed out (Excerpt 13, 14), the cultural
background of Japanese people, which makes them anxious about what others think of
them, prevents them from showing their creativity to others and challenging themselves
with difficult tasks (Ryback et al., 2001). They are overly concerned about grammar,
pronunciation, or accuracy of answers to questions. The need to be careful not to make
mistakes in front of others while worrying that some students will be jealous if they are
better than others may cause learners to choose to be silent (Murata, 2011). Japanese

EFL learners can be targets of being kicked out of their group if they are extremely
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superior or inferior to their classmates (Chesky, 2013). If this situation occurs, the
classroom will not be a suitable place for learning, not only for them, but also for other
classmates. They may believe that they must express opinions that are consistent with
those of the teacher and other classmates. It would be a huge problem for Japanese EFL
learners who are restricted by peer pressure in what they say and do and who are too
concerned about the reaction of others to share their groundbreaking ideas with their
classmates.

Asif (2017) and Tanielian (2017) claim that the mission of the English teachers is
to minimize the negative impact of FLA on EFL students in the classroom contexts.

In this regard, teachers should suggest self-learning strategies that best suit their
students based on their own learning and teaching experiences.

Teachers should incorporate language activities and visual and audio materials into
their lessons based on learners’ interests (Asif, 2017), as motivating students to learn
English can help alleviate anxiety. Teachers should try to interact with their students

with a smile (Subekti, 2018).

6.4 Collaboration Between Learners and Teachers

The situation described by Mike (Excerpt 35), where the environment in the
classroom does not improve no matter how much support is given by teachers, appears
to cause a vicious cycle. That is, each learner’s negative attitudes and beliefs lead to a
deteriorating learning environment, and the situation that cannot be handled by
individuals amplify their anxiety. Such anxiety can more negatively affect their
classroom participation. In order to prevent or even eliminate such conditions, I propose

a model that creates a virtuous cycle. This model is composed of six elements.
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First, although there is a difference in position between learners and teachers, there
is a great need for teachers to make the atmosphere in the classroom at least pleasant so
that the learners can perform at 100 percent of their ability. It would be ideal to establish
rules to create a relaxed atmosphere where mistakes can be tolerated (Azarfam & Baki,
2012) as Japanese EFL learners tend to pursue speaking perfect English (e.g., Excerpt
10).

Second, they should also interact with learners outside the classroom, as some
participants (Trina; Noriko; Chris, Excerpt 29) mentioned, so that learners can talk to
them about their concerns. As Effiong (2015) points out, teachers in charge of large
classes may use a stern voice to keep the class together, and this can be a source of
anxiety for learners. If there is ample opportunity for teachers to have informal
communication with students outside the classroom, students will understand that
teachers’ teaching methods do not always directly reflect their personalities. Their
involvement with teachers outside the classroom will have a positive impact on their
relationships with teachers inside the classroom.

Third, teachers praising students can be effective in reducing their anxiety;
however, it is also desirable for students to give positive feedback to each other. In order
to avoid slander among students, teachers should always check evaluators’ comments
and the evaluators should write their own names when giving written feedback. Also,
many students may be hesitant to send honest feedback on their classmates’
performance if recipients are close friends, fearing that it will have a negative impact on
their friendships. In such cases, if teachers share with the whole class in advance that
after reviewing the students’ comments, they will cut off their names before giving

feedback to other students, they will be able to reduce each other’s anxiety and improve
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their language skills while maintaining their friendships.

Fourth, as the teacher participants in Study II suggested, teachers may also be
effective in reducing learners’ anxiety by telling them about experiences of their own
learning, overcoming difficulties, travelling abroad, and growth mindset.

Fifth, by incorporating various language task activities such as information gap
tasks into the classroom, learners and teachers can intentionally build situations that
lead to scaffolding to reduce anxiety. It is important to create different pairs for each
task or class to avoid fixed roles of learners: for example, one student always providing
linguistic and psychological support to the other. IT devices can be used to further
motivate learners and encourage their active participation.

Sixth, it would also be effective to give students the opportunity to rehearse their
English speaking step by step: pair work, group work, and speaking to the whole group.

