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ABSTRACT

Recommended in language education curricula around the world, intercultural
communicative language teaching (ICLT) is also promoted by the New Zealand Ministry
of Education for teachingnd learning languages at secondary school. However, research
in New Zealand and abroad has shown that language teachers do not have a sound
understanding of ICLT and most do not practice the approach. Studies have suggested
universal tensions that givise to shortcomings in ICLT awareness and/or practice; this

study takes a view to remedy them.

The overall research concern of this thesis is to support the practice of ICLT in New

Zealand secondary school language classes, grounded in two aims:

1. Toascertain the status quo of New Zeal and

awareness and practice of ICLT; and

2. To develop, implement, and evaluate atlass intervention of an activity
grounded in ICLT, namely cultural portfolio projects. This aimpressly sought to
resolve tensions described by teachers internationally as hindering ICLT awareness

and practice.

The aims were achieved in a typbase project based on a theoretical framework of
the philosophical theory of pragmatism (specifically, eewé s wor | dvi ew) and t
psychol ogi cal perspective of sociocultural t
cognitions with respect to culture in language education generallyo &GHT
specifically. A questionnaire was administered to language tesach&21 secondary
schools. Quantitative analysis of the data from the 76 questionnaires returned provided a
fre shunder standing of New Zeal and | anguage teac
a range of factors as influencing their cognitions, awareaesispractice of the approach.
Phase 2 was an-itlass intervention involving teachers and students of three secondary
school language classes (2 x German, 1 x French) in deagth studententred
activity called cultural portfolio projects (CPPs).eT6PPs embodied ICLT principles
and demonstrated the theory of ICLT in practice. Data gathered from observations,

interviews, and group discussions were analysed using qualitative methods.



Results across phases showed that New Zealand language teactieue to
demonstrate low levels of awareness of ICLT, chiefly due to tensions related to curricular
documents, teacher education, and apparent
consequence, mediating tools that could empower the practiC& dfwere inaccessible,
flawed, or ineffectively used. The CPPs were evaluated positively as a culture teaching
tool by teachers and students alike, and theirsteps e nat ure r ai sed t he

consciousness of ICLT to the extent thkif the tensionsverereduced

The thesis culminates in the presentation of a heuristic model of an intercultural
communicative language teacher. The model is a mediating tool for teachers and teacher
educators to illuminate the extent to which their cognitions, practoesaims reflect an
ICLT approach, to enable focused development to assist their trajectory towards being an

ICLT practitioner.

Key words:Intercultural communicative language teachii@;T; intercultural
communicative competence; cultural portfghimjects; sociocultural theory; pragmatism;
teacher cognitions
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CHAPTER 17 INTRODUCTION

It is intuitive to think of language and culture as intertwined, each playing their part in
anyinteraction. Language and culture both come acutely to the fore in interactions
between people from different linguistic and social backgrounds. For thosadearn
language, culture knowledge, in particular, is recognised as being interesting, motivating,
and necessary to avoid or mitigate misunderstandings when engaging with others. It is,
therefore, counteintuitive that international research has shown lagg education to

sacrifice teaching the cultural dimension in favour of teaching the linguistic dimension.

1.1 The Research Territory

Intercultural communicative language teachifngreafter, ICLT) is a language teaching

approach or as Newton prefers,fas t anc e 0 ¢ thdl ihteyratesgdangu&gé and
culture at all stages. With the objective
communicative competence, ICLT encouratiesexploration, reflection, and

comparison of languages and cultures, includmgt | ear ner 6s (and the f

The New Zealand Ministry of Education (hereafter, the Ministry) recommends the
use of ICLT for secondary school language education. Although ICLT is not explicitly
named in the national curriculum (Ministry of Eduoat 2007a) (hereafter, the
curriculum), it is specified in the online curriculum guide for Learning Languages
(Ministry of Education, 2013). The curriculum guide also describes an-l§2iséd
teaching method built on six principles, developed by Newtotesy&hearn, and
Nowitzki (2010). Furthermore, since the 2007 revision of the curriculum that established
Learning Languages as a learning area in its own right, the Ministry has emphasised the
significance of teaching culture in language education. Thalkygveighted strands of
language knowledge and cultural knowledge support the sole objective of Learning

Languages, communication.

This thesis has the overall research concern of supporting New Zealand language
teachers in the practice of ICLT. The prding paragraphs introduced the context of
ICLT in New Zealand. In the following sections, key research in the field is summarised
to provide background and to reveal the niche that this study set out to fill (Bitchener,

2010). Then, the rationale is givéar the theoretical approach taken, before the



methodological procedures are introduced. The later sections of the chapter describe and
clarify key terms used, explain the organisation of the thesis, and comment on a

publication and a number of preserdas that have drawn from the project.

1.2 The Niche

The notion of teaching towards intercultural communicative competence (ICC) originated

in the 1990s, chiefly in the work of Byram and Zarate (1996, 1997). As could be

expected, it took time for thessociated approach of ICLT to feature in language

teachersdé practices. However, research has s
approach to still be limited (e.g., Sercu et al., 2005; Peiser & Jones, 2013; Schulz & Ganz,

2010; Woodgatdones, 2009Young & Sachdev, 2011). Some studies emphasised an

apparent mismatch between beliefs and practices, with teachers commonly revealing

beliefs that accorded with ICLT but demonstrating teaching practices that did not (e.g.,

Diaz, 2013; Han, 2010; Han & Sortf)11; Sercu et al., 2005). Various reasons were

suggested for low levels of ICLT practice. These include:
(i) Alack of time to teach culture (e.g., Sercu et al., 2005; Yeganeh & Raessi, 2015);

(i) Insufficient teacher education in ICLT theory, preetiand assessment (e.g., Byrd,
Hlas, Watzke, & Valencia, 2011; Kelly, 2012; Peiser & Jones, 2013; Scarino, 2010;
Schulz & Ganz, 2010; Woodgafenes, 2009, Young & Sachdev, 2011);

(i) Teachersd | ack of familiari tey1999 t h t he t ar
Ghanem, 2014; Han, 2010);

(v, Teachersdéd | ow exposure to cultural di ver si
& Youngs, 2001);

(vyv A lack of resources to support teacher sod i
Ostermark, 2008; Luk, 201®4oeller & Osborn, 2014; Young & Sachdev, 2011);
and

(vi) The absence of reference to ICLT in education policy and curricular documentation
(e.g., Castro, Sercu & Méndez Garcia, 2004; Scarino, 2014).

The small amount of New Zealathésed ICLT researcleported that New Zealand

language teachers did not have a sound understanding of ICLT and, consequently, most
2



did not practice the approach. Reports have described New Zealand teachers as being
aware of the benefits of culture education but uncertain dtmouto integrate culture in

the language class and confused by the perception of a language focus in assessment (e.g.,
Conway, Richards, Harvey, & Roskvist, 2010; East & Scott, 2011; Richards, Conway,
Roskvist, & Harvey, 2010

The regularity with which studies in New Zealand and abroad have raised the same
tensions suggest that what would be more helpful now is research that takes a view to
remedying the resulting shortfalls in awareness and practice of ICLT. This study seeks to
fill that niche.

1.3 Occupying the Niche

The project was grounded in a research paradigm comprising the philosophical theory of
pragmatism( speci ficall vy, Deweyds worldview) and
sociocultural theorfhereafter, SCT). Pragmatism sits especially well with language

education with its emphasis on the need for classroom content to be relevant and useful
(Prawat, 2009), both of which are necessary to facilitate effective communication in the

target languag and culture. Pragmatism also connects language education with ICLT,
endorsing experiential learning through genuine interactions and with authentic materials.

In this way, learners can make new discoveries and, consequeakigyunique and

meaningfulcat r i buti ons to the classroom communi:t
1909/2009, 1915/2008, 1916/2008, 1938).

Particularly relevant to a study that se
notion ofmediation As is explained in greater detail in 8en 2.3,chapter 2, in an SCT
perspective, all activities are mediated, by others, tools, or both. Tools can be physical
such as a computer or a national curriciduar intangiblé such as a language or a
theoretical construct. In order for tools to empoaemactivity, as opposed to hindering it,
they must be appropriate for the task, accessible, and used properly (Lave & Wenger,
1991;Wertsch, del Rio, & Alvarez, 1995The use of tools to assist learning is also a
feature of pragmatism, and this commoawgrd supports the joint application of these
two theories of development in this study.

The majority of extant research on culture teaching and ICLT was grounded in

constructivism. From a constructivist perspective, development occurs as a result of a
3



lear ner 6s experiences &acket &Goigoedanen,2000; s¢toa& e t he
Palincsar, 2009andt he i ndi vi dual remains fAfundament al |
construction of knowledgeo (Packer & Goicoec
focuses on laaing as an act of socialisation (e.g., Cobb, 1994; Duff & Talmy, 2011,

Packer & Goicoechea, 2000), where knowledge isartstructed in a mediated

interaction and the interactants are transformed as a result (Edwards, 2007; Johnson,

2006; Shuh & Barab, ZX7). The knowledge is internalised by the learner, that is,

controlled and able tbeapplied in future situations (DixeKrauss, 1996; Kinnear, &

Steinman, 2011; Vygotsky, 1978; Zuengler & Miller, 2006). Of particular value in this

study, is the power @CT to consider the whole context of a situation, and consequently,

the influence on development of all social, cultural, historical, and institutional factors.

This thesis explores mediation of the activity of teaching language with an ICLT
approach. Iwill be seen that SCT makes a valuable contribution in revealing ways in
which the mediating tools, and teachersd acc

to enhance teachersé understanding and pract
The study had two primary aims:

1. To ascertain the status quo with respect t
understanding and practice of ICLT. This was germane to the research concern
given the passing of time since (i) the r°e¢
promotion of anCLT method, and (ii) the significant review of New Zealand
teacherod6s | CLT awareness carried out in 2
the possibility of comparing the position of New Zealand teachers with that of their
peers in similar studies cduacted internationally, especially the miriational
study by Sercu et al. (2005).

2. To develop, implement, and evaluate an activity grounded in ICLT, namely cultural
portfolio projects (CPPs). This aim expressly sought to resolve some of the tensions
reported internationally as hindering ICLT awareness and practice, with a view to
making CPPs avail able as a resource to suj
ICLT.

These aims were best addressed in a two phase project.



Phase 1 addressed the first &ynusing a questionnaire to gather data from
practising language teachers about culture teaching and their awareness and practice of
ICLT. The data were analysed using chiefly quantitative methods to exgémiger
cognitionsabout cultureeaching, thais, what teachers believe, know, and practice
(Borg, 2006) with respect to development of cultural knowledge. Teacher cognition
research supports an understanding of not whigtteachers dd as the first aim set out
to achievé butwhythey behave that wgyorg, 2009). As mentioned, studies have
recognised an apparent mismatch between beliefs and practices. A number of reasons for
the discord were suggested, the majority of which were external to the individual (e.qg.,
insufficiencies of time, training, @upporting resources) or otherwise related to a belief,
such as feeling unfamiliar with the target culture. In this study, deeper and wider
investigation was carried out on beliefs and practices that appeared not to correspond.
This revealed that it was ha matter of contradiction between beliefs and practices (i.e.,
thinking one thing but practising another) but a matter of competition between an
i ndividual 6s subsets of beliefs (i.e., thi]
(Agee, 2004; Davis & Adrzejewski, 2009; Birello, 2012; Sercu, 2006).

The results of Phase 1 of the study have providegshunderstanding of New
Zeal and | anguage teachersd awareness of | C!
influencing their cognitions, awareness, anacfice of the approach. This phase involved
testing hypotheses based on the existing research; the hypotheses also guided the
construction of the questionnairk was expected that New Zealand language teachers
would not demonstrate cognitions and pragithat aligned with ICLT, and that they
would show low levels of awareness of the approach. The chiefly quantitative research of

Phase 1, centring on the questionnaire, sought to test the following hypotheses:

1. T e a c kagmitisndabout language andilture teaching do not reflect an ICLT

approach.

2. Teachersd reported | apmagtieesdy rot raflecantCuTl t ur e

approach.

3. Teachers do not demonstratgarenes®f ICLT as an approach to teaching language

and culture.



To addresshe second aim, Phase 2 of the study engaged three secondary school
language classes in an activity designed to demonstrate an ICLT approach. Participants
from three urban schools comprised two teachers of German (one native German, one
native New Zealandgrone teacher of French (a native German), and their students. The
studentcentred activity was called cultural portfolio projects (CPPs),-tengm research
projects based around a theme of a cultural item or value (Byrd & Wall, 2009). CPPs
featured in sven published studies, none of which was explicitly set in an ICLT
approach. Nevertheless, all showed CPPs to e
culture, and in Allen (2004), Byon (2007), a
critical cultural avareness of the target culture and their own culture. With those values of

the CPPs already established, this study applied the CPPs in a number of unique ways.

Firstly, the structure of the CPPs was explicitly designed to fit within an ICLT
approach. Semdly, many elements of the CPPs were developed in collaboration with the
participant teachers to uniquely adapt them to the contextual factors of the specific
community of the teacher and his/her students. Thirdly, the use of the CPPs was evaluated
fromthe teacher6s perspective in terms of thei.
practical application in the classroom; student feedback was also obtained. Fourthly, and
perhaps most importantly, the CPPs were used as an intervention to expose te#tuhers to
theory of ICLT in an applied form, with the express purpose of supporting their

awareness and practice of ICLT.

This phase comprised qualitative research, which further developed the hypotheses
of Phase 1. It sought to determine whether use of Bfes@ould address tensions in
teachersdé cognitions, practice, and awarenes

were developed as part of the qualitative analysis:
1 To what ext endctogndiansabott the CP® eecehl arrIGL® approach?

2 To what extent do tphadicesofetle CPPeevealtanI€liild st uden

approach?

3 To what extent do atarRessf KbhTaaateaehing eacher s 6

approach?



Section2.10,chapter2, provides an expanded list of the ways in which this study
made distinct contributions to the research on culture teaching in language education. In
the following sections of this chapter, key terms used in the thesis are described and the
organisation othe document is detailed.

1.4 Key Terms and Abbreviations

This research involved teachers and students of languages at secondary schools; these key
terms are clarified for the specific conteRecondary schoola New Zealand provide

education from Year 9 (aged 12 or 13 years) to Year 13 (aged 17 or 18 years, i.e.,

university entrancel.anguagesin this thesis, pertains to all languages in which classes

are offered at school. It included all international lzanges (e.g., French, Mandarin,
Samoan), as well as te reo MUori (the coun:
additional language (EAL)fornemat i ve speakers i mBamarged, ofr
2009, p. 233)in English in their general educatiahschool. Théeachersof this study

were those employed to teach a language at a secondary schetlpdrgsvere those

who elected to study a language subject at secondary school level.

The primary content of this thesis relates to interculturalnsonicative language
teaching, considered here as an approach to teaching and learning languages and cultures;
it is abbreviated as ICLT. In Europe and the UK, the approach is more commonly referred
to by its goal: intercultural communicative competencé&{lhe term ICC is used in
this thesis, but only to refer to the desired outcome of an ICLT approach. The six
principle method developed by Newton et al. (2010) and promoted by the Ministry is also
called intercultural communicative language teachingjsuniquely abbreviated to
iICLT. (iCLT is described in detail in secti@.1,chapter2.) This thesis differentiates

between ICLT as the approach and iCLT as the six principles and method.

A final matter of clarification relates to a frequently citedearch study. In 2004,
Sercu headed members of speritdrest research group, CULTNEIee
http://cultnetworld.wordpress.comip conducting a multinational study of language
teacher cognitions about ICLT. The most comprehensive report of the finditgisea
guestionnaire data collection tool were publisheB@gign Language Teachers and
Intercultural Competence: An Intercultural Investigati@ercu et al., 2005), presented

as a collection of chapters individually authored but all with Sercu asraarthoauthor.
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The questionnaire from that research was heavily drawn upon in this study. In this thesis,

the study in gener al i's referred to as fASerc
publication is quoted, the author/s of the relevant chagteeistated. Other publications

based on the study are referred to by their authors in the conventional way (e.g., Castro,

Sercu, & Méndez Garcia, 2004).

1.5 Organisation of Thesis

This thesis comprises 10 chapters and a number of appendices. Fotluwing

introduction (chapter 1), chapter 2 presents a review of the literature relevant to the
theoretical paradigm of pragmatism and SCT, the methodologies of teacher cognitions
and cultural portfolios, and scholarship associated with culture, teachinge¢aihd

teaching culture with an ICLT approach. Chapter 3 describes the research context of New
Zealand language education, addressing the relevant curricular materials and providing
background to language teaching and learning at secondary school.rdhaetsents the
methodologies used in the typiase project. It describes in detail the design and
administration of the questionnaire and the quantitative analysis of the associated data, as
well as the school sites, the design of the CPPs, and th&atjualanalysis of the CPP

data. The methodology chapter also justifies the study in terms of the warrants of
trustworthiness and ethical matters. In chapter 5, the results of the statistical analyses of
the questionnaire data are presented. Directlyviatig, as chapter 6, is a discussion of

those results in relation to the hypotheses. Then, in chapter 7, the qualitative analysis of
the findings from the CPPs is presented and, in chapter 8, the findings are interpreted in
relation to the research quessoiChapter 9 synthesises the results and the findings of the
two phases and applies SCT to reveal tensions that influence the value of mediational
tools in enabling an ICLT approach. This chapter also provides suggestions to resolve
those tensions. Finallghapter 10 concludes the thesis by summarising the outcomes of
the project, raising implications of those o

limitations.

1.6 Publication and Presentations

This section describes elements of this research projedtahatieatured in published or
presented work. It explains the nature of my involvement in that work and the extent to

which material from this study was incorporated.



1.6.1 Published article
Feryok, A. & Oranje, J. (2015). Adopting a cultural portfoliojpct in teaching German

as a foreign language: Language teacher cognition as a dynamic dyisienn
Language JournaB9(3), 546564. DOI: 10.1111/modl.12243.

One data set from this research project was used in Feryok and Oranje (2015). The
transcrigion of the recorded planning session with Phase 2 teacher participant Ada was,
along with other data gathered separately by Feryok, subjected to microgenetic analysis
by Feryok to examine how Ada adopted the CPP for use in formal assessment. My
involvemen comprised conducting and recording the planning session, reviewing
Feryokds analysis of the data, and contri b
article. The article is considered fAnew sc|
2010,p. 16) because it applied an entirely different theoretical viewpoint (dynamic
systems) and focused on the single specifi.
assessment task for her class. There is some similarity across documents in teems of t
description of the CPPs and the data collection instrument (the recorded planning

session). Throughout this thesis, all ref el

1.6.2 Presentations

The following presentations were based on this research. heasle author and
presenter of the first three; the fourth wasacthored with Feryok and presented by
Feryok:

1. LearningCultureThe New Zeal and Association of Lz
Dunedin, New Zealand, April 2013 (Phase 1 initial findings).

2. Teaching Culture: Cultural Portfolio ProjectBiannual combined conference of
the Applied Linguistics Association of New Zealand and the Applied Linguistics
Association of Australia, Wellington, New Zealand, November 2013 (Phase 1

initial findings and Plase 2 methodology).

3. I ntercultural Communi cative Language Tea
bridge theory and practicéAnnual conference of the International Association for
Languages and Intercultural Communication, Aveiro, Portugal, Novembér 201

(Phase 1 findings and Phase 2 initial findings).



4. The complexity of teaching culture in German as a foreign language: Redrawing
the boundaries of language teacher cognitiohisnual conference of the American
Association for Applied Linguistics, Mar@015 (ceauthored with Feryok) (Data
from Adadés planning session, some gener al
Feryok and Oranje (2015)).

Abstracts based on the Phase 2 findings have been acceptegdos written and
presentedy me at theipcoming (1) annual combined conference of the Applied
Linguistics Association of New Zealand and the Applied Linguistics Association of
Australia,Adelaide Australia, November 2015; and (2) the annual conference of the

Linguistics Society of New ZealdnDunedin, New Zealand, December 2015.

This chapter has presented the Aresearch t
this study set out to fill, and justified the aims, the research paradigm, and the
methodologies that allow this piece of schdlaisp t o fioccupy the nicheo
2010, pp. 3836). The following chapter reviews the relevant literature. The review
positions this study in the existing scholarship in terms of the theoretical framework of
pragmatism and SCT, and in terms of researcteaching culture generally, and the

practice of ICLT, specifically.
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CHAPTER 21 LITERATURE REVIEW

2.0 Overview

This chapter reviews literature relevant to the overall research concern, supporting the
practice of intercultural communicative languagaching in New Zealand secondary
school language classes. The research took the philosophical stance of pragmatism and
the psychological perspective (Schuh & Barab, 2007) of sociocultural theory (SCT).
These serve as the interpretive framework of thearebdindings (see chapters 6, 8, and

9).

The review commences with the connection between language and culture, a
relationship which underlies the entire thesis. Secondly, the philosophical position of
pragmatism is presented focusing on the views of Degigen the significance of his
work in the field of education. Thirdly, the relevant principles of SCT are outlined and its
applicability to this project is justified. The field of research on teacher cognitions and
their relationship to practices is thatroduced. The review then moves to culture
teaching specifically, before describing the instructional theory of intercultural
communicative language teaching (hereaf@L.T). The review then turns to literature
pertaining to the two primary reseatelthniques: teacher cognitions about ICLT (Phases
1 and 2) and the use of cultural portfolio projects (CPPs) (Phase 2). The latter section
includes a summary of research studies involving CPPs. With the specific context in
mind, studies and reports on cuwk teaching in New Zealand schools are then outlined,

and finally, the project is positioned within the existing research in the field.

This thesis is about intercultural pedagogy, the mainstay of which is the relationship
between language and cultutéddicoat, 2011). It is therefore fitting to treat this
relationship as the starting point of the review; it is also the thread that ties the whole

thesis together.

11



2.1 Language and culture

Culture is in language, and language is loaded with culture
(Agar, 1994, p. 28)

The relationship between language and culture has been well traversed across a variety of

di sciplines, and Agar 6s t e bestdémorstragatlzec ul t ur e o
association both linguistically and symbolically. Othergehemphasised the intertwining

(Chan, Bhatt, Nagami, & Walker, 2015), inseparability (Liu & Laohawiriyanon, 2013),

inextricability (Schulz, 2007), and interdependence (Elsen & St. John, 2007) of language

and culture. Savignon and Sysoyev (2005) considéradc cess t o one i s esse
access to the othero (p. 364). The Il ink is n
1999) and is reflected in the description of the relationship as beiognstructed,

transactional, or dialectical.

The extent tavhich cultural understanding influences linguistic understanding
means the relationship assumes great importance in language education and it is of no
surprise that it is described as fAthe start:i
837). Liddicoat (2008a) regarded a learner proficient in a language but not in the culture
as being not wel |l equi pped to communicate i

fi
put it, fAa fluent foold (Bennett, Bennett, &

Itis notwithint he ambit of this study to define c¢
wordo (Roberts, Byram, Barro, Jordan, & Stre
myriad definitions already in existence. Any definition must, though, accept the diversity
of socid roles with which culture is associated (Savignon & Sysoyev, 2002). It must be
acknowledged that any member of the culture will also be a member of multiple groups,
each with a cultural system dependent upon coigjeatific factors, and that such
memberei p Adoes not deprive them of the right
(Sercu, 2002, p. 68). It is useful to consider culture in its anthropological sense, as
Apatterns for |livingd (Lafayett e, 2003, p . 5
shopping, greeting) and passive patterns (e.g., marriage, social divisions) (Bennett,

Bennett, & Allen, 2003). The broad scope of the concept of culture must be kept in mind,

as Aembracing all aspects of humapoinsi feodo (Se

12



are intended to merely set the scene for a project on culture education, but what is more

relevant to this study is theatureof language and culture.

As noted by Liddicoat and Scarino (2013) and by Baker (2015), some think of
language as a cedr a structural system for communication. Others have a more
expansive social semiotic view, considering language as expressing, embodying, and
symbolising culture by referencing common experience, creating and applying meaning,
and developing individuand group identities (Kohler, 2015; Liddicoat, 2008a; Scarino,
2014). Likewise, culture can be viewed simply, as static facts and artefacts, institutions,
information, and national attributes, or more expansively, as a dynamic social semiotic
system of pactices (Kohler, 2015; Liddicoat, 2002, 2005; Liddicoat & Scarino, 2013;
Ri sager, 2007; Scarino, 2010, 2014). Cul t u
predictability into peopleds use of |l angua
language usethirough its conventions, norms, and practices (Kramsch, 1998a, 2003) to

interpret, create, and exchange meaning (Scarino, 2014).

If culture brings order and predictability to language use, then it must also bring
expectations about language choices. Tleaxpectations are generated in association
with contextual cues and situational inferences (Kramsch, 1998a). Individuals take
account of all relevant factors within the context and infer from those the social and
cultural situation, and then apply the agated expectations. These determinations are
made instanby-i nst ant as the interactants interpre
the interaction, and also serve to highligl
expectation8t er med fAr i cgar(1p9,ip.n28% Bhe béxtent By which culture is
used in interpretation of meaning underlines the importance of its equality with language

in the language education content.

Some consider culture as something an individual has, or belongs to, or as

~

somehi ng Aout t her e ®. 2028 Butthesd viewseexempifyc. u, I- t2u0r0e3 ,

asaniindependent ar i abl e o ( G° n-existing abhdufichanging,.and9) , pr e
al toget helri kiet,00asnoiufn it were an entity, son
(Roberts et al ., 2001, p . 54). The contrast

verbl i ke notiono ( Robert s-makingpetess,( Liddidod, 1 , p . 5
2002; Liddicoat & Scarino, 2013; Robins&tuart & Nocon, 1996; Street, 1993he&l

most convincing of the key scholars (e.g., Byram, Kramsch, Risager, and Sercu, and more
13



locally, Liddicoat, Newton, and Scarino) view culture as a fluid and unpredictable process
of active ceconstruction of meaning. They treat cultures as relatived{todit & Scarino,
2013) and not homogeneous (Sper@atey & Franklin, 2009). In other words, a single
individual cannot be considered typical or representative of any culture; any one culture
cannot be defined by a specific set of characteristics; anteatbers of a culture will

practice its conventions to differing extents. However, a dik@understanding of

culture is reported, by some, to be a common perspective of language teachers (Byrd &
Wall, 2009; Lange & Paige, 2003; ManBzomley, 1992; Sewu et al., 2005).

This section has emphasised the equal roles of language and culture in
communication, and consequently in language education. Literature associated with
teaching culture and the ICLT approach is reviewed shortly, but first the epistpoabl
and theoretical frameworks of this study are presented.

22 DeweyoO0s Pragmati sm

Information is genuine or educative only in so far as it presents definite images and

conceptions of materials placed in a context of social life

(Dewey, 1909/2009, pa. 32)

The primary tenet of pragmatism is that knowledge is valuable when it is useful or
relevant (Prawat, 2009, p. 326). Pragmatism as a philosophical movement was first
developed in the 1880s by Peirce (18%314) and expanded by James (13920)

(Biesta & Burbules, 2003; Sundin & Johannisson, 2005). It was subsequently developed
for educational theory by American psychologist, educationalist, and philosopher, Dewey
(18591952) (Biesta & Burbules, 2003). Because knowledge is made relevant in

experience it is where | earning occurs by At he

through which meaning emergeso (Valsiner
Deweyds associ adtinparticulax,ilearieceptrédiedugdtion gPnawat,
20099 and his references to the role culture plays in learning, his work is highly relevant

to this study.

Dewey is commonly associated with a constructivist perspective because of his
emphasis on the role of the student as instigator of his/her own learramga(P2009).
Dewey is perhaps best known for his notion of Individualisimt he pedagogy

14
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experdwmere® t he teacher acts as a fAguide ot
the student s own fAexper i en tnithess bppreacth, ikis pac e 0
not the teacher that directly educates the student, but the social participation in the
environment (Vanderstraetnen & Biesta, 2006), in other words, the experience.

Experiences are Athe tr ansaotiiromsmemnft ol i v
(Biesta & Burbules, 2003, p. 28), and each transaction results in changes to the people
and environment and, in turn, impacts futu
created in and through act iferencetdfadsaciond a n d
emphasised the interactive element of actions. Through constant and continuous
transactions with the environment (we can nexebe engaged in transaction) patterns
of action, or habits, are created, tested, and adjusted for future transactions, and thus

knowledge is gained (Biesta & Burbules, 2003).

Experience is always mediated by culute he fApr oduct of human
interact ono (Biesta & Burbules, 2003, p. 29).
be particularly important in section 2.3.)
of the cultural products, fAthe togdin of tool
very broadtermdfiever yt hing that has meaningo (Bi es
including spoken and written communication, as well as ceremonies and products of art
and technology. Meaning is derivethefrom t hi
ways in which humans use things rather thal
& Johannisson, 2005, p. 30). For example, clothing can carry meaning through
association with an occupation, sports team, or a social status (Biesta & Burbules, 2003)
Meaning is communally developed, established by social agreement and shared through
cul tur al transmission (Dewey, 1929) . Il n ot |
repository of meaning is negotiated and acquired as a shared understanding (Garrison
2009; Vanderstraeten & Biesta, 2006). This
of mediating tools to transform activity in the social world (described in section 2.3

below) and with the views of culture as being active meamaking processes.

Crucial to pragmatism is the view that knowledge gained through active
engagement and seifduced discovery is superior to the automated acquisition of
knowledge through latent listening, memaorization, and recitation edgermined

information (Dewey1909/2009, 1915/2008, 1916/2008, 1938; Guilherme, 2002). It is
15



more useful and relevant, and therefore more valuable. Such leamtezd development
involves students exploring material that is appealing, engaging, motivating, and relevant
(Dewey, 1915/008). A learner exploring and reflecting on subject matter can expect to
make discoveries; as a consequence s/he will be able to make unique contributions to the

class, and in doing so, create meaning (Dewey, 1916/2008).

In contrast, readynade informatia Ai nduced from without o ( De
p. 118) (e.g., teacheentred) and with little relationship to the individual learner does not
enlist interest or involve real and relevant exploration; consequently this amounts to less
valuable, technical, lawledge that carries little meaning (Dewey, 1916/2008).
Transmission of information to the latent listener means knowledge is achieved and
retained only for | earningbés sake and throug
of counterirritants (@., bad marks, punishment) (Dewey, 1915/2008, p. 94). The
studenb s att ent i owillbe martidl dr divideda &neremaim dependent on the
external enticement or discouragement. Students cannot claim their responses as their
own, amounting to aon-educative experience (Dewey, 1915/2008; 1938). The notion of
engagement in exploration is a core principle of IGa3 outlined in section 2,6and
exploration and unique contributions are central to the intervention undertaken in Phase 2
of this stug.

Supporting students to make unique responses means their contributions can be
evaluated and expanded on by the teacher (and classmates) rather than categorised as
simply right or wrong, thus increasing integration and internalisation of the knowledge
(Forsman, 2012). Some report, however, that active leasrgred approaches are not
common in language classrooms, where reliance is still placed on recalling information,
with little opportunity for studBym&sd unique
Wall, 2009;Sercu et al., 2005). This study tested the current position in terms of the
practice of studententred activities in New Zealand classes (Phase 1) and implemented a
wholly studenicentred activity as an intervention (Phase 2).

Anelemenof Deweyods version of pragmati sm espe
the role of reflective thinking; Ait al one |
p. 2). A learner relates the material or task to their experiences through reflective thinking
in order to resolve or settle a mental doubt or difficulty, or to find grounds for a belief by

judging, reasoning and deliberating (Dewey, 1910/2005, 1915/2008; Guilherme, 2002).
16



Each thought or idea developed through critical reflection will providerthending and

support for their next instance of reflection (Dewey, 1910/2005), allowing the student to
realise a problem as their own, fAa fundame:]
(1910/2005, p. 94). A belief held without it having been explored witic&kiteflection

is essentially held unthinkingly (Dewey, 1910/2005).

But beneficial reflection does not require a-praesting doubt or problem, since
reflection itself might reveal such difficulties. This thesis argues for regular and
considered reflecton on oneds beliefs and standpoint
hesitation, [or] doubt, o (Dewey, 1910/ 2005
| CLT by contributing to awareness of how o]
on an interactioand the interactants (Jackson, 2014). In this way, reflegeaerates
rich points (Agar, 1994) for considered analysis and management aga piee
measure; otherwise, it is not until conflict, confrontation, or misunderstanding occurs that

reflectionis employed, if it is employed at all.

Although it is important for a learner to reflect on their own history of experiences,
it is also important for the teacher to have an understanding of the personal histories of
his/her students, a matter that Dewdscussed in his later writing. Knowing the learner
gives the teacher insight into the | earner.
past experiences, the cultural and intellectual resources they can contribute, ald how
of these elemeniafluence their meaningiaking processes (Dewey, 1897, 1938;
Newton, 2012, forthcoming; Oranje, 2012; Oranje & Feryok, 2013; Stapleton, 2000).
With this knowledge, decisions can be made on what experiences will be useful and

relevant for the students.

Moral principles and democracy are al so
education and are relevant here. Dewey emphasised the importance of reducing barriers
to communication by f emntedneds,wholbsattadrbsimt s 6 a c !
encagement, and responsibility for the consequences of their actions (Dewey, 1910/2005;
Guilherme, 2002). These skills are directly represented in ICLT. In pragmatism, and in
| CLT, |l anguage | earners are encouraged to
social environmeid arguably synonymous with culture (Byram & Guilherme, 2060t®)

negotiate meaning through experience, exploration, engagement, and reflection, to
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achieve effective communication. This also represents values listed in the New Zealand

curriculum (Ministry of Education, 2007a).

Al so relevant to this thesis are Deweyodos
subject content to the social world. He observed that school subjects were almost
arbitrarily split from social life into bounded simpéifl units of history, mathematics,
grammar, and so on, stripping the subject of its logical value (Dewey, 1897, 1915/2008;
1909/ 2009). Thus, the subjectds role in the
mat er i al babeermaresgmbdl.adeag@ nd barrenodo (Dewey, 1915,
p. 118, italics original) and treated as a 0
(Dewey, 1909/ 2009, p. 50). This approach fin
and language, where the subject matter ajuage is not separated from the social life in
which it is used. Teaching either language or culture as-sianeé content means the
relationship between theémand therefore the relationship between the lesson and target
society liféd is lost. Similarly,co si dering the target culture wi
own cultural viewpoint results in cultural content being treated as information thieout
other, external, not r ansf or mati onal, and not relevant t
2005; Liddicoa& Scarino, 2013). All features of the
dead | evel o (Dewey, 1909/2009, p. 46).

At face value it might appear that Dewey?o:
his theory does not sit well with sociallyiented stances. koe v e r Deweyb6s emph
on t he i expgkiiemcewhichaalwéys involvea transaction, necessarily entailing

engagement with another being in a particular context or environment. In pragmatism, the
self is Athoroughl y 19. & is ihexdfote cdnsBlaredrthats on, 2009,
pragmatism is entirely compatible with SCT, in particular. With the pragmatism position

established, the analytical framework of SCT is now outlined.

2.3 Sociocultural Theory
AWhat the child camedeainndooapemat it@mot o
Vygotsky, 1962/2012, p. 104

This thesis applies sociocultural theory (SCT) with a particular focus on revealing
contextual factors that result in constraints on the practice of ICLT in the language class.
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SCT isapsychologicaperspective (Schuh & Barab, 2007) and a practically applicable
framework that shares a close connection al
philosophy of learning (Davydov, 1995; Engestrom & Miettinen, 1999; Hjarland, 1997,

Sundin & Johannisson, 2005 flact, some have gone as far as to say that Dewey was a

founder of SCT, along with the more commonly associated Russian psychologists

Vygot sky and Leontdéev (HjBrland, 1997; Wer:!
Pragmatism and SCT both emphasise participationteractions as the environment for
meaningmaking, and the use of tools to socially and culturally mediate that participation
(Wertschet al . , 1995); both are fAtheories of m:
(Hjerland, 1997, p. 82). However, there is a significant difference with respect to the unit

of analysis: DeweyOs pr atgenmgividuswho acteokthes as t |
worl d around hi m/ her ,relaionshipbetaeen tiedivddsal f oc us |
and society and their mutual transformation through social interactions (Edwards, 2007;
Johnson, 2006; Shuh & Barab, 2007).

SCT i s based up o nhe Sogia arigirs bf psycholofgyiceac us o n
processes (Vygotsky, 1978) and his belief that to understand the human mind one must
understand the cultural and historical processes from which it developed (Daniels, Cole,

& Wertsch, 2007; Bakhurst, 2007). Differeniina between biological elementary

processes and higher psychological functions, SCT takes accdbairdfuence of the

cultural, institutional, and historical contexts on individual mental functioning (Scott &

Palincsar, 2009). The interplay betweenitiiernal (mental) and objective (context)

conditions is referred to assauation(Ashton, 1996; Lave & Wenger, 1991) and

devel opment is said to be Asituated and so

knowledge is shared rather than being an iddial experience (Shuh & Barab, 2007).

The basic premise of the theory is that
and social world (including their thinking) is indirect because it is shaped and defined
through social and culturatediation(Ashton, 1996 Wertsch 2007). All mediation is
fundamentally social, because it has a social origin, and cultural, because it involves
procedures developed by, and varying across, cultures (Valsiner & Van der Veer, 2000;
Van der Veer, 2007).

Mediation is tle primary distinction between SCT and other theories of

development. Mediation can be effected by oneself or more capable others, and by tools
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and signs (also referred to as artefacts and symbols) (Ajayi, 2008; Chan et al., 2015;
Lantolf, 2000; Lantolf, 201; Swain, Kinnear, & Steinman, 2011; Vygotsky, 1978;

Wertsch, 1991, 2007; Wertsch, et al., 1995). Mediational means facilitate-the co
construction and internalisation of knowledge (Scott & Palincsar, 2009) and put the world
into perspective (Sundin & Jomaisson, 2005). Without mediation, individuals could not
organi se and control their behaviour and
happened to encounter as they went about
p. 115). Both Vygotsky andd&wey considered language to be the most impontaiains

of mediation In this thesis, the key contribution of SCT is in examining various
mediational tools, which could be used by teachers to enable their practice of ICLT, and

to determine how and why thaye impeded in their use of those tools.