These six elements are dynamically connected. Teachers collaborate with students
to create a amiable atmosphere in the classroom, while at the same time they praise their
students’ strengths and talk to them about their experiences overcoming difficulties and
their positive mindset. In addition, they give learners the opportunity to rehearse and
praise their efforts and accomplishments in performance, while providing them with a
variety of tasks to enable them to experience many different situations of English use.
Of course, it is also essential to deepen the personal connections between teachers and
learners out of the classroom. While the impact of each element on learner anxiety
reduction might be small, the dynamic combination of these six elements would create a
positive cycle. Even if it is impossible to reduce the level of anxiety to zero, it is
possible to gradually reduce it in their long journey of learning English. With regard to

this virtuous cycle, I would suggest that teachers begin by giving psychological support
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to their students, for example, confiding in them about their own experiences, or
providing them with positive feedback.

In addition to what was suggested by the participants in Study II, on the other
hand, teachers need to explicitly demonstrate Kachru’s (1992) concept of World
Englishes or English as a global lingua franca to their students. In addition to teachers
not over-correcting students’ pronunciation, they need to be proactive in providing
students with opportunities to be exposed to visual or audio teaching materials, for
example, speeches and presentations by English speakers from diverse cultural
backgrounds and communicate with such people in person or online. These will change
students’ perception that they must speak perfect English.

According to Azarfam and Baki (2012), Asif (2017), and Tanielian (2017), in order
for teachers to be aware of FLA, they might need to attend special training courses on
this issue. The teachers’ duties are varied and they are always busy, but they are
expected to read the latest research and continue to refine their teaching strategies as

needed.

6.5 Summary

In this way, I have discussed how the efforts of both learners and teachers are a
prerequisite for resolving learners’ affective problems. It might be difficult for people
from different backgrounds to achieve a common goal; however, it is worthwhile to do

SO.
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Chapter 7: Conclusion

7.1 Introduction
This chapter describes the findings, limitations, and suggestions for future research

clarified in this dissertation.

7.2 Conclusion
Upon considering all the results, the main findings could be summarized into the
following eight points below.
® The four factors were identified that cause FLA among Japanese EFL learners
at the high school and university level.
® The four factors included anxiety that can be alleviated by continued English
learning, such as anxiety about speaking with NETs in English, and anxiety
that is not easily alleviated by continued learning, such as anxiety about
speaking in English in the classroom.
® From the teachers’ point of view, signs of anxiety among Japanese EFL
learners are mainly silence, a soft voice, and facial expressions.
® From the teachers’ point of view, the main anxiety-provoking factors are
responding to teachers’ questions in English, speaking in front of the whole
class in English, fear of making mistakes, introverted personality, and cultural
factors.
® Teachers seemed to support learners primarily linguistically and
psychologically.

® [ carners need to improve their English skills through independent and
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collaborative learning and build trusting relationships with other learners as a
way to cope with their anxiety.

® Teachers should be sympathetic to learners and suggest strategies to facilitate
their independent learning and incorporate materials that meet their interests
into their lessons.

® [ carners and teachers should cooperate with each other in the classroom to
create a friendly learning environment that will continue to generate a virtuous

cycle that consists of several elements.

7.3 Limitations of This Study

The findings of this dissertation might need to be seen in light of two limitations.
The major limitation to the generalization of these findings would be that the
participants may have hesitated to contact the author if they had questions. In Study II,
the participants were given the author’s e-mail address in case they had any questions
related to the questionnaire. However, they did not ask any questions via e-mail. While
this could be interpreted as 100% understanding of the instructions and items in the
questionnaire, it does not rule out the possibility that they continued to respond to the
questions that were unclear to them without emailing her. If the author had been face-to-
face with them when they had answered the questionnaire, they might not have hesitated
to ask her questions.

The other limitation is that this dissertation has primarily focused on FLA of high
school and college level learners. This does not ensure the findings would be as useful
in other educational institutions such as elementary and junior high schools. Similar

research focusing on FLA experienced by elementary school children or junior high
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school students would help to further explore possible strategies to reduce Japanese EFL

learners’ FLA.

7.4 Implications for Further Study

Through this dissertation, I have identified the characteristics of Japanese EFL
learners’ FLA and the factors that provoke it from their own perspectives, and have
analyzed the manifestations of FLA, factors of FLA, and teaching strategies to deal with
FLA from teachers’ perspectives. The main purpose of the study was to discuss what
Japanese EFL learners should do to reduce their anxiety. What English language
learners need to do is to continue to address their FLA in English speaking by
establishing their study habits and working with other learners and teachers. While it is
essential to improve English proficiency in order to reduce anxiety, it is also essential to
reduce anxiety in order to improve English proficiency. The two are thought to
influence each other. Although there might be only so much they can learn in an
educational institution, the Internet could allow Japanese EFL learners to continue to
learn English effectively by accessing websites for English learners and watching
videos uploaded on video streaming sites. They may not have many face-to-face
English-speaking partners in their lives. It is hoped that they will continue to seek
opportunities to use English practically in their long journey of learning English,
sometimes by communicating with friends overseas online and sometimes by attending
classes of universities in English-speaking countries. I would like to convey to English
learners the reality that many learners, regardless of their stage of English learning and
proficiency, are anxious about speaking English in classroom settings. As many of the

teacher participants in Study 2 emphasized, making mistakes is a natural and important
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part of English learning processes. This probably takes a lot of courage, but I hope that
they will gradually increase their chances to actively participate in English classes for
themselves and their classmates. Their teachers must be giving classes to help them
grow not only academically but also personally.

I hope that teachers will continue to provide instruction that is responsive to
affective needs of their learners. In the midst of teachers’ busy schedules, I would like
them to have opportunities to learn about and discuss FLA reduction strategies for their
learners with other teachers, if possible. The impact of one student and one teacher on
the classroom may be limited, but if everybody works together, a positive group
dynamic will be created.

In 2022, English is taught to learners of almost all ages in the school curriculum in
Japan. Thus, further research will be required to determine whether the questionnaire
employed in Study I is practical for validating the anxiety perceived by elementary and
junior-high-school students. Simultaneously, future research would include not only
questionnaires but also interviews and focus groups to determine what strategies
learners at different proficiency levels are using for the purpose of coping with their
anxiety and to investigate the extent to which the strategies can be taught. If anxiety
reduction strategies are explicitly addressed in English classes, learners will have more

options from which to choose and use the strategies that suit them best.
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Appendix A

The Scale Questionnaire of Anxiety for English Learning and Speaking (SQAELS)
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Appendix B

Questionnaire on Alleviating Students’ Foreign Language Anxiety in the Classroom
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Section 10f4

Questionnaire on Alleviating Students’ i
Foreign Language Anxiety in the Classroom
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Dear high-school and university English teachers,

Hello. My name is Yuka Masutani. | have been researching English Pedagogy at the Graduate School of
Doshisha Women's College of Liberal Arts. | would be greatly honored if you could participate in my study. It
takes approximately 10 minutes to complete.

Study Outline

Although Foreign Language Anxiety (FLA) is an important Affective factor in language learning, only a little
research has been accumulated on it in Japan. FLA has been conceptualized by Horwitz et al. (1986), as "a
distinct complex of self-perceptions, beliefs, feelings and behaviors related to classroom language learning
which arise from the uniqueness of the language learning process” (p. 128). In Masutani (2021), a study was
conducted by using a 6-point-Likert-scale questionnaire targeting 338 Japanese EFL learners at three
institutions in order to clarify the characteristics of FLA when speaking English. As a result, all participants’
reported experiencing FLA when speaking English at a moderate-to-high level. Moreover, the four factors were
extracted by employing Exploratory Factor Analysis. While comparing the average scores among high-school
students, freshmen, and seniors, an implication was that English teachers have a necessity to provide their
students with continued support so that they could alleviate FLA while simultaneously augmenting confidence
in the individual learning progress.

The purpose of this study is mainly to identify how you are supporting your students in English classes when
you are aiming to alleviate their FLA with speaking English. There are 21 items and two types of questions:
multiple-choice and open-ended questions. This questionnaire is mainly based on the interview guide in Halimi
et al. (2019) and the findings in Asif (2017), Harumi (2011), Masutani (2021), and Ohata (2005).

Concerning the analysis, a qualitative data analysis will be principally undertaken; however, your name and
affiliation will never be disclosed. Please contact me whenever you would like to ask me about the study and
the questionnaire.