As in pragmatismmeaning is derived from the use of the tool;tt@s themselves
are powerless until used by an individual to play a part in an action (Lantolf, 2011;
Wertsch, 1991; Wertsch, et al. 1995). InTS@ediational tools do not simply facilitate
an action, they actively transform it (Wertsch et al., 1995), and in doing so, they redefine
the process, the resultant knowledge, the environment, and the individuals involved
(Corsaro & Johannesen, 2007; Vygjoy, 1978). But, it should be remembered that tools
can hinder as well as enable or empower (Wertsch et al., 1995). To enable an activity,

tools must be accessible, appropriate, and used effectively.

For Vygotsky, learning and development were neithaivedent nor parallel
processe® aswas the thinking in some theories of the timeuttheywererelated. He
descri bed devel opment as being achieved
operation [orfinternalizatiod0 ( Vy got s ky, csbigind)., Thipinvolvess , i t

mediated activity and its social, material, and symbolic systems being given

psychological status (Swain et al., 2011) through three transformatian$ | ed Vygot sky

general genetic law of cultural development (Bakhurst, 200tsch, 1991) or law of

sociogenesis (Meshcheryakov, 20@Rplained as:

(a) An operation that initially represents an external activity is reconstructed and

begins to occur internallyé. (b)) An interp

intrapersonabne. € (¢c) The transformation of
intrapersonal one is the result of a long series of developmental events. (Vygotsky,

1978, p. 5657)
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Appearance on the social (intermental or interpersonal) plane occurs through the
Acaonst ucti on of soci al interaction ... [witd@l
particular context with mediational tools (Gaskins, 1999, p. 26). The behaviour is
subsequently transformed within the individual on the intrapersonal, or intramental, plane
and is nternalised and realised by the learner (Cole & Engestrom, 2007; Gaskins, 1999;

Scott & Palincsar, 2009; Vygotsky, 1978). Internalisation involves the transfer of

mediated external social activity to internal control (Dbinauss, 1996; Zuengler &

Miller, 2006), giving it psychological status (Swain et al., 2011) from where it can be
organi sed and Aculturally shapedo (Lantol f
the knowledge can be applied in future independent problem solving (Scott & Palincsar,

2009).

Development is more likely to take place when interactants have diverse
perspectives because the opportunities for reasoning and problem solving are increased
(Wertsch et al ., 1995). This si-trapsmittedl | wi t |
pre-packaged knowledge that precludes opportunities for new discoveries by the student.
It also finds a parallel in Agards (1994) 1
points ripe for learning and for the remodelling of previously held framedareree.

To exemplify the process of internalisation, Vygotsky (1978) described a young
child reaching towards an object but failing to grasp it. The child attributes no meaning to
this action but it is seen by the parent and understood as indicatingithiel d 6 s desi r e
hold the object. The activity is, at this stage, ottegiulated, controlled by the parent.
Through involvement in this interaction and seeing it achieve a desirable outcome, the
child comes to understand that reaching or pointing isaggewhichcan be used at
will, that is, be self-regulated. The external behaviour was socially mediated and defined
by the culture and, when internalized by the child, it can function in future interactions as
a tool that has social effect (Dixd€rauss 1996; Valsiner & Van der Veer, 2000).

This interactional process $®cialisation In interaction, an individual is not only
socialiedi nt o a groupo&s pr ac ingtleensre exped partigparitse i s
into their roles, identities, amuractices (Duff & Talmy, 2011). This is a significant point
of contrast between SCT and constructivism, the perspective regularly taken in second
language acquisition (SLA) research and by the majority, if not all, of the research on the

use of cultural prtfolio projects reviewed in section 2.8.1. Constructivists support the
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duality of the subject and the independent w
epi stemic person fundamentally unchanged by
Goicoechea2000, p. 228).

SCT, on the other hand, eomphlaesairsneisngt hies cr
dialogical,co-constructedyy individuals as they interact with one another, and
particularly with more knowledgeable others (Forsman, 2012). Concepts canngt simpl
be Aassimilated in ready made form, o0 so dire
internalisation will lead to nothing but memorisation with limited ability for meaningful
future application and limited impact on mental development (Daniels, 20072)pa31
point also made by Dewey (e.910/2005and Davydov (1995). Development is
enhanced, according to SCT, when the activity is relevant and of value to the learner,
taught naturally, and within their grasp (Daniels, 2007; Vygotsky, 1978). Again,
correl ati ons with Deweyods thinking can be seen
The process of internalisation provides the individual with the opportunity to reflect on,
contest, and develop the initially external information before it is acceptechas s o0 wn
(Bakhurst, 2007). Applying this specifically to acquisition of additional languages, as
well as acquiring knowledge of the language, a learner internalises cultural meanings
which then serve to mediate his/her thoughts and behaviours in conatmmic€Chan et
al., 2015; Lantolf, 1999; Lantolf & Thorne, 2006).

As noted, 6r an individual to develop, the information presented to them must be
within their grasp. This is embodied in the uniquely SCT notion ofdine of proximal
developmentZPD). It represents the difference between what a learner can achieve
independentl§y theiractualdevelopmerd and what s/he can achieve with assistance
from a tool or social interactant such as a teacher or more capable peer, in other words,
their potental development (Dixo+Krauss, 1996; Lantolf, 2000; Lantolf & Thorne,
2006; Scott & Palincsar, 2009; Swain et al., 2011; Vygotsky, 1978). Vygotsky described
the ZPD as including functi onsurrénttyantan far e i n
embryonicsat e € Obudsdé or O6fl owersé of devel opmer
devel opment o (Vygotsky, 1978, p . 86) . It rep

prospective rather than as retrospective.

The ZPD is the setting fofoopporfuritibsdorc ol | abor at

individuals to develop their mental abilitie
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representing much more than an expert transmitting information to a receptive novice. It

i ncludes Vygotskyds not i oionadbthe informatiomasvi ce d s
they internalise 1t, as well as emphasisini
(Davydov, 1995). An expert assists a novice to achieve a goal by scaffolding their

learning where scaffolding simplifies not the tastthel e ar ner 6 s r ol e ( Dan
and thus fibrings the | earner across this z
2015, p. 134). In Vygotskyods view, Athe onl
of devel opment o (,Vyigno twshkiyc,h 1c9a7s8e, tph.e 8 9%)ar ne

considered when giving instruction (Scott & Palincsar, 2009).

The ZPD has a particular influence on assessment. Traditional static methods of
assessment test actual development, in other words, what a leardericdapendently
at one point in time (DixoiKrauss, 1996), the already ripe functions (Vygotsky,
1962/ 2012). This can underesti mate a stude:]
Valsiner and Van der Veer (2000) portrayed static assessmenthssiagalogy of a hare
in a field: the hare is invisible when it is not moving. In contrast, assessment that takes a
| earnerd6s ZPD into account requires eval ua:
engaged in assisted activities, known as dynamic asses@dimam-Strauss, 1996; Scott
& Palincsar, 2009). This approach reflects both the matured processes and those that are

ripening (Vygotsky, 1962/2012) as the more accurate indicator of mental development.

The notion of the ZPD is not without critics. Sohmve remarked that it cannot be
possible to know how a | earner wil/l use t hi
assistance is transforming intrapsychological development (Valsiner and Van der Veer,

2000). There are also different perspectives on whétkee is a separate ZPD for each

skill or one ZPD that reflects the development of the whole person (Chaiklin, 2003).
These criticisms, and others, are probably
early death (Valsiner & Van der Veer, 2000).

Determination of an individual 6s ZPD req
experiences and knowl edge. GlistoecalorSCTO6s al t
culturathistorical theory, it is of no surprise that the history of a situation and the
interactants assumes great importance. Vygotsky (1978) described development as
focusing on the process as much as the product, and went as far as to say the study of the

historical development of behaviour forms the very basis of theoretical study. In order to
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determine which experiences will be relevant and useful for the learner, and to provide

instruction at a level commensurate with their ZPD, a teacher will benefit from
understanding the studentds personal hi story
values, and so on, collectively termed tlmitogenesi¢Cross, 2010; Swain et al., 2011).

Dewey, too, recognised the i mpact that an in
because their personal beliefs and habits, as well as the conditions mfitbaraent

Afare precipitates ofnitiHe ,padts, hmpdrdp etnua tpionwge,r
1927/1998, p. 299). An interaction, then, is not simply a transaction between people, it is

a transaction between holders of histories and experiences (Kra2088; Scarino,

2014).

In the language class, the ontogeneses of both the learner and the teacher are
especially relevant as both are engaged in movement between own and other cultural and
linguistic systems, all of which contribute to meaning mak®epa(ino, 2014). For
language students, SCT emphasises acknowledgment of prior knowledge and experience,
recognisingeachersand studentsasfunds of knowledge (Ajayi, 2008; Cross, 2010;
PeaseAlvarez & Vasquez, 1994; Scott & Palincsar, 2009; Swain €2@11). Knowing
the learner provides insight into how they might understand and process new information
(Oranje, 2012; Oranje & Feryok, 2013), and how their preconceptions and previous
experiences might mediate the internalisation of the knowledge; aaM§93) noted,

Ano student is a tabula rasao (p. 69). The i
background knowledgexperiencs, and knowledge of their studentsexplored in both
phases of this study. In Phase 2, students tested the valithirgpreconceptions about

the target culture.

An individual 6s ontogenesis provides one

ryS

participation in social activities and affects their ability to access and use the tools
required to carry out a sociadtavity successfully (Swain et al., 2011). Influence on
participation in a joint practice is at the heart of the communities of practice theory of

learning, first propounded by Lave and Wenger (1991), and briefly outlined next.

2.3.1 Communities of Practice
Lave and Wengeros (1991) theory of | earning

through participation in a community of practice, being a social collective working at a
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joint activity. Individuals start out as newcomers to the communndtyices or

apprenticepositioned on the periphery of the situation. Learning takes place when the

noviceis legitimised by the community as having a contribution to make to the joint
activity, iIs assisted by the-times,amsni t ydés m

allowed unimpeded access to mediating tools that empower the activity. Thus, the learner

gradually progresses along a fitrajectoryo
periphery with greater participation in th
Lave & Wenger, 1991) . Learning in a shared
|l earning on the part of everyoneo (Wenger,
instructing students; rather it occurs as
Wenge , 1991, p. 49) with meaning negotiated
(p. 51).

The notion of legitimisation is important in a community of practice. An
i ndividual 6s participation in the joint ac:
community members accepting their role, establishing relationships with them, and
valuing their contributions regardless of ability (Lave & Wenger, 1991; Oranje, 2012;
Oranje & Feryok, 2013). Progression from the periphery requires access to the activity, to
mor e advanced community members, and to ena
(Swain & Deters, 2007, p. 824).

The communities of practice theory of learning was not developed with the original
intention of application in school situations. This iweakness in the theory, as the
transition to application in the classroom can be difficult (Engestrom, 1991). Engestrom
(1991) criticised the theory for not accommodating the ontogeneses of the participants,
despite schooling iotrsneldf phbaichgcaofliipst @549
that the communities of practice model does not inherently take account of the full range
of contextual factors at play. Communities of practice theory is not used centrally in the
current study, but it does makevarthwhile contribution complementary to the wider
SCT, particularly in terms of examining te:
of ICLT.

2.3.2 Relevance of SCT to this research
The application of a sociocultural framework allows a rich@eep understanding of a

phenomenon by elucidating meaning and providing a social perspective of the how and
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why of peoplebs actions (Sundin & Johannisso
positioning of this study in SCT consequently contrasts againsteaemajority of
research in language education, which has taken a cognitive viewpoint, most commonly,

constructivism (Firth & Wagner, 1997).

In the Discussion (chapter 9) SCT is used to interpret the results and findings of
both phases with the particulaim of revealing for examination the affordances and
constraints in New Zealand secondary school
understanding and practice of | CLT. To deter
ICLT, the project analysedéir cognitions about culture teaching. The field of teacher

cognition research is outlined next.

2.4 Teacher Cognitions

Teacher cognition research is concerned
Borg, 2009, p. 1

The termteacher cognitonsvas def i ned by Borg in 2003 as f
dimension of teachilgwh at t eacher s know, believe and th
relationship of those constructs with teache
definition more explicity ncor por at ed t he practice aspect,

teachers think, know, belieendd®d ( Bor g, 2015, emphasis added

Teacher cognition research was a shift in focus from investigating teacher
behaviour alone, instead seeking also to explaintehghers behave the way they do,
what they think about in their decisiomaking, why their thoughts and practices might
not match, and why they might not practise approaches taught in education programmes
(Birello, 2012; Borg, 2009). Teacher cognitions established through socialisation in an
educational system (first as student, then in teacher training, then in service) and in other
historical, cultural, and social contexts (Pajares, 1992; Sercu & St. John, 2007). Teachers
will be best supported in thigorofessional education if their behaviours can be
understood in relation to their own interpretation of their practices, the influence of their
prior experiences, and the specific situation within which they work (Johnson, 2006).
Correspondence with SA3 clear here, as the theory supports the determination, and

examination, of those influencing factors on the socialisation of the individual.
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Teacher cognitions, although rarely explicit (Grima, 2007) and usually complex
(Feryok, 2010), are generallgac e pt ed as having a str-ong i nf
making and practice in classroom interactions and activities (Birello, 2012; Borg, 2009;
Daly, 2008/ 9; Dewey, 1910/ 2005; Pajares, 1
implementers of external preggert i ons o (Borg, 2009, p. 2); t|
to filter their decisions on what is (or is not) important in the classroom (Castro et al.,

2004; Pajares, 1992; Sercu, 2006). As Feryok (2010) noted, though, classroom reality
(subjective or objetive) is dynamic, arising from and adapted through interactions with

different participants, in different situations, involving different content. It is those

Aper sonal and 6situatedd approaches to tea

p. 167) that teacher cognitis research examines.

The multiple layers of personal and situated factors can conflict. For example, an
individual can experience conflicting systems in their working environment (Zheng,
2013), unequally important personal and professional beliefs (Q8d; Davis &
Andrzejewski, 2009), or for language teachers, in particular, some factors may be at odds
with their cultural identity or their own language learner identity. The extent to which
teachers base their practices on their experiences as stisdastsrelevant (Castro, et
al., 2004; Haworth, 2009; Lortie, 2002; Nespor, 1987; Pajares, 1992; Sercu & St. John,
2007). Even those new teaching carry many years of experience as observers (Pajares,
1992) and will be influenced by the approachestandniques they experienced as a
student Davis & Andrzejewski2009).Feryok (2010) remarked that practising school
teachers are unlikely to be cognisant that they are educating and modelling for future
teachers. Socialisation of future teachers by waybfi s fAapprenti ceship
(Lortie, 2002, p. 61is, therefore, essentially unconscious and undirected. It is concerning
that such experiences formed as a youthout intention, awarenesgoal, or appropriate
scaffolding from more capable initluals, become so entrenched as to affect future
practices and the degree of acceptance and appropriation of information received through
more advanced socialisation (e.g., at teac!|

through professional develomt).

Borg noted that an individual 6s beliefs
be attributed equal importance, or regulate their practice in a consistent way (Birello,
2012) . Some beliefs -pagrei phoesri ali ddacmEd68sni can o c(
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p. 3). Central or core beliefs are those grounded in personal experieneeelondeeply
personal, tightly connected to other beliefs, tat@rgranted, or considered important.

They are stable, less open to change and, as idiosyncrdieyamight be, are often

given priority in guiding practice (Birello, 2012; Borg, 2006, 2009; Castro et al., 2004;
Nespor, 1987; Pajares, 1992; Rokeach, 1968; Sercu & St. John, 2007). Peripheral beliefs
are theoretical, unsupported by experience, anéwtyacquired, and they are generally
less stable, more vulnerable to change, less likely to influence teaching practice, and can
be more readily rejected (Birello, 2012; Borg, 2006, 2009; Castro et al., 2004; Pajares,
1992; Rokeach, 1968).

A similar disinction is made between (i) abstract, theoretical, or academic beliefs,
and (ii) concrete, contextualised, practical beliefs (Birello, 2012; Feryok & Oranje, 2015;
Mangubhai, Marland, Dashwood, & Son, 2005). A teacher might report a particular belief
in relation to an abstract concept (e.g., valuing the integration of language and culture),
but s/he might report an alternative belief in relation to the concrete operationalisation of
the concept in a particular context (e.g, linguistic focus necessarydorations).
These dynamic realities can account for some practices appearing to be at odds with
cognitions (Basturkmen, 2012; Birello, 2012). Given these potentially conflicting
Asubsets of beliefsodo (Birellotea@b2ysp. 91)
knowledge and beliefs do not always translate directly into the classroom (Borg, 2009);
that is, beliefs and practices may fAnot nece
2009, p. 912). Teachers prioritss@and sometimes compromé&eheir beiefs in order to
resolve tensions in particular contexts (Zheng, 2013). Studies described in later sections
of this chapter provide evidence of this, where teachers expressed cognitions that aligned
with ICLT but continued to practise traditional methaushe classroom.

The centraperipheral and abstracbncrete dimensions have as their corollary the
notion ofdominantandnondominantbehaviours, terms applied by Sannino (2008) as
she examined why a waléceived innovation to teaching practices wassustained.
Dominant teaching behaviours are the tried and true, historically evolved standard
practices, usually personally experienced and invariably well supported (e.g., by policy,
programmes, support staff) and well resourced (e.g., time, majestiaffstudent ratios).
Non-dominant teaching behaviours, on the other hand, are new initiatives which might or
might not be adequately supported and resourced, might have been introduced by others,
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and might require change or adaptation of existinggssesand/or attitudes (Engestrom,

2008; Sannino, 2008). These terms are useful in the subject study in two ways:

(1) literature and evidence on language education shows teaching language elements to be

the dominant activity, and teaching culture elemémtse nordominand this influenced

the Phase 1 and 2 teachersd cognitions abol
of Phase 2 amounted to a new and-dominant activity for the participant language

classes.

The overall research concern of tetady is supporting New Zealand language
teachers to understand and practice ICLT. This may require teachers presently unfamiliar
with ICLT to review their cognitions (and practices) to take account of the teaching
approach, which will not come easilyad. Although some beliefs are changed over time
as their grounds are tested, questioned or exposed to alternatives through social reality
and objective knowledge, otherscangeé r pet uat e and become prot
out manoeuvr e ohn(®eé p.d3) exgerieBde,.evidénce, and logic (Castro et
al., 2004). It must also be recognised that changes to curricula and political promotion do
not alone guarantee changes to teacher beliefs and practices because of the complex web
of influences a any individual teacher (Feryok, 2010; Mangubhai et al., 2005; Johnson,
2006; Leeman & Ledoux, 2005; Richards, 2008; Sannino & Nocon, 2008; Zheng, 2013).

In a similar vein, Sercu (1998, 2006) made the point that simply passing on to teachers
the latest thory or research results will not necessarily lead to changes in their practices
or beliefs. This is especially so if innovations are not well represented in curricula and
supported by procedures and guidelines (Castro et al., 2004; Scarino, 2014).

Butoogni ti ons can and do change. Recogni si
from development and being prepared to take risks and trial innovative strategies are
important vectors for change (Dewey, 1910/2005; Edwards, 2008; Rainio, 2008; Sercu &
StJohn2007). These are the features of fadapt
teachers with not only deep knowledge of content and methods but also, crucially, the
ability to question the assumptions that underpin their practices. To achieve this,
circumstances need to support teachers in testing and evaluating new procedures for
themselves as concrete activities. Teacher
role as practitioner should not be Al oaded
theoryo (Sercu, 1998, p . 255) . I f an approac
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desirable learning outcomes, teachers are more likely to change their cognitions and their
future behaviours (Guskey, 1986) . Il n pragmat
experiatially derived. Positive contributors include ensuring the provision of ongoing

support because change can be gradual (Guskey, 1986), and involving the teacher in the
development of associated research (Diaz, 2013; Scarino, 2014) (as practised in Phase 2

of this study).

Teacher cognition research in the particular area of language education is becoming
more common (Borg, 2009).dtpfully, Borg manages a bibliography of international
publications on language teacher cognitions and in the most recent (Bufgte?2014)
there were more than 700 references spanning the perioeRD246 This thesis makes a
strong contribution to that work by augmenting the low number of studies of teacher
cognitions about culture teaching generally, and ICLT specificallyh©708 references
listed, only 11 were about culture. Another 11 addressed intercultural pedagogy, of which
4 were from a single sour@eliménez Raya and Sercu (20®@nd a further three were
written by Sercu (2006, Sercu et al., 2005, and with Castig 8084). Although a small
number of New Zealanbdased language teacher cognition studies were listed (eight
explicitly named New Zealand in the title), none of those were about culture or ICLT.

The following section relates teacher cognition research to the pertinent field of
teaching language and culture and notes how cognitions can affect classroom practices.
Following that, studies on teacher cognitions about intercultural pedagogy spsgificall

are presented.

25 Teacherso6 Culture Teaching Cognitio

Through the development of a second languaculture,
we can not only know more, we can also know differently.
Fantini, 2012, p. 271

Practical skills taught do not allow other skills to be caught, according to Barro, Byram,

Grimm, Morgan and Roberts (1993). In other words, teaching linguistic skills will not

result in osmotic understanding of other elements of communication, suchuaalcul

meaning. It is of concern that even when teachers express cognitions that recognise the

importance of culture in language teaching, integration of language and culture is not the
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reality of classroom practices (e.g., Byrd & Wall, 2009; Diaz, 2018gé&& Paige,
2003; Manjarrés, 2009; Manti&romley, 1992; Oranje, 2012; Oranje & Feryok, 2013;
Sercu et al. 2005).

When culture does feature in the language class it often involves elements such as
history, literature, famous people, foods, and achievenseen i n ot her wor ds,
(Bennett et al., 2003, p. 238), dlargeo (H
2000,p. 296) aspects of <cul t avergs.usedltodeschbes t hes
cultural aspects of this nature. It is aveulture that language coursebooks tend to cover
(Sercu, 2000), and it is at risk of being taught as static information. It is as important,
arguably more so, for language students to be exposed to a@ultehaviours and
practices (Jedynak, 2011) ocial conventions (Neff & Rucynski, 2013), and its beliefs,
values, and attitudes. These cultural aspects, in which the potential for change is more
readily apparent, are commonly referred to
Asmal |l ay(HAIOI9I9d p. 237), or cdoverd t{Stmpflayy own
2000, p. 296, emphasis added) aspects of culture. Furstenberg (2010) questioned whether
culture can be fAsliced into such dialcrete
aspects are relevant to language learning, provided that they are all explored critically and

treated as elements of a system of meaning making.

It is the less bounded, dynamic features of culture that make the practice of teaching
culture in languageducation daunting and challenging for sollerams, Byrd, Boovy,
& Mohring, 2006; Delett, Barnhardt, & Kevorkian, 200Mantle-Bromley, 1992;
Stapleton, 2000). However, Byram (1991) warned that inadequate integration of culture
in language lessons candestudents to assume that their own viewpoints and
understandings remain applicable to the target language, resulting not in the learning of a
new | anguage, but Al earning a codified ver.
exposure to target cultdraiewpoints, gaps in cultural understanding are likely to be
filled with oneds own cul tur al i nterpretat]
opposed to being left unfilled until the new cultural understanding has been acquired
(Liddicoat, 2008a).

A teacherbés perspective on | anguage and
terms of their cognitions on: (1) the nature of culture, (2) appropriate cultural content to

teach, and (3) their overall educative orientation to culture teaching (Liddic6&), 20
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Liddicoat (2002) differentiated between views on the nature of cultis@tsor

dynamic Considering culture as static is to treat it as comprising unchanging facts,

artefacts, and institutions, or )AThimf or mati on

view lends itself to thinking of cultural content as separate from langteape,
transmitted to students in selbntained packages of information for absorption and
recall, and treated as representing all members of a culture (Roberts €1 l.,T2@
target culture consequently remains external to the language learner, as a fehture of
other(Liddicoat, 2011; Scarino & Liddicoat, 2013). This traditional approach does not
integrate or interact with the cultural information and demonstratakwaal orientation

(as opposed to an intercultural orientation).

No single teacher can know all there is to know about a culture (Liddicoat,
2008ap eventheir owrd andculture cannot be taught as a set of rules to be generalised
to all members (Kramsch, 2003). The alternative view treats culture as dynamic,
acknowledging it as an evehanging process. Appropriate cultural content to teach
includes the everyday | i vletdu rceud -GCtRaot & Natan,dl996, p. 432he
Afactions and understandingso (Liddicoat,
and contextualise their life and their interactions within their social warlpgottantly,
culture is closely linké to language and is dynamla this view, culture is understood
through exploration and engagement. Teaching dynamic culture involves fostering skills
of discovery, reflection, and comparison, with the expectation of transforming the learner;
it is aligned with an intercultural approach.

Liddicoat (2005) represented these perspectives as a series of three axes,
reproduced in Figures 2.1 and 2.2. In Figure 2.1, two of the axes intersect medially. The
horizontal axis represents cognitions of the natutéire, with one pole being the
traditional extreme of thinking of culture &cts and the other pole reflecting an
understanding of culture as dynamiocessesThe vertical axis represents cognitions
related to cultural content for the language glagth one pole associated with teaching
content related tartefacts and institutionsand the other, with teaching culture as
practices Presented in this way, the axes create quadrants that correspond to approaches
to learning and content. The quadrarist aligned with ICLT is the lower right, where
the approach to learning (processes) and the approach to content (practices) are both
dynamic (Liddicoat 2005; Scarino & Liddicoat, 2009).

32

201



artefacts and institutions

A

facts processes

d
<

v

practices

Figure 2.1 Approaches to culture in language teaching [Reproduced from Liddicoat
(2005, p. 31) with permission]

Liddicoat (2005) depicted the teacher s
(Figure 2.2). On this axis, op®le represents @ltural approach and the other an
intercultural approach. In the former, a teacher does not intend their practices to
transform or confront the learner, and does not strongly tie together language and culture.
In the latter, decentring and transformatase promoted, and the relationship between
language and culture is central (Liddicoat, 2005, 2011; Scarino & Liddicoat, 2009).

cultural intercultural

<& »
< >

Figure2.2 Teacher sdé cul t [Repeoduted omhiddicgat (2005, e nt at i

p. 32) withpermission]

Treating any culture as static and essentialising it to a commonly associated nation,
religion, or ethnicity, implies that individuals can be determined by their culture (Byram
& Risager, 1999; Sercu, 2002). This has the potential to reinfloecexistence of cultural
stereotypes, and suggests that a culture can be taught by transmitting a parcel of
information about it (Elsen & St. John, 2007). Compare this awititercultural view of
cultural knowledge, which is not about knowing justwiet, but also thénowand the

why. In an intercultural approach, it is equally as important to know the how and the why
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i n r el at owaaqultute.Bxpasurest@asrange of sources of information about the
target culture is important so students ateoduced to multiple interpretations, not just
one teacher 0s Vi epeakeriormot(JoganhHetediag& Aguilexrd, i v e
2001; Schulz, 2007).

Considering culture and language to be separable skills is reinforced by the majority
of textbooks. Boks tend to present culture in separate chapters from language or as
ARappended as a gesture rather than integrate
Asuppl ement ar wramet a., 1691,tp.i 19),asitledntefes®, or fun change
from langiage lessons (Luk, 2012; Schulz & Ganz, 2010; Sercu, 2000; Wilkinson, 2012).
In this way, culture lessons are a pedagogic device, ancillary activities when light
hearted, less taxing lessons are desired (Byram, ESantees, Taylor, & Allat, 1991).
Thismeans language and culture are not integrated and, although tbe adidural
lessons may be interesting or entertaining, they often do not address elements of culture
that could be difficult for learners or of most assistance to them in intercultural
interactions (Baker, 2015; Liddicoat, 2008a; Sercu, 2002). It is somewhat puzzling to see
thatalthoughteachers recognise that culture can be engaging (e.g., Tsou, 2005), few seek
to integrate that motivational aspect into the lesson as a whole, keepimglcul

information as peripheral not core (Lange & Paige, 2003).

In research fte focus is moving away from transmitting static facts about culture
and towards treating culture as dynamibere the goal is for the student to develop
knowledge, positivettitudes, skills, and awareness of culture (Byram, 1997; Fantini,
2012). It will soon be seen that these are the cornerstones of ICLT, but first, it is

worthwhile to consider a brief history of earlier approaches to culture teaching.
2.5.1 Earlier approaches to culture teaching

The Traditional Approach, prevalent until the 1960s or so, emphasised high culture and
written language (Crozet, Liddicoat, & Bianco, 1999). There was little linkage

between culture and language and, if culture featured at all, it was centred on a canon of
literature (Peiser & Jones, 2013). A learner was considered culturally competent when
they could master the literaturend 1960s and 1970s saw a shift in culture learning to
focus on pragmatic aspects, primarily to assist business and political relationships (Peiser

& Jones, 2013). In this Culture Studies Approach a culturally competent individual had
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an understandingof@au |l t ur eés history, geography, i nst
language and culture were not strongly linked (Crozet et al., 1999). In the late 1980s, the
Cultural as Practices Approach came to the fore (Crozet et al., 1999). Its alternagve nam

of the Cultural Approach (Peiser & Jones, 2013) and the common reference to the

Cultural Turn (Byram, 2000) indicate the elevation of culture in the field of language
education. This approach involved studying
attempted to foster positive attitudes towards the target culture (Peiser & Jones, 2013).
Interpretation of the words and actions of the cultatiaérwere invariably from the
perspective of the | earnerbés own cul tur al |
related to knowing what interactants will do or say. Although this approach heralded the
relatedness of language and culture, the two elemartsnot taught in an integrated

way, and the culture was still treated as if it were a static, homogeneous body of

information (Peiser & Jones, 2013). In other words, students were still tmirt

culture rather tham it andthroughit (Roberts et aj 2001).

In the 1990s, the work of Byraint he A most quoted @&@uthoro (
introduced and developed the notion of intercultural communicative competence (ICC).
According to Byram (2015), ICC combines communicative competence (see Canale &
Swain,180) with intercultural c¢omp&hokiace. I n
greater than the sum of its parts of communicative competence and cultural awareness.
Contributions from Byram (1997), Byram and Zarate (1997), Kramsch (1998a), Risager
(1998), andsercu (1998) were important early works in the area of intercultural language
teaching. These autharsntinue to publish on the topic. The intercultural communicative

language teaching approach is detailed next.

2.6 Intercultural Communicative Language Teaching (ICLT)

Il f you want to know about water, do

Fantini, 2012, p. 271

Byram (1991, 1997), and his work with Zarate (Byram & Zarate, 1996, 1997) in

particular, formed the foundations of teaching towards ICC. The associated teaching
approach was developed as an advancement on communicative language teaching (CLT)
(see Hymes, 1972) to address shortcomings with respect to conceptualising the role of

culture in | anguage education, cultureds r
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the backgrounds and needs of the students (Jebahi, 2013; Kelly, 2012; Manjarrés, 2009;
Ryan, 2012). ICLT treats language and culture as being integratedjaaltyrelevant
from Day1 of language learning.

Communication in intercultural interactionsnwre effective with awareness and
knowl edge of the interactantso6é cultures. For
from devel opment of knowledge of the values
members, as well as skills and attitudes tsasurther exploration to contend with the
dynamic and noimnomogeneous nature of culture. The learner needs to be aware of
differences and similarities between their own culture (the C1) and the target culture (the
C2) so misunderstandings can be receghiand resolved for effective communication
(Barro et al ., 1993). Refl ection, necessary
discussed in greater detail in section 2.®Hrough cultural exploration, borders between
the Cl and Ca,c @m olbd efmaxplzerde and redrawno (L
In this way, arintercultural identity is developed, representingthe ar ner 6 s occupat

Afa relativising C30 (Young & Sachdev, 2011,

productive third place&rm wher e a decentred | earner takes
view of the C1 and C2 (Kramsch, 1993; Wilkinson, 2012; Witte & Harden, 2011). This
third space does not require the relinquishn

1991) but it is likelyto mean the individual will experience a transformation as exposure
to alternatives viewpoints shapes their identity (Liddicoat, 2002, 2005; Liddicoat &
Scarino, 2013; Phipps, 2003his alsosupportghe SCT notion of transformation

through activity.

These core features of an intercultural approach can be summarised as learning
skills to explore cultures beyond | imited se
own culture, and to then compare and contrast cultures with positivenopdad
atlitudes to other perspectives. These are featuresinfeaoultural speakerpne who
has developed ICC to the extent that s/he can act as a mediator, both affectively and
cognitively, in intercultural interactions (Byram, 1997, 2006; Risager, 2007 wboe
can Adstand on the bridged or indeed 6ébe the
and cultureso (Byram, 2006, pnativdspeakelThe ti tl e
the goal of more traditional approaches (Byram, 2014). ICC does nébraioll mastery
of the C2 (Guo, 2010), nor does it suggest the goal of a Ad&esanderstanding (Byram
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& Risager, 1999; Roberts et al., 20013fter all, there is no single ideal representative of

any culture (Kramsch, 1998b). Liddicoat (2005) packagés succi nctl y: ACul
knowledge is not a case of knowing information about the culture; it is about knowing

how to engage with ito (p. 31).

The notion of ICC is multifarious in definitions across disciplines and even within
the field of language eduttan (Byram & Guilherme, 2010; Guo, 2010). ICC includes the
ability to recognise, if not anticipate, and manage rich points (Agar, 1994), and to
understand and accept them as equally valid alternative viewpoints. Use of the word
competencen ICC (derivedd r om Canal e and Swaindos (1980)
emphasises that it does not relate to possessing knowledge of defined set of content, but is
a capability, a dynamic skill or behaviour that demonstrates understanding of the
processes involved imantercultural interaction (Byram & Guilherme, 2010; Guo,
2010). 1 CC includes critical cultural awar:
viewpoint and make comparisons to gain a better understanding of both cultures, and of
their similarities and dierences (Abrams, et al., 2006; Byram, 1997; Crozet et al., 1999;
Newton et al., 2010; Roberts et al., 2001). The aim is to make connections rather than
boundaries between cultures (Duff, 2004; Peslsarez & Vasquez, 1994; Rowsell,
Sztainbok, & Blaney2007), and to see value in differences (BarRgdan, 2000).
Importantly, it involves the recognition that every member of any culture will have their
unique individual and elastic viewpoint of an encounter (Guilherme, 2002), making
culturally-based genatisations or stereotypes inappropriate and unreliable (Pease
Alvarez & Vasquez, 1994; Su, 2011). There is now much evidence of a positive
relationship between ICC and proficiency in the target language (Jackson, 2014; Moeller
& Osborn, 2014) and that absence of cultural awareness can mean misalignments
between perspectives resndf in misunderstandings. In order to compare the C1 and C2,
awareness of oned6s own culture is required

separate discussion.

2.6.1 Ciritical reflection

Refl ection on oneds own culture is crucial
objective, critical, and deep. Through ref|
they and their fellow citizens conceptualize, understamdl,d e x peri enceo i der

situations, and interactions and the consequential impacts on relations with others
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(Jackson, 2011, p. 82); in this-leehy, refl ect
understanding of onesel f Csboch 2014, @.®&1). lbisven cul t u
necessary step to enaldomparison with the C2, but reflectialone is not sufficient

(Scarino, 2014).

It is through engagement with, and exploration of, other cultures and reflection on
oneds own, t hatcantdacentrd acgmuaigeed elairsielher Aown
from the perspective of anothero (Scarino, 2
of treating their own culture as the normtleeright way, against which others are judged
as abnormal or oddBrrett, 2007) Thi s requires objective and
own cultural viewpoint to ascertain how it was established and the influence is has on
oneds perspective, as well as an ongoing rev
critcalcut ur al awareness (Byr am, 1997, Newton, 2C¢C
otherwise be invisibleQrozet & Liddicoat, 2000; Kramsch, 1993; Lo Bianco & Crozet,
2003)and its influence on interpretation of the target culture not evident (Mantle
Bromley, 1992). Iis through knowing others that one comes to know the self (Holmes &
O6Neill, 2010; Newton, 2012).

Decentring allows understanding of what is going in the course of making meaning;
not | uswhathaee&s nmgy fic ul whyd cee sd 0i?td0 Howdbestidad and A
it?0 It includes analysing that information
interaction and assumpti ons nmameeiatianmfout t he i
At he O&veilsf 6e weirsyt hi ng el se pi272)assists wor |l do ( Fa
development of knowledge, positive attitudes and skills, just as those dimensions enhance
the understanding of onesdReflection is, therefore, a learning goal of ICLT and a
strategy for developing ICC (Blasco, 2012). Teachers are ipasigon to both teach and

model the skill of selfeflection.

Language teachers unfamiliar with the concept of ICLT might see little relevance in

spending time enquiring into the studentds o
relies ona deedevelofsefunder st anding. This includes the
cul tur al vi ewpoints and values (Hol mes & OGN

the perspectives of other cultureso (Bagnal/l
st angeo (Jackson, 2006, p. 83). Kelly (2012)

without comparing it to oneds own compartmen
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set, amounting to a monocultural education. In contrast, intercultural educabwwa &ir
new information to be made relevant to the learner through comparison with their own
experiences (Sercu, 2002). The relationshi

relevance enhancing internalisation is evident here.

Warnings abeubiaséapbpi ta76) towards refl
(2012), however. Blasco noted, with concern, that reflection means different things to
different people, and involving reflection in the class assumes the learner is capable of
transcending themsads and has sufficient insight into their own prejudices to expose
what needs to be fixed. It is argued here that any level of awareness is a good start. Being
mi ndf ul that o nsedtgallyoshaped,medrackpowledyingthat is the
case fomall participants in an interaction, is a necessary step towards decentring. Because
reflection is not a natural activity for every@enaybe even less so for secondary school
aged student§?it is all the more important for teachers to explain it, encoutagad
mo d e | it Refl ection and relativisation of
promoted in education policy, curricula, and programmes (Scarino, 2014; Castro et al.,

2004), so the importance of their roles needs to be actively brouglet att¢imtion of
teachers. Phase 2 of this thesis seeks to do that.