Yuka Masutani
Email: ib19101@dwc.doshisha.ac.jp
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Chief Examiner: Professor Natsumi Wakamoto
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RPEFOEMWIZ, FICEBEYBEEOEELE T EANORLERFITIHIC, EEANEBERNTEDL
SICEFEEXERISTWVWBD, IKDWTHLHNCT BT, BREE21H T BIRA L ghERAD
2BEN B D T, ZOBERKIE. EicHalimiftt (2019) O« > % E a2 —H+ K&Asif (2017) . Harumi

(2011) . Masutani (2021) K U'Ohata (2005) DERICEITVWTERLTWET,

SFICY > Tid, ECENT—IIMAETVETH, OFFEOEEAOEEIP CHAEIHLSNNCES T
LEHDEBA, FARECEBRICEHAL CSRAREANTVELES, WoTEREBREETW,

Ba At
Email: ib19101@dwec.doshisha.ac.jp

FBEEHE  BX HEEE

Part A: Background &% g m :

Description (optional)
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1. May | have your Email address? *
A=)P RLRAZEBZATWRIFTETN?

Short answer text

2. What cultural background(s) do you have? (e.g., Japan/Japanese, Japan and
Canada/Japanese and Canadian)

EDLSBXNERZERHETIN? B BER/BAA. BEREAFF/BRAENTFTTN)

Long answer text

3. Could you tell me your educational background and teaching history? How long haveyou ~ *

been teaching English in Japan or in other countries? Could you also give me your teaching
history in brief?

PEROBEZBZITCWRIFEIN?BEAS UK RMEETENS SVWOHBHBEREBZHEI TS >UrWET
MN? CNFETOHEICDODVWTHBRICEHZILLIEE W,

Long answer text
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4. Could you tell me what level of students (senior high school, university; novice, intermediate, *
advanced) you are now teaching?

REEDLANILVOERF/ZEICEZITVWS > L WETH (BRE. REEDR. k. £k ?

Long answer text

5. Could you specify your gender? *
HRIEBRZTWRITERIN?

Male B
Female Z4
Non-binary ./ >/\A F 1) —

Prefer not to disclose A3 L 7L\

After section 1 Continue to next section v
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Section 2 of 4

EEOE VI Y

>«

Description (optional)

Part B: Anxiety about speaking English or answering questions from teachers in class
REPRECREI DI EVPHEDERICKETRET S IcEI BF%

6. In relation to “Anxiety about speaking English or answering questions from teachers in i

class” (Factor 1 in Masutani, 2021), in general do you think your students have such anxiety in
your class?

REPRETREITDIIEVPHEDEMICHEGRET 22 LT BAR (Masutani, 20211c &1 2EF
1) EDWT, HRICDERF/ZEIF. FOLISBARLERF>TVWDEBVWETHN?

1 2 3 4 5 6

Strongly Disagree £< HTIFES O O O O O O Strongly Agree & TH K< Y TIEE
AN A )
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7. If so, could you describe that in detail? In what situation do your students have this anxiety? *
What students (e.g., grade, gender, ability, and personality) have such anxiety?

INEDWT, FlIC CHRBWRFEIN? EQLSBBETHRIDERF/FER DL SBRRERS
FIN? EQLSBER/FE (FFE ER 880, ABES) BPOLSBRREFEEIN?

Long answer text

8. How do you know when your students are anxious about speaking English? *
BRI DER/ZENEEREICEA L TRRERBVWTWS L ED LS ICIBEREWETH,?

Long answer text

9. What are the sources of English speaking anxiety that your students experience in the classroom?
Please choose one or more answers from the following.

S/ PEDNBRENTRBRECHI 2FREF DRRIIATEH? FLOHN 5—2 U EEEEHEV
é‘l\o

Short answer text
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Linguistic problems SE¥ LOME *
Students do not know the answer 44/ 4 (FEZ D DO 57X
Problems with vocabulary &8 D RIE
Problems with expressing themselves in English REETEHERIRE T 5 2 ENDRERE
Problems with comprehension and listening RAEE KR 'Y R =V 7 OEE
Lack of grammar accuracy 3UED IEFEMEIC R IFTWS
Low proficiency in the target language B2 S EDEWS EHEN