It is posited here that the absence or presence of critical reflection is the best
i ndicator of whether a t Althoudha teatisernughti ent at i
have cognitionsrad practices that align with an ICLT approach, it is often the absence of
critical reflection that prevents their approach from being wholly being ICLT (e.g, Han,
2010; Han & Song, 2011; Sercu et al., 2005) and instead retains the goal of
communicative coipetence rather than ICC. Focusing on communicative competence is
often construed as relating to fluency of oral performance and ignores the more covert
meaningmaking elements of interactions (Forsman, 2012; Stapleton, 2000). Both phases

ofthisstudyadd*rs s New Zeal and teachersd current p

Critical reflection is but one of the competencies of an intercultural speaker. To
help guide assessment of the development of all relevant competencies, Byram (1997)
introduced his seminal model of assessing ICC based on savoirs. The model is outlined

nex.
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2.6.2 Savoirs

An intercultural speaker has mastery over a range of competencies. Byram (1997)

developed a model of assessment of ICC based on five such capabilities, which he termed
savorsand whi ch remain r el evantodificaionbroday 6s r es ¢
addition by some. The savoitan be grouped into knowledge, attitudes, and skills. Given

space limitations, they are presented in Figure 2.3 along a brief description and indicative
assessment objectives for each. Given the neutralityedélite format of the figure, it

must be stressed here that Byram emphasised/ o i r  ¢r@tieahcgltargl e r

awareness) as being central in the model, embodying the educational dimension where

linguistic and cultural knowledge, skills, and attitudes loa critically applied and

evaluated (Byram, 2012Not e, t he word Asavoirso is not i
competencies generally, but is italicised when referring to the individual savoirs by name.

This requires clarification because one & #avoir§ that relating to cultural

knowledg® is also namedavoirs)

Knowledge  Savoirs Knowledge about self tber, interaction, the sociegnd its
processes. Assessment objectives include knowledge of
historical and current relationships between C1@2d
conventions of communication in C1 and C2, achieving
contact with C2, awareness of C1 events from C2 perspec
social distinctions and principal markers in C2, processes

social interaction in C2, and many more.

Attitudes Savoir étre  The ability to relativise oneself and value the other.
Assessment objectives include evidence of curiosity,
openness, readiness to suspgtis)belief about C1 and C2,

willingness to engage with and experience C2.

Skills  Savoir The ability o interpret and relate. Assessment objectives
comprendre includeidentification ofethnocentric perspectivesdareas of
misunderstanding and dysfunction, and mediate between

conflicting interpretations.

(continued)
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Savoir
apprendre
or savoir

faire

Savoir

sbenga

Theability to discover and interact. Assessment objectives
include ability to identify significant references across
cultures and elicit connotations, compare processes of
interaction and negotiate appropriate use of them, use

knowledge, skillsand attitude$or mediation.

Critical cultural awareness. Includes an awareness of C1
values and how t hey ;ielatVidatiore
of C1; ability to value meanings, beliefsnd behaviours in
C2. Self-reflection beyond own culturaiases (Holmes &
O6Nei ll, 2012). Assessment
identify, interpret, and evaluate explicit or implicit values ir

C1 and C2be aware of potential confliat perspectives.

Figure2.3 The Savoirs from Bigutwan@osmunidadve 7 )

Competence

Subsequent

alia, adding a sixthsavoir se

Iy, Houghton (2010, 2mkd)

transformér identity development, relating to changes a

student makes in response to the opportunity proMigean interactanSavoir se

transformep | aces emphasi s on the i mportance

Mo d e

furt

of

knowing how to develop oneself selectively

prioritising the internal domain of self, in contrast to ¢ieer savoirs which focus on the

external domains of knowledge and the world (Houghton, 2010, p. 224).

Like other references to assessment of the cultural dimension (e.g., Houghton,
2010, 2013; Kohler, 2015; Schulz, 2007), the ICC model utilises dynasgssaamsent

(Dixon-Strauss, 1996; Scott

& Palincsar, 20@9measure the development of cultural

understanding in terms of the competencies of attitudes, knowledge, and skills. In culture

assessment literature, SCT

is invoked rarely (Kohler (2015) is disagmiexception),

but most models promote ongoing assessment of learners as they engage in a variety of

t asks. Il n t hi

s way, the |l earnerbés ZPD

assistance and thus wher e deparspestpane n't

S r
S hi

dynamic assessment guides the nature of mediation required by the student to reach more

sophisticated levels of development.
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2.6.3 ICLT summary

ICLT is the solution to the culture teaching challenge. Based on key principles, it is an
adaptable approach to teaching language and culture. It is the antidote to problems arising
from teaching culture through the transmission of a set of artificiah sotlated, limited

facts. It involves teaching skills to explore, reflect, and compare cultures and, crucially,

integrates language and culture at all levels of language learning (Newton, 2012).

Although the terms intercultural competence and interallspeaker are widely
present in educational research, some consider them to remain vague (Witte & Harden,
2011) or so general as to be almost empty (Holmes, 2006). The concepts themselves are a
little nebulous. This is compounded by the application oféhaintercultural across a
range of disciplinesmbwher ex giot (HRa s algeeag me 0 aI)
Abuzzword statuso (Witte & Harden, 2011, p.
interaction involving people of different culture$ere the prefixnter- is taken to mean
only to involve, to be between, people. Thes
connotationso (Newton, forthcoming) and dyna
the prefix, that is, the continuously dialectimytual, and jointly transformative process of
engagement in an interaction between individuals, each of whom is a collection of
histories and experiences (Kramsch, 2009; Scarino, 2014). It is not just engagement with
others, but the express purpose of poghension of others in terms of language, culture,
and relationship between the two (Byram, 2015). The imprecision gives some indication
of why a single definition has not been accepted hyall may explain why some
language teachers are challengedmiheomes to how best to teach and assess
intercultural competence (e.g., East & Scott, 2011; Forsman, 2012; Guo | 2246,
HuberKriegler, Lussier, Matei, & Peck, 200Manjarrés, 2009aige, Jorstad, Siaya,
Klein & Colby, 2003; Scarino, 20)0Pinning down an agreed definition of the abstract
concepts need not hold up the application of intercultural methods in the classroom,

though, if the outcomes can be satisfactorily described and demonstrated.

2.7 Teacher Cognitions on Intercultural Pecagogy
Having outlined the theoretical side of ICLT, this section turns to international studies
t hat examined | anguage teachersd understandi

Ghanem (2014), little research has been done on approaches to culture tedbhimeg
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noted exception of the study by Sercu et al. (2005), which is of such influence here that it

is discussed separately in section 2.7.5. This thesis makes a contribution in that regard.

Language teachers are the @lk@83)0brokerso
between theory and practice of ICLT, and as such their views on the applicability and
practicability of ICLT in the classroom are vital if the approach is to be promoted further.
Grouped by their most prominent findings (with some overlapdtiaes), the following
review of studies accentuates the primary issues that teacher cognitions research reveals
about ICLT. Each theme includes an explanation of how the subject study addresses
matters raised in the studies. Research involving New Zeklagdage teachers is

separately presented in section 2.9.

2.7.1 Teacher education

In this thesisteacher educatioencompasses initial tertiary teacher training and all
subsequent kservice professional developme8taring where teachers stértat ther

original teacher trainingy studieshave noted deficiencies in initial training in terms of
coverage of culture teaching generally, and ICLT specifically, even in localities where
ICLT is required by education policy. Although culture sometimes featurediming it

was most often overt cultural aspects and ICLT practices of exploration, reflection and
comparison were rare (Schulz & Ganz, 2010; Young & Sachdev, 2011). Notably absent,
too, was training in how to assess the cultural dimension (Scaring, 20lz & Ganz,

2010). ICLT should be included early in undergraduate teacher education programmes to
allow sufficient time for study and development of a full understanding of it (Kelly,

2012), and should amount to more than just one short course (2814, These
recommendations concur with Scarinobds (201.
understanding of ICLT is gradual, and reports that personal experience with a new
approach, along with sufficient time to test it, increases the extent to \ehichetrs

incorporate it into their practices (Guskey, 1986; Sercu & St. John, 2007). Byram (2015)
noted that there is a difference between training teachers in pedagogy (e.g., ICLT) and
training them to develop their own ICC. Studies in this area (e.gvekiat al., 2011;

Lazar, 2011) have shown the former to be the more successful.

Once teachers are practising they are reliant on professional development

opportunities to keep up to date with teaching approaches. Acknowledeggrgvine
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training as being@ften unsystematic and fragmented, Kelly (2012) still considered
professional devel opment as fAa key vector fo
connections with other practicing language teachers. But, such opportunities are not
always availablea, or taken up hyteachers@ameron & Simpson, 2002; Haworth, 2003;
Schulz & Ganz, 2010) and in New Zealand, it appears ICLT is rarely covered in any
depth in professional development (Conway et al., 2010). Other research has shown
teacher educators tovea more sophisticated understanding of ICLT tharspreice
(WoodgateJones, 2009) or tservice teachers (Byrd et al., 2011), but nevertheless design
courseghat centreon the language dimension. This could represent differentials in
abstract versusonicrete cognitions (Birello, 2012; Mangubhai et al., 2005) held by the
teacher educators.

This study took account of these teacher education matters in both phases. The
guestionnaire asked teachers about extent of their knowledge of ICLT and the hature o
their ICLT training, if any. The Phase 2 teachers were asked whether they had received
training in ICLT and what future training they desired. Crucially, the intervention of
Phase 2 was designed to expose teachers to the ICLT theory in action to/edgeiter
themselves as a professional development opportunity.

2.7.2 Intercultural beliefs but traditional practices

Many studies produced evidence of teachers undertaking practices that seem counter to

their expressed beliefs, including the study bsc8et al. (2005) and those derived from

it, all of which are discussed later in section 2.7.5. Common across studies, teachers

showed an understanding of culture as important in language learning and even

demonstrated ICLAligned views, but those cogmitis were not borne out in their

practices. For example, despite having IGligned cognitions, teachers in Young and
Sachdevdéds (2011) study ranked I CC second to
item was included in the questionnaire of Phiaséthis study.) Remarkably, this was

despite most respondents recognising high levels of ICC as making for good language

teachers and successful language learners.

Apparent mismatches have been shown to arise from: a lack of explicit reference to
culture and ICLT in curricula; lack of time; insufficient knowledge of the target culture;

low proficiency of learners; and a lack of supporting resources (L&s&rmark, 2008;
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Young & Sachdev, 2011). In some cases, it was the potential for cultural cionissd

to classroom disharmony that prevented the practice of exploration, reflecttbn

comparison of cultures. Larz&dstermark (2008) remarked that teaching approaches

induce particular student reactions, with the traditional transmission of ¢ultura
knowledg whi ch she termed fPedadlogingthef | nf or ma
likelihood of negative or defensive responsexl the student e n t Re@adogyfof

Encount e hang hgre likely tb e cdrontational and challenging fetudents.

A

LikeSercu et al . 0s ( 2¥Y0tser mparrk d s i tpeaandser s a
language and culture as being inseparable but did separate them in pradtioeused
on teaching language competence over cultural competence. This could characterise
Risageno6s) division of the relationship in-
phenomena shared by al/l humanityo (p. 3),
it makes no sense to talk of separation since one cannot be conceived of without the other;
ard (2) the differential level, or micro level, of specific forms of language and culture
where they can be separated in certain respects, as might be required for the purposes of

language teaching; teaching grammar, for example (see also Byram, 2012; Rohigr

I n this study, the questionnaire gathere
allowing comparison between the two. In Phase 2, teachers were collaborated with,
observed, and interviewed to reveal the relationship between ICLT cognmions a
practices. Interpreting the results with SCT assisted in revealing and explaining

mismatches.

2.7.3 Cultural experience and nativeness

If, as many have asserted (e.g., Cross, 2010; Dewey, 1927/1998; Feryok, 2010; Lortie,

1975; Kelly, 2012; Nespor, 198Pajares, 19925wain et al., 2011; Vygotsky, 19/ &n

i ndividual 6s cognitions and practices are |
that a teacher with personal experience of language learning, with affiliations to other

cultures, natived the target culture, or any combination of these, would have a

professional advantage over teachers with little or no contact with other cultures.

Manjarrés (2009) made the observation that some teachers might never have experienced
interculturalcontaco r been fAculturally challengedo (p
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Nativeness was foregrounded in Ghanembs (:
beliefs and practices in teachers of German in the U.S., with native speaker participants
considering themselves at an advantageaching culture because they were perceived
as authorities. SimilarhlK el | yds (2012) native speaker teac
having fia sense of e mbo d4l3). mgréstinglyy thhoubha nguacul t
Ghanem reported that native and fmative teachers alike expressed a preference for
teaching the overt aspects of culture. She questioned the authority label: All teacher
participants had had some personal experience of the C1 and C2, and a native speaker
from Northern Germany had been waae of the cultural significance of a Southern
German food, meaning his nativeness had not been of assistance. This ®igpors mo s
(2015) remark that a native speaker is likely to be better qualified only with respect to
knowledge about the target cuktu(i.e., just one element of ICC), and probably only with
respect to a limited number of social groups in one couAtryndividual cannot be
native to all cultures within a targlthguage community. This was also an observation
by Lazaraton (2003), wbin led her to recommend that teachers take the role of facilitator,
rather than transmitter, to-@mnstruct knowledge with the students, and allow students

include their own knowledge and act as experts.

Other studies have discussed the importance glikge teachers having substantial
personal experience with the target culture specifically, or cultures generally, in fostering
abstract understandings of culture, greateragHlreness and positive attitud€z(ra,
2013; Youngs & Youngs, 2001)ooking at it another wayJedynak (2011) posited the
monolingual and monocultural nature of Poland as the reason for Polish teachers
favouring traditional approaches because their exposure to other languages and cultures
was minimal and training in cultural divety was limited. Relatedly, teachers in Byram
et al.6s study (1991) believed a | ack of per
adversely impacted on their ability to effectively teach the culture, be seen as a credible
cultural informant, and succesBjubridge the C1 and C2 (see also Paige, et al., 2003).
The corollary of Ghanemés (2014) finding on
that ron-native speakers believed they lacked authority to teach culture, and they
consequently demonstratedbak of confidence in culture teaching.

Influences of nativeness and experience with cultures were addressed in this study.
The questionnaire asked teachers about the extent of their personal experience with other
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languages and cultures, and whether thiese native to the language they taught. Phase 2
involved a nativeness variable, with one teacher native to the L2/C2, one teacher native to
the studentsd L1/ C1, and one native to a t|

which were considered inghapplication of SCT.

2.7.4 Uncertainty

Many studies raised teachersd uncertaint
teaching €.g.,Byrd et al., 2011; Kohler, 2015; Larzéystermark, 2008; Paige, et al.,
2003; Stapleton, 2000; Woodgateo nes, 2009) . I n Australia, f
understandingo is one of seven Gener al Cap
(ACARA, 2013; Diaz, 2013) ahfeatures in the National Statement for Languages
Education in Australian Schools and associated national plan (Scarino, 2010). Moloney
(2010) and Scarino (2010) described ICLT as gaining ground with teachers encouraging
student s6 cr i falingeatigatiomgpandcongparisons, andi dedentring.
However, in later studies by Diaz (2013) and Kohler (2015), Australian language teachers
reported awareness of the need to integrat.
thisview intheirteachig o6 ( Kohl er, 2015, p. 194) and de
recognitiono (D2az, 2013, p. 13) of integr:
Uncertainty was also noted by Baker (2015), and was explained by Stapleton (2000) as
being due t o ofift hteh es hteeerrm whathugabharsrbeirly waryop . 2 9 2

making assumptions about the target cultur

Regardless of whether teachers have been trained in ICLT, all will benefit from
ongoing access to support and resources to guide their practice of an intercultural
orientation. In Hong Kong, the national curriculum requires integration of language and
cutur e but EFL teachers in Lukdés (2012) stud
with the integration and with assessment of cultural understanding. In practice, this led to
teachers focusing on language elements, and those who did consciouslycntiude
treated it in a peripheral way, as a ngi mmi
assessed.he need formproved access to materials and practical exemplars was
reiterated by Moeller and Osborn (2014), with emphasis on such resourags be
adaptable to individual classroom contexts. It will be recalled that Guskey (1986) advised
that ongoing support was required if teachers were expected to make changes to their

beliefs and practices.
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This study examined these matters by gatheringdatamma c her s per spect.i
the nature and availability of support and resources for ICLT practice, their familiarity
with the culturesand their confidence in teaching culture. Thelass activity was
designed to test the value of a particular ICLT atgtiv terms of supporting the practice
of ICLT.

Given the significant influence of the study by Sercu et al. (2005) in terms of extent
of findings and inspiration for subsequent international research, including the subject
project, it warrants separadescussion. The findings of that study are detailed next,
followed by an outline of the ensuing research derived from it.

275 Sercu et al.b6s (2005) research and r el
In 2004, Sercu headed a group of researchers from the international sgssaath

interest group CULTNET in conducting a multinational study gathering cognitions about
intercultural teaching from 424 language teachers across seven countries: Belgium,

Bulgaria, Greece, Mexico, Poland, Spain, and Sweden. This work is extretesignt,

given its consideration of teacher cognitions from around the world. As encouraged by

Sercu (2007), the project was replicated by others (e.g., Czura, 2013; Han, 2010; Han &

Song, 2011; Yeganeh & Raeesi, 2015). To add to the body of work grawmgHat

recommendation, this study used, with permisgsa®e Appendix A)a number of items

from the survey in the Phase 1 questionnaire

cognitions about culture teaching and ICLT.

The primary finding of Sercue al . 6s (2005) study was that
participants were Afavourably disposedo (Ser
(see also Sercu, 2007). However, these same teachers did not all see value in teaching
students about their owaulture, that is, the critical reflection aspect (Sercu, 2007). The
Aunfavourably disposedo (Sercu, 2005, p. 11)
ICC as a teaching aim; rather, they considered intercultural teaching reinforced
stereotypes (Serc@007; Sercu et al., 2005). A second significant finding was that
although favourably disposed teachers held cognitions that valued many facets of ICLT,
they did not necessarily practise ICLT. Instead, they relied on transmission of cultural
information, ad the majority reported dedicating 80% of class time to the language

dimension and 20% to culture. Teachers reported being most familiar with the overt
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cultural aspects of daily life and routines, living conditions, and food and drink (also the
case for Eglish and Danish teachers in Byram and Risager (1999)); they were less but
still adequately familiar with the covert aspeatsnternational relationand different

ethnic and social groups. Culture teaching objectives related mainly to language
competene and to passing on cultural information through teachatred activities, and
rarely aimed at developing ICC. Comparison activities were reasonably common, but

reflection and exploration were infrequent.

The study illuminated a number of constraintepiag teachers from practising
ICLT. Common across all countries, and reiterating findings presented in the studies
above, they included: (i) most prevalently, lack of time to teach culture due to overloaded
curricula and too few teaching periods; (ii) toulum lacked explicit reference to ICLT
and/or had a strong linguistic focus (see also Castro et al., 2004); (iii) lack of suitable
culture teaching materials, textbooks too clichéd and/or did not integrate culture;
(iv) insufficient training in culturéeaching or insufficiently familiar with the target

culture; and (v) students lacked interest in culture learning.

276 Research derived from Sercu et al

0s

Sercu et al.od6s (2005) project was promoted

knowledge of international practices and beliefs about culture teaching. The subject study
does just that, posing many of the same questions to New Zealand language teachers,

nearly ten years on from the initial research. A number of other studies have &lone th

same. Han (2010) administered a questionna

teachers in China producing similar resul

broad understanding of culture and a willingness to incorporate it in their tedatiing,
continued to focus on language competence in practice. Lack of flexibility in terms of
teaching materials was noted as significant factmost were required to teach to the

textbool® and students were not tested on cultural competence.

Hanand Song@21 1) empl oyed el ements of Sercu

language teachers in China and had generally similar outcomes to Han (2010). They
additionally found a marked absence of support for students to understand their own
culture. Teachers adwd their language focus was due to a lack of supporting resources
and their own lack of understanding about culture and culture teaching. They tended to
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teach (or transmit) the cultural content they were most familiar with, invariably overt

culture. Teachms frequently shared their perspectives of English cultures, but rarely

talked about negative aspects and stereotype
English cultures. Little attention was given to enhancing skills of discovery and

interaction, devep ment of positive attitudes, and cril
stated beliefs that aligned with ICLT.

Czura (2013) compared cognitions of Polish-peevice English teachers with those
of Sercu et al.o6s (2005) thPodsenschteapheraltatla si ng t
less traditional view of culture teaching. Notwithstanding this, thespréice respondents
ranked teaching culture as the least important aspect of language teaching (cf. Young &
Sachdev, 2011), believed that 80% of clasetshould be devoted to the language
dimension, did not support full integration of language and culture, and undervalued
reflection on oneds own culture, considering
service teachers placed less emphasis onrtbwlkdgebased aspects of ICC than did
their practising counterpartiough seeing value in the development of attitudes and
skills for intercultural interactions. Czura also reported the infrequency of visits by pre
service teachers to Englisipeakingocales; those who had had sustained contact with
other cultures were more likely to rate culture as being of higher importance, suggesting
that mobility experiences, or lack thereof, affect views on the role of culture in the

language classroom.

Yeganeland Raessi (2015) incorporated questic
guestionnaire in their survey of 291 EFL teachers in Iran. Althtugipublished
interpretation of the findings lacked depth, the statistics showed that the teachers held
positive views a featuring cultural content in class but their practices did not bear this

out; lack of time was attributed as the primary reason.

2.7.7 Summary of studies of teacher cognitions on intercultural pedagogy
Despite a range of cultuteaching pedagogicabproaches (including ICLT) promoted
over the last two decades (Byram et al., 1991), and despite worldwide updating of
education policies to emphasise cultteaching and intercultural methods (Diaz, 2013;
Lange & Paige, 2003; Sercu, 2007), and evenitiee widespread general acceptance

of the importance of understanding culture in language education (Diaz, 2013; Han, 2010;
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Han & Song, 2011; Sercu et al., 2005), these studies indicate that culture is still not

commonly integrated into language lessoftse literature reveals a set of common

beliefs held by teachers which result in c
cousin, twice removedo (L af)greert&intyfnchowgte, 2 00
teach culture due to insufficietraining, lack of explicitness in curricula, or language

focused assessmenti) lack of familiarity with the subject culturéji) lack of time to

teach culture or to learn about teaching cult(ikg;potential for disharmony with

controversial culiral topics;(v) and a lack of supporting resources. These beliefs were

taken into account when developing thelass intervention to implement in this study.

Cultural portfolio projects (CPPs) were chosen as an activity that could be grounded in

the prihciples of ICLT with the potential to address many, if not all, of the challenges to

culture teaching mentioned above. The next section describes CPPs, before presenting the

published studies that have applied them in the classroom.

2.8 Cultural Portfolio Projects

Language teachers have long faced problems in ... how to bridge the gap between
|l earnersd |l inguistic and cultural competer
Lee, 1997, p. 358

Cultural portfolio projects (CPPs) are a studesitredclassroom activity sitting well

with Deweybds vodemwdof hey agmat actmer i se a st uc
progres§ supporting a sociocul tural approach. P
portraito of st ud adldctoandlibkinstiuctionersd assessment o r t
(Delett et al., 2001, p. 559). They are especially beneficial in language education because

they provide opportunities for practicing authentic language use for an authentic purpose

and afford indepth engagement in ltwral topics (Abrams et al., 2006; Delett et al.,

2001). Portfolios support teachers and students working together with continuous

opportunities to communicate, understand, and reflect on learning (Lee, 1997). By

invoking multiple sources of informatipportfolios can serve to underline the existence

of multiple perspectives in any one culture (Jogan et al.,;Z€Hulz, 200Y. They have

been described as contrasting with the traditional prescriptive, tecahized

transmission of facts, which may beeo generalised and from one perspective (Dewey,
1915/2008; Jourdain, 1998; Prawat, 2009; Wright, 2000). In New Zealand, internal

assessment of languages in NCEA already makes use of portfolios for writing and
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interactions (Ministry of Education, 2012, Augg 28), but it is not clear that their

potential as both formative and summative assessments (Schulz, 2007) is maximised.
Portfolios can be used to reveal the | earner
|l i kely area of ac ctleerpndess sfigrovehrfronbactbay t r ac ki ng
development, through potential abilities, to new potential development (Wagner & Brock,
1996, p. 163).

In the CPPs, students gather and create a range of items based on a cultural theme
or artefact and include them in arffolio. A theme could be a cultural item, a film,
music, or gen a value (Byrd & Wall, 200899nd whenchosen by the studemnsure the
project will be of interest and relevance (and therefore useful) to them (Abrams et al.,
2006; Dewey, 1916/2008; Prawat, 2009; Sercu, 2004a). Portfolio items, all based on the
theme, can include recordings of conversations, evaluations nsetithers, evidence
of document searches, written reflections, essays, and so on. All items should be
annotated by the student with comment on context and relevance, to assist in reflecting on
the itembés I mpact on t hei Deletteta.r200l)nTipe ( Al | e n,
portfolio records studentso6 | earning experie
learning process, ask and answer questions through research, interpret and critically
analyse findings, and reflect on the process (Abrarat,e2006; Delett et al., 2001,
Schulz, 2007; Su, 2011). The research aspect supports development of higher order skills
such as exploration, critical reflection, and comparison, skills directly aligned with ICLT
and applicable beyond the language clamsr.

Reflection is an especially important element of the CPPs, mediating the
construction of knowledge that is fideeper, n
2011, p . 248). This draws on the sociocultur
ontogenesi® including their perspectives, experiences, beliefs, and understandings,
accurate or otherwigeto mediate their development. This is also consistent with
Deweyds version of pragmatism, which asserts
(Dewey, 1910/2005, p. 1), and is clearly aligned with ICLT which requires exploration,

reflection and comparison.

The target language should be used as much as possible, particularly with respect to
sources used, reflections on new information, and the pegtgenof findings (Abrams et

al., 2006). That said, it is a feature of CPPs that they are entirely adaptable with respect to
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the extent to whicthe native languagé.{) andtarget languagd.@) are used, decisions

on which should enable maximum opporturidr practice of the L2 without limiting the
extent to which the learner can engage with the topic and elucidate their thinking
(Liddicoat, 2008b). By presenting findings to the class (e.g., as a speech, poster, or class
discussion) new discoveries ar@agtd so all in the classroom community, including the
teacher, can learn from them, construct shared meanings, and be mutually transformed as
co-explorers (Byrd & Wall, 2009; Cullen, Haworth, Simmons, Schimanski, McGarva, &
Kennedy, 2009Dewey, 1939/1998Wioeller & Osborn, 2014; Scarino, 2014). Students

take responsibility for their learning and engage with the cultural information they
discover, characteristics of both pragmatism and SCT (Dewey, 1910/2005. 1915/2008,
1938; Guilherme, 2002; Lee, 1997; D¢kt al., 2001; Jourdain, 1998; ManBeomley,

1995; Morgan, 1993; Schulz, 2007; Su, 2011). Exploration that includes elements of

et hnographic study of both the C1 and C2
t hat subj ect s e eks2009hpe30)waroviding oppartBivies ol e w s
development in the target culture as well as revealing a different perspective on their own
culture (Roberts et al., 2001). Students become more confident in interpreting cultural
meanings in interactions anceagiven a chance to reconsider the appropriateness of their
currently held views, which could comprise positive and negative cultural generalisations
(Barro et al., 1993).

These objectives are all represented in the-G&4d@d research of Phase 2 of this
study. With an understanding of the nature of CPPs, the following section presents a

summary of published research studies involving CPPs in the language classroom.

2.8.1 CPP studies

Seven published studies were found that used portfolios to teach aulamguage

classes. The methodologies, findings and, if mentioned, recommended improvements, all
contributed to the development of the particular form of CPPs used in this study. In the

interests of space, these studies are presented in summary faguren 4.
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Author/Context

Features and primary findings

Lee (1997)
US learners of

Students chose own theme from given list (included Spanisk

food, art, holidays, gender roles, immigration)

Spanish Developed cultural knowledge, writing, speaking, aigher
order cognitive skills, e.g., organising, analysing, summarisi
Student response: portfolios interesting and motivating bein
studenicentred, not teacheentred.

_ Compared CPPs with traditional texttebased, instruction
Wright (2000)
_ centred approach

US tertiary ) _
CPPs allowed students to: separate facts from beliefs, shift

learners of _ o _
perspective, become comfortable with diversity, and

German

di fferentiate between fAper s
di sagreemento (p. 335).
Positive attitudesowards C2 inhibited in instructiecentred

group.

Abrams (2002)

Compared CPPs with traditional textbelo#tsed, instruction
centred approach

US tertiary ) o ) o
Preproject, all students aware of withoulture diversity in C1
learners of _ o
but referred to stereotypical generalisations for C2.
German _ .
Postproject, all deemphasised overt culture. &féup
expanded definition of culture to include covert culture,
recognised multiplegrspectives, made comparisons, and
avoided generalisations.
Student response: CPPs stimulating and challenging, but
stereotype focus limiting.
Stereotypeébased CPPs, test validity and refine. Introduced
Allen (2004) ) _ -
_ testingwith respect to C2 and C1, then compare. Findings
US tertiary
poster.
learners of ) ) _
e n Gained knowledge about C2 and C1; recognised influence ¢
renc

on perceptions of C2; developed critical thinking skills.

(continued)
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Student response: CPPs interesting and motivating; valued
choice; enjoyed shift from linguistic focus; wished native

speaker visits and interviews involved.

Abrams et al.
(2006)

US tertiary
learners of

German

Revidted Abrams
(2002)

Compared dAtypical o CPP (onl
information sources) withtsuctured filmbased CPP with set
guestions from prassigned perspective (e.g., anthropologist
film critic). Findings presented in English (L1).

Typical CPP: students enjoyed choosing own topic, learned
cultural knowledge, improved language; did not grgooup
work, wanted more time, and saw no clear connection betw
CPP and language structures learned in class.

Film-based CPP: students enjoyed structure and guidance,
thought film more authentic than textbooks or teacher; stude
considered somespects irrelevant, instructors thought
languageteaching time sacrificed, movie plot limiting, no
personal choice element.

Recommended provision for choice of topic, present finding

L2, connect project with language, and make findings relevg

Byon (2007)

US tertiary
learners of
Korean culture

and heritage

Stereotypébased CPPs, research included interviews. Refra
to relate to C1. Wrote reports on changing understanding;
findings presented to class.

Fostered positive attitude towards Koreaiture.

Students enjoyed CPPs, especially choice of topics, gained
understanding of own learning processes, appreciated alteri
perspectives, recognised tendency to overgeneralise.
Recommended: More detailed instructions, including search
strategiesand examples; allow pair or group work; more clas

time.

Su (2011)

Taiwanese

tertiary learners

Stereotypébased CPPs, groups of 2 or 3 using provided

resources.

(continued)

55



of English 1 Reflective journals documented findings and influence on
cultural understanding. Short presentation of findings.

1 Culture understanding broadened from limited knowledge of
overt culture, to greater knowledge of overt and new knowle
of covert culture.

1 Gained awareness of C1 and C2 and could compare.
Students reviewed stereotypes, recognised past extent of
inaccurate or generalised C2 content.

1 Student response: rated CPPs positively; changed views; ga
motivation to understand cultures.

 Recommended: Conduct in Australia, New Zealand and Cau

Figure 2.4.Summary of published articles on research involving CPPs in language

classes

In all cases, the CPPs were evaluated positively by studedtsachers, and were
shown to enhance culture learning in a variety of ways. That said, some of the studies

suggested improvements for future CPP activities.

The CPP used in this study was based chiefly on those of Allen (2004), Byon
(2007), and Su (2011), where hypotheses were generated and selected by the students,
researched, refined, and then reformulatecklate to their own culture. The specific
features of the CPPs are detailed in the Methodology (chapter 4). The study
accommodated recommended improvements made in the earlier studies and addressed
Subés (2011) <call to croNewZealand. 8he gmalbextentof of t hi

research on culture teaching in New Zealand is now outlined.

2.9 New Zealand Research

In recent times, the Ministry of Education has commissioned a number of reports on

| anguage education i n mmiplayed adigaificantparSrc ar i no 6 s
the national curriculum review that saw learning languages developed as a learning area

in its own right and put a new emphasis on culture. The report recommended an

intercultural approach throughout the curriculum,cemaging development of the ability

Ato Omove acrossod6 | anguages and cultures thr
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students are continuously learning to become better and better intercultural
communicators; that in each social encounter, students toorealise that what

each person brings to the interaction is their knowledge (concepts, ideas),
understanding and values, developed through their experiences over time,
captured through their language; that they cannot fully anticipate what others will
bring, and that coming to know and understand means hearing what others bring,
responding, elaborating, and, through these processes, developing, over time, an
everevolving communicative repertoire and linguistic and cultural understanding.
(pp. 1611)

Among the number of recommendations Scarino made for the curriculum revision
process was the need for sustained professional learning to connect teachers with the
research in the field. This appears not to have happened, or at least, professional learning
coud not be described as having been fAsust ai
proven effective. Scarino promoted teacher and researcher collaboration, including
investigation of and reflection on teaching practices, as a suitable means of ongoing
professonal development. Phase 2 of this project is such an investigation.

Other reports were commissioned by the Ministry after the curriculum review,
seeking to gauge teachersd understanding o1
most influential of tkse was the report prepared by Newton et al. (2010) (hereatfter, the
Newton report).

2.9.1 The Newton report

The Ministry of Educatiortommissioned report, prepared by Newton and his colleagues

and titledintercultural Communicative Language Teaching: Implications for Effective

Teaching and LearninfNewton, et al., 2010), was intended to be made available in

2009, before full effect was given to the revised curriculum in 2010 (East, 2012a). The
ful90-page r eport was published in 2010 and 1is
publications website (www.educationcounts.govt.nz) along withpdlge A summar y
teacherso version prepared by Rivers (2010
complemeting the earlier and widely disseminated report prepared by Ellis (2005),

which reviewedsecond language acquisitidreory and practice and recommended-task

based teaching (East, 2012a; Newton et al., 2000)w i mpl i ci tly being
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languageeducation in New Zealand (East & Scott, 2011, p. 184¢. Hllis report did not
mention intercultural pedagogy and made fdfAonl
(East, 20124, p. 61).

The Newton report produced a framework to guide teachers in ilttgedu
practices by advancing a set of principles developed from the international literature and
other models available at the time. It coined the t@tarcultural communicative
language teachin@uniquely abbreviated t&€LT) to refer to the particulanethod
supported by the principles that represent i
emphasis on communication. The method is defined by six princgdpsesented

below.

Intercultural communicative language teaching (iCLT):

1 integrates langage and culture from the beginning
2 engages learners in genuine social interaction
3 encourages and develops an exploratory and reflective approach to culture

and culturein-language

4 fosters explicit comparisons and connections between languages and
cultures

5 acknowledges and responds appropriately to diverse learners and learning
contexts

6 emphasises intercultural communicative competence rather than native

speaker competence. (Newton et al., 2010, p. 63)

As mentioned earlier, these principles featun the curriculum guide for the
learning languages in secondary schools to support teachers in creating language learning
programmes, where each principle is accompanied by at least three lesson examples for
class application, and links to referenced sssources (Ministry of Education, 2013).
The CPP learning tool used in Phase 2 of this study encompasses all six principles within

a single activity.
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Five years on, Newitsino rciommgme nacfe dt hae fiprei nc
reflecting on them in respse to teaching experiences, consultations with intercultural
and educational stakeholders, and subsequent literature in the field (Newton,
forthcoming). The review undertaken so far has confirmed the framework generally, but
is reworking the principles tmake them less abstract and more translatable into practice.
It is not clear that a final form of principles has yet been settled on, but the versions seen
so far suggest a thrggonged focus for teachers: (1) To mine the social and cultural
context of arning; (2) To foster and affirm intercultural learning objectives; and (3) To
adopt intercultural classroom practices such as explore, reflect, compare and connect, and
to apply learning beyond the classroom. It will be evident that these new prineiides
a great deal of the scholarship reviewed in this chapter. The CPP tool used in Phase 2
epitomises the revised principles.

2.9.2 Reports based on teacher studies

Other commissioned reports have been based on teacher studies. Of primary relevance to
this thesis is the evaluation of a Minisggonsored ongear professional development
programme intended to educate or refresh language teachers in language acquisitio
theories and methods (Harvey et al., 2010). (The main report spawned a number of

subsequent publications from the researchers, which are also referenced in this section.)

The Ministry was awarethgtr act i sing | anguage tehachers ha

knowl edge base of intercultural | anguage t
p. 449). The programme was evaluated as successful in educating teachers in approaches
and practices for teachingnguageknowledge; teachers studied and deeply processed
thelang age knowl edge strand. However, it was
under standi ng of h ouluratkeowlddgesr Ehé ppaggranamegselut d e nt 6
did not model the importance of cultural learning, and teacher participants were tested

only on aspects of the communication and language knowledge strands, not on the

cultural knowledge strand. Conway et al . p
area in New Zealando (p. 459) and |l acking
resourcesNewt on et al . 6s principles of i CLT wer

Referring to the same evaluation project, Richards, Conway, Roskvist, and Harvey
(2010) described discovering at the outset that none of the teachers involved in the

professional deleo p ment pr ogr amme wer e aware of a n
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were focused on building language competebhater in the project, aumber indicated

they would attempt to implement ICLT practices in the fytbe in talking about the
detailofths i nt enti on, it was clear it would
facts and folk taleso (p. 9). Observati
opportunities for students to reflect on their own culture and to interact witl2t62@
community. Once again, those culture teaching shortcomings were explained as a
mani festation of the | ack of principles
knowledge strand. The Newton report was newly released at the time. This thesis tests

whether change has occurred in the intervening period.

The New Zealand governmefunded language immersion programme was
evaluated by Roskvist, Corder, Harvey, and Stacey (2011) in terms of the value of the
i mmer sion experience ¢ultural kdowledgd andp@CeThe o f
significant majority of teachers reported the greatest gains in proficiency and confidence
in speaking, but almost all considered their cultural knowledge had also been improved.
However, evidence suggested a continued wtaeding of culture as static and there was
no evidence of deeper understanding of the cultural foundations, recognition of cultural
values, or awareness of the influence of their own perspectives. The subsequent
classroom focus remained primarily on theduage dimension and substantiation of
critical cultural awareness and reflection was notably missing. Roskvist et al. concluded
that the fApaucityo (p. 216) of teacher
because intercultural pedagogy haérbenly recently introduced, with minimal
professional development support, implying they would expect an improvement in due

course. This thesis tests that notion a few years on.