None of the above & DT (EAR LY

Other (please specify if you have more answers related to linguistic problems.)
Z0fth (LRUNCEBZLOBBENH D EUSBFTILEIWN, )

Long answer text
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Psychological problems (2% F DR *

Lack of confidence BfEHRIF TW3

Nervousness iR

Shyness B0 L &

Feel frantic and hurried ZJETHED ZRERL TS

The language learning atmosphere SE%E DB

Lack of confidence in what they are going to talk about 5% > & UTWARBRICAEIRIFTTWVS
Lack of confidence in pronunciation F&H ICE{EMR T TV

Cultural reasons X{bLAYERH

None of the above & D HC{EAR LY

Other (please specify if you have more answers related to psychological problems.)
Zof (ERMSMIDEZ EFORBELNH D ELISEFTIEZ W, )

Long answer text
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10. Are you confident in reducing that anxiety in your students? *
EFE/ZEDCOLSHBFAREBRIEIEENHDETM?

Strongly Disagree £ <{ ¥ TIFES Strongly Agree & THI<YHTIFE
A )

11. Please tell me what teaching strategies you use or what advice you give to your students to
reduce their anxiety in answering questions from teachers in English. Please choose one or more
answers from the following.

S/ FEDNEENSOBBICKRBTRET S LICHTIARZERI TR HIT. EDOLXSBEBEAKE
SEAICB>TVSE S Le 20 FEFEDLSBHEEREI>TVWBHEHZITIELEW, TROFMIS—
DU EEIEEHREVLLLEE W,

Short answer text
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Linguistic support SEZF LOXE*
Teach useful phrases for fillers (e.g., let me see) 7« 7 — D7 ICRICILDFED (let me see’n &) ZH..
Give clues verbally SfEck >V 2523
Give clues non-verbally 3FEETEY h &2 523
Give examples flz 52 %
Give advice on how to say something in English REB TN E S L EDBE 2522
Help with vocabulary 585 % FBh11 9 %
Show them how to start their answers &D & 3 IRELBSD 2h%RT
Help in the students’ mother tongue A E/F4DFETIHET
Giving positive feedback SEHNAR 71 —RN\v 7 E2 523
Giving recast (implicit corrective feedback) U F X b - EWEBEL (BRORBEZ7+—KNv o) 5.
Giving helpful templates and guidelines for speaking English &% SE T BRICKRII DTV FL— R P H1 .

None of the above Z DT (&AL
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Other (please specify if you have more answers related to linguistic support.)
ZoM (EEUMCEEBFZLOXENHDHE LSBT TSI W, )

Long answer text

Time support EFREID T *

Giving more time to answer 523Dk D < DEE%Z 5% %

None of the above & DT (EAR LN

Other (please specify if you have more answers related to time support.)
Z0fty (EELANCHKEOXBNH DL UISEFTLREIW, )

Long answer text
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Questioning strategies E A *

Repeat the question and ask again B Z#&DRLTH S —ESNh3
Repeat the question with simpler words Effi%& & D fBERE TR DR
Explain the question in detail B[ % FMICFHAT %

Use yes/no questions first £9. [EWWWIXTEZSN2ER%T 3

None of the above & DT (E7R L)

Other (please specify if you have more answers related to questioning strategies.)
Z0ftt (ERMUMNMCERAEISH D HELISEFTIRI W, )

Long answer text
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Psychological support [DIEBZ FDFE*
Offer a back-channeling response when you understand what students want to say 44/ 4EAMA%{EZ ..
Show willingness to understand BBf# U & 5 & T 5 EHERT
Give encouragement, especially on not being afraid of making errors £fICEEWE BN BEWE S ICMET
Display understanding of non-verbal behavior JESBH{TEINDEHEE R
Do not force a reluctant student to answer & X % & & (R RAESE (T IE58H] L AR Wy

None of the above Z DT (&AL

Other (please specify if you have more answers related to psychological support.)
ZOM (LEUSMCOEF EOXEABDE LSBT TILEIW, )

Long answer text



Support with turn taking JEFEASR DXL *

Move on to another student i DA/ FEZ K TS
Return to the student later Z# D4AE/ZAEXHRTHE TS

None of the above Z D HIC (AR LY

Other (please specify if you have more answers related to support with turn taking.)
Z0fty (LERUNCIEFERROZKENH D ELIESEF TS, )