East (2012a) raised the matter of the compatibility of ICLT with the conuatve
approach of taskased language teaching (TBLT). Studying teachers and teacher
advisors, he noted, with concern, the impression of some that TBLT and ICLT were
distinct fields or that TBLT did not fit with an ICLT approach. East found that several
teachers treated culture as a discrete component in their classroom practices and based
tasks around culture as artefacts, despite awareness that this did not exactly fit the new
learning area. Even teachers who involved experiential culture learningestiiéd
lessons on facts about overt culture (commonly food and festivals), did not provide for

integration of language and culture, and did not involve reflection. It appears that the
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teachers in Eastds study wer e fingbripeshapsng a
not even realising, opportunities to make those tasks intercultural. Teacher advisors, on
the other hand, had a strongly developed understanding of both TBLT and ICLT, but their

experience appeared not to be influencing teachers.

These stdies suggest that professional development needs greater, if not sole, focus
on the cultural knowl edge strand to raise 1
bepractised and assesdsach taskbased classroom. Returning to the notion of the
abstactconcrete dichotomy, teachers require concrete opportunities to test the abstract
theory for themselves (Guskey, 1986; Sercu, 1998). This is exactly what occurs in the
subject study, where the CPPs used in Phase 2 bridged the gap between TBLT and ICLT
and allowed teachers to stee theory of ICLTin concrete form. The scene is now set for
this research project. This chapter is concluded by positioning the study within the

scholarship reviewed above.

2.10 Relationship to Existing Research

As an overalsummary, this section presents the ways in which this thesis addresses

lacunae in existing research:

(i)  No published study was found that definitively sought New Zealand secondary
school | anguage teachersd6 cognitions on
intercultural pedagogy. This study took what appears to be an internationally unique
approach of considering the views of teachemlldhnguages, including t@o
MUor i (never tested in this way) and the
study canvassed teachers from an entire Ministry of Education region, an under
researched one at that, and those teachers were in their usual environment, that is,
not ergaged in a professional development programme. Gathering information on
challenges and affordances faced by New Zealand teachers in their practice is

crucial if change is required and assistance is to be provided.

(i)  No other study has evaluated theqbie of an ICLT approach in New Zealand. No
other study has involved the use of cultural portfolio projects in New Zealand (or

Australia or the UK for that matter).
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(i) No ot her study was found to include eval uc
the practicability of a CPP of the proposed design. In the main, existing CPPs
studies focused on the studentsoOo percepti
CPP from the design stage, involved teachers in individual adaptations of the CPP
and their imgpementation, and sought feedback pG&P from teachers and
students. Taking this extended perspective allowed examination of the practical
application of an activity based in theory. Uniquely, it considered the CPP activity
in terms of its value in bothchieving desirable outcomes for students as well as its

influence on the t e arecomamersléd agpmoacit.t i ce of a |

(iv) All existing CPP research related to teaching a single fotaigyuage, in one class,
at tertiary level, and all but onveere based in the United States. This CPP study
was based outside the US, conducted with secondary school participants, in three
schools, and involved two foreign languages. It introduced the unique elements of
accommodating adaptations to suit unique extoial factors of each situation, and
involving teachers with L1s/C1s native to the target, native to the learning

environment, and native to neither.

(v) Many (if not all) published studies of CPPs took a constructivist approach when
assessing their caiftution to language education. This study was grounded in
SCT, a framework not mentioned in any of the existing CPP research reviewed and
uncommon in intercultural research. SCT emphasises the contribution of all
interactants, the whole context, the rofenediation, and the relevance of the

teacherodos and the | earnerods ontogeneses. |
applied pragmatism and SCT to culture teaching in language education.

(vi) This study involved collaboration between researcher antdeao ecologically
develop CPPs to fit the unique needs of the teacher and the learners. The Phase 2
intervention emphasised the importance of knowing the learner and using their
ontogenesis to assist their learning, and to legitimise their roles asxXpatt and

novice.

(vii) Few studies, if any, have taken a similarly systematic approach to determining the
tensions that result in gaps between rese:

bet ween teacherso6 cognit iexamisestaacher t hei r pr ¢
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cognitions with SCT to both idefifiteaching challenges and, crally, attempt to

resolve them.

(viii) The project goes some way to address explicit calls made by other researchers and

to produce results to consider against past stuoyes,

T Taking up Scarinobés (2005) recommendat
collaboration in activities that involve reflection and ssdessment.

1 Responding to questions raised by Paige et al. (2003) to direct future research

in the area of cultureteacmg: fAhow do teachers trans
cultural | earning into practice?0 and
and beliefs actually inform their prac

T Responding to Sub6s (2011) recommendat:
Zealand

T Providing the | atest i nsight i nto New
generally, and iCLT specifically, some years after their inclusion in education
policy and publications, and after past related studies.

1 Using the CPP as an intercultural taskink taskbased teaching with
intercultural teaching to evidence the compatibility of the approaches (East,
2012a).

1 Taking question lines directly or inspired from Sercu et al. (2005), Byram and
Risager (1999), Young and Saclkiq2011), Luk, (2012), Jdynak, (2011), and
Lazaraton (2003) to allow comparison to be made across continents, and over

time.

2.11 Chapter Summary

This chapter has presented the philosophical theory of pragmatism, the psychological
theory of SCT, and the instructional theory GLIT, which together serve as the research
paradigm for this study. fromoted grocessoriented approach to cultwilearning, and
argued it was mortttingly aligned with the sociocultural paradigm than constructivism.
SCT considers all learning to bgapcess: a process of enculturation, of development, of
transformation through mediation and participation. Furthermore, SCT allows the broader
social context to be considered when interpreting a situation (Scott & Palincsar, 2009).

Taking the narrower atstructivist perspective in this project, requiring focus on the
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i ndividual rather than the social world
implications for the support of New Zealand language teachers in practicing ICLT.
Moreover, resealtapplying SCT to the situation of New Zealand language education is

scarce.

The description of the research techniques of teacher cognitions and CPPs, and
studies applying them, showed their value in terms of collecting and examining data
characterisinghallenges and affordances in the practice of ICLT. The chapter also
presented the small base of research in culture teaching in New Zealand, before outlining
the ways in which this study will test, respond to, and fill lacunae in the extant research.
In the next chapter, the context of New Zealand secondary school language education is
describedbefore the detailed methodological procedures of each phase are presented in

chapter 4.
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CHAPTER 31 THE CONTEXT

3.0 Overview

This section provides a basic outline of the educational context of this research project. It
introduces the New Zealand national school curriculum highlighting features that pertain
to learning languages. Supporting documents and online assistancetcethted

curriculum are also presented. Then, language education at secondary level is described

regarding the nature of language learning and the nature of teacher training.

3.1 The New Zealand National School Curriculum

Learning a new language providesreans of communicating with people from another
culture and exploring oneds own pe
The New Zealand Curriculum, 2007a, p. 24

The New Zealand national school curriculum (Ministry of Education, 2007a) is not

subject based or prescriptive, bsibrganised around a structure of eight learning areas:

English, the Arts, Health and Physical Education, Learning Languages, Mathematics and
Statistics, Science, Social Sciences, and Technology. Learning Languages was

established as a learning area iroits right in the 2007 revision of the curriculum,

taking full effect in 2010 (East, 2012a, 2012b). Previously, language learning had been
subsumed in the general learning area of Language and Languages (Daly, 2013; Richards

et al., 2010), along with Engld as the medium of education and as an additional

languagé and te reo MUori, the indigenous | angu

learning area has, at all levels of achievement, the sole objective of communication.

The Acore Communi ctyaftEduoation,2@07aapn 2 )focysddiom i st
students learning to use the new language to make meaning and, through development of
their language and cultural knowledge, become effective communicators in the language.
ALanguage knowledgedgeanadar@écuheut swb lkgowal ¢y
Asupporting ... strandso (p. 24). The for m
development of explicit language knowledge and accuracy; the latter is associated with
the relationship between language and cultame, concerns the expression of belief
systems through language and cultural practices. Learners develop cultural knowledge by
comparing and contrasting those beliefs and practices with those of their own culture(s).
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Newton (forthcoming) describedthereve d cur ri cul um as presenti nq
explicit intercultural agendao for all a

to actually use the wordtercultural. Sercu (2007) might have reported thas@mool

curricula around the wtat the object of communicative competence has been replaced

with intercultural communicative competence, but this is not the case for New Zealand,

where communication is the core.

The Learning Languages section of the curriculum makes particular mention of the
relevance to New Zealand of te reo MUori and
countrybés official | anguages, and mentions P
becaus@e f fANew Zeal andds close relationships widHt
of Education, 2007a, p. 24). English was retained as a separate learning area as the
medium of instruction and fundamental to all areas of the curriculum. Somewhat
incongruowly, EAL was incorporated within the English learning area and not treated as
a language learnedhereade reo was relocated to the new Learning Languages learning
area. Despite singling te reo out as having particular importance, it is now in the only
norrcompulsory learning area, an anomaly accentuated by use of te reo throughout the

curriculum.

Learning a language is not compulsbrgcott (2011) put this down to
Anervousness by the Government about both te
implementatb n 0  (dpbut it i @&@ntitlemenfor Years 710. That means students
must have the opportunity to learn a language, although the nature of that opportunity
varies and in many cases amounts to no mor e
progression (EasShackleford, & Spence, 2007, p. 21). The meaning of entitlement
seems not clearly understood, and ambiguity and inconsistency in the expressions used
across Ministry publications does not help (
clarity makesdnguage learning appear inferior to other subjeEt® norcompulsory
position of language subjects could also influence the extent to which language teachers
are willing to change or adapt their classroom practices, a matter worthy of further
investigaton.

In a review of international developments in the integration of language and culture,

Byram (2014), acting on the advice of New Zealand researchers Conway and Richards,

66



held up New Zealand as having mades one of
inclusion in the curriculum of culture and language as equally weighted strands
supporting communication. However, as reco
reports from Conway et al. (2010) and East and Scott (2011), it can be hard forsteacher

to see what this development means in practice. An audit (the SCALES project) revealed
gaps between teachersd practices and the r
being fAcautious about anything thetomagtdt
unsure of how to practise the newly recommended dynamic assessment (East & Scott,

2011, p. 186). Teachers did see value in assessing authentic interactions as opposed to

contrived situations.

Thecurriculum presents the values, key competentgasning areas, and
principles for New Zealand schools. A number of those features explicitly relate to
culture. For those with an understanding of ICLT, those aspects will be recognised as
alluding to ICLT principles, but for teachers not aware of IChKE, fundamental points
may be so inexplicit as to pass their notice. A selection of culélaéed values,
competencies and principles from the curriculum are presented below, with those aspects

most closely aligned with ICLT accentuated, in bold:

1 Valuesof diversity and respect. Students are encouragedad ue fi,ch$ ver si ty
found in our different cultures, |l anguag
ot hers, and human lreiagrhnt sadh.o uSt ufdt ehneti sr sohwonu

those of otherdincluding] different kinds of values, such emral, social,

culturalo, and develop their abéxpldetwith t o fAexpr
empathy, the values of othecsy i t i cal |y analdigcass val ues ¢é
disagreements that arise from differened  ( p . 10) .

1 Key competenciesising language, managing self, relating to others, and
contributing. S t recdgnisetdéferestipainislofdieé e @ amdt o A
be] aware of how their words and actions

1 Learning Areas of Engdh, Learning Languages, and the Aff$tose who learn
anot her exporedliffieeegt @orldiviews in relation to theirownd ( p . 17)
allowing communication with people of other cultureserip | or at i on fiof
own personalworldd ( p. 2 4) encdoragediteleatnde rem anel become

fifamil itdrka ngia@tMMbori customs and values) t
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studentsé identity ashdredxdtgal tnderstandiegdin j our n e\

(p. 14). fALear neviewtheinwoddlirem naw perspeciviege a bl e t «
(p. 20).

1 Principles: Cultural diversity, inclusion, and community engagement refer to the
needsfodefits6 identities, | anguages, abil:i
and affirmed and that their learning needs are additsse ( p. 9) .

fThe curriculumds vi si alrultiresfbeinglovaluedgforpeopl e i
the contributions they bringp, wher e young people are HApoO:

identityo and Aconnectedéinternational cit

Ministry published or endoesl documentation is available for language teachers,
most of which is available online. This includes: curriculum guides (Ministry of
Education, 2012, June 20), as well as examples of class activities organised by language
and learning level, languagpedfic multi-media materials, assessment guides,
newsletters, and languaggecific listserv email groups. The New Zealand Qualifications
Authority website (NZQA, n.d.) also offers a range of resources for language teachers,
including languagepecific standrds, assessment resources, and exemplars. Perhaps
most likely to be accessed is the curriculum guide for learning languages at secondary
school (Ministry of Education, 2012, June 20). Key Conceptsection of the
curriculum guide (Ministry of Educatior2011) is introduced with a quotation by Byram
on the definition of an intercultural speaker, followed by a quotation by Kramsch on
identity and cultural competence. The curriculum guide also clarifies the changes arising
from the curriculum revision withespect to learning languages (Ministry of Education,
2012, August 28), emphasising communication as the objective and basis for all
assessment, and advising that language knowledge and cultural knowledge are to be
assessed indirectly through their cdmiition to communication.

The curriculumguidealso refers to achievement objectives as being focused on
development of explicit linguistic and cultural knowledge of the L2 and C2 and general
understanding of how languages work and cultures are orga@isettal to this thesis
are the following recommendations of the guide:

) Teaching should fAnot be I imited to neatly

the target | anguage and culture, 0 but shol
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communi cation and support Aexplicit comp

leadingtore ct i on and expl oration of differeni

(i) Teachers and students should develop fan
language and culture arfdy the studentit means actively exploring their own
identity at the same time as they are | e
(Ministry of Education, 2012, August 28, Implications for teaching and learning

programmes, paragraph 3, emphasis added)

With respecto recommendation (i), it is noted with interest thiihoughthe guide
expressly refers to fiteachers aghedecad udent s
clause singles out Athe studento as being
leeam ot hersé world views. An I CLT perspectiyv
explore their identity in order to practice and model epemdedness and acceptance of
other views; they, too, are members of the classroom community of practice (Bryd &

Wall; Cullen et al., 2009Dewey, 1939/1998; Laave & Wenger, 1981geller & Osborn,
2014; Scarino, 2014). This seems to miss an opportunity to impart to teachers the
principles of an ICLT approach and is of concern given the evidence of teachers feeling
unsureof what an ICLT approach means in practice (e.g., Byram, ZDddyay et al.,

2010; East & Scott, 2011; Richards, Conway, Roskvist, & Harvey, 2011).

To assist teachers in implementing the new direction, the curriculum guide links to
a page calletiearningprogramme desig(Ministry of Education, 2013) where the six
principles of iCLT (Newton et al., 2010) are listed. There are other useful links to online
support, too, such as to the National Library of New Zealand Curriculum Services (see
also Ministry ofEducation, 2014, July 3J,e Kete Ipurang{the online knowledge portal
established by the Ministry), and the onlicearning Languages Commun{iMinistry of
Education, n.d.), which describes itself a:
Opportunities, Pr@ssional Support for the New Zealand Curriculum, Pedagogy,

Assessment, Resources and Key Linkso and p!i

Agencies affiliated with the Ministry of Education also have resources available.
The New Zealand Qualifications Assoaist provides assessment guidelines for NCEA
learning languages (NZQA, 2006). International Languages Exchanges and Pathways

(ILEP) supportsife National Language Advisors (Chinese, French, German, Japanese
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and Spanish). Funded by donor governments, this@d are all based in the North

Island and are available to provide teachers with langspgeific advice, networks and

resources (ILEP, 2015). ILEP runs workshops on language teaching and makes available,

with the support of the Ministry but at a céstthe school, language assistényoung

native speakers of French, German, or Spanish, up to date with language and toillture

participate in the class with the aim of

achievemento (I LEP, 2015).

3.2 Theresearch context

The study was conducted in New Zealand, a country with a population of 4.24 million (all
figures in this section are based on the 2013 census). English is the de facto official
language (spoken by 96% of people), and the legislated bffioiguages are the
indigenous te reo MUor (spoken by 148,
(used by 20,235 people, 0105%) (Statistics New Zealan2)14). Despite the

predominance of English speakers, New Zealand is described as one of tnédeaily

395 o

and |inguistically HAsuperdiver sebeingcountries

home to more ethnicities than the world has countries (Statistics New Zealand, 2013).
The number of people who report the ability to have an everyday congarsathore

than one language has increased steadily over time, reaching 18.6% in 2013 (Statistics
New Zealand, 2014).

The population for this study was the teachers of languages at New Zealand
secondary schools, with South Island secondary school lantesdeers as a sample for
Phase 1, and three secondary school teachers as a sample for Phase 2. The following

sections provide an outline of the context within which those teachers operated.
3.2.1 Secondary schooling

The population distribution in New Zkaad is such that 76% of its citizens live in the

North Island (Statistics New Zealand, ra). The Ministry divides the country into four
administrative regions, three of which encompass the North Island. At the time of data
collection, there were 396 1sools teaching secondary education across tiee thorth

Island regionsand 13fecondary schools in the South

Around threequarters of secondary school EAL students are enrolled in North Island
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schools (Education Count®)15). It is not surprising, therefore, that the majority of New
Zealand schodbased language education research involves North Island participants. It

is a point of difference that both phases of this study involve South Island schools.

In New Zealandschooling is compulsory for children aged 6 years (Ministry of
Education, 2015, June 10), typically divided into three tiers: Primary, Ye@irs 1
Intermediate, Years-8; and Secondary, Yearsl3 (approximately 1-A8 years old). The
main secondary sool qualification is the National Certificate of Educational
Achievement (NCEA), although additional national qualifications are possible (NZQA,
2015). NCEA can be gained in three levels, usually, but not strictly, aligned with the three
senior school year(Year 11 Level 1, Year 12 Level 2, and Year 1B Level 3). All
subjects are divided into a series of standards reflecting discrete skills or knowledge areas
of the subject, and each standard carries a particular number of credits earned through
intemal and/or external assessments. As a student meets the standards of her/his chosen
subjects s/he amasses credits towards the minimum number needed to achieve the

relevant NCEA level.
3.2.2 Learning languages

The Ministryds statistics from 2013t were mi
that time 14 international languages were taught in New Zealand secondary schools, with
student numbers nationwide ranging from 2 students of Russian to 21,57T0gearn
French. Te reo MUori was studied by 23,361
remained reasonably constant over the preceding decade. English was learned as an
additional language by 9,876 secondary students, the lowest number in the decade 2003
2013 having fluctuated but trended down from a peak of 17,420 in 2003. Other trends of
interest include a doubling, or near so, of students of Chinese (from 1,618 in 2003 to

3,277 in 2013), Samoan (1,473 to 2,391), and Spanish (5,820 to 11,680), amficasig

increase in Tongan (74 to 540). Decreases in studentship over the decade were

experienced in German (7,603 in 2003 to 4,477 in 2013), Latin (2,239 to 1,501), and
Japanese (21,449 to 12,044). These figures will encompass some overlap in individuals
because senior students are likely to have been studying more than one language (Peddie,

2005). It is also important to note that not all languages were offered at all schools.
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With the exception of EAL, languages taught at secondary school are generally
offered as distinct subjects, scheduled for regular periods, and assessed internally and
externally. Teachers are usually qualified in secondary education and possibly in
languages and/or language acquisition, although it has been shown that some New
Zeabnd | anguage teachers fAmay have mini mal | a
p. 127). Learners of te reo have the advantages that come with learning a language in a
country in which it is spoken, such as visits to places of cultural importance, and access to
literature and native speakers, all of which are rare for learners of international languages

in New Zeal and given the countryds geographi

There are no specific requirements in the national curriculum related to EAL as it is
subsumed in thizarning area of English. However, the Ministry publishes other
documents to support EAL teaching, the primary one being the English Language
Learning Progressions (ELLP) (Ministry of Education, 2008), against viiddth
students are tracked and monitofdtthdrawal teaching is the most common form of
EAL support in New Zealand schools. Students are mainstreamed for the majority of their
class time and withdrawn for a session of concentrated English instruction, which is often
not based around any planr@@gramme or related to content of the mainstream classes
(Franken & McComish, 2003). EAleachersare often not qualified teachers and/or have
little or no training in second language teaching (Haworth, 2003, 2008; Oranje, 2012).
Like their mainstream césmates, EAL students work towards NCEA certification in
their chosen subjects.

3.2.3 Teacher training

Ideally, teachers of languages should be qualified in secondary school teaching and have
additional tertiary level qualifications related to taerguage that they teach (Teachnz,

2015). The Universityof Otago€ ol | ege of Educationds Graduat
(Secondary), for instance, required students of language teaching to achieve at least at

third-year level in the subject language. Otbeurses (e.g., the University of Auckland

Faculty of Educationds Graduate Diploma) inc
University of Auckland hosts a Ministfunded fullyear programme for practising New

Zealand teachers called Teacher Pmitesal Development Languages (TDPL). All

generalist teacher education routinely includes one or more course components relating to

the i mportance of te reo for all students, a
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Notwithstanding these ideal levels of qualiion, it is not compulsory for secondary

school language teachers to hold any qualifications at all.

With respect to EAL, papers in second language teaching are not routine in New
Zeal andds most common teachingGaduatd i fi cat i
Di pl oma) (Haworth, 2008) and a review of N
that any that do exist are not compulsory in teacher education courses. Comprehensive
second language teaching programmes are offered at some New Zealandtiesiversi
Haworth (2003) reported that Newtmeeral andds
with limited tenure, and professional development is not prioritised. Furthermore, a study
by Cameron and Simpson (2002) referred to unequal opportunities for EAL proféssiona
development across New Zealand, with Auckland teachers being best served because of

the greater number of EAL students there.

This chapter has outlined the specific context of language teaching and learning at
secondary school level in New Zealand. Toleowing chapter describes in detail the
methodological processes employed in this two phase project, as well as justifying the

studyoés trustworthiness and compliance wit|
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CHAPTER 417 METHODOLOGY

4.0 Overview

This research project hawo distinct but related phases. Phase 1 was a survey of New

Zeal and secondary school | anguage teacherso
language classes. Phase 2 was the implementation and evaluation of a class activity

(cultural portfolio projets) designed in accordance with ICLT. This chapter outlines the

project design. Firstly, the research parameters and paradigm are presented and discussed.
Then, the methodological procedures are described, with separate sections dedicated to

each phase gan the difference in methodologies, participants, data collection methods,

and data analyses. Lastly, once again considering the phases together, the warrants of

validity, reliability, and objectivity are discussed from qualitative and quantitative

perspetives, and ethics considerations are addressed.

4.1 Research Design

This section describes the research design of both phases of the project. It presents the
parameters of the study in terms of its investigative approach and purpose, data collection

natue and methods, the perspective taken, and the research paradigms.

4.1.1 Parameters of study
Guided by Seliger and Shohamy (1989), this study is first described using four
parameters: (1) investigation approach, (2) objective, (3) degree of control) alada(4

These parameters are addressed in turn below.

Investigative approactBoth phases of the study were analytic investigative
approaches, examining particular constituent parts of the overall second language
acqui sition fp h-+eachimE&SaigengOShahamy,cle8d, p.40).e

Objective:The questionnaire of Phase 1 had a deductive purpose, designed to elicit
data that could be statistically analysed to objectively test hypotheses. In contrast,
the practice and evaluation of CPPs in Phasad?ahheuristic purpose, with

descriptive data analysed using qualitative methods to discover the underlying

patterns and relationships (Seliger & Shohamy, 1989).
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Control: The control levelled over the questionnaire was reasonably high. It had a
clear strature and the majority of items had a high degree of explicitness with
restricted options from which the participants had to choose (Seliger & Shohamy,
1989). Short answer items were largely tightly focused, requiring a single word
response that still felithin a limited range. The questionnaire was designed with a
particular focus on the knowledge and implementation of ICLT as a teaching

approach and the question indicators were similarly focused.

The CPPs were less controlled. Although certain stefieed€PPs were

compulsory for consistency across classes, the operationalisation of those steps was
developed in collaboration with the teacher participants to accommodate their

particular contextual factors. In addition, the data generated was subjekiefy,

comprising the particularised perspectives of each participant. Beyond use of a

templ ate for the st udesmuctgriogoftteeteachect i on s h
interviews and final class discussions for consistency across participants, the

respamses were unique to each participant or group. The reflection and interview
frameworks inevitably controlled the data, but only inasmuch as they set a

minimum level for quantity and nature; participants were free to address matters

beyond those fundamentaleas.

Data: This parameter relates to the consideration of which data were important, and
how the data were collected. This information is provided, in detail, in the

following sections that describe each phase of the study, including the hypotheses
(Phae 1) and research questions (Phase 2), the data of importance, how the data
were collected, and the methods of analysis used to test the hypotheses and explore

the research questions.

4.1.2 Paradigms

Although a combination of methods was used in theghases of this study, it would not
be accurate to describe the project as wholly mixed methods or combined methods
research (Gorard & Taylor, 2004). Yin (2006) highlighted the difference between mixed
methods studies and parallel studies, and reportédshray a range of methods can only
be classed amixed method#hen they relate to a single study and there is integration in

procedures such as research questions, units of analysisptiattion, and analytic
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strategies (see also Paltridge & PhaRi@i10). The alternative is that the various methods

relate to separate studies, conducted unconnectedly but possibly later synthesized, and

can be subgttedy tpudstrioens[ s] o (p. 41) to dete
confirmed, replicated, arontradicted. Blurring this distinction somewhat, Natesan,
WebbHasan, Carter, and Walter (2011) discusse
(p. 238) framework, comprising fAtwo parall el
QUAN and the QUAL ... [whes] each provides a different perspective of understanding

the phenomenon under investigationo (p. 243)

The two phases of this project were related in that they both addressed the
phenomenon of the practice of ICLT, but they could not be said to beatgdgPhase 1
had its own hypotheses and Phase 2, research questions, wetessiated in that both
addressed cognitions, practices, and awareness of ICLT. Different data collection
methods and procedures of analysis were employed in each phaseeHdhewverall
discussion (chapt®®) is a crosgphase interpretation of the results and findings, and at
that point the two phases are genuinely considered together. Based on the assertions from
Yin (2006) and Natesan et al. (2011), the project canndeberibed as mixed methods.
Although nothing is gained from settling on a single descriptor (Gorard & Taylor, 2004),
for the sake of completeness, Natesan et al

most validhere

The guestionnaire of Phase 1 was a combination of exploratory, descriptive, and
explanatory research, all still categories of statistical research (Brown, 2001, 2011a), but
where data were gathered to explore, describe, and explain elements of a phenomenon
chiefly through analysis by quantitative methods. The questionnaire data were examined
using primarily parametric tests, where the analyses sought to determine whether there
were correlations among variables (Paltridge & Phakiti, 2010). Factor analgsesised

to determine how the individual items grouped together (Kline, 1994).

With respect to Phase 2, the implementation, observation, and evaluation of the
CPPs amounted to three descriptive case studies (Brown, 2001; Duff, 2008; Yin, 2003),
with eachclass being fibounded syst e mkohldr2@lb)dsedtiZe0 09, p .
term Acoll ective case studyo (p. 5) and this
because the three cases were considered sometimes on their own and sometimes

collectively, andoecause variety across cases was important (Stake, 2003). This
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classroobased phase was fia situated activity t
(Denzin & Lincoln, 2003, p. 4), through which data wegathered from multiple

participants through mugtle data collection metho@sd analysed using qualitative

I nterpretive practices to fimake the worl d
(Croker, 2009; Denzin & Lincoln, 2008y thick descriptior{Geertz, 1973) of the context

of the phenomenon.

In considering whether the respective phases were quantitative or qualitative, it is
worthwhile considering Brownodés (2011la) poi |
other, but positioned on a continuum between the extremes. That position isded usy
the various features of the study, each of which can also be measured on continua, such as
data type, collection and analysis procedures, degree of intrusiveness, nature of theory
generation, reasoning, and context. These features are considiedoitowing
assessment of each phageabtaivegontswwumi on on t he

The questionnaire was designed to elicit primarily quantitative data. Most items
either generated a numerical response or were easily allocated a numereé&bvalu
statistical analysis. Some items required open respahese with limited response
options, numerical values could be readily allocated-post Five items allowed free
responses and were more appropriately analysed using qualitative methods. The
guestionnaire was neexperimental in design and gathered data on a-sexdnal time
orientation from a large sample size. Existing theory drove the development of the
hypotheses and analysis was chiefly deductive. Brown (2001) referred to questionnai
research as being distinct from but fAsomeh:
statistical researcho (p. 4) because it dr.
summarisePhase 1 was not one or other of a dichotomous distinction, but was on the

guantitative side of the continuum.

The data generated in the higitervention Phase 2 classrodrased application of
CPPs were qualitative and could only be analysed usingxperimental, interpretive
met hods. Codes al |l ocati & @aldaita etcab, 8041 pIV)sandwe r e |
fesseapgtturi ngodo (Sal da¢fa, 20009, p.3), semant
labelled (Ellis & Barkhuizen, 2005) and not directly analysable as quantitative statistics.
The sample size was considerably smahlantthat of Phase 1, but still larger than a

single case study, and it was longitudinal over the course of one school term (9 weeks).
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Emergent patterns in the data were analysed using inductive reasoning to form theory,
grounded in data gathered from agarof sources in which the participants explained

their world, characteristic of a qualitative approach.

The question of whether the phases took an etic or emic perspective is particularly
representative of Brownos (agpecishrabestasserti on
measured on continua. There are tensions between the two extremes (Harvard University,

2010) and some dispute over whether the distinction is clear cut. Croker (2009) described
anemicper spective as one whertreworldasé¢hair cher s fenc
participants doo (p. 8) by directly interact

concepts. An emic approach has also been des
theories and assumptions i npeakieré taond etto tale
themes, patterns, and concepts to emerge, 0 u

is of importance (Harvard University, 2010, para. 2).etoperspective, on the other
hand, iIis Athe researchekeosr QOWOsIi her ) p @irn tf

researcherds interpretive frameworko (Nunan

Tensions are revealed when seeking to det e
guestionnaire phase. Most of the questionnaire data were analysed usingyrimaril
statistical methods to test hypotheses stated at the start of the project; in that respect,
Phasel applied an interpretive framework and took an etic perspective. It was an
out siderbés approach inasmuch asodtimewas askin
about what you do, what you thidkout the complication arises in that the projses
seeking to see the world as the teacher participants did, and it did let the data speak by

including a mix of openand closedesponse questionnaire items.

Labeliing the perspective taken in the CPPs is somewhatec!ddrere were no
pre-stated theories or hypotheses tested against data. Rather, theory was generated from
analysis of patterns in the data. Observations, with field notes, supported my experience
andunderstanding of the situation, and permitted data triangulation to bring different
perspectives (Gorard & Taylor, 2004) to find corroborations and irregularities. However,
my presence in the classrooms and discussions was part of testing CPPs as a class
assignment and | was therefore, fundamentally, using the data to test a theory that CPPs
are an effective way to teach culture and encourage ICLT prattsmmingly an etic

approach. The primary endeavour, though, was to experience thiéeragblication of
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CPPs in the classroom, where observing students engaged in the activities, seeking
feedback from teachers and students, and u:
perspectives moved me beyond the peripheral outsider position, an approaatnlmest i

with an emic perspective.

Byram (2011) proposed a framework for a research agenda in ICLT which
comprised three main elements: (1) etic research where a phenomenon is observed by an
outsider seeking explanations of cause and effect; (2) emic resemking to understand
the insidero6s perspective and their expl an.
(3) intervention research where the researcher is advocating and attempting to persuade.
Although Byram was not suggesting that all three eleméotsldbe conducted in one

study,that in effect,is what has occurred in thgoject.

Having established the paradigms under which the two phases operated, the specific

methodological procedures for each phase are now separately described.

4.2 Phase 1: Quesbnnaire

This section of the Methodology is dedicated to Phase 1, the questionnaire administered
to practising secondary school language teachers. It commences with a discussion on the
relative merit of questionnaires as a data collection tool, befdhaing the stages of

design, testing, and administration of the questionnaire itself. The method of data analysis
is then described and the section concludes with an explanation of the generation of the
hypotheses. The methodology of the CPPs of Phasprasented separately in section

4.3.

4.2.1 Questionnaires as a data collection tool

Questionnaires are an efficient way of gathering data from a large number of participants
distributed over a wide area and they can elicit data in a format that tieeiéisoi

uncomplicated processing (Dornyei & Taguchi, 2010). Of particular relevance given this
studyés focus on teachersd cognitions, que:
conceptual phenomena, Asuch na Selgs®i t udes, |
Shohamy, 1989, p. 172). They are commonly used in a-sexs®nal design (Paltridge

& Phakiti, 2010) to collect large amounts of data from a number of cases at one point in

time to cesbateofh Asmebptus quoo (Rasinger,

79



4.2.2 Purpose of questionnaire

The questionnaire was designed to elicit information for three purposes (Brown, 2001):
description with respect to the demographic details of the participarpration

through i nvestigat i oandto&lespeaextemxmangianwiths 6 cogni
a small number of operesponse items for additional detail to provide context,

justification, clarification, or reasoning. The first step of the development of the

guestionnaire items required the determinatibtne content areas or the expected
Acritical conceptso (D°rnyei & Csidavér , 2012,
(Dérnyei &Taguchi, 2010). The content areas for this study were established by

determining the relevant issues raised in thedlitee. Two studies were of particular

importance given their alignment with the current project in terms of topic and
guestionnaire met hodol ogy,-natioa companative sgidyr cu et
of the intercultural cognitions of language teacl'e, and Byram and Ri sage
comparative study of British and Danish | ang
school language teaching. Given the relevance of these studies, the accessibility of their
established data collection instruments, tadr repeated use by others, it was sensible to

borrow items from their published questionnaires (Dornyei & Csizér, 2012; Dornyei &

Taguchi, 2010; Seliger & Shohamy, 1989). Permissions were gained from the authors to

use items (see Appendix A).

4.2.3 Item selection

The first step in the design of this studyos
(Dérnyei & Taguchi, 2010) amounting to over 10 pages of potential questionnaire items.

In an iterative manner, repeateditsof the pool were made. iiStly, repetitions or overly

similar versions were deleted and others were combined or rephrased to better reflect the
content area. Then, those relating to issues
Csizeér, 2012, p. 76) and not directly applicabléh®hypotheses were removed. Lastly,

each remaining item was questioned, Als it a
p. 71). A document was created justifying every item as being: (i) relevant in the

literature; (i) associated with a defined contarda; and (iii) related to the hypotheses

that its responses would assist in testing.

The participants were questioned with respect to three psychological constructs

(Brown, 2001) relating to teachersodé cognitio
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educaibn: beliefs, knowledge, and reported practice. Because these are unobservable
constructs, they required operationalisation by defining ways to transform them into

variables for quantitative analysis (Brown, 2001; Paltridge & Phakiti, 2010).

4.2.4 Operationalisation

Given the variety of response styles, operationalisation involved a range of techniques.

Some responses could be measured using a nominal, or categorical, scale (Brown, 2000,
2001, 2011b; Brown & Rodgers, 2002), such as biographical itemgdite@er and

language taught, where responses could be assigned to a category, whether naturally
occurring or designated (Brown, 2011b; Brown & Rodgers, 2002). Nominal data are the
Aweakest | evel of measurement o0 ( Adpdrtenh & Se.
part to play by dividing respondents into sgdoups against which the data can be

explored.

The majority of the items had a Likéstpe response format, which is common in
questionnaires in any field (Brown, 2011b). A Likgrpe item presentsstatement and
asks respondents to select, from a range of fixed responses, the one which best reflects
their view, typicallystronglydisagree, disagree, neutral, agree, strongly agtésng
only one indicator to address a content area comes with khef ggiirks associated with
respondents misunderstanding or differently interpreting items, unduly skewing results or
hindering the accurate understanding of their views (Bryman, 2012; Dornyei & Csizér,
2012; Dornyei & Taguchi, 2010). In this study, thissnamanaged byeasuringsgome
conceptsvith a multipleindicator scale of interrelated items associated with the same
concept (Bryman, 2012), each addressing the target from a slightly different direction
(Rasinger, 2008). At least six items were used aheaction of the questionnaire to
maximise potential internal consistency and allow for the possible exclusion of any items
found to be unreliable without resulting in too short a scale for any section (Dérnyei &
Csizér, 2012). In this study, scale scdmrssections of the questionnaire were created by
summing a participantodés individual respons

section.

This thesis endorses Br otyeiesnslédn@011b) ass
themselves to measurement onmtenval scale, a view not universally accepted (e.g.,

Wagner, 2010). There are significant benefits associated with interval scales, including
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allowing the use of parametric testing; ordinal scales, on the other hand, allow use of only
distributionfree na-parametric statistical tests (Allen & Seaman, 2007; Brown, 2011b).

Brown (2011b) argued that ordinal datads rep
first, second, third), where it is the order of responses along a continuum that carries

relevanceis not applicable to individual Liketlype item responses; a responsagree

i's not meatrhlevhidh & nad dhead alisagreeand so on (see also Brown,

2001; Bryman, 2012; Dornyei & Taguchi, 2010; Wagner, 2010). Brown (2011b)

recommended guping Likerttype items, for analysis as an interval scale.

If it is nonsensical to say a single responsdigdigree stronglys below(or ahead
of)one ofdisagree t hen t o consider the summed scal e
wr ongo ( Bl p.12)nsoanmal@sihdthe scale data as ordinal was considered not
appropriate. Wagner (2010) argued that altho
(p. 28) treat Likert scale items as interval data, the items should be considered as ordinal
data beause the intervals between responses are not likely to be equal. In contrast, Allen
and Seaman (2007) reasoned that fAthe &6interyv
|l abelso (p.2), and, as Cari fi o ropenmyloftReer | a (20
item response format (and not of the 20 iten
(p. 108). In other words, misunderstandings arise from not differentiating between the
response format and the measur siveendigivenc al e . B
the significant extent of publication of his work (e.g., Brown, 2001, 2002, 2009a, 2011a,
2001b), the frequency of citations of that work (see Harzing, 2013), and his particular
focus on second language research, his interpretation waaettbere. Moreover,
support is found for t haartclewritgewwithtme Car i fi o an
express intention of correcting misunderstandings about Lijeetresponse formats and

scales.