Long answer text

Other strategies # DD HHE *
Be patient 5@ < LV 5
Adjust teaching style {58 7% % BT %
Try to remain relaxed ¥ 5 BWcREBZRES £ T2
Allow students to work with friends &£fE/ZENRAERDBE C & ZHFT T S
Play some background music BGM%Z B4 9 %

None of the above Z D HIC(EAR LY

133
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Other (please specify if you have more answers related to other strategies.)
Z0M (LEUNMCZOMOAENH D E LSBT TSIV, )

Long answer text

12. Please tell me what teaching strategies you use or what advice you give to your students  *

to reduce their anxiety in speaking English in group work in class. Please choose one or more
answers from the following.

EfE/PEORE TN —TEHFICREBLEZET CEICHT 2AREBRI TR eohic. EDKSRIEELR
ZERIKBO>TVS o U 2D KRB ED K SBRTUEERS > TVWEHERITLIES W, TROFHNS
— DU EEEEBRPL LS L,

Teach useful phrases for fillers (e.g., let me see) 7«1 T —DfcHITHRICIIDFED (let me see’R &) ZH...
Give helpful templates and guidelines for speaking English EZFE I BRICRIZI DTV L — P HA K.
Advise not to be silent JEEALEWEK SBIET %

Show them how to start to speak ED & 3 ICFE LD DM ERT

Help in their mother tongue 44E/F4£DRETFBIT T2

Encourage students to say something AINHKE T 5 & ST

Give encouragement i1 &9

Go around the group and give advice HlE#EE(C1T<

Adjust the group size ZIL—7DAKZ 3 2 HET 2
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Organize groups based on students' English proficiency £#/F4HDHEBREEZZRB LTI —TZ1R..
Organize groups of close students i U WARE/ZERLTTIIL—T#RmHT 3

Prevent certain students from dominating the discussion fEDERF/ZENFELEVWERET Z2DERC
Play some background music BBMZHB4£T %

None of the above & AT [E7R L)

Other (please specify if you have more answers.)
Z0ft (EEEMAMCHD EULISEFTLIEE W, )

Long answer text

After section 2 Continue to next section v
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Section 3 of 4

EEOE VY

><

Description (optional)

Part C: Anxiety about speaking English with Native English Teachers
RREEERE L RKETHEIT LICHATIRR

\21‘

%H

0

13. Inrelation to “ Anxiety about speaking English with Native English Teachers” (Factor 4in *

Masutani, 2021), do you think your students have anxiety in speaking English with Native
English Teachers (NETs)?

WEREFEEHE CEETET LICBETBAREL (Masutani, 20211cH 1T BEF4) ICDWT, HRIcDELE/
P RN EEERE B TR I CEIARRERF >TVWBERBWVWETM?
1 2 3 4 5 6

Strongly Disagree £< HTIEES ONONONONONS®) Strongly Agree & TH K HTIEE
AN %

14. Are you confident in reducing the students’ anxiety in speaking English with Native English *
Teachers (NETs)?

AT/ FEDREBREEENB KB THI CEICEHTIAREBRIEZEENHDEITN?
1 2 3 4 5 6

Strongly Disagree £< HTRFES OHONONONONO® Strongly Agree & TH KK HTIEF
R0 %
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15. Please tell me what teaching strategies you use or what advice you give to your students  *

to reduce their anxiety in speaking English with NETs.

RESEZEREBERBETHEI L ICHIZARLRERRSEDHIC. EQLSBEBEARE ERAICBST
W55 U» 2D EERBEDESBSHEERE > TV EHZITIEE W,

Long answer text

After section 3 Continue to next section v

Section 4 of 4

EEOEIYaY

><
.

Description (optional)

Part D: Pressure about English class in general

REOREICETZ2—HRNBTL Y Vv —ILDWT
Other than what | have asked you about above, students seem to have other areas of anxiety about their

English classes.
INETEBRUNMNCDER/ZERREBOREICHUVTRREZR L TVWS L 5T,

16. Other than above, what other forms of anxiety do you think students have? *
ZOMICER/ZEREDELSBARRERF >TVWBEBVWEITHN?

Long answer text
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17. Please tell me what teaching strategies you use or what advice you give to your students  *

to reduce those forms of anxiety.