A final commenton Likert ype i tems relates to the numb
response range. No set number of points is required but many scholars have made
recommendations, some of which conflict. A large number of options make it difficult for
respamdents to distinguish between points and to be consistent across items (Bernhardt &

Geise, 2009; Dornyei & Taguchi, 2010). A metastudy by Rammstedt and Krebs (2007)
noted that shorter scales produced more responses at the extremes, and longer scales

generged more responses in the middle of the scale. Allen and Seaman (2007) considered
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a minimum of five points to be necessary. Dawes (2008) promoted short ranges, noting

only one argument to support the commonlyuse@ i nt scal e, that bei
many people are familiar with the notion o
Bernhardt and Geise (2009) reported that respondents do not favour an even number of

points because of the lack of hallly orno opinionresponse options.

This study use a fourpoint scale and did not includenautralord on 6t know
response. The intention was to keep response time to a minimum, reduce missing
responses, and force a choice over whether
oppose the item conte(@Brown, 2000). This reduced the potential for participants to:

(i) sit on the fence and give a neutral an:
p.62); (ii) avoid having to think deeply abdbt nuances dan issue; and (iii) make a

middle choicms sy mpt omatic of the Acul tural <char e
(Dornyei & Taguchi, 2010, p. 28). However, there remained the possibility for

participants to make an acquiescence resgotise tendency to agree regardless of the

content of the item (Dawyei & Taguchi, 2010; Rasinger, 2008, 20A.@nd it prevented

those participants who felt genuinely uncommitted from answering accurately which

might, in itself, have been an interesting response (Brown, 2000; Wagner, 2010).

Participants intent on makingn@utral response still found a way to do so, such as

circling two scores, or adding %2 alongside the score; the treatment of the data from the

five participants who responded in that way is explained in section 4.2.11.

The questionnaire included some ofseaponse items that generated unique replies
not able to be predicted and operationalised at the time of questionnaire construction.
Neverthel ess, t-hrey. werepenoisftily digen lquestic
requiring short answers within a litad range of responses (e.g., teaching qualifications)

and could be categorised once the full extent of responses was known. Three questions

were fAbroad openo (Brown, 2009a) items unal
analysis and they requireddqua t at i ve anal ysis: Two were op
guestionso (D°rnyei & Taguchi, 201-0, p . 38

response item (e.g., explanation for a response that particular cultural topics were
avoided); the third question inviteosh&l comments at the conclusion of the questionnaire.
Although these three items required a separate style of analysis, their complementary role
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reduced the rigidity of the structure and supported deeper understanding of responses
(Brown, 2009a).

There vere four main reasons for this variety in question styles. Firstly, some items
were taken verbatim from, or inspired by, existing questionnaires tested by other
researchers in the field. This generally involved retaining the question style but modifying

content to relate to this studydés context.

participant to add interestor reduce monotordy butalso to require them to think afresh
about each questipreducingthe likelihood of fatigue or automated respemg¢Dornyei

& Taguchi, 2010). Thirdly, a combination of styles allowed flexibility in the layout and
compactness of the questionnaire (Brown, 2001). Lastly, a variety of question types

meant different depths of information could be obtained.

Other measus were included to further protect against exhibition of biases such as
acquiescence, social desirability, sedfception, or fatigue (Dérnyei & Taguchi, 2010).
For instance, pairs of statements related to the same general content area but presented
with opposing frames were included as foamsecutive items, as demonstrated in the

following example. Participants were asked to rate their level of agreement with:

A language teacher should present only a positive image of the culture and society
Language teachers must present a realistic, so sometimes negative, image of the

target culture

In theory, if answering in an unbiased manner, those who rated high levels of agreement
with the first item should have rated high levelslishgreement withhte second.

No items required reverse coding because there were no instances of questions
worded in an inverse or negative format. Some items had a negative content focus but
they did not use negative grammatical constructions within the sentence, wiedbelea
recognised as being potentially confusing (Brown, 2009a; Dérnyei & Taguchi, 2010;
Rasinger, 2008).

4.2.5 Organisation of the questionnaire

The questionnaireds introduction was bri

included in a cover legtr . It acknowledged the potenti al

seeking to secure cooperation by addressing the human characteristic of wanting to know
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oneds opinion matters (D°rnyei & Csi z®r, 2
othersand.everyone perceives themselves as very
Each section commenced with specific instructions and included a title and, in some

cases, a statement about the purpose of th

respondenttoshf t gears between different topic se

Regarding the organisation of the items, the first question attempted to attract the
participantdés interest by asking about wvar|
similar quegbn in Oranje (2012) showed respondents enjoyed recognising the extent of
their cultural contacts, so this question featured early to aid in securing participation.

Next, participants were asked to record the language(s) they taughihi@hd if any,was
their mother tongue. These were seeatting items, immediately establishing the context
within which the participant should complete the document. Requiring neither a lot of
thought nor revelation of personal details, the initial items were thoughtuwlikely to

deter potential participants.

The remaining items were presented in fo
the questionnairewi t hout gui ding them into a particl
2008, p. 70). Items in Section Asoughete t abl i sh detail s about t
knowledge about the subject culture. The aim of Section B was to ascertain views on
teaching culture as part of language education, and involved items representing both
traditional culture teaching approaches aodT. Section C introduced ICLT and asked
about familiarity with the approach, the extent to which I&ligned activities were
used, and whether ICLielated resources were accessed to assist practices. Lastly,

Section D requested a range of demograplaicdlbiographical information from the
participants. Dornyei and Taguchi (2010) suggested using demographical questions as
simple starter items because of the minimal effort required to answer them. However, it
was considered that they could also be peetkas seeking a lot of personal detalil
upfront, doing little to entice participation. By the end of the questionnaire, participants
had established a commitment to participate and become familiar with the context,
meaning they could understand the releeapicthe items and be more willing to provide

demographic data.

The order of the items within any section was randomised to: (a) avoid items from a

multi-item scale being grouped together; and (b) avoid the potential for the appearance of
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a progression tiough the items, such as from traditional approaches to ICLT, or from
undesirable classroom practices to desirable practices. Where respondents recognise, or
think they recognise, such patterns, the potential is increased for social desirability
responsesyhere participants select what they believe is the desired, expected, or correct

answer (Dornyei & Taguchi, 2010).

4.2.6 Presentation

The last step of the development of the questionnaire focused on its presentation and
format. It was printed for administration as a booklejudlity A3 paper folded in half to
create eight sides of A4 to make it compact and easy to read and handige{[&6rn
Taguchi, 2010). The layout of the content was clearly sequenced, and balanced the
density of information on a page with the length of the overall document. At the end of
the document, participants were given the opportunity to record an email gthltess
stored separately to maintain anonymity of the questionnaire) if they wished to receive a

copy of the results. The full questionnaire is included as Appendix B.

4.2.7 Piloting

The guestionnaire was piloted at four stages of development to check whether the item
content and associated answer styles and scales accurately represented the variables of
interest (Dornyei & Taguchi, 2010) and to test the relevancy, clarity, formapletom

time, and administration process (Seliger & Shohamy, 1989). In the first pilot, two of my
colleagues, one experienced in gathering data on language teacher cognitions and the
other a specialist in design and statistical analysis of questionntraaalucation,

reviewed the questionnaire. Feedback from their evaluations was invaluable in terms of
the anticipated levels of variability in response and the phrasing of items and instructions.
As a result, the number of items was reduced and theiguesite was more clear and

compact.

Subsequent piloting was undertaken by individuals as similar as possible to the
intended target subject sample and under conditions similar to the final administration
(Brown, 2001). The second pilot was completed pgigsonal contact, a former
secondary school teacher of French. He completed the questionnaire from the perspective
of a | anguage teacher, but was al so asked to
guestionnaire under ¢ o0 n2810,mp.b6)tThiopiodbindicddetir nyei &
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changes were appropriate to reduce the length of questionnaire by removing repeated and
redundant information. The respondent questioned the abseneetaflord on 6t know
response options. There was a rationale bethia@hoice (discussed earlier), so no

change was made in this respect other than to use bold font to emphasaehhtm

must be scored. The respondent advised he enjoyed completing the questwinichire

neutralised hignitial concern that it appead long.

In the third test situation at a rural school in the North Island, the contact person (a
teacher of Spanish) was asked to complete the questionnaire as a practising teacher and
provide feedback on its construction. He recruited a colleaguertplete the
guestionnaire as a teacher respondent. The Spanish teacher made comments about the
design of the questionnaire itsedtiggesting tick boxdse shiftedrom the Idt hand side
to the right, anahoting two items as being similar. No change waderta the tick boxes;
although ticking to the right afnitem might seem most natural, the uneven length of the
statements made it difficult to discern which tick box aligned with which statement. The
noted similarity between two items was intended, bbotf associated with the same
multi-item scale. The second respondent (a teacher of French) completed the

guestionnaire with no comments made.

The final pilot was conducted through a contact at an urban school in the North
Island and involved two languadgeachers. One respondent (a teacher of Spanish)
occasionally assigned two scores on the four point scale responses (e.g. 3Mjtilpe
propensity for this was anticipated to some extent when the decision was made to have no
neutral response optiogo it was managed at the time of data entry rather than requiring
a change to the questionnaire design. That respondent also did not answer the first four
guestions of the section related to ICLT, but did respond to the later questions of the
section. It vas not clear that it was the questionnaire design that led to this behaviour, so
no change was made. The second respondent (a teacher of Japanese) completed the

guestion with no apparent issues and no comments on the design.

4.2.8 Participants

For the puposes of this study, the participant sample comprised language teachers at all
South Island secondary schools; a total of 121 schools. This was aloability

sampling because a strategy was used to select participants rather than using random
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selectiono fAscienti fic. .. procedures that provi de
& Taguchi, 2010, p. 60). The #Arational group
described as figuota samplingo (p. 60) becaus
represent the entire population. Of course, there remains the possibility that South Island

schools had unique characteristics, potentially reducing the generalisability of the results

to secondary school language teachers across the country. Generalisatigityissed in

more detail in the Warrants section (section 4.4).

The Ministrydos Excel database (Education (
secondary schools in the Southern educational region. Of theet8a4darygchools in
the Southern region, 13 weegcluded from the sample because of their unique teaching
practices and learning goals (e.g., a school for deaf children, a hdsstad school for
sick children, and a youth justice school). Whether the school wasstaievately
funded did not a#ct inclusion, as all worked within the New Zealand curriculum for
Englishmedi um school s. MUor i i mmer sion school s

(although no questionnaires were returned from those schools)

4.2.9 Administration

An Excel database of 8th Island schools was created with each entry includibey,

alia and where listed, an identification number (allocated by the Ministry), school name,

email and website addresses, principal és nan
composition and number of fepaying international students. Ninety of the schools had

websites, all of which were viewed to find an indication of the number of language

teachers at the school; if available, that information was entered into a separate Excel

databas. It was common for schoolstoteachEALe r eo MUor i, and at | e
international language. At the extremes, eight languages were offered at one school, and

only one language was taught at nine schdboéd,languagenost commonlyeingte reo.

Webstes of some of the smaller ruitahsed schools indicated that languages were

available by distance learning. It was rarely clear how many language teachers were

employed at any given school but, guided by the website information on the number of
languagesaught, a corresponding number of questionnaires were posted to each school,
addressed to the principal. For schools with no website, or where websites made no

mention of languages, three questionnaires were sent, that being the mode for number of

languagse taught. In total, 393 questionnaires were sent to 121 schools.
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Because prospective participants could-seléct, the determination of participants
was out of the control of the researcher (Dornyei & Taguchi, 2010). Each teacher who
received a questioaire but chose not to participate in the study was aregponse,
inevitably leading to a sampling error because of the consequential reduction in the extent
to which the sample represented the population of South Island language teachers
(Rasinger, 2008)The number of such cases could not be known; neither was the total

population of South Island language teachers known.

Before it was administered, each questionnaire was labelled with-digpur
i dentification (1 D) numisteydD number@andée quantity ng t |
of questionnaires sent to the school. For
number was 287; they were sent four questionnaires numbered 2872, 2873, and

287-4. This identification allowed returned qtiesnairesto be tracked

The questionnaires weaeldressed tthe school principals, a requirement of the
projectds ethics approval, as a matter of
gained for staff involvement. The cover letter descrilbediature of the questionnaire
and included instructions for the return of the completed documents in the stamped,
addressed envel opes provided. It was sugge:
responsible for managing the distribution and reprotess because it was expected that
s/he would already have systems in place for circulating information to and from teaching
staff. However, advice was subsequently re:
that only senior management was supporieddministrative staff. A large number of
completed questionnaires were postedhgyteacher him/hersefnd therefore did not
use the stamped, salfldressed return envelope which had been held at the school office).

A separate cover letter addressedhie language teacher was attached to each
guestionnaireAlcover | etters are included i n Apper
recommendation, the cover letters and the questionnaire emphasised the academic
affiliation of the researcher, addressed the matter of anonymity, and explained the value
of the participarts 6 contri buti on.

4.2.10Rate of return
Based on Brown (2001 number of measures were taken to improve the raguh.

Cover letters explainetthe purpose and value of the project, the questionnaire length was
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controlled as much as possible, stamaed sefaddressed envelopes were included for

return (from the school office), and the timing avoided examinations and holiday periods.

As an incentive, a teabag was attached to the questionnaire to encourage the participant to
take time out to completfeover a cup of tea. The teabag could be used even if the

individual chose not to participate ut 1t pl ayed on the Ahuman
(Dérnyei & Taguchi, 2010, p. 67).

The cover letter asked for questionnaires be completed and retutheadomie
week, the intention being to allow sufficient time (including a weekend) for the
participant to complete it but not long enough to encourage them to put iaadide
forget Approximately 30 questionnaires were returned within two weeks of
adminidration Threeweeks after the initial postut, a follow-up email was sent to the
principals (copy in Appendix C), except those who had advised they could not take part
or had returned the majority of their questionnaires. The email included an electronic
version of the survey for those who preferred to complete it on their computer; only one

response in that format was received.

In total, 76 completed questionnaires were returned. The first response was received
19 August 2013; the last was received Z&uwber 2013. It is not possible to calculate an
accurate return rate. The total number sent (393) was a very loose estimate based on an
assumption of there being at least three language teachers at each school so the
calculation of 76/393 = 19% is not appriate. Perhaps a more fitting, but still not
precise, calculation is to consider the number of schools represented in the return out of
the total number: 39/121 = 32%. Any difference between this figure and the reality is
likely to fall in favour of a hgher actual return rate, because some of the schools included
in this figure did not have language teachers on staff and/or had a single teacher teaching
multiple languages. With the design and administration processes outlined, the next

section turns toraalysis of the questionnaire data.

4.2.11Analysis

Questionnaires structured with a high level of explicitness, as this one was, are the most
efficient for analysis (Seliger & Shohamy, 1989). Quantitative data analysis requires the
researcher working thugh six stages of data management: (1) data check; (2) data

coding; (3) data entry; (4) data screening and cleaning; (5) reliability check; and (6) data
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reduction (Phakiti, 2010). The following section explains the data management and

includes a descriptioof how each of the six steps was carried out.

Data management

As each completed questionnaire was received, a photocopy was made of all but the last
page. The last page was detached as it contained an email address if a participant was
requesting a copgf the results; all email addresses were entered into a separate Excel
database. Two digits were added to the original ID number as each questionnaire was
returned, to represent its position in order of receipt (Dérnyei & Taguchi, 2010) and the
updatednumer was recorded in the administratio
school. For example, Questionnaire 2870 indicates that of the batch sent to Queen
Charlotte College, the document numbered 1 was tHeetOrned. (The legend for this

and othedata management coding is included in Appendix E.) Notes were made within
the database about matters such as incomplete questionnaires or advice received from
principals about the ability to take part. The data from each questionnaire were entered as
it wasreceived (Step 1 data check), as detailed in the next section. Responses to open
ended questions and comments written on the questionnaire were entered into a Word

document for separate analysis using qualitative methods.

SPSS statistical analysis seftre

This study utilised the Statistical Package for the Social Sciences (SPSS) (IBM Corp,
2012 & 2013). Data entry and initial analyses used Version 21, but during the data

analysis process, the software was upgraded to Version 22.

Before data entry comenced, each item was labelled with a variable name or code,
a total of 201 codes in all (Step 2 data coding). A codebook was created listing every full
variable name, its SPSS variable code, and the distribution of response codes (Pallant,
2013) (samplegge included as Appendix D). Three entries from the codebook are
replicated in Table 4.1 for demonstration purposes.
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Table 4.1

Examples o€CodeboolkEntries

Full variable name SPSS Variable code  Response codes

| touch on an aspect abot C6negative 1 = Never use

which | feelnegatively 2 = Rarely use

disposed

3 = Sometimes use

4 = Frequently use
Gender Dlgender 0 = Male

1= Female
Professional association D7profassl 1=NZALT
affiliation 2 = GANZ

3 = NZAFT

4 = NZAJLT (or NZJALT)

5 = Local clustegroup

6 = TESOLANZ
7 =NZCLA

8 = NZSLT

9 = Other

The first entry relates to a question asking participants to rate the frequency of their
use of a classroom practice fronN&ver uséo 4 Frequently useResponses were
therefore limited to whole numben$ 1, 2, 3, or 4, which could be entered directly as the
data items (Step 3 data entry). In the second entry, the question asking for the
participants®é gender included two options; e
data entry: Male = 0, Fematel. In the third example, the question was open, leaving
participants to list the associations with which they were affiliated. Because responses
were limited and usually recurring they could be subsequently allocated codes for data

entry. Nonrecurringresponses were groupedaber.
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The variables were then defined in the data editor of SPSS by recording the variable
name, the values reflecting the possible responses, and the measure of scale. This
included the creation of values of 99 and 999issrete missing variables (Pallant, 2013;
Rasinger, 2008) for use where a response was not required (e.g., routed items) so as to
distinguish it from missing data where an answer was expected but not provided, in which
case the cell was left blank (Dorny&iTaguchi, 2010). Five participants used the
occasional uncertain response writing two answers rather than a discrete number (e.qg.,
AL2O to r e-waybeweaniscoresildnd 2). Inthese cases, the value entered was
the one most aligned withtherpa i ci pant 6s responses on ot hel

Interestingly, that response method rarely indicated neutrality.

Data screening and cleaning

After data from all questionnaires had been entered, a full report was run of the

frequencies for every variabl€his information allowed an initial error check (Dérnyei

& Taguchi, 2010; Pallant, 2013) to ascertain the number and acceptability of missing

values, and ensure the maximum and minimum responses fell within the expected range
(Step 4 data screening ardaning). With the exception of question block B4 (discussed

in section 5.6.4 of Results chapter 5), the number of missing values was most commonly

one or two. At this stage, the instruments and measures were analysed to ensure
Aconsistency fmcuasptodritimg timvestigati ono (
reliability check). (Reliability is also addressed in section 4.4.) Overall, the number of

mi ssing values was consi der ed ,0acacnedp ttahbelree a
appearedytsoematne Ppatternd for their occur
SPSS option of pairwise deletion allowed the retention of cases that had occasional

missing values but were complete in all other respects, excluding them only from the

analyses that reladl to the variable for which a value was missing (Dornyei & Taguchi,

2010; Pallant, 2013). Three errors in the data entry indicated by a number falling outside

the range of permissible responses were found and corrected. With any error, the full set

of dat for that participant was checked.

Regarding the responses codedatsapplicable it should be noted th&tot
applicabledid not appear as a response option on the questionnaire. The majority of these
were uniform, as in the case of Question C1 respopsionNo, | have not heard of it

[ICLT].Please skip to Question Ci which case responses to itemsC2were not
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applicable. However, some were not so clear cut. Question A4 asked participants to rate

their familiarity with each of a list of culturalspects pertaining to their subject culture.
Oneitemwa§ he countryods relationship with and/ or
which, although not caught in the pilot testing, was not applicable to teachers of te reo

and could be confusing for teacher&#fL. In retrospect, the item should have been

worded asThec u | t relatien8hg with and/or significance for New Zealasdme te

reo and EAL teachers selected the item and some did not, so it was considered logical to

enter all responses from teachers of te reo and EAL as®&%pplicable Question A3

listed ways to keep in touch with the subject culture and one iterhwisaplaces where

the language is spoken evewith bands of frequency offered. Again, it could be argued

that this could have been confusing to teachers of EAL or te reo because they were

teaching the language in the country where it was spoken. Howeverggjiect to EAL,

there are many other countries where English is spoken each with unique cultural aspects;
similarly, there are places in New Zealand where te reo is routinely spoken (e.g., marae,

i mmer sion school s, MUor i chhtenTaesittm veagselecte@ i t e m
by 1 of the 8 teachers of EAL, and by 7 of the 12 teachers of te reo.

Data reduction

At the time of data entry there were 201 variables. Reduction was required to make the
variables manageable and to avoid the detail cloutiedproader constructs (Dérnyei &

Csizér, 2012; Dornyei & Taguchi, 2010) (Step 6 data reduction). The questionnaire was
designed to facilitate this process by allowing the construction of-itertti scales.

Internal consistency of the scales was checkedotu gh  Pe ar snomedts pr oduct

correlation coefficients and principle components analysis.

Initial analysis established descriptive statistiésequencies, central tendency,
dispersion (Brown & Rodgers, 2002; Paltridge & Phakiti, 26 1@vealingpreliminary
patterns of interest (Brown, 2001). More complex statistical analyses were then
undertaken to determine whether patterns were reflections of genuine relationships in the
variables or just occurred by chance (Brown, 2001; Brown & Rodgers, 2002; Levon,
2010; Seliger & Shohamy, 1989). Using inferential statistical analysis, inferences were
made about Apopul ation parameterso (Paltridg

relationships between variables (at individu
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produd-moment correlation coefficients, and the reliability of the scales, determined

using Cronbachés al pha.

Inferential statistics allowed the measurement of the probalp)ithét a null
hypothesis was true. By convention in the field of language adqui¢ass, 2010), if a
null hypothesis is found to be more than 5% likely to be true ffie.05), it cannot be
rejected and it cannot be claimed that there is a meaningful relationship between the
independent and dependent variables (see also Levbd). 20hen the null hypothesis
rejected ibepO . 05), it can be said that there is
dependent variable can be attributed to the independent variable rather than by chance.

Factor analysis, or more specifically, @ngipal components analysis, was applied
to find interrelationships within independent variables (Field, 2013; Seliger & Shohamy,
1989). Factor loadings indicated the extent of correlation between the variables, where a
higher loading on avariablesugges d t hat it coul d be used to
& Shohamy, 1989, p. 229) or fAunderlying th
analyses are all presented in the Results (chapter 4).

4.2.12Hypotheses

Hypotheses were proposed at the hddéhase 1, stating relationships among the various
independent and dependent variables. The data collection process was developed with the
intention of testing the hypotheses. Hypot |
because any hypothesis mustbf al si fi abl e and have & corre
claimo (Levon, 2010, p.71). The hypotheses
findings and each was fda statement about a
p. 11), predictive, rd able to be tested empirically (Paltridge & Phakiti, 2010). The

guantitative results were compared to each hypothesis in turn to deduce whether the
statement was supported or rejected bysthdy (see chapte).6This contrasts with the

qualitative resarch phase, where research questions were developed throughout the

project and findings were inductively analysed for patterns (see chapters 7 and 8) in the

hope of developing theory to answer the research questions. The quantitative results and
qualitative findings are discussed together in the overall Discussion (chapter 9). Phase 2

of the project involved qualitative research centred on a classroom interdentitiaral

portfolio project® the design and methodology of which are presented next.
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4.3 Cultur al Portfolio Projects

This section presents the methodological aspects of the cultural portfolio projects
implemented in Phase 2. Firstly, the design of the CPPs themselves is outlined. Secondly,
the investigation procedures and perspective are detaliede@icher and student

participants are then introduced and lastly, the qualitative methods used to analyse the

data are described.

4.3.1 CPPs as a data collection tool

This phase involved the staging of arclass intervention, engaging secondary school
language teachers and students in a class activity that embodied the principles of ICLT,
namely cultural portfolio projects (CPPs). Classroom interaction research is a way in
which theory and practice can be bridged, since practising teachers are dixettgd

in the research project (Brown & Rodgers, 2002; Scarino, 2014). Past studies have shown
that teachers are uncertain of how to put intercultural theory into practice in the classroom
(e.g., Diaz, 2011, 2013; East & Scott, 2011; Stapleton, 2006 pfoject used CPPs to

provide a concrete demonstration for teachers to experience and evaluate.

The CPP used in this study was developed from those of similar projects (outlined
in Figure 2.4 of the literature review chapter 2) but it incorporated peoific features
used by Allen (2004), Byon (2007), and Su (2011): (1) testing hypotheses about the target
culture, and (2) reformulating the hypothesi
culture. It is unique to this study that the CPPs were asexpressly representing ICLT.
CPPs align well with BarretByram, Lazar, MompoinGai | | ar d, @&1Fhi l i ppou:
features of activities conducive to developing ICC, especially in terms of their emphasis
on multiple perspectives from multiple source=e(also Schulz, 2007) and the
ethnographic aspects which assist in exploration of the livedr@€Preflection on and
comparison with the C1 (see also Sobolewski, 2009).

Most of the lessoty-lesson implementation of the CPPs was flexible and planned
in collaboration with each teacher at a planning session andtaeesek as the project
progressed. However, to ensure consistency across the three cases of this study, five steps
of the CPP were fixed, with accommodation for esygecific adaptability in e&cstep.

Those steps and areas of flexibility were:
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Step OneClass generates a collection of statements that represent their existing
knowledge, understanding, beliefs about the target culture. Flexibility in: the
method used to generate statements (@ags brainstorm, anonymous

contribution, written exercise); limitations, if any, on topics.

Step TwoEach student chooses a statement they find interesting, treats it as a
hypothesis about the target culture, and tests its validity by searching afange
primary (e.g., native speakers) and secondary (e.g., books, internet) sources.
Students write a reflection on each search made. Flexibility in: how many
hypotheses to test; work individually, in paios groups; number of students testing

each hypothas; sources used; content of reflection; and general operational details.

Step ThreeStudents reformulate their hypotheses to relate to their own culture and
retest validity. Flexibility in: means of testing against their own culture, including
the nature of sources, how many sources, and how sources are varied (e.g., by age,

gender, merership of other subcultures, etc.).

Step Four:Students present their findings to the class to expose all to the range of
perspectives explored. Flexibility in: method of presentation (e.g., poster, speech,
class discussion); audience, and whether audiessponse is required (e.g., a

summary or response to classmatesd speec

Step Five Students complete a pgstoject questionnaire about their impressions of
the project. This step was purely for the purposes of this evaluative study.
Flexibility was not relevant.

A planning session was held with each teacher. These wereragdided and
transcribed for content. Adadés planning se:
|l asted 27.41 minutes, and Hetodentofithese 38. 31 |

meetings fornpart of the findings of Phase 2, presented in chapter 7.

Teachers were given full control over how many lessons were involved in the CPP
project and the extent of my involvement in the class activity. It was made clear to the
teacher participants that they were free to include associat¢dsiractivities andse
any aspect of the research project for the

exploratory nature of this phase, much of the methodology developed as the project was
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operationalised. For that reason, additional procedural detail is presentedcdghzart

Phase 2 findings in chapter 7.

4.3.2 Participants

This section provides details about the participants engaged in the CPPs. Firstly, the
nature of the school is described and information about the student participants is
presented. The teacherpeipants are then introduced, along with some biographical

detail and information about their ontogeneses as language teachers. All names of schools

and individuals are pseudonyms.

This phase involved three participant schools located in urban araa#tyin the
South Island of New Zealand. The schools were selected because a language teacher from
each had volunteered to participate in the research after hearing a presentation on my
research at a fALangsemoOo meet imggageolkachers.e New Z
This amounted to a Aconvenienceo sample (Aue

teachers and 23 students.

4.3.3 Greenview School

Greenview School was a decile'Behool for boys catering for Years 7 to 13. At the time
ofthestudyGrenvi ewds roll was 517 students and | al
(i.e., Years 913) were German, French, Spanish, and EAL. The class involved in the

study was the Year 12 German language class comprising six boys and their teacher Ada.

The researchgriod at this school extended for the length at Term 2 (of 4 in a school

year) (5 May 4 July 2014). The class worked on the CPPs every Monday, last period
(2.20:3.10pm). The Greenview students, all aged 16 or 17 years, are listed in Table 4.2

with relevant notes included.

! Decile 10 represents the 10% of schools with the lowest proportion of students from lowecmwonic
communities; decile 1 represents the 10% of schools with the highest proportion of such studestty (Mini
of Education, 2015, Jung.7
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Table 4.2

Names and Relevant Notes for Greenview School Student Participants

Name Relevant notes

Tom German mother; had visited Germany on school exchange; was ap

for scholarship to Germany (was unsuccessful)

Matt Stated hdwad no intention of travelling to Germapeaking country
Marc Boarder at the school; had visited Germany on school exchange
Cameron ---

Richie Had visited Germany on school exchange

Sagashi  Japanese parents

Gr e e nv i dimedGermanaeadher, Suse, also a native German, was involved
indirectly in the study. Suse was present
substitute teacher in an additional unobserved lesson where Ada had set work related to
the CPPs. In addition, Greenview had employed Astrid, an ILEP German language
assistant, for the Il ength of the term. Ast.
attended Greenview and City schools on alternate weeks but was not always present in

observed classes.

4.3.4 City School

City School was a decile 9 secondary school for girls in Years 9 to 13. Its roll in 2014 was

820 students and language courses were available in German, French, Spanish, Japanese,
Mandarin, Latin, tedeeao¢ Mdotici padtEAcComPr
Years 12 and 13 German clas§six, taught by Craig. This class also participated for the

length of Term 2, dedicating first period on Tuesday mornings @& 50am) to the

CPPs. The Year 12 girls were agedot@7 and the Year 13 girls were aged 17 or 18, and

their relevant details are presented in Table 4.3.
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Table 4.3

Names and Relevant Notes for City School Student Participants

Name Year Relevant notes

Frith 13 Had visited Germany on school exchange
Sarah 13 Had visited Germany on school exchange
Kirsty 12 German mother

Marnie 12 Absent for a number of CPP sessions
Sinead 12

Jacqui 12 Had learning difficulties; Dutch mother

As noted, Astrid the German language assistant was at City School on alternate

weeks.

4.3.5 Muirside School

Muirside School was a decile 5 secondary school for girls in Years 9 to 13. The roll of

432 students was offered language education in French, Spém, te reo MUor i ,
The Year 11 French language class, comprising 11 students and their teacher, Helene,

took part in the project throughout Term 3 (28 JuB6 September 2014), in the first

period on Thursdays (9.61D.00am). The student partiaipts, all aged either 15 or 16

years, and their details are presented in Table 4.4.

Table 4.4

Names and Relevant Notes for Muirside School Student Participants

Name Relevant notes

Anya Some social difficulties, including selffe p o r t e d Syhdrome e t t
Malene German student on exchange (continued)
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Margo German student on exchange; attended school in France for a short pe
Adrian  Male student attends only French class at Muirside School
Caitlyn ~ Soon to go on exchange to France

Tineke  Soon to go on exchange to France; absent for a number of CPP sessio
Nadine Soon to go on exchange to France

Talia Initially intended to go on exchange to France, but withdrew

Kim Soon to go on exchange to France

Holly

Kelly Some unspecified learning difficulties

The three teacher participants are now more fully introduced.

4.3.6 Teacher participants

The three teachers volunteered to participate in the project. One teacher, Helene, said that
she found it hard to keep up with research, so she thought being a part of the research
would help her. Her comment supports the recommendation by Scarino (200%f&

more teacher and researcher collaborative studies for professional development purposes.
Each teacher is introduced below, including some detail of their ontogenesis as language

teachers, gathered at the conclusion of the project in the#QRRevaluation interviews.

Ada, teacher of German at Greenview School

Ada was a native German speaker. She taught the Year 12 German class at Greenview
School. Aged in her mi@0s she had lived in New Zealand for ten years and was married

to a New ZealandeBome of Adaodés teacher training was
since being in New Zealand she had obtained a graduate diploma in teachivagsaiso

partway through a Masters degree in applied linguistics (language teacharg)an

was the only langu&gshe had taught, at two schodMhen asked if she had participated

in any training in |ICLT, Adads response wa:
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Craig, teacher of German at City School

Craig, a native New Zealander aged in his late 40s, was the teachecaofmihiaeed

Years12 and 13 German class at City School. He was Head of Languages at the school

and taught all levels of German and junior French, he had taught Spanish in the past, and

was expecting to soon teach Mandarin. He had gained German languag#waatl ¢

knowledge as a young man from having followed his then girlfriend (a native German) to

live in Germany, and where he completed some university undergraduate papers. He
returned to New Zealand to complete his Bach
literature, language, and linguistics) and a diploma of secondary teaching. He had been
teaching for 18 years, at girlsé school s, wh
at girl s6 sCraghad recentlyisitddliFFAace an a languageansion

awar d. He had received fia wee bito (CTI174)
training day wor kshop. |l nstead, he had read
everything is movingo (CTI1203).

Helene, teacher of French at Muirside School

Helene, a native German aged in her 40s, taught the Year 11 French class at Muirside

School.She taught French at the time of the study, but had taught German until it was
removed fr om MuWHelenshadleatned French dt schoaol ;1 Germany and

had Al oved it right from the starto (HTI 21).
border between Germany and France so she had enjoyed many family camping holidays

in France, exposing her to French culture du
dscovering Franceo (HTI144). She had been empl
France, which she credited as having the greatest impact on her proficiency. Two

| anguage i mmersion awards supported Heleneos
she deschied as aiding her grammar and sentence structure. She regularly met with a

native French friend, speaking in French so he could correct her, which she considered to

be Amuch more efficient than going to univer
Zealandfor 20 years and been teaching French and German at New Zealand secondary

schools for 14 yearmterrupted in 2004 by one year of teaching English as a foreign

|l anguage in Ger many. She had a Masterbés degr

Zealand teehing diplomaHelene had attended workshops in ICLT, some of which
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included tasks demonstrating ICLT in practice, but in her experience the majority of

workshops retained a focus on teaching language, not culture.

With the participants introduced, theciens that follow detail the Phase 2 data
collection methods and data analysis procedures.

4.3.7 Investigative procedures

This phase of the study comprised qualitat]
practices of an activity in their naturakse i ng t o Aunderstand. .. co
areo (Paltridge & Phaki t iusingniixiobtechngues 355) .
allowing for triangulation, detailed rich or thick descripti@harmaz, 2006; Croker,

2009;Geertz, 1973), and my interpretation of the phenomena | experienced as observer

and occasional facilitator (Paltridge & Phakiti, 2010). Each data collection method is

described below.

4.3.8 Observations

Direct observation facilitates an understanding of the phenomena under study and the
contexts in which it occurs (Hatch, 2002). For observation purposes, | attended one class
per week at each school for thetull term.

occasional extra sessions she allocated to CPP work.

During my attendance in the classrooms |
observation (Paltridge & Phakiti, 2010, p. 354). | audicorded the first (introduction)
and last (class discussion) seasab all schoolsplacing the recorder in a central position
in the room, with all aware of its presence. In all other sessions, seating arrangements
made recordings difficult to hear and because students spent most of the time doing
internet searches, m@dag, or writing, minimal conversation arose that was relevant to the
research concern. Field notes were taken to record anything said or done that was
pertinent to the CPPs. It was also clear that the boys at Greenview were conscious of the
recorder as #y would occasionally ask if they were being recorded especially when
conversations, unrelated to the project, become comical. Some of the girls from City
School contributed very little during the initial recorded session, but spoke more freely at
later chsses; it was not clear whether this was related to the presence of the recorder. |
therefore decided to use the audégorder only when a planned conversation about

culture was to take place.
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In the first and last lessons, | was an active participatiteagrimary facilitator, in
the presence of the class teacher, but acti
Phakiti, 2010, p. 355). In the majority of the intervening lessons, my participation was
significantly reduced to either sharing factliten with the teacher or to sitting at the side
with minimal involvement. | was still involved in the activity, though, and could not be
described in Paltridge and Phakitids (2010)

because | was interactingymand merely establishing a rapport with the participants.

Kohl erdos (2015) description of her role also

Acontributor to the process while also being

anal ysiso (p. 14).

All audio-recordings made were broadly transcribed for content only (Duff, 2008;
Réveész, 2012). (Transcription conventions are included in Appendix E; see also
additional information on the transcription process later in this chaptergl|
observations, | handwrot®ief notes in the classroom, expanding them as | typed them
up as individual Word documents after each lesson. The notes included environmental
aspects such as the seating layout in the room or student behaviour. (An example field
note is included in Apgndix G.)

4.3.9 Reflection Sheets

Students completed a reflection sheet for ea

included in Appendix H, as an example. The purpose of the reflection sheet was
manifold: (i) it provided a record of the soures®d, an important habit for research
assignments; (ii) it allowed the writer to consolidate and condense the information gained
from a source; (iii) it required critical thinking with respect to the impact of the

information on the hypothesis and in dpiso, provided evidence of metacognitive

thinking (Allen, 2004); and (iv) it required associated terms and phrases in the target
language to be noticed and learned. Although the sheets served as a data collection
method in their own right, they were alsoae step of the CPPs. For that reason, they

are described in more detail in the Findings (chapter 7).

4.3.10Postproject class discussion
In the final lesson of the project work at each school | facilitated a class discussion,

essentially a focus groupterview that benefited from interaction between participants
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(Hatch, 2002). It was based around a sstmictured schedule of question prompts

(included as Appendix I), intended to ensure consistency of data across the three classes.
In all cases, thelass teachers were present during the discussion and could contribute as
they wished. This discussion served as part of the project activity, it being a time at which
al | participants could hear each otdiner s 6
chapters 7 and 8), and as a data collection method for student participant evaluations of

the CPPs. | audicecorded the discussions and transcribed them for content.

At the outset of the discussion each student stated their hypothesis and a brief
summary of their findings. This was the only question that insisted upon a response from
all student participants. For the remainder of the discussion, the questions were posed to
the group, and responses were voluntary. Question prompts covered aspeass thech
value they placed on learning culture in their language class; whether the CPPs had
allowed them to learn about the target culture; how the content compared with what they
expected to learn in their usual language lessons; and the value ofabiveeCPP
steps. General prompts inquired about their opinion on the projects overall, what they

liked and did not like, and finally, whether the project should be used in future lessons.

4.3.11Teacher interviews

Each teacher was interviewed once hesfBPP classwork had been completed and the
class discussion conducted. Using a sstmictured approach, question lines ensured
consistency in data collection across teachers (schedule included in Appendix J). The
guestions wer e de 2002 nedmendations ef dding ¢leart open 6 s
ended, neutral, and relevant by using simple language and treating the interviewees as

having valuable knowledge. Response length varied significantly between teachers, and

f

as a consequence, sodid overallineemi | engt h: Adads (Greenvi ev

was 29.12 minutes | ong, Craigbs (City Scho:

(Muirside School) was 53.40 minutes. The interviews with Ada and Craig were

conducted at in quiet spaces at their respective schoosnd Hel eneds i nter\

conducted at a local café (at her suggestion).

The interview gathered demographical dat

ontogenesis with respect to teaching and exposure to their subject language and culture,

and asked abotibeir teaching goals, and the affordances and constraints they
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experienced in teaching culture. A block of questions gathered information on their views

on the CPPs with respect to their practical application in the classroom, impact on the
students,andavl ue f or the teacher. A number of ques
previous exposure to ICLT and whether the CPPs had affected their understanding of the
approach. All interviews were audiecorded and transcribed, as described in the next

section.

4.3.12 Audio recordings and transcriptions

All audio recordings were made on an Olympus digital voice recorder, mod&2aN3,

with the prior permission and knowledge of all participants. With one exception

(specified below), all recordings were transcribgdne, for content only (Duff, 2008),

with the assistance &xpress Scrihesoftware downloaded from

www. nch. com. au/ scribe. The recording from th
professionally transcribed as the data set was to form part edgbarch by Feryok and
Oranje (2015) (outlined in sectidn6.], chapter ). Advantages were gained by doing the
majority of the transcribing myself including the ability tecognise and understand the
contenf make bracketed notations to add context ¢Ha2002) and, most importantly,

have lengthy and regular concentrated exposure to the data. Each transcription was
allocated a macro code for document management, saved as a separate Word document
on my personal computer, and printed in hard copy (Bo§dBiklen, 1998).

Transcription conventions are listed in Appendix E, along with a sample transcription (of

Adabdbs interview), and a | egend of macro code

4.3.13Analysis

This section describes the methodological procedurestasanalyse the data. The data

in this phase were analysed with qualitative methods, central to which is coding. Coding

IS necessary to manage the data, reveal patterns, and interpret those patterns with respect

to the research questions. The coding pses used for the CPP data are described first.

Coding

All transcriptions of qualitative data were imported into qualitative data analysis software,

MaxQDA (version 11) (http://www.maxqda.com) for the primary purpose of coding. The

coding process was, in itself, analysis because it allowed me to becomerfattilitne

data and see patterns forming. However, it was with deep analdsésofd A sub mi ssi on
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too (Hol | i déatge,codedddtdthat pptternsg4d regularities, were revealed,
interpreted for meaning, and explained for similarities, differericegency, sequence,
and correspondence (Hatch, 2082jdafia, 2009).

As t he nfSiard dta fay c 1260d 9(, p . 3) , or Al nitia
42) , | coded participantsodé biographical de:
information sing attribute codes (Saldafia, 2009) for data management. For the
remainder of the data, this stage of coding was mostly elerdesuah as structural
(content), topic, and odiandaffectiveplike(valtees t i ci pant
(attitudes, beliefs),ral evaluation (Saldafia, 2009). Creating descriptive code names as |
encountered new ideas, or Aopen codingo (B
utterance with a code that reflected its essence (Saldafia, 2009). Some utterances
pertained to more thamme notion; those cases were simultaneously coded, that is,
attributed with more than one coffgaldaria, 2009).

As recommended by Saldafia (2009), in the first cycle, every word of all transcripts
was allocated at least one code, despite some of it poteritiy bei ng fAnoi seo |
Morse, 2007, p. 108). My field notes and utterances made by me during interviews and
class discussions were coded in the same w
idea unit. Even seemingly unimportant utteransash as a student asking permission to
leave the room or comments on behaviour, were allocated codes reflective of their
domainbased or process nature rather than cognitive cof@aftarna, 2009). This
approach enhanced the reliability with all data entluded in the early phases of the
analysis, and no decisions made about which data to include or exclude. This is contrary
to the recommendation of Richards and Morse (2007), however, who advocated storing
and coding no more material at this stage thareeded to ask and answer the research
guestions, to avoid confusion. Because important patterns and themes might not be
revealed in the first cycle, making decisions on relevance at such an early stage was
considered risky. Coded data in that firstleyiacluded individual words, clauses, full
sentences, or collections of l 1T nes, and hi i
by coding them QUOTE for easy retrieval, as suggested by Saldafia (2009, p. 16). There
were 74 rather unwieldy codesthé end of the first cycle (included in Appendix F,
marked up with moves for second cycle code reduction).
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For the initial @altd aaffa,t h20 i%,e cp.n d3 )c yarl ert

(Charmaz, 2006, p. 42) process | printed out hard copiesadded transcripts and did
parts of this cycle by hand. While compuéted analysis is very helpful for large data
sets, | considered it worthwhile to include the additional element of manual processing,

viewing the data witplecdn valot € rSmd tdiaviea , i 12i0t0@r, a

the simple materials of paper and coloured pens to assist in revealing fresh or more
comprehensive patterns. The resulting codings were transferred to the MaxQDA
electronic datasets, from where | continued with catepaided coding in subsequent

iterations.

This second cycle took a more focused and theoretical approach and included data
reduction based on the research questions
misnomer as the process was undertaken maltiples and was both recursive and
iterative (Sipe & Ghiso, 2004). Over the course of these cycles, | reconfigured and refined
(Charmaz, 2006) the existing codes in a range of ways: (i) closely related items were
synthesised where there was no value iaim@tig division (Sipe & Ghiso, 2004);

(i) codes were subdivided to create subcodes where an internal pattern emerged (Sipe &
Ghiso, 2004); (iii) categories were created from clusters of codes and their subcodes
through axial coding (Charmaz, 2006; Rid®& Morse, 2007; Saldafa, 2009; Strauss,
1987); and (iv) data more clearly discernible as not salient, prpcestomainbased

data were grouped as one category, codiedApplicable | also created new codes

( B

attributed to patotkrosdiongfidetiesiconsec(Banal

had emerged through the cycles, in pattern coding (Saldafia, 2009) or analytic coding

(Richards & Morse, 2007). | continually soug

evidenceo, that iradictorgtathesemdrderd pattecns (tHatath, 2002, c o n

p. 171). The multiple coding rounds were not carried out in one or two solid sessions but
took place intermittently over several months. This gave me regular contact with the data
and provided distance atidche for ideas to develop, and reduced the chance of coder
fatigue (Révész, 2012).

The coding process was supported with maewiting (described below), and
regular review of the research questions, theoretical framework, and main areas of interest
for thequalitative phase, as well as reacquaintance withethdtsof the quantitative
guestionnaire phase (Auerbach & Silverstein, 2003). This holistic approach brought focus
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to the review and refinement process, and |
Aimking new discoveries, insights, and conn
cognitions and practices, and theory. This cyclical process continued until | felt the data

had reached saturation, where no further adjustments appeared worthwaitagZh

2006; Glaser & Strauss, 1967; R®V®sz, 2012
Morse, 2007, p. 143) for more considered abstraction. Through the iterative nature of
theoretical coding | moved from recording repeating ideas, to organisindptseas

themes, to grouping the themes into theoretical constructs (Auerbach & Silverstein,

2003). Thus, I was able to make fAanalytic
actions (Charmaz, 2006, p. 11).

Memos

Throughout all stages of coding, | wraealytic memos. Charmaz (2006) describes

memos as the pivotal discovery phase between data collection and written findings. In a
variety of formats | noted down thought processes, explanations for codes and groupings,
potential and emerging patterns anenties, reflections on the research questions, and

Aepi phanieso (Sipe & Ghiso, 2004, p. 478).
Ashort and stiltedo {lawmglengthyzstanddoded 6, p. 80)
documents, and included the following:

(1) Thoughts jotted in a notebook whenever, and wherever, they came to mind.
(2) Explanations and elaborations of code labels using the memo feature of MaxQDA.

(3) Longer, more considered musings typed as individual Word documents, including
substantial thik pieces on the emergent theoretical constructs, possible models
through which to present and discuss the data, and narratives describing the findings

by school, by teacher, and by CPP step.

(4) Problems and limitationsecorded as they became apparetst Word document

created for the purpose. These took on a role as memos in the data analysis period.

(5) Personal reflections or reactions to events in the classrecorded as features of

the field notes of observed classes.
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(6) Questions and justifations for various elements of the data analysis process that

formed part of my preparatory notes for meetings with my research supervisors.

(7) My daily research journal entries (Hatch, 2002), which detailed steps in the analysis

process and my thinkingehind them.

All forms of memo helped bridge the gap between the mass of raw data and the research
concerns by allowing the exploration of increasingly analytical ideas (Auerbach &
Silverstein, 2003).

Grounded theory

In differentiating between quantibe¢ and qualitative studies, Auerbach and Silverstein

(2003) noted that, for some research, too little is known at the outset to be able to develop
hypotheses to be tested, and it is not until data has been gathered and analysed that the

issues become appat. That was exactly the case with the value of the CPPs in
supporting I CLT. Qualitative methods take a
2003, p. 149) through which an Aintimate rel
researcher as an instrunb@md the data (Strauss, 1987, p. 6), allowing common threads,

or themes, to emerge (Richards & Morse, 2007
interrelationshipdo bet ween t [{Saldagay2009eps of <cod
42), and tharicomodt 1Bt raumnms , 1987, p. 25) of
inconsistencies, themes, and constructs, formed the basis of the grounded theory approach

used in this phase (Auerbach & Silverstein, 2003; Charmaz, 2006; Richards & Morse,

2007). These methods wapplied in a systematic but flexible way to explore and

analyse the data, and develop theory grounded in the data (Charmaz, 2006, p. 2).

Hypotheses were developed from theory and literdieferethe quantitative data
from Phase 1 was collected and asaly, but there were no preconceived hypotheses or
guestions for the qualitative research of Phase 2. Rather, it was in the analysis process
that ideas emerged as to why particular patterns, or lack of patterns, were present. In this
way, theory was grounden the data and allowed the development of an abstract
understanding (Charmaz, 2006) of the experience of practising CPPs in the classroom and
of teachersd understanding of I CLT. It is in
method that research quests are generated (Auerbach & Silverstein, 2003), and it is in

answering those questions, that the theory is applied.
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The three research questions revealed themselves throughout the analysis of the
Phase 2 CPP data. It will be noticed that they reflechifpotheses from Phase 1 in that
they, too, relate sequentially to cognitions, practices, and awareness. That should not be
taken as suggesting they were preconceived. Rather, the process of their development
took into account the fit between the initiasearch concern, thesultsof Phase 1, and
the emerging ideas grounded in the Phase 2 data, in order to present a synthesised
coherent study. As will be evident in the presentation of the findings (chapter 7) and the
discussion of them (chapters8and9 t he CPPs influenced the t
practices about culture teaching and their awareness or understanding of an ICLT

approach.

The final section of this Methodology chapter again considers Phases 1 and 2
together and addresses the warrahtsustworthiness of the quantitative and qualitative
methodologies used, and the ethics considerations of the data collection methods.

4.4 Trustworthiness Warrants

It is important for both quantitative and qualitative methodologies to have standards by
which the research can be evaluated. However, the recognised quantitative concepts of
reliability, validity, generalisability, and objectivity cannot be directly applied to

qualitative research. Objectivity, in particular, cannot be expected from qualitairk

where the goal is the subjective interpretation of human behaviour by human researchers
in a particular context (Auerbach & Silverstein, 2003), in other words, the social
construction of the social reality (Richards & Morse, 2007). Alternativedaf
Awarrantso (Heigham & Croker, 2009, p. 307
have been proposed, and although a range of terminology exists, the notions are generally
consistent. In this section, the justifications for trustworthinedseofjtiantitative and

gualitative phases of this study will be explained, with consideration given to how the

different methods require different understandings of the concepts.

Validity is the degree to which results from a quantitative study can be atgurat
interpreted (the internal validity) and effectively generalised (external validity) (Brown &
Rodgers, 2002). Internal wvalidity is also
measures what it has been des20fnp)and meas

external validity relates to how the results can be generalised to a different time, different
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participants, different language, and so on (Paltridge & Phakiti, 2010). To achieve
validity, the data col | ative,incdlusivepndocedur es mus

comprehensive of the aspect of research unde

The corresponding terms in qualitative researclteéibility (internal) and
transferability(external) (Brown & Rodgers, 2002). Auerbach and Ssiten (2003)
of fered fAjusti fi abi liniplace ofbath validity amd reliabdity,at i ons o
although they also put forward arguments against the notions of validity, reliability and
generalkability because the inferences needed to makértimgs of one study
uni versally applicable are too great. Credib
the resultso ( Bp Q@nar ré&lecton of the extent t@ Whizh readers
can have confidence in the truth of the findingsi¢oin & Guba, 1985). Transferability
corresponds with the quantitative termgensaab i | i t y, and rel ates to e
meaningfulness in relation to other contexts (Brown, 2009b; Lincoln & Guba, 1985).

In order to have evidence oflidity a study must beeliable,otherwise, it would
have no practical use (Brogan, 200Rgliability, in quantitative research, is confidence in
the consistency of results across, or in spite of, variations in conditions such as time,
setting, participants, analysers, or otinezlevant conditions existing at the time of
original data collection (Alden, 2007; Brogan, 2009; Brown & Rodgers, 2002; Paltridge
& Phakiti, 2010; Phakiti, 2010). Internal reliability refers specifically to consistency of
results if data were reanalysied another researcher, and external reliability is
consistency across the study and any replications of it (Brown & Rodgers, 2002). The
corresponding warrant in qualitative researatbeépendability being the degree of
consistency of results and the exteo which they can be trusted (Brown & Rodgers,
2002) , in other words, the studyés Afidelity
high dependability indicates that observed variance in data from a group of individuals is
dueonlytothetruevarance i n the individual s6 responses
(Brogan, 2009).

Objectivityin quantitative methods, according to Brown and Rodgers (2002),
relates to the extent to which a representation of an object reflects how it exists in reality,
as opposed to how it exists in the mind of the observer. In quantitative methods it relies
on the researcher having no impact on the phenomenon in the course of the study.

Qualitative research cannotbe bfas ee i n t hi s way, thus chall er
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objectivityo (Janesi ck, 20 cé&firmapility, obtbe) . The
degee to which results can be corroborated (Brown & Rodgers, 2002) and can be
achieved if a researcher fAowns upo to thei:
p. 56).

The next two subsections address how the two methodologies in this study satisfy

thesewarrants.

4.4.1 Quantitative methods

This thesis has described in detail the design of the questionnaire, its rationale, its
administration (including piloting), the analysis of the data collected, and the associated
ethical matters. Limitations of tretudy are noted throughout this thesis. The full

questionnaire has been made available (Appendix B).

The extent to which results can be generalised has been affected by the
representativeness of the participant sample. A return rate cannot be confirtiesl fo
sample. In addition, because participation was voluntary, it is possible that those who
completed the questionnaire shared characteristics not possessed by those who declined to
respond, for example, time to do so, an interest in culture, or agrérfon completing
surveys; results mightherefore only be relevant to those in the population that have
those characteristics. Similarly, participants were limited to teachers in the South Island
meaning it is also possible that those teachers shaiitsithat differentiated them from
their North Island counterparts. This being the case, and because the sample is not the
entire population and participants could sadfect (i.e., not random), | acknowledge the
associated risk of bias of an indeterntnmanner (Dornyei & Taguchi, 2010).

Following recommendations (e.g., Brogan, 2009; Brown, 2011b; Dornyei &
Taguchi, 2010), muHlitem scales were used, clear instructions were provided on the
guestionnaire, and pilot studies were carried out, all wiilew to avoid variance and
skewed results due to ambiguity or confusion in interpreting items. Internal reliability of
all scales was measured using Cronbachés al
2013). All results were presented, including negatnstances. The reliability of all
scales was calculated and noted. The number of missed responses was reported. It is

considered that the results of the quantitative methodology used here can be assessed as
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being trustworthy and any diversions from higeasurements of reliability are

acknowledged candidly.

4.4.2 Qualitative methods

Turning to justification of the qualitative methods used in this study, my interpretation of

the results was described in thick, rich detail, supported throughout with esaofpl

data, and involved coding of all data at the initial cycle (Charmaz, 2006; Geertz, 1973).

Although other interpretations are possible, sufficient information has been included to

make my analysis transparent, not arbitrary (Auerbach & SilverstédB; Bachman,

2004; Brown & Rodgers, 2002), and all ow othe
interpretations applyo to their context (Pal
triangulation in terms of both data collection methods and participantbifizan, 2004;

Bogdan & Biklen, 1998; Brown, 2009b; Gorard & Taylor, 2004; Nunan & Bailey, 2009)

allowed an understanding of the context from multiple perspectives: (1) mine, as CPP
designer, observer, and occasiebamhas faci |l it at
interviewed; and (3) the studentsd, as obser
observations and interpretations cannot be exactly repeated, triangulation presented the

phenomenon from different viewpoints to make it vivid for the redsiake, 2003).

| was present in each classroom for an extended @efoseeks at each scha@ol
during which time | came to know the teachers and the students and established a rapport
with them. With respect to genesalbility, however, given the specifiontexts
presented here, and the low sample size of three classesivailirolls), generaletion
is likely to extend to the abstract patterns of the theoretical constructs at best, rather than
the content detail (Auerbach & Silverstein, 2003).

Qualitatve findings can be challenged from many perspectives as they rely on the
individual researcherdés interpretation of &ev
betweerpersonspecificandpersonal(Geertz, 1988, p. 6).The findings of this research
are indeed specific to me (i.e., perspecific), because they are based on my construal
of a particular context, at a particular time, involving a particular group of people, which
are not reproducibléhis thesis makes it explicit that the research was undertaken within
the theoretical frameworks of pragmatism and sociocultural theory. In the interests of

confirmability, it is therefore acknowledged that the paradigm influenced the analysis
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process (Aarbach & Silverstein, 2003). All steps throughout the analysis were
documentedRéveész, 2012hrough codebooks and memos, some of which were

extensive, and all written to elucidate the thinking behind the creation and allocation of

the codes and the graung of the patterns and themes. The use of triangulation of

participants and of data collection methods further bolstered the dependability of the

findings, as did regular peesview of procedures, analyses, and findings by two

colleagues each with diffent but directly relevant experience in the fields of language
acquisition and education. Rich descripti o
all ow readers to consider whether my inter
could be repeated (farmaz, 2006; Lincoln & Guba, 1985). | made every attempt to use

flow-i nf erence categori eso r eirfedende gneswhicher st ood
i nvol ve evaluation based on | ess concrete
using simple yesb decisiond for example, does this comment recommend an

improvement to the CPB?rather than guessing the participants intention behind the
recommended improvement. For all these reasons, | submit that my approach to the

research was pers@pecific and nbpersonal.

It is acknowledged that dependability can be enhanced by usingaaer checks,
where two or more people code the data and the results are compared for consistency in
coding(Brogan, 2009). AccordingtBévész (201 it i s fAachrwyauys goodo
inter-coder checking of categories that are reseaiicheosed, but it is crucial for high
inference coding (p. 216). In this study, it was considered unnecessary to require another
person to independently code all data because the interpreathti@nfindings does not
rely on making high inference decisions. Nevertheless, a second(addibow
postgraduate researcheeyiewed a number of transcripts marked up with the coding |
had applied, and made comments on the rationality of thosa@ties.It is argued that
the detail provided above supports an assessment of the qualitative aspects of the study as

being trustworthy.

4.4.3 Ethics

Lastly in this chapter, comment is made on matters of ethics. The study involved human
participants andhie collection of personal information so particular consideration was

given to ethical research design. I n accor

approval was sought, and obtained, from th
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Of most impotance was the need for all participants to understand what was
expected from them and to provide their informed consent before data collection
commenced. Principals were the fAgatekeeperso
Phase 1, cover letters weaddressed to the potential teacher participant outlining what
was involved and stating that completion of the questionnaire amounted to written
consent. For the CPP classroom work, written consent was obtained from the three school
principals and all teaeh participants before data collection commenced. Because most
student participants were under 18 years of age at the outset of the classwork, approval
was required from the students themselves and a parent or guardian. All consent forms
were accompaniedyla participant information sheet, tailored to the specific role in the
study and using comprehensible language (Hatch, 2002, p. 63) (copies in Appendix K).

All participants were advised that their involvement was entirely voluntary and that they

could withdraw at any point without recourse.

Anonymity of all participants was protected as much as possible. The questionnaire
did not carry details that could readily identify the participant, and all related documents
and administrative databases were acbéssinly by me. Phase 1 participants were given
the option of recording their email address on the final page so results could be sent to
them. Those pages were free of other information, and were detached and stored
separately from the questionnaire t@@hvidentification of the participant. For Phase 2,

pseudonyms were used for all participants and schools, including in transcriptions.

A teabag was attached to each questionnaire as a small incentive for Phase 1
participants to complete the survey oveefieshment break. | took horbaking
(including glutenrfree options) to the class discussions of Phase 2 and, as a token of
thanks, | gave each of the Phase 2 participants a gift voucher at the conclusion of the data
collection ($20 per student and $50 peacher).

Il n accordance with the research universit)

| ocal MUor i and its commMiesearehrcdnsultatonwithe Tr eat y
MUori was completed favour ab (ssedepisionletter t o comn
in Appendix L).

2T[1e Treaty of Waitangiis®lw Ze al and s f signeddinhil8dQ bBatighrsettiensaadn t
MUor i .
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4.5 Chapter Summary

This chapter has presented the methodological procedures used in the two phases of this
study. It has described the perspective taken in the research apgndabdtailed

specific data collection methods and the quantitative and qualitative processes used in
analysing the data. Finally, in addressing warrants and ethics, the chapter concluded that

the study can be deemed trustworthy and ethical.

The next four chapters pe#t anddiscusgshe data gathered from both phases.
Chapter 5 presents the results of the quantitative data analysis using statistical methods.
Chapter 6 then relates those results to the hypotheses. Chapters 7 and 8, respectively,
present the findings @he qualitative data and apply them to the research questions. In
the Discussion (chapter 9), sociocultural theory is applied to results and findings to reveal
tensions and possible solutions to in relation to the overall research concern of supporting

teachers in the practice of ICLT.
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CHAPTER 517 QUANTITATIVE RESULTS

5.0 Overview

This chapter presents the results from the analyses of the data gathered through the
|l anguage teachersd questionnaire in Phase 1.

with a view to testing the following hypotheses:

1 T e a c kagmitisndabout language aralture teaching do not reflect an ICLT

approach.

2 Teacher sd r ep culttredhssto@pragticesdy rot raflectan ICLT

approach.

3 Teachers do not deonstrateawarenes®f ICLT as an aproach to teaching language

andculture.

The first results presented are those ass
professional ontogenesdsrss, 2010; Dewey, 1927/1998; Swain et al., 20thht is,
their cemographic data, history, and experiences with culture as language teachers. Then,
in relation to Hypothesis 1, the teachersd c
are examined. This includes descriptive statistics for the questionnaire itemiatasiso
with cognitions, as well as correlations between items, and between items and scales.
Next, responses associated with teachersd cu
Hypothesis 2, are analysed, with emphasis on correlations between praated items
and with associated scales, as well as between cognitions and practices. Lastly, data
relating to Hypothesis 3, regarding teachers
are examinetreatinglevels of understanding as a dependent varialitea range of
independent variables. Where relevant, the pral@pmponents analyses of the factor
structures of groups of items are shown, and the resulting scales are used in the analyses.
For these scales, reliability coefficients were calculat@tyusoefficient alpha (Field,
2013). In additiont-tests were used for independent group comparisons arshGaie

analyses were used to compare dichotomous categorical variables.

It is stated at the outset that these results are not intended to deteocestisality;
there was no random selection of the sample or random assignment to groups. Where

correlationst-tests, or Chisquare statistical tests are used, a 99% or 95% probability of
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occurring for reasons other than chance alone was set (that i8] orp < .05) as
deemed appropriate for any given analysis (Gass, 2010). The questionnaire is included in

Appendix B for reference when item numbers are mentioned within this chapter.

51 Participantsoé Biodat a

Questionnaire participants were 76 laage teachers from 39 schofism the South
Island of New Zealand. As noted, the return caienot be determinexs a proportion of

the total population, but it does represent responses from 39 of 121 soh8ak,.

5.1.1 Demographic data
Demographic da are presented in Table 5.1. These data include the distribution of
responses for gender, age, ethnicity, and the primary language taught. The results for each

variable are described in the following sections.

Table 5.1
Distribution of Participants bysender, Age, Ethnicity, and the Primary Language Taught

Variable n %
Gender Male 7 9.2
Female 69 90.8
Age 20-29 9 11.8
30-39 15 19.7
40-49 24 31.6
50-59 20 26.3
60-69 8 10.5
Ethnicity New Zealand European 54 64.3
MUor i 9 10.7
Chinese 1 1.2
Japanese 5 6.0
British 5 6.0
German 4 4.8
Other 6 7.1

(continued)
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Language taught EAL 8 10.5

Te reo MUor i 12 15.8
French 26 34.2
Japanese 13 171
Spanish 7 9.2
German 6 7.9
Mandarin/Chinese 2 2.6
Other 2 2.6
Teaching their L1?  Yes 24 31.6
No 52 68.4

Note.Total number of responses for Ethnicity exceeds 76 because 8 individuals selected two
ethnicities.

5.1.2 Gender and age

The majority of participants were female< 69, 90.1%). Age data were gathered in
bands of 10 years.€., 2029 years, 39, etc.)and although there was a spread across
age bands, the greatest number of participants reported that they were-d§egbdfs.
No participant was aged 70 yearsoter. Figure 5.1 shows the distribution of gender

across the age bands. All seven male participants reported being between 30 and 59 years

of age.
Gender
Male Female
6] 6
Age scale:
1 =20-29 years
2=130-39
5 3=40-49 s
4 =50-59
5=60-69
4 4
b I
c [=]
[v] (1]
2 34 F3 o
a o
o =3
<L o
2+ 2
1 m
0 o

T T T T T I T T T T T
25 20 15 10 ) o ) 10 15 20 25

Frequency (n)

Figure 5.1. Distribution of participants by age and gender.
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5.1.3 Ethnicity

Participants were asked ittentify the ethnic groups to which they belonged, selecting all

that applied from a list of eight ethnicities ather,please specifyThis replicated the

ethnicity item in the 2013 New Zealand censsafjstics New Zealand, n:d), a

recommendationrai si ng from research consultation w
(PUkehU) were repr es e nnt=64(6413%) participant$ ar gest d
identifying as PUkehU; the next most repre:
participants (11.8%)l'he 6 people (7.9%) who select®therspecified the following

ethnicities: Tokelauan, Zimbabwean, Mongolian, Mexican, Namibian, and Latino

American. Eight participants (10.5%) recorded more than one ethnicity.

5.1.4 Languages taught

The majority of partipants 6 = 44, 57.9%) were employed to teach one language.

Twenty individuals (26.3%) stated that they taught two languages, most commonly
French and German. Eleven participants (14.5%) reported teaching three languages, with
unique combinations in almosvery case, and one person taught four languages: EAL,
French, Chinese, and Tongdmeachers of multiple languages were asked to state the
language they spent most time teaching and complete the remainder of the questionnaire
with that language in mind.

Fifty-si x participants (73.7%) taught | angua
of which Frenchr{= 26, 34.2%) and Japanese<(13, 17.1%) were the most common.
Of the 20 participants (26.3%) who reported teaching New Zealand languages, 12
(15.8%) wee teachers of te reo, and 8 (10.5%) taught EAL. More thasthiras of
participantsif = 52, 68.4%) stated that they were teaching a language thaottagir
mother tongue. The distribution of languages taught and the proportion taught by native

spealers is shown in Figure 5.2.
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Figure 5.2. Distribution of participants by language taught and whether they are native

speakers.

5.2 Professional Qualifications, Teaching Experience, and
Professional Affiliations

I nf or mati on a b gualificatiohseandpeagthtofiteachipgeerperente is
presented in Tables 5.2 and 5.3 respectively. The variables are described in the following

sections.
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Table 5.2

Reported Qualifications and Teaching Experience

Variable n %
Teaching None 5 6.6
qualification Certificate 3 3.9
Di pl oma of teachi 21 27.6
in education or teaching
Degree + diploma or other teaching 29 38.2
postgraduate qualification
Diploma + certificate 8 10.5
Masterodos degree o 3 3.9
Bachel or (6ot edizatignroe e 1 1.3
teaching)
Overseas qualifications 5 6.6
Other 1 1.3
Teaching Less than 1 2 2.6
experience 1-5 14 18.3
(years) 6-10 14 18.4
11-15 8 104
16-20 18 23.6
21-25 7 9.1
26-30 5 6.6
More than 30 7 9.1
Missing 1 1.3

5.2.1 Qualifications

The operended itemWhat, if any, teaching qualification(s) do you hqld®sulted in a

variety of labels for qualifications, many of which were similar or equivalent, although

this was not always clear. The responses were groufzediite categories for analysis

(see Table 5.2). Five participants (6.6%) had no teaching qualification: four were teachers

of te reo (of whom three were native speakers) and one was a sadiaieer teacher of
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Chinese. The majority had a diploma ofteachi or a Bachel ords degree
education or teaching), or both. Five participants (6.6%) recorded that their teaching
gualifications were obtained outside of New Zealand, namely in the UK, Japan, Mexico,

and Germany.

5.2.2 Experience

An openended tem asked participants how long they had been teaching. The individual
responses were grouped into bands for data a
more than 30 yearsd6, and six blocks of 5 yea

Ungrouped resultare presented in Figure 5.3. There was one missing response.

12.0

10.04

5.0 1 ]

5.0 =

Frequency

4.0

2.0

oo T
] 100 200 3no 400

How many years have you been teaching

Figure 5.3.Distribution of length of teaching experience.

Reported length of teaching experience ranged from two individBdshaving
|l ess than one year 6 39%ghavmgtaugheforcmerethan30s even peo
years. The mean length of experience, based on the individual data rather than the
grouped data, was 15.07 yea®®E 10.01). The median was 13.5 years and the mode

was 20 years.

5.2.3 Professional associations
Informatonwas gat hered on participantsd® member shi

associations. The results are shown in Table 5.3.
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Table 5.3

Membership of Professional Language Associations

Member of professional associations n %

Yes 53 69.7
NZ Association ol anguage Teachers 43 81.1
NZ Association of French Teachers 14 26.4
NZ Association of Japanese Language Teach 9 17.0
TESOL Aotearoa NZ 3 5.7
German in Aotearoa NZ 4 7.5
Spanish Teachers Association of NZ 4 7.5
Local Cluster 5 9.4
Other 1 1.9
Missing 1 1.9

Note.Percentage values relate to the proportion of the 53 participants who are association

members. Some participants reported being members of more than one organisation.

Just over twethirds of participants reportdzeingmembers of language
associations
(n =53, 69.7%), the majority of whom were members of the New Zealand Association of
Language Teachers (NZALT). Membership of the New Zealand Association of French
Teachers (NZAFT)r(= 14, 26.4%) was the highest of thadaagespecific associations
for international languages. Four participants reported membership of the Teachers of
English to Speakers of Other Languages Aotearoa New Zealand (TESOLANZ) and five
referred to a local cluster group, of whom three were teadide reo.

5.2.4 Knowledge of professional literature

Based on an item in Byram and Risager6s (1
how often they read professional literature about teaching language and culture, selecting

from five optionsiess than once a yeabetween once and six times a yeaonthly

weekly anddaily. Results are shown in Table 5.4.
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Table 5.4

Regularity of Reading Professional Literature

Regularity of reading n %

Less than once a year 14 18.4
Between once and six times a year 32 42.1
Monthly 14 18.4
Weekly 14 18.4
Daily 2 2.6

The largest proportion of participants reported reading professional literature
between once and six times a ygar 32, 42.1%). Just over offiéh of participants
advised that they read professional material on a weekly or daily basisomedith
reported reading professional literature less than once a year. The potential for a
relationship between membership of professional organisationgadithg professional
literature was explored and, as Figure 5.4 shows, professional membership appears to
have had little bearing on the regularity with which participants read professional

material.

Are you a
50.0% member of
any
professional
language
association

40.0% Hno
W ves

Percent

Lessthan Betweenone Manthly Weekly Daily
once a year and six times a
year

Read professional material

Figure 5.4. Membership of professional language tesadssociation and regularity of

reading professional literature.
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5.3 School and Language Class Details

Threeoperended items gathered information about
the number of students studying the subject language, anelgianity of the language

classes. A final item in this section asked participants about the degree of control they had

over the content and teaching methods used in their lessons. The results for these items

are presented in Table 5.5 and are describ#tkisections that follow.

Table 5.5
School Size, Language Student Numbers, Reg!
Variable n % M SD
School size (roll) 930.70 573.02

Fewer than 250 7 9.1

251-500 10 131

501-750 20 26.1

751-1000 8 10.4

100211500 17 222

15012600 11 14.3

Missing 3 3.9
Number of students studyin 136.37 119.88
the language 10 or fewer 4 5.2

11-25 6 7.8

26-50 10 13.0

51-100 20 26.1

101-150 11 14.3

151-200 8 10.4

201-300 6 7.8

301-400 8 10.4

401-500 2 2.6

(continued)
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Missing 1 1.3
Number of hours per week 3.38 2.33
they teach the language to None 3 3.9
Juniors (Years40) 1-1.5 5 6.6
1.753 43 56.5
3.255 18 23.6
5.258 2 2.6
8.2510 1 1.3
10.2515 1 1.3
More than 15 1 1.3
Missing 2 2.6
Number of hours per week 4.30 2.73
they teach the language to None 8 10.5
Seniors (Years 113) 1-1.5 1 1.3
2-3 2 2.6
3.255 54 71.0
5-8 5 6.6
8.2510 1 1.3
10.2515 2 2.6
More than 15 1 1.3
Missing 2 2.6
Flexibility of content and High 50 65.8
approach Some 26 34.2
Low 0 0.0

Note With respect to school sizes, class sizes, and teaching hours, responses were grouped for
ease opresentation. Means and standard deviations represent the total category and were

calculated from the raw individual data.

5.3.1 Student numbers and lesson regularity

School sizes ranged widely, from seven sch{fB%)with fewer than 250 students
(smallest roll was 125) to eleven scho¢l$%)with rolls of 1500 or more (the largest
was 2600 studentsh (= 930.70,SD= 573.02). The largest proportion of schools had
rolls of between 500 and 750 studemts: (20, 26.1%). The number of students studying
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the subject language ranged from four sch@@s) with fewer than 10 students of the
subject language (three EAL classes, one French class) to two §@%pigith more
than 400 students of the language (one EAL, one Frehth)136.37,SD=119.88). Tle
largest proportion of participants £ 20, 26.1%) had between 51 and 100 students

studying their subject language.

More than half of the participants € 43, 56.5%) reported junior classes spending
between 1% hours and 3 hours per week inahguage classM = 3.38,SD= 2.33). The
mode was 3 hours. Nearly thrgaarters it = 54, 71%) of participants reported that their
senior students spent 3*a hours per week in the language class, with a mode of 4 hours
(M =4.30,SD=2.73).

5.3.2 Flexibility in course design
All participants reported that they had at lessne flexibilityover lesson content and
teaching methods in the language class. Participants selected from a choice from three

levels of flexibility:

High: | have total, or neatotal, control so | can design and conduct the lessons in
any way | see fit;

Some: | am bound to some curricular and/or school programmes, but within those

parameters | have control over what and how | teach; and

Low: | am entirely bound to curriculamal/or school programmes (e.qg.,
coursebook, repeated lesson plans, etc) and have little or no control over content

and teaching methods.

As can be seen in Table 5.5 above,-thiods of participantsn(= 50, 65.8%) had
full control over their lesson conteand teaching methods. The remainder $ade

flexibility, within parameters set by the curriculum or school programme.

The next sections present results relate

other than their own, a component of tteitogenesis.
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5.4 Association with Cultures

Participants were asked about their affiliations with cultures other than their own, and

how they keep in touch with the cultures associated with the language they taught.

5.4.1 Affiliations with cultures other than their own

Item Al (see questionnaire in Appendix B) asked participants to report the various
associations they had with other cultures by selecting all applicable options from a list of
nine. It was developed from similar items in Byram and Risa@®9)land in Sercu et al.

(2005). The distribution of responses is shown in Table 5.6.

Table 5.6

Affiliations with Cultures Other Than their Own

Statement n %

| have family members from another culture (includini 42 55.2

... marriage, adoption ...)

| have holidayed outside of New Zealand 68 89.5
| have lived outside of New Zealand 58 76.3
| have close friends from another culture 65 85.5
| have acquaintances who are from another culture 72 94.7
| have learned a second (or additional) languagemy 66 86.9
learning included cultural knowledge

| am interested in other cultures 74 97.3
| actively seek to learn about other cultures 54 71.1
| have taught classes in which there were children fro 72 94.7

other cultures

Note. nis the number of participants who replied in the affirmative.