ZTORREERTBDIC. EOLSBEHARE ERBICBE >TSS LedhEBEDLSBTHEE
BE>TVWBEDEHATLLEZ W,

Long answer text

Part E: Interest in learning English and motivation to learn English
WEFBICNT B HEER OB

18. In relation to “Interest in learning English and motivation to learn English” (Factor 2 in *

Masutani, 2021), in general do you think your students have a high motivation to learn English?

HEPB N T BEEROEE (Masutani, 202112817 3AF2) I€DWT, HREEDERE/PEGE, HEEE
XL TEVWEIEZE > TWBERBVWETH?

Strongly Disagree £©< Y TIEES Strongly Agree & TH XK Y TIEE
AR %

19. How do you know that your students have a high motivation to learn English? Please *

choose one or more answers from the following.

BRI DER-E/FENKEZE IR U TEVWSEEF > TLWR EEDL S ICBERIVWETH? TiLOFh S
— DU EEEEEBOLCIEE W,

Voluntarily speak English in class %2 CHREMNICEEZET
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Voluntarily speak English in class 3 CEFEMNICKEEZFET
Diligently submit work #)fic S REZRET 2

Read the required material X B2 &K % O

Consistently meet deadlines % Ic iR %57 %

The look on their face BED &1E

None of the above Z D (E7x LN

Other (please specify if you have more answers.)
Zoft (EEMMCH D ELISBIFTILEN, )

Long answer text

20. Are you confident in increasing the students’ motivation? *
S/ FEOEBKER LS EZEENBDEIH?

1 2 3 4 5 6

Strongly Disagree £< ¥ TEFES O000 00 Strongly Agree & THL<HTIEFE
R0 3
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21. Please tell me what teaching strategies you use or what advice you give to your students  *

to increase their motivation to learn English. Please choose one or more answers from the
following.

AfE/FEDORBZBICH I 28MEZzM ESBEehic, EOLSBEEAREZFERICB>TVWS-LYS
DNERBEDELSBTHEERS > TWEINERZITLIEE WV, TROFNS—DUULEIEEZH BV IEE
(A

Keep students busy with productive tasks £ERRY AU TEE/ZEETT LS ES

Use visual aids REHM =S

Use audio materials BER B M &>

Use interactive computer tasks AV E 21— ZHVWTPOED %2329 X7 %ES

Give helpful templates and guidelines for speaking English B % EIBRICHRIIDOTY FL— M PHA K.
Give Positive feedback FRHG 7+ —RN\v 7 %252 %

None of the above Z DT (F7AR L

Other (please specify if you have more answers.)
Z0ft (EEMUNCH D E LSBT TIREWN, )

Long answer text



141

Appendix C

Recruitment Letter
Dear xxx,

Hello. My name is Yuka Masutani. As a Ph.D. student at DWCLA graduate school, I
have been conducting a study on how English teachers reduce students’ foreign
language anxiety. | would like to grateful to you for your warm support during your
busy time in advance. It will take about 10 minutes to complete my questionnaire. Your
information will remain confidential and your answers will be used only for statistical
purposes. Below is the link to my questionnaire.

https://docs.google.com/forms/d/e/1IFAIpQLSem3NKYTGSHgaLYPMycVugWirci7Ab
RNjXzzV73TH7vhHahRA/viewform

Yours respectfully,
Yuka Masutani

IZUHE LT, RAEHLTRERERCHTBE L T THEAAELFLE

I, FATHE, RESHMZAR, @R DOIFED AT 26512, FHE DOIGE
BT ZEANORLE ED L D IR S E DO T, BRI ZIT > T
BV FEJ, Google Forms Z{fli > TIRIZEZED TV ¥, ZTLILOLZAE
FEEBDTLETN, THIOWETE L b RESRIZHFE U ET, ey
[FIX 10 301E ETY, FAZRET HIHFHMITR L TAHIND Z LITHY £
ho ZHRIEFHRFHOBICOAERSNET,

https://docs.google.com/forms/d/e/IFAIpQLSem3NKYTGSHgaLYPMycVugWirci7Ab
RNjXzzV73TH7vhHahRA/viewform
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