Each listed method of affiliation with other cultures was selected by at least half of
the participants. The most common affiliation wiaan interested in other cultures
selected by all butvo participantsr{ = 74, 97.3%); although, interestinglyactively

seek to learn about other culturess one of the two least commonly selected affiliations
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(n=54, 71.1%). The optiohhave family members from another cultwas selected by

the fewest number of participanta € 42, 55.2%).

To reduce the number of variables, the responses to these nine items were summed
to formthe Total Affiliations Scale A score of 1 (selected) or O (not selected) was
allocated to each of the 9 listed affiliai®resulting in a possible maximum score of 9
and a minimum of 0. The distribution of the results (shown in Table 5.7) yielded a mean
of 7.53 SD= 1.49) and a mode of 9, suggesting reasonably high average levels of
affiliations with other cultures.

Tableb.7

Distribution of Scores on Total Affiliations Scale

Score n % M SD

7.53 1.49
0 0 0.0
1 0 0.0
2 1 1.3
3 1 1.3
4 0 0.0
5 5 6.6
6 10 13.2
7 14 18.4
8 21 27.6
9 24 31.6

The internal reliability of the scalewass sessed as moder at e,
alpha of .57. It was, therefore, considered worthwhile to conduct a principal components

analysis on the nine items (Kline, 1994) to determine whether the items could be said to

W i

Afhang togethero @D°pny8d)& Osin@r a Kailser o

eigenvalue of 1 or more (Pallant, 2013), the analysis suggested-adhmpenent
solution. This was supported by an inspection of the scree plot (Cattell, 1966) (Figure

5.5), as there were three componentsappem g above fAthe el bowo
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or point of inflection (Field, 2013), of the curve. The item loadings are presented in Table
5.8.

Eigenvaiue

Component Number

Figure 5.5.Scree plot for principal components analysis of individual items of Total

Affiliations scale.

The items with the strongest loadings on Component 1 Wwhese holidayed
outside of New Zealanthave acquaintances who are from another cultureve
learned an additional language which included cultural knowledgell actively seek to
learn abaut other cultureslt could be said that these items relate to the participant having
had affiliations with other cultures gained through-siéction. The item have taught
classes in which there were children from other cultates loaded on Compongl but
split with Component 2. The other items that loaded on Component 2Ivieres lived
outside of New Zealarehdl am interested in other cultureghe relationships between
these items are less apparent, and the distinction from Componensd usielear,
particularly with respect to the separation of having an interest in other cultures and
actively seeking to learn about them. A possible association among these items is interest
through less selfiirected exposure. The items that loaded on @worant 3 were, have
family members from another cultureandl have close friends from another culture
which suggests a social relationslopFamily and Friends. However, it is then
unexpected to sdehave acquaintances who are from another counttyloading on that
component, unless the choice between close friends and acquaintances was taken as

exclusive, or as representative of their typical relationships. The scale was retained as a
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group of nine items reflecting ways in which a participani@¢de affiliated with cultures

other than their own, but the results of the principal components analysis and the

moderate reliability of the scale are acknowledged as affecting the extent to which these

results can be generalised.

Table 5.8

Component 8acture of the Affiliations Scale

Item Component Communalities

1 2 3
| have family members from another .11 -.14 72 .55
culture ...

.65 -.14 -.26 .51
| have holidayed outside of New
Zealand
| have lived outside of New Zealand .53 =77 -.18 .32
| have close friends from another .29 -.33 .59 .54
culture
| have acquaintances who are from .62 -.29 -.19 .50
another culture
| have learned an additional languac .56 -42 -.20 .53
which included cultural knowledge
| am interested in other cultures .23 T7 15 .67
| actively seek to learn about other .67 22 48 72
cultures
| have taught classes in which there .56 .59 -.19 .70
were children from other cultures
Eigenvalues 2.31 1.40 1.33
% of variance 25.71 15.52 14.75
Components Self Interest/ Family/

Direction Exposure Friends
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5.4.2 Keeping in touch with the culture

Item A3 of the questionnaire,gai n devel oped from Byram and
Sercu et al.od6s (2005) surveys, related to

associated with the language they taught. Participants were asked to select all that applied
from a list of eigh specified options, and a ninfBther ways, please specifgesults are

shown in Table 5.9.

Table 5.9
Ways to Keep in Touch with the Cultures of the Subject Language

Statement n %
| am a native of the culture 26 34.2
3 3.9

| am immersed in the culture ar ESOL teacher from a nor
English speaking country
Media generated in the language (e.g., film, television, 59 77.6

printed material, Internet)

Media generated in English about the culture (e.g., film, 51 67.1

television, printed material, Internet)

Contacts with native speakers who live in New Zealand 51 67.1

Contacts with native speakers who live outside of New 39 51.3

Zealand

| visit the place where the language is spoken every: 55 72.4
1 year 4 5.3
2 years 6 7.9
3-5 years 19 25.0
6-10 years 15 19.7
11+ years 11 14.5

Other ways (please specify) 18 23.7

Note. nis the number who answered in the affirmative.

Many reported that they followededia sources generated in the target language
(n=159, 77.6%). Also regularly selected wasits to places that speak the language

(n=55, 72.4%), although half made those visits infrequently (more than 6 years apart),
134
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with 11 individualg(14%)reporting visits of more than 11 years apart. Also aridt is
the comparatively low count for contact with native speakers outside New Zealand
(n= 39, 51.3%).

In retrospectit is noted that this item could have posed some confusion for teachers
of New Zealand languages. One EAL teacher reported visitpigce that speaks English
every two yea® perhaps the participant was referring to visiting other Englsaking
pl aces. Seven of the 12 te reo teachers ad:
and did so every year. As noted, it is noaclehether they were referring to New
Zealand generally, given their ongoing presence in the country, or whether they applied
an alternative 1 nt erparae orategiooof NewfZeafapdl ace, 0

where te reo is commonly spoken.

A number & participants selected th@therwaysoption. Although many of their
responses could have been encapsulated by other options in this item, some reported
keeping in touch through membership of native speaker groups and cultural activity
groups (e.g.kapahaka), inviting nativespeaking international students into the language
class, visiting homes of native speakers,

taking French at wuniver sifZd.y and shares | ot

To reduce the number of kables, the six items were grouped together to fibren
Keep In Touclscale. Responses were summed across the six related items to produce a
score reflecting the extent to which the participants kept in touch with the culture of their
subject language. Acore of 1 was allocated to each of 5 listed ways to keep in touch plus
a score reflecting the regularity of visits to the culture (5 for annual visits to 1 for visits
separated by 11 years or more) resulting in a possible maximum score of 10 and a
minimumof 0, that is, not keeping in touch with the culture. The distribution of the scale

results (shown in Table 5.10) had a mean scale score ofS833.05).
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Table 5.10

Distribution of Scores on Keep In Touch Scale

Score n % M SD

5.83 3.05
0 9 11.8
1 1 1.3
2 4 5.3
3 5 6.6
4 3 3.9
5 5 6.6
6 8 10.5
7 14 18.4
8 9 11.8
9 16 21.1
10 2 2.6

The internal reliability of the scale was modeéater onbac h 6sd al pha of

suggesting that not all of the items were sufficiently related to form one scale. To explore

this further

a

principal

componentdf

anal ysi

an eigenvalue of 1 or more (Pallant, 2013). Figure 5.6 shows the resulting scree plot

(Cattell, 1966).
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Eigenvalue

Component Number

Figure 5.6.Scree plot for principal components analysis of nine individual items of Keep

In Touch scale.

The component structure (Table 5.11) suggested a-tlraponent solution. On
closer inspection, it was clear that three items did not fit well with the others on the scale.
Two related to being a native speaker of the subject language or living witmatihe
culture:l am a native of the culturandl am immersed in the culture as an ESOL
teacher the third was th@©ther waypen response option. Responses from those three

items were consequently removed from the scale, and the reliability testaion ag

Table 5.11
Component Structure of the Keep In Touch Scale on First Run

ltem Component Communalities
1 2 3

| am a native of the culture -.621 170 175 -

| am immersed as an ESOL teact -.010 .334 .037 -

Media generated in the language  .726 334 215 716

Media generated in English about  .645 372 -.061 .676

the language

(continued)
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Contact with native speakers in .530 267 .044 317

New Zealand

Contact with native speakers .629 152 -.388 460
outside New Zealand

| visit places wher¢he language is  .833 -.389 176 .904
spoken

Regularity of visit in years 124 -.362 .286 915
Other ways to keep in touch with ~ -.159 125 .886 -
culture

The Cronbachoés alpha of the reduced number
moderate .63, suggesting the items were sufficiently related to form a scale, but for
additional robustness, another principal components analysis was conducted (Table 5.12).

Table 5.12

Component Structure of the Keep In Touch Scale with Three Unreliable Items Removed

Item Component 1 Communalities
Media generated in the language g7 72
Media generated in English about the culture .62 .68
Contacts with native speakers who live in New .56 .32
Zealand

Contacts with native speakers who live outside of M .63 46
Zealand

| visit the place where the language is spoken .83 .90
Regularity of visit .76 .92
Eigenvalue 2.94

% of variance 48.92

Component KeepInTouch
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It can be seen in the scree plot (Cattell, 1966) (Figure 5.7) that one component lay

above the curvebds point of inflection (as
component solution. The eigenvalue was 3.25, explaBtnf0% of the variance and all
six items loaded on that component. These items were deemed to relate to keeping in
touch with the subject culture.

H

i \

Component Nuv;lbn

Figure 5.7.Scree plot for principal components analysis of six individual items of
reduced Keep In Touc$cale.
5.5 Teacher Cognitions
Part B of the questionnaire (see Appendix B) focused on teaching culture as part of
| anguage education and was divided into pal

reported practices. This section addresses cognition$ #igorole of culture in the
language class as they relate to the first hypothesishTeacs 6 cogni ti ons
andculture teaching do not reflect an ICLT approach. It includes presentation of the
descriptive statistics associated with the pentimems, as well as the details of the
development and testing of the ICLT Cognitions scale. Relationships between variables
u s imangent Poereatios ooefiicientsp r o d u c t

are explored

5.5.1 Relative importance of curricular areas
Item B1, drawrfrom Young and Sachdev (2011), asked participants to rate the
importance of seven curricular areas, presented in the following order: vocabulary,

speaking, culture, writing, listening, reading, and grammar. Ratings were allocated by
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scoring each item onsxale from INot at all importanto 4 Very importantThe results

are presented in Table 5.13. No participant rated vocabulary, speaking, culture, or reading
as being not at all important, and only a small number considered writing, listening, and
gramma to be not at all important (less than 3% in each ¢ase&,n=1 andn = 2,

respectively).

Table 5.13

Relative Importance of Curricular Areas

Curricular Area M SD
Vocabulary 3.88 .36
Speaking 3.91 .29
Culture 3.43 .62
Writing 3.43 .70
Listening 3.83 A7
Reading 3.61 57
Grammar 3.38 71

Half of the participantsn(= 38) rated culture as very important. However, this
should becontrasted against the higher frequency of ratindgeoy importangiven to
speaking i = 69), vocabularyr(= 68), and listeningn(= 65), by at least 85% of
participants. Correspondingly, most of the ratingkitife importanceor Not at all
importantwere given to culture (little importance= 5, 6.6%; not at all important:=
0), writing (little: n = 3, 3.9%; not at alln = 2, 2.6%), and grammar (little:= 4, 5.3%;
not at all:n= 2, 2.6%). Low ratings were rare for the other curricular areas. It is
worthwhile to note that this item did not require ranking of the optes¥oung and
Sac hdev 6 andd.ZBatid, participanes were free to select any rating for each
curricular area and could, for example, choos&dy importanfor all seven areas; 19
(25%)did respond that way.

Relationships between ratings of the curricular areas were analyped usP e ar son o s
productmoment correlation coefficient. The results are shown in Table 5.14, incifding

for calculation of the percentage of shared variance between the variables.
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Table 5.14

Correlations Between Responses on Importance of Curricular Areas

Variable correlated r r?
Vocabulary and Speaking -.10 .01
Vocabulary and Culture 29* .08
Vocabulary and Writing 15 .02
Vocabulary and Listening 19 .04
Vocabulary and Reading .16 .03
Vocabulary and Grammar 23* .05
Speaking and Culture .23 .05
Speaking and Writing 27* .07
Speaking and Listening 27* .07
Speaking and Reading .26* .07
Speaking and Grammar A7 .03
Culture and Writing 14 .02
Culture and Listening 21 .04
Culture and Reading 23* .05
Culture and Grammar .26* .07
Writing and Listening H55** .30
Writing and Reading .84** 71
Writing and Grammar .63** 40
Listening and Reading H54x* .29
Listening and Grammar A40** .16
Reading and Grammar 58** .34

Note.* denotes correlation significant pk .05; ** denotes correlation significantjak .01.In

all correlationsn = 76 and all relationships noted as significant aretaued.

There were high correlations between reading, writing, listeaimdjgrammar.
Writing and reading had the greatestrelation, with the importance placed on reading
predicting 71% of the variance in importance placed on writing. Importance placed on
vocabulary appears to have accounted for very little of the variance in importance placed
on all other curricular areaSulture, of most relevance to this study, had positive
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relationships (ap < .05 level) with vocabulary, reading, and grammar, and no significant
relationships with speaking, writing, and listening. Speaking was rated as having the
greatest importance, thi positive relationships with writing, listening and reading, all at
p<.05.

5562 Teacherso6 familiarity with the culture
Participants were asked to rate their familiarity with a range of aspects associated with the

cultures of their subjecahguages. Those aspects were, for the most part, taken from the

earlier questionnaires of Byram and Risager (1999) and Sercu et al. (2005). Level of

familiarity with each aspect was scored fromdt at all familiarto 4 Very familiar.

Results are presemtén Table 5.15. Elements marked + are examples of covert culture;

those unmarked are instances of overt culture.

Table 5.15
Reported Familiarity with Aspects of the Subject Culture

Aspect of culture M SD
History 2.88 .83
Geography 3.20 73
+Ethnicand social groups, ethnic relations  2.82 .96
+Racism towards this culture 2.70 1.03
Daily life and routines 3.74 .53
+Youth culture 2.87 .85
+School and education 3.43 .64
Political system 2.57 1.01
The Arts 2.76 .81
+Social and living conditions 3.26 .76
Festivities, holidays, customs, traditions 3.46 .68
+Tourism and travel 3.25 .85
+Gender roles and relationships 3.00 .88
+Working life and unemployment 2.78 .90
+Religious traditions 2.84 .94

(continued)
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+Stereotypes associated with theture 3.26 .81
+The countrydés rela 211 1.52
Zealand

+Environmental issues 2.75 .85

Note. n= 76 for all aspects.

I't must be remember ed t hregports of therdamiliagity witht he p
the various culturatlements. Their knowledge of those aspects was not verified in any

way.

With the exceptionof he countryds r el atwhzhnsighi p wi t h
have proved problematic for teachers of EAL or te reo), on average, participants reported
good levels bfamiliarity with cultural aspects of their subject language. The listed
aspects were divided into examples of overt culture and examples of covert culture and a
scale was developed for each. The aspestlobol and educatiowas included in both
groupsbecause it could logically apply to both categories. Some aspects of daily school
practices and routines might be covered in course books; the educational system
however s less likely to be presented in such materials. The reason to highlight the
distinction is that whereas the overt cultural aspects have had a presence in traditional
Af acrtisent edd | anguage classes (Byram & Feng
aspects are less commonly featured in language lessons but are considered central to an
| CLT approach given the relevance of their

constructo (Kramsch, 1993, p. 205; see al s

Scales allowed a total score to be gener:
aspects of overulture and another score for familiarity with aspects of covert culture,

Viz:

1 Seven items were categorised as Overt Culture. A participant rating every aspect with
a 4Very familiarwould have a total score of 28he highest level of familiarity; the
lowest possible score for that category was 7 (7ixNgt at all familiar.

1 Twelve aspects were categorised as Covert Culture. The maximum possible score
was 48 (12 x 4) and the minimum was 12 (12 x 1).

The scales were assessed as having internal tmmgysinitially through an

independent evaluation by a-cater with 96% agreement with the original ratings, and
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then tested analytically with the resul ti

Overt Culture scale and .85 for the Covert Cultwades These were deemed sufficiently

reliable for subsequent analyses.

Considering Overt Culture familiarity first, the average scoreMas22.04
(SD=3.94) from a possible maximum score of 28. The median score was 23 and the
mode was 19. Four participar{&) had the maximum possible of 28, reporting that they
were very familiar with all aspects. The lowest score was 11, achieved by one person (a
teacher of French), just four points above a score of no familiarity with any aspect. That
individual rated INot at all familiaron all aspects other than history, geography, daily
life and routines, and school and education. The distribution across the scehown in
Table 5.16.

Table 5.16

Distribution of Scores on Familiarity with Overt Culture Scale

Score n % M SD
22.04  3.94

11-12 1 1.3

1316 7 9.2

17-20 21 27.6

21-24 23 30.3

2528 24 31.6

Note.Responses were grouped into bands of four for presentation, except the lower and upper
bands which reflect the limit of the range of scores; means and standard deviations were

calculated from raw individual data.

With respect to the Covert Culture scdtee highest score of 47, from a possible
maximum of 48, was reported by one participant. The lowest score was 15, just three
points above no familiarity with any aspect, reported by one person, the same French
teacher who had the lowest level of famitiain Overt Culture, this time rating all
aspects at Not at all familiarexcept tourism and travel, stereotypes, and school and
education. The mean response in this scale was 350¥ §.96), the median 35, and the
mode 34 (see Table 5.17).
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Table 5.17

Distribution of Scores on Familiarity with Covert Culture Scale

Score n % M SD
35.07 6.960

1516 1 1.3

17-20 2 2.6

21-24 4 5.3

25-28 5 6.6

29-32 12 15.8

33-36 18 23.7

37-40 16 21.1

41-44 12 15.8

45-48 6 7.9

Note.Scores were grouped into bands of four for presentation, except the lower and upper bands
which reflect the limit of the range of scores; mean and standard deviations were calculated on the

individual ungrouped data.

A Pe ar s o nniosentcorreldtio aoefficient was used to determine whether
there was a relationship between the Overt Culture scale and the Covert Culture scale. A

significant positive relationship was found between the s¢ates85,p < .01,r? = 0.72).

This concludes the sectionsf t he chapter that present

personal and professional ontogeneses.

5.5.3 Cognition statements about teaching culture in language education

Item B2 (see questionnaire in Appendix B) gathered cognitions about the place of culture
in language teaching by asking participants to rate their level of agreement with 29
statements, using a scale fror®a not agree at alto 4 Strongly agreeFor purmpses of
analysis, a rating of 2 was interpreteddgsee to a minor exteaind a rating of 3 as

Agree moderatelyThe majority of the statements repeated items from the questionnaires
conducted by Sercu et al. (2005) and Byram and Risager (1999). Thademaere

original but represented content from previous work by Newton (2009), Dellit (2005), and

LarzénOstermark (2008), among others. Some of the statements aligned with the
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principles of ICLT and some reflected earlier traditional approaches toectdiaching,

although they were not grouped together by approach for the questionnaire.

Results for each item are shown in Table 5.18, in the order that they appeared in the
guestionnaire. The statements are numbered in the table to aid discussion,&fd., C2,
where C denotes a cognition statement (as distinct from practice statements, discussed
later). Statementsarked + are those aligned with ICLT. In genemat, 76, although in

some statements there were missing responses, but never more than three.

Table 5.18

Agreement with Statements about Culture Teaching Cognitions

Statement M SD
(C1) +Language and culture are intertwined 3.84 40
(C2) Intercultural misunderstandings are mostly due to 2.08 91

language differences and not cultural differences

(C3) Inteaching, my focus is on linguistic competence 2.93 .79

(C4 My school 6s focus i s on 2.84 .94

(C5 The New Zealand | anguage 288 a7
linguistic competence

(C6)  Culture is a fifth skill, to béntroduced once reading, 1.46 .84
writing, speaking and listening are acquired

(C7) +The studentsd own cultu 324 75
their language lessons

(C8) A language teacher should present only a positive ime 1.79 .79
of the culture angociety

(C9) +Knowledge about other cultures builds tolerance 3.63 71
towards members of those cultures

(C10) +Discussing controversial cultural topics is beneficial i  3.36 .76
the language classroom

(continued)
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(C11)

(C12)

(C13)

(C14)

(C15)

(C16)

(C17)

(C18)

(C19)

(C20)

(C21)

(C22)

(C23)

(C24)

(C25)

(C26)

It is not possible téeach language and culture in an
integrated way; the two have to be separated
+Language education includes development of reflect
understanding of oneds o
+It is important to prepare students for futurrcultural
encounters

+Introducing the cultural knowledge strand into the
National Curriculum was important

Culture knowledge is primarily gained through
transmission from the teacher

+Students ought to kessessed on the cultural dimensic
in their language course

+Language teachers must present a realistic, so
sometimes negative, image of the target culture
+Teaching culture means teaching skills to manage
interculturalsituations

+Personal contact with people from the relevant cultur
creates tolerance

If the time pressure is great, the cultural dimension ou
to give way to the linguistic

Culture knowledge is primarilgained through
addressing it as it arises incidentally

Teaching culture means lost opportunities for teaching
language

+Language teaching ought
understanding of their own identities

+1't is important to deep
their own cultures while learning about a new culture
+Language education includes skills to accommodate
cultural differences

+The most important outcome of languagkication is

intercultural competence

1.17

3.42

3.70

3.59

2.39

2.24

2.93

3.39

3.36

2.20

2.38

1.66

3.38

3.11

3.32

2.72

(continued)
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72

.52

72

91

.88

.81

.68

e

.85

91

.92

71

.93

72

.86
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(C27) +To learn a new culture you need to consider how itis 3.07 .85
similar to, or different from, your own

(C28) +Culture should be taught from the beginning of langu 3.54 .66
education

(C29) +Comparing | anguages and 334 74

attention to the influence of invisible culture in their liv

To begin, it is worthwhile to describe some interesting responses to individual
statements. Statement (@Pnguage andulture are intertwinedsupporting ICLT
principles, had the highest level of agreeméht(3.84,SD= .40); 98.7% agreed
moderately it = 10, 13.2%) or stronglyn(= 65, 85.5%). Other statements related to views
about practical applications of this contdgor example, (C11j is not possible to teach
language and culture in an integrated way; the two have to be sepa@ieet the
strongest level of disagreement among all statembhts.17,SD= .44), with the
majority reporting not agreeing at &l = 65, 85.5%) and no one strongly agreed.
However, for (C20)f the time pressure is great, the cultural dimension ought to give way
to the linguistiqdM = 2.20,SD= .85), scores were spread across all four response options,
with many agreeing to a minextent = 34, 44.7%) and almost a third of the
participants agreeing to a moderate extant 23, 30.3%), suggesting that language and

culture might be treated separately in the classroom.
Other statements with low levels of agreement were:

(C6) Culture is a fifth skill, to be introduced once reading, writing, speaking, and

listening are acquireM =1.46,SD=. 84) . Thi s statement refl e
(2003) argument that this view is contrar)
was disagreed witby 71.1% 10 = 54) of participants. Four participar{ts3%)

strongly agreed with the statement.

There was also little agreement with the statement associated with traditional
approaches, (C22)eaching culture means lost opportunities for teaching language
(M =1.66,SD=.92); 57.9%1 = 44) did not agree at all but five participants
(6.6%)strongly agreed.
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The nonICLT statement (C8)\ language teacher should present only a positive
image ofthe culture and sociefM = 1.79,SD=.79), received mostly nm & 30, 39.5%)
or low (n = 35, 46.1%) agreement. Eleven individuals (14.5%) agreed moderately or
strongly with the statement. With respect to the related statement framed to represent
ICLT (C17)Language teachers must present a realistic, SO sometimes negative, image of
the target culturdM = 2.93,SD= .81), the balance was in favour of moderate 86,
47.4%) or strongn = 19, 25%) agreement, as might be expected based on responses to
statement (C8), but there were 21 individuals (27.7%) who agreed minimally or not at all.
In other words, more people disagreed with the idea that only a positive image of the
cultures should be presented, than agreed with the idea that a realistic imaddbsh

presented.
The other statements with which participants agreed most strongly were:

(C9) Knowledge about other cultures builds tolerance towards members of those
cultures(M = 3.63, SD = .71); threquarters of participants strongly agreed with
this ICLT-allied statement and one person did not agree at all.

(C13)lt is important to prepare students for future intercultural encounters
(M =3.70,SD= .52); just under theequarters (72.4% ) = 55) agreed strongly with

this ICLT objective and no one did not agree at all.

(C14)Introducing the cultural knowledge strand into the National Curriculum was
important(M = 3.59,SD= .715); based on a similar item in Byram andeRise r 6 s
(1999) study, this statement drew strong agreement from 69.7%3)

participants and tw2.6%)did not agree at all.

Some of the statements related to how learning a new culture can have a personal
impact on the student. Statement (CAg stué nt sd own cul tures shoul
in their language lessori1=3.24SD=. 75), consi stent with 1CL
(forthcoming) proposed new Principle 1 of iCLT, drew mostly positive responses, with
84.2% moderatelyn(= 33) or stronglyrf = 31) agreeing. When asked for their level of
agreement with statement (C13nguage education includes development of reflective
under standi ng o¥=2342 80=s72)paxore principle of ICLET, more
than half of the participants respautwith strong agreemem € 42, 55.3%) and no one

disagreel. Furthermore, approximately half of the participants 39, 51.3%) strongly
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agreed with statement (C2B)Janguage teaching ought to contr
understanding of their own identiti€sl = 3.38,SD =.71); no one disagreed. With regard

to statement (C24)t i s i mportant to deepen studentso
while learning about a new cultuf® = 3.11,SD= .93), the majority agreed either

moderately it = 27, 35.5%) ostrongly fi = 31, 40.8%). Three peop(8.9%)did not

agree at all.

All cognition items wer emaerpdomelatonl usi ng P
coefficient to examine their inteelationships. These results are included as Table M1 in
Appendix M. Strag positive relationshipp(< .01) were found between many pairs of

items, with the five strongest relationships presented below.

The strongest correlation was between (G2&8fure should be taught from the

beginning of educatioand (C25)anguage teehing includes skills to

accommodate cultural differenc@s= .62,p = < .01,r? = .38), followed by the

correlation between (C28) with (C28pmparing languages and cultures draws
students6é attention to the Krmf60,uence of i1
p<.01,r’>=.36).

There were significant correlations between (A2&)guage teaching should

include skills to accommodate differeneesiboth (C29)Comparing languages

and cultures draws studentso rainthearnti on t o
lives(r = .55,p<.01,r’=.30)and (C24) t i s i mportant to deeper
knowledge about their own culture while learning about a new culture53,

p<.01,r’=.28).

There was also a significant correlation between (ChRuage education

includes devel opment of refl earelatede under st
and (C13)it is important to prepare students for future intercultural encounters
(r=.53,p<.01,r=.28).

The ICLT cognition statements were groupedormthe ICLT Cognitionsscale,

the process of which is described in the next sectiongalath analyses of that scale.
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5.5.4 The ICLT Cognitions Scale

A scale was created from the cognition statements that reflected ICLT VEthed€LT
Cognitionsscale summed the results across the 18 items associated with cognitions
representative of ICLT (as denoted by + in Table 5.18 above). A principal components
analysis was carried out on these items to determine which dimensions might explain the

relationshps between the variables (Kline, 1994) and to explore the feasibility of

grouping these items as a scale related t

criterion of an eigenvalue of 1 or more (Pallant, 2013) and an inspection of the scree plot
(Cattell, 1966), shown in Figure 5.8, suggested aammeponent solution, as one
component appeared

0]

above the

curvebds point
The eigenvalue was 5.69,

explaining 31.62%
coefficient d .85 also suggested that the asmmponent solution was appropriate and

that the scale had internal consistency. The component loadings are presented in Table
5.19.

Eigenvalus

Component Number

Figure 5.8.Scree plot for principal components analysis of individual items of ICLT
Cognitions scale.

Two statements did not load onto the component: (Stiijents ought to be
assessed on the cultural dimension in their language coamse(C17).anguage

teachers must present a realistic, so sometimes negative, image of the target culture
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Table 5.19

Component Structure of the ICLT Cognitions Scale

ltem Component1 Communality
(C1) Language and culture are intertwined 44 .20
(C7) The studentdés own 48 23

in their language lessons

(C9) Knowledgeabout other cultures builds tolerance .37 14
towards members of those cultures

(C10) Discussing controversial cultural topics is .55 .30
beneficial in the language classroom

(C12) Language education includes development of .62 .38
reflective understandingofend s own cul

(C13) It is important to prepare students for future 72 .52
intercultural encounters

(C14) Introducing the cultural knowledge strand into .35 13
the National Curriculum was important

(C16) Students ought to be assessed onttheral .08
dimension in their language course

(C17) Language teachers must present a realistic, s .08
sometimes negative, image of the target culture

(C18) Teaching culture means teaching skills to mar .59 .34
intercultural situations

(C19)Personal contact with people from the relevant .50 .25
culture creates tolerance

(C23) Language teaching ought to contribute to .65 42
studentsé6é understanding

(C24) It is iIimportant t 57 .33
about their own dtures while learning about a new

culture

(continued)
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(C25) Language education includes skills to .78 .60
accommodate cultural differences

(C26) The most important outcome of language .62 .39
education is intercultural competence

(C27) Tolearn a new culture you need to consider hc 51 .26
it is similar to, or different from, your own

(C28) Culture should be taught from the beginning o 71 .50
language education

(C29) Comparing languages and cultures draws .75 .56

student s6 a tlueneenof invisilmle ctiltore

in their lives

Eigenvalue 5.69
Percentage of variance 31.62
Component ICLT

Cognitions

Using the part iDenotagreetataiio 4 strangly aggpetheo f 1
lowest possible score for this scalas 18 (18 x 1) and the maximum possible was 72 (18
Xx 4); the higher the score, the more the p:
ICLT. Results for this scale (Table 5.20) show the range of scores extending from one
person scoring 40 to one pensecoring the maximum possible, 72. The largest number of

participantsif = 15, 19.7%) scored between 65 and 68 on the ICLT Cognitions scale.

Table 5.20
Scores from ICLT Cognitions Scale

Score n %
40 1 1.3

41-44 1 1.3

4548 4 5.3

(continued)
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49-52 7 9.2

53-56 13 17.1
57-60 14 18.4
61-64 14 18.4
65-68 15 19.7
69-72 7 9.2

Note.Scores were grouped into bands of four for presentation, except the lower and upper bands,
which reflect the limit of the range of scores.

5.55 The relationship between ICLT Cognitions scale and variables of

interest
P e ar s o n énsooment correlationtcoefficients were calculated to determine whether
there were relationships between the ICLT Cognitions scale and a range of variables:
awareness of ICLT, languatgught, reading professional material, distribution of
teaching time, age, gender, years teaching, ethnicity, membership of professional
association, affiliation with cultures, keeping in touch with the subject culture, and
familiarity with overt and coveraspects of the subject culture. A number of variables
were found to have significant relationships with the ICLT Cognitions scale, which were
all in the positive directioriThese are presented in Table 5.21, including ikeatistic for
calculation ofthe percentage of variance accounted for by what would be considered the
independent variable.

Table 5.21

Significant Correlations Between Scores on ICLT Cognitions Scale and Variables of
Interest

Variable correlated with ICLT Cognition Scal r r2

Awareness of ICLT 31** 10

Language taught 29%* .08

Membership of professional association A46** 21

Gender .28* .08

Familiarity with covert culture 24* .06

Note.* denotes correlation significant pk .05, ** denotes correlation significantak .01.
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Of note, is the strong correlation between scores on the IChittans scale and
membership oprofessional language teacher associations. Professional membership
accounted for 21% of the variancetie scores on the ICLT Cognitions scale, more than
twice the size of the next strongest correlation. Also of interest is the significant
relationship between ICLT cognitions and familiarity with covert culture, but not with

familiarity with overt culture.

Consideration was given to whether a scale needed to be created for-t& Hion
cognitions. The overall research concern of this project relates to the extent to which
par ti ci panwerdssociaieg wiith tCLTO and the remaining cognitiores a
relevant only because they didtreflect ICLT. That is, there is no particular value to be
gained in examining whether the ABBLT cognitions are related to each other, and so

those correlations are not included here.

5.6 Reported Culture Teaching Pradices

This section turns to considering the dat a

regard to teaching culture in the language class, that is, what they actually do as opposed
to what they think or believe about culture in the classroonsugh, this section relates

tothe second hypothess : Teac her s & rcalpre tedachend practicesglal a g e
not reflect an ICLT approach. The fact that these are ribeartedpractices is

emphasised, as these teachers were not observed. Firstly, descriptive statistics for the
pertinent items are presented. Then the development and testing of the ICLT Practices
scale is discussed before the associated responses are compamaaty of variables

usi ng Pe ar-smanerd correfation abefficientsiests, and Chsquare analyses,

as appropriate.

5.6.1 Distribution of teaching time across culture and language

Taken directly from Sercu et al. (2005), Item B5 (see quesionin Appendix B) asked
participants how their teaching time was distributed over teaching language and teaching
culture. A range of divisions as a ratio of language:culttagoffered aslisted in Table

5.22 along with the frequency of responsesefich option. It should be remembered that

an ICLT approach promotes full integration, effectively a 50:50 response.
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Table 5.22

Distribution of Teaching Time as a Proportion of Language to Culture

Distribution of teaching time as a ratio n %

100language0 culture 0 0.0
80 language0 culture 33 43.4
60 languagelO culture 20 26.3
100% integration 20 26.3
40 languagé0 culture 3 3.9
20 language30 culture 0 0.0
0 languag€l 00 culture 0 0.0

Just over a quarter of the participagits- 20, 26.3%) reported fully integrating
language and culture, reflecting an ICLT approach. Three participants said they taught
more culture than they did language (two teachers of te reo, one of French). The

remaining participants reported teaching laage for the greatest proportion of the time.

Participants who reported teaching language for more than 50% of thig tin&e3)
were asked to indicate their reasons for prioritising language over culture (Item B6,
reflecting Byram and Risager (1999) e®elrcu et al. (2005)). A selection of statements
was offered and participants asked to score the extent to which each was a reason for their
emphasis on language, using a scalebflat allto 4 A great deal There was also an

option ofOther, please sp#y. Table 5.23 shows the responses given.
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Table 5.23

Reasons for Teaching More Language than Culture

Statement M SD

| am constrained by a curriculum that is more 2.86 1.14
linguistically oriented

There is a lack of information to support me in 1.65 9.5
teaching culture

There is a lack of time to teach more culture 3.16 .99
|l dondét have access to 1.98 .99
teaching culture

I would prefer more knowledge of the target culture 1.98 1.18
order to teach it

| would prefer more knowledge of how to teach cultt 1.90 1.05

Because culture is not assessed, it need not be taur 1.37 .67

Note.n = 53 participants.

The most cited reason for teaching more language than culture was lack of time,
with 79.6% agreeinghoderately 1t = 16) or stronglyr§ = 23), and a further 10.2%
(n=5) saying time had a minor influence on their practise. Of particular interest, given
the second phase of this projegeret he parti ci pantsé perceptio

support and resources for culture teaching.

Of those participants who taught more language than culture (that is, an approach
seemingly not consistent with ICLT), nearly half (48.8%) reported that Wisah was
due, to some extent, to their perceived shortfall in knowledge of how to teach culture. Just
over a third (36.7%) considered there to be, to some extent, a lack of information to
support them in culture teaching. Over half (59.6%) considersdnme extent, that there

are insufficient resources to support the teaching of culture.

The reasons listed in this item did not specifically accommodate the notion that it
was t he pirdentiontacfavgualanguéags. It did, however, include tipti@n for
participants to provide their own reasons. Seven individ9a2860)did so, many of

whom gave reasons that reflected the offered response optidmgdmlécting the option
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of i dheyhceutd provideommens. Three(3.9%)referred to time ahcurricular
constraints: AThe reality in high school i s
NCEA succ&hk3d) (3fQonstrained by time and abi
| anguageobl()2z96and fANO TIHnyBEtudenisthaveery littet enough
French in Yrs 9 & 10 so | have to play caigh. NCEA assessment takes up far too much

t I me 02/2@)DBeparticipant expressed a desire for more knowledge of how to teach

some culturalareas 38/ 15) and anot her cacmamnguagee d, nYou
without teachi n425tTweresponsg&8%i)suggestod satiSf&tn

with the | evel of culture t au2ghlt4d:) naln db eflCuelvte
is more easily assimilated & therefore does not require the sa@gree of repetition and
practi-t/e2p (296

5.6.2 Practice statements about teaching culture in language education

Item B3 (see questionnaire, Appendix B) provided a range of statements about practices

(20 in all) and participants rated their lewélagreement as to how much the statement

reflected their practices. It is again emphasised that thesepamgedpractices. Some of

these items repeat el ements of Sercu et al . o
original but developed from ¢hcontent of Larzé®stermark (2008), Conway et al.

(2010), Ryan (1998), Dellit (2005), Luk (2012), and Moloney (2010), and Newton

(2007), among others. Again, the response scale was fldomnbt agree at alto 4

Strongly agregand again the statemeidggned with either ICLT practices or traditional

culture teaching approaches.

Results for each item are shown in Table 5.24, in the order that they appeared in the
guestionnaire, labelled here for ease of reference P1, P2, etc. to distinguish them as
practice statements. Statements marked + are aligned with ICLT principles. For all

statementsy = 76, with, at most, one missing response for any given statement.

158



Table 5.24

Agreement with Statements about Culture Teaching Practices

Statement M SD

(P1) When | have limited teaching time, culture teaching hasto 2.45 .92
give way to language teaching

(P2) | feel restricted from implementing my own cultural 1.64 .93
ideas/ideals

(P3) +l am motivated to teach culture 3.59 .68

(P4  +I consider theultural knowledge strand of the New Zealai 2.96 .93
curriculum when | plan my lessons

(P5) +l am aware of my own culture when | am teaching 349 .74

(P6) +I provide opportunities for students to make links betwee 3.43 .75
culture and language

(P7) +My school requires that | implement intercultural 2.38 1.05
communicative language teaching methods

(P8) +I purposefully plan to talk about my own experiences of t 3.11 .84
culture that | teach

(P9) +If using texts for linguistic skills (reading, speaking etc) | 3.17 .81
also critically discuss th

(P10) +I provide opportunities for students to make connections 3.28 .84
with their own cultural backgrounds and experiences

(P11) +I provide opportunities for students to reflect on their owr 3.04 .89
culture(s) through the eyes of others

(P12) 1teach culture as it crops up 3.05 .95

(P13) +I critically analyse my own culture in class activities 271 .92

(P14) +l assignprojects based on culture 274 1.05

(P15) +l aim to teach the ability to mediate between cultures 232 .93

(P16) Iteach culture as a distinct subject area 159 .73

(P17) +I provide opportunities for students to interact with native 3.11 .96

speakers of the language

(continued)
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(P18) +I teach the ability to explore culture to find out more 275 .97

(P19) Iteach culture to support curriculum topics, e.g., auniton 3.54 .76
food allows discussion on food and eating habits

(P20) I aim to assimilate the students in the target culture 291 1.00

Responses for individual statements are noted next and comparisons are made with

associated cognition results. The scale for ICLT practices is then presented.

Regarding the separation of language and culture, responses to the statement
(P1)When | havdéimited teaching time, culture teaching has to give way to language
teachingindicated a mix of practices. Nearly 45%pairticipantamoderately it = 23,

30.3%) or stronglyr(= 11, 14.5%) agreed that they sacrificed culture for language at
times of pressure. A further 31 individuals (40.8%) expressed agreement to a minor
degree. This practice statement was directly aligned with cognition statementf(tb20)
time pressure igreat, the cultural dimension ought to give way to the lingui$tie

same number gdarticipantamoderately agreed that with the cognition statement that
cultureoughtto be sacrificed with time pressure= 23, 30.3%) but fewer people
strongly agreed ith the cognition statement € 4, 5.3%). From another perspective,
18.4% (= 14) did not at all thinkhat culture ought to be sacrificed, a figure higher than
the number who reported that they did not at all do so in praated {, 14.5%). In other
words, although many of thgarticipantgeported that they did nthink or believe

culture should give way to language teaching, the results suggest that some of them did so
in practice. Having said that, this relationship between (P1) and (C20) weaey furt
exami ned usi ng-méhert cogadatiod soeffciend ahdifound to be
positive and significantr (= .50,p < .01, r? = .25).

Four practice statements were associated \
own culture. Two were associatetth reflection by the teacher: (P1Bgritically analyse
my own culture in class activitiesd (P5) am aware of my own culture when | am
teaching With respect to the first of the pair, less than-quarter ( = 17, 22.4%)
strongly agreed that theyitically analysed their own culture when teaching and, at the
other extreme, seven (9.2%) reported not doing so. For the second, (P5), the majority
(n =46, 60.5%) strongly agreed that they were aware of their own culture when teaching,

and 9% either di not agree at alh(= 2,2.6% or only to a minor extent(= 5, 6.6%).
160



The relationship between responses to these two tegafltestion practice statements

was significant and positive € .50,p < .01,r* = .25).

The other two reflection orientgtactice statements related to teaching students the
skill of reflection. Just over orghird of participantsr{= 28, 36.8%) strongly agreed with
statement (P11)provide opportunities for students to reflect on their own culture(s)
through the eyes afthers another third moderately agreet«26, 34.2%). It will be
recalled that more than half of the participants @2, 55.3%) strongly agreed with the
allied cognition statement (C1Ranguage education includes development of reflective
understandi g o f 0 n e 0 Althaughrb5.380uf + 42)uof participants reported
that they strongly believed in the value of reflection for students, a smaller proportion
(n= 28, 36.8%) strongly agreed that they provided opportunities to do this in practice.
However, the relationship between this associated pair of cognition statement and practice
statement was positive and significant(.37,p < .01,r? = .14).

Responses to (P11) were also considered with respect to two other related cognition
statementsThere was a significant positive correlatiors(.42,p < .01,r* = .18) with
(C24)l1't is important to deepen studentsdé know
learning about a new culturevith which 58 individuals (76.3%) strongly or moderately
agreedThere was also significant correlation between (P11) and (G2f8)uage
teaching ought to contribute to (srongdrent s o
moderate agreememt= 66, 86.8%)1(= .29,p < .05,r* = .08).

The second of the studecentred reflection statements, (P1@yovide
opportunities to make connections with their own cultural backgrounds and experiences
was agreed with strongly or moderately by 63 participants (83%). The relationship
between this statement and the assodiatgnition statement (CHt udent s own
cultures should be incorporatédupported strongly or moderately by 64 participants,
84.2%) was significant and positivex .49,p < .01,r* = .24).

Two practices that demonstrate core principles of the ICLToagph were included
and are worthy of note: (P1baim to teach the ability to mediate between cultuaes|
(P18)I teach the ability to explore cultureto findoutmore The f i r st pertain
(1997) notion of an intercultural speaker, an indinaldwvho can successfully mediate

between cultures. Responses varied widgly=(2.32,SD= .93) with just over onhird
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(n= 30, 39.5%) reporting moderate or strong agreement that their practices facilitated
mediation, but nearly 20% & 15) not agreeingt all. The second statement, (PLL8)
teach the ability to explore culture to find out mpremoted exploration of cultures and
was associated with the goal of Atkinson (1999, 2013), Holliday (2011), and others, of
avoiding essentialising individuals tieeir cultures. Again, responses were varied, with
43.4% not agreeing at alh € 7, 9.2%) or agreeing to a minor extemty26, 34.2%), and
over half agreeing moderately € 22, 28.9%) or stronglyn(= 21, 27.6%).

The two statements with the highest levels of agreement weré RBjnotivated
to teach culturéonly one person did not agree at all) and (R18xch culture to support
curriculum topics, e.g., a unit on food allows discussion on food and eating (alat
people did not agree at all). Participants reported the lowest levels of agreement with the
two statements (P2)eel restricted from implementing my cultural ideas/id¢al$hough
four agreed strongly) and (P1&each culture as a distinct sdgt(one agreed strongly)
With regard to the latter, (P16), it is worthwhile considering correlations with related
cognition statements. A significant positive relationship was found between (P16) and
(C6) Culture is a fifth skill, to be introduced onceading, writing, speaking and listening
are acquiredr = .27,p < .05,r? = .07) However, the relationship between (P16) and the
cognition statement (C11f)is not possible to teach language and culture in an
integrated way; the two have to be separategnot significant( = .18,p = .13,
r?=.03).

Al | practice items wer e-mameaticorelatiah usi ng Pe:
coefficient, to examine their inteelationships (Table M2 in Appendix M). Many
significant positive relationships pi .01 were found between pairs of practice items.

The five strongest relationships were:

(P11)I provide opportunities for students to reflect on their own culture(s) through
the eyes of otherrelated significantly with (P10)provide opportunities fo

students to make connections with their own cultural backgrounds and experiences
(r = .66,p<.01,r’= .44) and also with (P13ritically analyse my own culture in
class activitier = .59,p < .01,r* = .35). (P10) and (P13) were also signifitgnt
correlated (= .57,p < .01,r* = .32).
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(P14)I assign projects based on cultuaed (P18) teach the ability to explore
cultureto find out moravere significantly correlated € .55,p < .01,r* = .30), as
were (P13] critically analyse my owwulture in class activitieand (P5) am
aware of my own culture when teaching .50,p < .01,r? = .25).

5.6.3 The ICLT Practices Scale

The practices that reflected ICLT values were further examined through the development

of the ICLT Practices ste. The scale was developed by summing the results across the

14 items of ICLT practices (as denoted by + in Table 5.24). Participants responded using

a scale of Do not agree at alto 4 Strongly agreemeaning the lowest possible score

was 14 (14 x 1and the maximum possible was 56 (14 x 4). Therefore, the higher the
score, the more that participantodés reporte:
scale (Table 5.25) show the range extending from one person scoring 22 to two people

(2.6%)scorirg the possiblenaximum of56.

Table 5.25

Scores from ICLT Practices Scale

Score n %
22-24 1 1.3
2528 3 3.9
29-32 3 3.9
33-36 9 11.8
37-40 15 19.7
41-44 15 19.7
4548 13 17.1
4952 14 18.4
53-56 3 3.9

Note.Scores were grouped into banddafr for presentation; mean and standard deviations were

calculated on the individual ungrouped data.

The two largest groups (eanh* 15, 19.7%) scored between 37 and 40 or between

41 and 44 on the ICLT Practices scale. Referring to the individualtdate,were three
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modes: 38, 44, and 49 (eathk 6), two of which were higher than the mean of 42.07
(SD=7.31). The median was 43.

consi

A principle components analysis was used to examine the factor structure of the
scale. The item loadings, the scree pleattell, 1966) (Figure 5.9), and internal
stency

of the scale (Cronbachos al pha ¢
solution, where an eigenvalue of 5.03 explained 35.89% of the variance. The scale was
deemed to be redicecs.ed to teachersbo

pr a
\

Eigenvalue
4

~ T T
W 1219
Component Number

Figure 5.9.Scree plot for principal components analysis of individual items of ICLT
Practices scale.

The item loadings are presented in Table 5.26, which shows that all statements
loaded on the component labelled as Practices.
Table 5.26

Conponent Structure of the ICLT Practices Scale

Iltem

(P3) I am motivated to teach culture

Component 1 Communality
.59

.35
(P4) 1 consider the cultural knowledge strand of the

57
New Zealand curriculum when | plan my lessons

.33

(continued)
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(P5) | amaware of my own culture when | am
teaching

(P6) | provide opportunities for students to make lir
between culture and language

(P7) My school requires that | implement intercultui
communicative language teaching methods

(P8) Ipurposefully plan to talk about my own
experiences of the culture | teach

(P9) If using texts for linguistic skills (reading,
speaking, etc.) | also
meaning with students

(P10) | provide opportunities forugtents to make
connections with their own cultural background anc
experiences

(P11) | provide opportunities for students to reflect
their own culture(s) through the eyes of others
(P13) I critically analyse my own culture in class
activities

(P14) | assign projects based on culture

(P15) | aim to teach the ability to mediate between
cultures

(P17) | provide opportunities for students to interac
with native speakers of the language

(P18) | teachihe ability to explore culture to find out

more

Eigenvalue
Percentage of variance

Component

.58

.65

.52

A5

46

.80

.70

.69

A7
.66

.56

57

35.89

5.03

Practices

34

42

27

.20

21

.64

.50

48

22
44

31

.33
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5.6.4 The relationship between ICLT Practices scale and variables of interest

P e ar s o n énsooment correlationtcoefficients were calculated to determine whether
there were relationships between the ICLT Practices scale and the following variables of
interest: awareness of ICLT, language taught, reading professional matetridli tios

of teaching time, age, gender, years teaching, ethnicity, membership of professional
association, affiliation with cultures, keeping in touch with the subject culture, familiarity
with overt and covert aspects of the subject culture, and the Gdighitions scale. A
number of variables were found to have significant positive relationships with the ICLT
Practices scale. These are presented in Table 5.27, includirfgtagstic for calculation

of the percentage of variance accounted for byalaionship between the ICLT

Practices scale and the respective variables.

Table 5.27

Significant Correlations Between Scores on ICLT Practices Scale and Variables of
Interest

Variable correlated with ICLT Practices Scal r r?
Awareness of ICLT A1+ A7
Regularity of reading professional literature A4 19
Familiarity with sub .37 14
Familiarity with the .50% .25
ICLT cognitions scale 56%* 31
Distribution of teaching time language:cultur ~ -.31** .10
Language taught 29* .08
Membership of professional associations 29* .08

Of interest are the two strongly significant relationships between scores on the
ICLT Practices scale and scores on the ICLT Cognitions scale (accounting for 31% of the
variance) and between ICLT Practices scores and familiarity with the covert cultbee of
subject language (accounting for 25% of the variance). In this case, familiarity with both
overt culture and covert had an impact on ICLT Practices scores, and both membership of

professional associations and regularity of reading professional magatiah influence
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on practices. Note that the relationship between the ICLT Practices score and distribution

of teaching time across language and culture was negative.

Once again, a NeICLT Practices scale was not created because the area of interest
in this thesis relates to whether practiseseassociated with ICLT; the remaining
practices are simply relevant because theyhotreflect ICLT. Any relationship between

them is not relevant to the general research concern.

5.6.5 Rating and practice ofcultural aspects

The cultural aspects used earlier in Iltem .
overt and covert culture were presented agaltem B4 this time with regard ttheir

importance angresence ipractice. Combining the approashaf Byram and Risager

(1999) and Sercu et al. (2005), participants were asked to (1) rate each aspect in terms of

its importance in the language lesson on a scaleNaft it all importanto 4 Very

important and (2) tick the aspect if they currenihgluded it in their practice. Some

participants did not complete both parts of this item (as discussed below), so the results

for each part are presented separately. Results from the rating of importance of the

cultural aspects are discudd@st (and pesented in Tablb.28).

Table 5.28

Rating of Importance of Aspects of the Subject Cultures

Aspect of culture M SD
History 2.97 .79
Geography 3.37 .63
Ethnic and social groups, ethnic relations 2.84 .90
Racism towards this culture 2.50 A7
Daily life and routines 3.79 44
Youth culture 3.40 .81
School and education 3.52 74
Political system 2.35 .86
The Arts 3.09 .81

(continued)
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Social and living conditions 3.17 .83

Festivities, holidays, customs, traditions 3.56 .62
Tourism and travel 3.25 .79
Gender roles and relationships 2.72 .90
Working life and unemployment 2.72 .88
Religious traditions 2.85 .87
Stereotypes associated with the culture 2.85 91
The countryodés relati 308 .82
Environmental issues 3.01 .83

For every item there was at least one missing response, but never more than four

missing, which was thecasefbrhe countryos r el atpeaps hi p

because it posed difficulties for teachers

the three cultural aspects considered most important in the language class, in order from
the highest rated, ardaily life and routinegfestivities (hadays, customs, traditions)
andschool and educatiomhe aspects rated as least important in the language class, in
order with least important listed last, were equglyder roles and relationshipsd

working life and unemployment, racism towards thikure, and leastpolitical system

As alluded to in the Methodology (section 4.2.11 chapter 4, data screening and
cleaning), the second part of the item, the reported practice of the cultural aspect, resulted
in some significant limitations to the ddiacause there were between 19 and 20 missing
responses (25% of participants) for every aspect. It is likely that this occurred because of
the twapart format required for the response (see Appendix B). This style of response did
not appear anywhere elsethe document, although instructions weyedfied and
performed well impilot testing. The first part of the response, the rating score, was of a
style similar to the preceding items and was answered by most participants. Perhaps in
their haste to compte the questionnaire the instructions for the item were not read
properly, or a habit had been formed by the response format of the previous items.
Results for the second partlassroom practice of the cultural aspdcése discussed
here (and presented Trable 5.29), but with the caveat that the sample size is reduced to
57 participants.
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Table 5.29

Classroom Practice of Aspects of the Subject Cultures

Aspect of culture practised in the classroom n %

History 40 70.2
Geography 48 84.2
Ethnic and sociajroups, ethnic relations 23 40.4
Racism towards this culture 18 32.1
Daily life and routines 54 94.7
Youth culture 39 68.4
School and education 52 91.2
Political system 13 22.8
The Arts 36 63.2
Social and living conditions 37 64.9
Festivities holidays, customs, traditions 55 96.5
Tourism and travel 40 70.2
Gender roles and relationships 23 41.1
Working life and unemployment 29 50.9
Religious traditions 35 61.4
Stereotypes associated with the culture 27 47.4
The countryodos rel ati 26 46.4
Environmental issues 32 57.1

Note nis the number of participants who answered in the affirmative with respect to the
incorporation of the aspect in their lessons. Percentages relate to the reduced sample size of
n =57

The three aspects rated as most important in Table 5.29 are thih#treere most
commonly practised in the classroom, with the two highest ranked transfestaaties
(most practised)aily life and routinesandschool and educatiomhe three least
practised aspects mirror the aspects rated of least impore&dmuie: and social groups,
ethnic relationsandgender roles and relationshggually placed, theracism towards

this culture and lastlypolitical systems
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Consideration was given to whether there were any significant relationships
between the variable$ tamiliarity with the aspects of culture (Item A4), the rating of
importance of the aspects, and practice of them in the classroom. The correlations are
presented in Table 5.30.

Table 5.30

Correlations Between Familiarity, Importance, and Practice of @altAspects

Correlations

Cultural aspect Familiarity with Familiarity with Importance

Importance Practice with Practice

n=76 n=76 n=>57

r r? r r? r r?
History .18 .03 -.02 <.001 .32* .10
Geography A7 .03 -.02 <.001 24 .06
Ethnic and social groups, 15 .02 .03 .<.001 A2 .18
ethnic relations
Racism towards the culture .45** .20 A1 .01 31+ .10
Dalily life and routines .10 .01 A7 .03 A2%* .18
Youth culture .18 .03 .32 .10 55** .30
School and education .04 .002 .03 . <.001 .B5** 42
Political system 37+ 14 .30* .09 A6** 21
The Arts 24 .06 .03 .<.001 A8** .23
Social and living conditions .19 .04 14 .02 AT 22
Festivities 29* .08 .28* .08 A5 .02
Tourism and travel 37 14 .30* .09 A4x* 19
Gender roles and 31 .10 33** A1 A0** .16
relationships
Working life and A7 .03 .25 .06 S1** .26
unemployment
Religious traditions 27* .07 24 .06 58** .34

(continued)
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Stereotypes associated wit .11 .01 A2 .01 ATF* 22

this culture

The countryo .17 .03 .28* .08 .33* A1
with New Zealand
Environmental issues 17 .03 .10 .01 50** .25

Note.* denotes correlation significant pk .05, ** denotes correlation significant@a& .01.

For the majority of cultural aspects, there was no significant relationship between
thep ar t i damipaaity with iband either the importance they placed on it, or their
practise of it in the classroom. Some of the exceptions are worth noting.ofevel
familiarity yielded a significant positive relationship with both the rating of educational
importance and the practice inthexlar oom of t h etoussmbrdeaveal, cul t u|
gender roles and relationships, political system, and festivitiesinltaresting to see that
for racism towards the culture and the cul
relationship between familiarity with the aspect and its importance, but no such

relationship between familiarity and practice.

The situéion differed with respect to the relationship between the rating of
importance of the cultural aspect and the extent to which it was practised. There were
significant relationships between importance and practice for 16 of the 18 cultural
aspects, of whit 13 were significant ga < .01.

5.7 Knowledge and Practice of ICLT

This sectiorprimarily addresses the third hypothesis: Teachers do not demonstrate

awareness of ICLT as an approach to teachingukgeg anatulture. It takes as its starting

point the data gathered from the item dire:
ICLT. Then, awareness of ICLT is used as a dependent variable for a series of analyses

with respect to a range of variables, gsin P e a r s o fmé@rsentgarrelalianc t

coefficients, independent sampteests, and Chsquare analyses.

5.7.1 Awareness of ICLT
Item C1 (see questionnaire in Appendix B) lies at the heart of this phase of the study.
Reflecting a similar itemHaveyodheatdohak 6s (20 .

171



intercultural language teaching as a teaching approaah@ provided the following

regponse options:

No, | have not heard of {in which case participants skipped to Item C5)
Yes, Il have heard of i1it, but 1 06m not fami/|
Yes, | have heard of it, | understand its main principles, but | do not practice it

Yes, | have heard of it, | understand its main principles, and | practice it

Results for this item are presented in Table 5.31. Two participants did not answer

the item; the responses reflectran 74.

Table 5.31

Awareness of ICLT as a Teaching Approach

Level of awareness n %

No, |l 6ve not heard of it 31 419

Yes, | 6ve heard of it, but I 6m 15 203
are

Yes, | 6ve heard of it, |l under 5 6.8
practice it

Yes, | 6 v el understianddts moafn prindiples, and | practiceit 23  31.1

Just under twahirds of participants reported being unfamiliar with ICLT, either
being aware of ICLT but not familiar with its principles< 15, 20.3%), or not having
heard of ICLT at allrf = 31, 41.9%). Less than ottleird of participantsi{= 23, 31.1%)
advised that they understood and practised ICLT. Again, it should be remembered that

t hese ar e repoagtheyveere pad verifisdon any way.

A range of bivariate correlatisrwere run to examine whether awareness of ICLT
was associated with participantsd age, gende
gualifications, the language they taught, the extent to which they read professional
literature or were members of professiorsedariations, and the scales for familiarity with
cultural aspects, keeping in touch with the culture, ICLT cognitions, ICLT practices and

ICLT activities. Significant positive relationships were found between awareness of ICLT
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and extent of reading proféssal literature(r = .33,p < .01, r* = .11), membership of
professional associatiofis= .37,p < .01, r> = .14), age(r = .33,p < .01,r>=.11), length

of teaching experiende = .34,p < .01, r?=.12), and the three ICL-based scales of
Cognitions(r = .31,p < .01, r?=.10), Practice§r = .42,p < .01 r*= .18, and Activities

(r = .44,p< .01, r? = .19. No other relationships of significance were found. It is
interesting to note that of the tyarticipants who reported reading professional material
daily, one had not heard of ICLT (an EAL teacher); the other reported practising it (a
teacher of French).

5.7.2 ICLT training

The 43 participants who had heard of ICLT were asked whether they hiagpsed in
any training in it, and if so, whether that training was part of their original teacher
training, personal study, or-gervice professional development (selection of multiple
answers was permitted) (Item C2, based on Byram and Risager étf@ba)so Jedynak
(2011)). The majorityhad participated in ICLT training of some kimd< 27, 62.8%),
most commonly during Hservice professional development courses or workshops
(n=22,51.1% of those familiar with ICLT). Nine individuals (21%gdchosen to study

ICLT in their own time.

Six participants reported that they had received ICLT training as part of their
original teacher training (being 14% of the participants aware of ICLT, and 8% of all
participants). Four of those participants had ldeaching for longer than 15 years (of
whom three had taught for longer than 20 years), that is, starting out before the approach
had appeared in the NZ curriculum. Three of those teachers were New Zealanders and
one was Mexican. It is possible that theyrgd a teaching qualification part way through
their teaching career. In fact, this is likely for the participant from Mexico, who had a
diploma in language teaching from Mexico and a diploma in teaching from New Zealand.

However, the potential for biagists here.

573 Cognitions about New Zeal andds pr omo!f
Item C3, developed as part of this study, asked those participants who had heard of ICLT
whether they thought ICLT was encouraged in New Zealand. Applicable to 43

participants, but answeddy 37, the majorityn(= 29, 78.4%) replied that ICLT was

encouraged in New Zealand education. So, although 29 individuals (i.e., around 40% of
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all participant$ believed it wa encouraged, a similar proportion reported that they had
not heard of it, andf the 43 participants whitad heard of it, 18.6%rn(= 8) did not think

it wasencouraged.

The item included an open option where participants could expand on their answer;
16 individuals did so. Comments ©Obfthem fi ve pa
term but uncertainty over how to i mplement t
curriculum, courses have not been easily acessable[sic]/restrictive, anything offered is a
Otoken @®steéyep06bAs a new t eaerbaitiquetithis el t expe
topic when discussed but | wasnodtmyselonvi nced
includeddl()36d@It is ever y2Wh3®9)e;, fRnricawr anpdd L
am aware of it but not s plaireorspdciically i t i s i n re
demonstrate it, Il may be doing i8B4ni thout sp
and, Al believe itodés being talked about, but
(358-2/22). Another five participants stated theyr@ancertain about whether ICLT was

promoted in New Zealand, or did not know enough to comment.

Six comments showed greater depth of understanding of the place of ICLT in
| anguage education in New Zeal an-if/21); AiThe gove
fi e New Zealand curriculum and all related papers subsequently produced point out the
importance of intercultural teaching and this is evident at all Language seminars,
wor kshops and -#D7)tyr aamd ngPant31®f ELL princi
3266/ 13); nAl participated in Teacher Professi
year s adqlomn2)(;34é6Language Knowledged and o6Cur
stated in the NzZ Curriculumbs 6Learning Lang
developingte key compe2l/ehk)i,esadand,320Through my AFS

previous conferences EI |-D/8).principles & Newt

5.7.4 Access to ICLT resources

Item C4, original in this study, asked the participants who had indicated awareness of
ICLT (n=43) about their access to and use of resources for improving their knowledge of
the approach and for ICLT activities for classroom use. Table 5.32 lists the two options
offered for each of teacher training and classroom activities, along witagpenses

obtained.
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Table 5.32

Frequency of Use of Resources for ICLT Training and Activities

Option n %

Ministry of Education published or endorsed information for teac 23  53.5
training about principles of ICLT

Ministry published or endorseattivity ideas and materials 16 374

Other resources developed for teacher training about ICLT (e.g., 19  44.2
created by colleagues, from nrbfoE websites, professional
literature

Other resources for activity ideas and materials (e.g., created by 38  88.4

colleagues, from neMoE websites, professional literature

Note.Percentage relates to the 43 eligible participants. Multiple answers were permitted. There

were two missing responses.

Materials published or endorsed by the Ministry were margifialoured for
sourcing information to develop knowledge of ICLT as an approach, being used by more
than half of eligible participants. With esct to sourcing ICLT activitideas and
materials, the vast majority & 38, 88.4%) used resources developgthemselves or
colleagues, or from general websites, twice as many as used Mneistigd sources for

classroom activities.

5.7.5 Culture-teaching resources

Item C5, applicable to all participants regardless of awareness of ICLT, sought
information abat the nature of resources used to teach culture. It was based on similar
items in Luk (2012) and Larzénstermark (2008). Participants could choose all that
applied from six listed options ar@ther, please speciffiResponses are presented in
Table 5.33.
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Table 5.33

Resources Used for Teaching Culture

Resource n %
Coursebooks and textbooks 56 75.7
Schoolowned cultural materials such as books, artefacts, mus 57 77.0
film

Visits from native speakers 50 67.6
Items you bring from home (associateih your own culture, the 58 78.4

target culture, and/or New Zealand cultures)

Items the students bring from home (associated with their owr 38 51.4
culture or the target culture)

Class trips a7 63.5
Other (please specify) 20 27.0

Note.There were two missing responses.

Whereas the most commonly used resource Ww:
home (=58, 78.4%), the least common was items brought to the class by students,
although half 1t = 38, 51.4%) reported that this was donéhir classrooms. Schaool
owned cultural materials (e.g., films, books, artefacts) and coursebooks/textbooks were
also popular, being used by around thgearters of participants. Nearly tvtiirds of
participants reported taking class trips ranging ffooal museums, Japanese restaurants,
andPé&anque clubs, to visits to Japan, New Caledonia, France, and Chile. Twenty
individuals used th®theroption to supply unique responses, including the internet (You
Tube, interactive games, emails to native spesakaewspapers and magazines, games,
|l anguage assistants, and one participant spe

when | was in Franceo (384/ 76).

5.7.6 Awareness of ICLT and resources used to teach culture

As part of addressing the third othesi® teachers do not demonstrate awareness of
ICLT as an approach to teaching language and colttive awareness of ICLT and use

of culture teaching resources was examined. This analysis required the creation of new

variables. Firstly, avariablewaseca t ed using participantsd awar
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two groupsNot Aware ICLTcomprised participants who had not heard of ICLT and

those who had heard of it but not familiar with its principles @6); andAware ICLT
comprised those who reported theyevéamiliar with it but did not practise it and those

who reported practising in(= 28). Secondly, a scale was created from responses to the
seven listed teaching resources of Item C5 (six named resourc&3tiptu)s where use of

a resource generatedeore of 1, meaning participants could have a maximum possible
score of 7 and a minimum possible of O (no resources used). The distribution of responses
for the resources scale (Table 5.34) shows the largest group scored 6 on thre=s28le (
31.1%).

Table 5.34

Distribution of Scores on the Teaching Resources Used Scale

Score n %
0 0 0
1 1 14
2 7 9.5
3 13 17.6
4 18 24.3
5 11 14.9
6 23 31.1
7 1 1.4

Note.Percentages relate to the 74 responses to item C5.

An independent samplédest was used to explore differences between awareness
of ICLT (independent variable) and the use of teaching resources (dependent variable).
The means and standard deviations are presented in Table 5.35. A significant difference
was found with those awaof ICLT making greater use of culture teaching resources
(M =4.04,SD= 1.50) compared to those not aware of ICM5.00,SD= 1.09),
wheret = 2.93,p< .01.
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Table 5.35

Mean Scores of Culture Teaching Resources Used and Awareness of ICLT

ICLT Awareness M SD
Teaching resources us Aware (1 = 46) 4.04 1.50
Not aware 1§ = 28) 5.00 1.09

5.7.7 Activities grounded in ICLT

This subsection is relevant to two hypotheses. It concerns the extent to which teachers

practiced activities that were grounded in ICLT. For that reason, the results are applicable

to the participants6é reporteddalsoktottheir e t eachi

awareness of ICLT as a teaching approach (Hypothesis 3).

A list of 17 culture teaching activities that embody ICLT (although not described as
such) formed part of ltem C6. The majority of these activities were obtained from Sercu
et @005) guestionnaire. Participants were asked to rate the frequency with which
they used each activity in class, ranging frorm&ver use this activity 41 frequently
use this activityResults are shown in Table 5.36 below, numbered for ease refimede
Al, A2, etc. For all activities = 74.

Table 5.36
Rate of Practice of ICLT Activities

Statement M SD

(A1) 1 ask my students to think about the image that media promotes« 1.99 .96
culture
(A2) Itell my students what | have heard or rehdut the culture 3.20 .98
(A3) Itell my students why I find something fascinating or strange abc 3.43 .85
the culture
(A4) | ask my students to independently explore an aspect of the cultt 2.99 .97
(continued)
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(A5) luse videos, DVDsaudiorecordings, and/or the Internet to illustra 3.50 .89
aspects of the culture

(A6) 1 ask my students to think about what it would be like to live in the 2.74 1.09
culture

(A7) 1talk to my students about my own experiences in the culture 3.49 .95

(A8) 1 ask my students about their experiences in the culture 3.21 1.00

(A9) linvite a person of that cultural origin to my classroom 2.63 1.09

(A10) 1ask my students to describe as aspect of their own culture using 2.54 1.09
target language

(Al11) 1 bring objects originating from the culture to my classroom 3.03 1.05

(A12) | ask my students to rofglay situations in which people from 2.18 1.12
different cultures meet

(A13) Idecorate my classroom with illustrations of particular aspects of 3.46 .96
culture (e.g., posters)

(A14) | comment on the way in which the culture is represented inthe 3.03 1.10
language materials that we use

(A15) 1ask my students to compare an aspect of their own culture with 3.03 1.02
aspect in the new culture

(A16) |touch upon an aspect of the culture about which | feel negativel 2.18 1.00
disposed

(A17) 1talk with my students about stereotypes of particular cultures, 2.74 .97

countries, or individuals

Again, there is interest in providing detail for a selection of the activities listed. The
activity with the lowest mean score was (ARsk my students to think about the image
that media promote of the cultyrguggesting the activity is used least nft& low mean
score was also obtained for activities (AL2sk my students to rejday situations in
which people from different cultures méaso the activity with the highest frequency of
1 Never useesponses), and (A16jouch upon an aspect dfe culture about which |

feel negatively disposed

The activity with the highest mean score was (A&ge videos, DVDs, audio

recordings, and/or the Internet to illustrate aspects of the cylsuggesting it was the
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most commonly practised activity.idgh mean scores were also obtained for activities

(A7) I talk to my students about my own experiences in the ctheeactivity with the

highest number of Brequently useesponses), and (Al8Hecorate my classroom with

illustrations of particular apects of the culture (e.g., posters)

5.7.8 The ICLT Activities scale

A total score was generated for each participant to reflect the extent to which ICLT

activities were practised. With a list of 17 statements, each with the potential to be rated

at most 4 Frequently usethe maximum possible total scale score was 68 (17 x 4) and the

lowest possible, 17 (17 x 1). The resulting ICLT Activities scale was assessed as having

high

consistency, it was deemed not necessary to conduct a principal components analysis for

nt er nal

consi

stency,

wi t h

Cronbachos

this scale. The distribution of scores (Table 5.37) shows the lowest score was 28 and the

highest score was 67, each selected by one participant.

Table 5.37

Distribution of Scores on ICLT Activities Scale

Score n %

28-31 2 2.7
32-35 4 5.4
36-39 4 5.4
40-43 6 8.1
44-47 8 10.8
4851 12 16.2
52-55 14 18.9
56-59 11 14.5
60-63 11 14.5
64-67 2 2.7

Note.Scores were grouped into bands of four for presentatiaept the lower and upper bands

which reflect the limit of the range of scores. There were two missing responses.

The individuals with the two lowest scores, suggesting the lowest frequency of use

of ICLT activities, were a nonative teacher of te reoMo r i

and

a

nati ve
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the two participants who rated the most frequent use of the ICLT activities listed were
both nonnative teachers of French. The mode was 51, slightly higher than the mean of
49.36 SD=12.01). A total of 50 individuals $8%6) had scores below the mean.

5.7.9 The relationship between ICLT Activities scale and variables of

interest
P e ar s on énsoomegnt correlationtcoefficients were calculated to determine whether
there were relationships between the ICLT Activities saatéthe following variables:
awareness of ICLT, language taught, reading professional material, distribution of
teaching time, age, gender, years teaching, ethnicity, membership of professional
associations, affiliation with cultures, keeping in touch whih culture, familiarity with
overt and covert culture, and the ICLT Cognitions and Practices scales. Significant
positive relationships were found, as presented in Table 5.38, along with the respective
statistics for calculation of the percentage afiance accounted for by the ICLT
Activities scale and the variables of interest.

Table 5.38

Significant Correlations Between Scores on ICLT Activities Scale and Variables of
Interest

Variable correlated with ICLT Activities Scale r r?

Awareness of ICLT A4** 19

Membership of professional association .35%* A2

ICLT practices scale .36** 13

Distribution of teaching time language:culture -.34** 12

ICLT cognition scale 29* .08

Years of teaching experience .25* .06

Note.* denotes correlation significant p .05; ** denotes correlation significant@ak .01.

Reported awareness with ICLT had the strongest relationship among the variables
tested, accounting for 19% of the variance in scores on the ICLT Activities Gcale.
again, it is membership of professional organisation and not reading professional material
that had an influence on this scale. It is noted that the relationship with distribution of

teaching time over language culture was a negative one.
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5.7.10Relationship between awareness of ICLT and practice of ICLT

activities
The relationship noted above between awareness of ICLT and practice of ICLT activities
was examined further, using an independent sanyéss to examine whether having a
reported awareasss of ICLT had any bearing on the extent to which participants practised
the range of ICLT activities mentioned. The ICLT Activities scale was used as the
dependent variable, and awareness of ICLT as the independent variable, in an
independent samplégest. The means and standard deviations are presented in Table
5.39.

Table 5.39

Mean Scores of ICLT Activities Used Scale and Awareness of ICLT

ICLT Awareness M SD
ICLT Activities Scale Aware (= 46) 55.21 7.47
Not aware f = 28) 47.93 8.68

Thet-test results showed a significant difference in the scores on the ICLT
Activities scale between those who reported being aware of IBL¥F £5.21,
SD= 7.47) and those who reported not being aware of IGLT=(47.93,SD= 8.68),
wheret (72)=3.68p< . 01. The ef f ed(Hedges &Ckin,us8b)mvas Cohenod
0.90, which is considered a large effect.

5.7.11Relationships between the three ICLT scales

Consideration was given to whether there was any correlation between the ICLT
Cognitions scalethe ICLT Practices scale, and the ICLT Activities used scale. The
resul ts of t h-momere emretaion éoeafficipnt analysiscirtdicated
significant positive relationships between the scales, as shown in Table 5.40.
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Table 5.40

Significant @rrelations Between Scores on Three ICLT Scales

Correlated variables r r

ICLT cognitions and ICLT practices 56%* 31
ICLT cognitions and ICLT activities 29*% .08
ICLT practices and ICLT activities .36** 13

Note.* denotes correlation significant pk .05; ** denotes correlation significant@aik .01.

All three scales were found to be significantly correlated in a positive direction,
indicating that an individual who had high scores on one of the scales elgddikave
scored highly on all of the scales.

5.7.12Avoiding cultural topics

Based on a similar item posed by Luk (2012) and also reflecting Jedynak (2011) and

Oranje (2012), participants were asked whether there were any cultural topics that they

avaded in class (Item C7). Most said there were nat 61, 83.6%); three did not

answer the item. This item included the opportunity to specify topics consciously

avoided. Many mentioned not teaching a topic because they felt they had insufficient

knowledge of it; these included politics, history, fashioit o o out moded mysel
2/35p0 and youth culture. The latter is interesting, given that youth culture was listed by

the majority as an important cultural aspect. Other topics were avoided for different
reasons, for exampl e, A-MAtchindredibemlisthan hereand di t vy
a bit O6scary6 for, e(8p2/t atmdcHeyof Getmang; f emal e
ABur akdampands oOunderclassod0 caste.anddsi f fi cul 1
sti || aroudd3)Yodayao, (B8 Bidotinteiesed Immigratleim a n c e

quite difficult; would do it if | had time, Fairy Taléss o0 not i n t2R22).0met ed 0 ( <
nativespeaking Japanese teacher reported steering clear of disgussd apan 6 s
relationships with Korea and China because.
with students. | also dondét want kids to h;
Vi ew. l't6s especially sensi tkoreadorhaemi ¢ i f t
background)-3BOp. classo (321
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5.7.13Awareness of ICLT and avoidance of cultural topics

To further explore the third hypothesiseachers do not demonstrate awareness of ICLT
as an approach to teaching language and coltaveareness dfCLT and avoidance of
cultural topics were examined. The newly created dichotomous vafialaleeness of
ICLT was compared with the dichotomous Yes/No responses to Itelmedfiere any
cultural topics you avoidusing a Chsquare analysis. The Ghguae statistic was not
significant:X? (1, N = 73) = .07p = .80. An examination of the crosstabulation showed
that regardless of awareness of ICLT, a similar proportion reported not avoiding any
cultural topic (84.4% of not aware of ICLT, 82.1% of awaréGifT). Considered from
another angle, the majority of those wdid report avoiding cultural topics were not
aware of ICLT (58.3%).

5.7.14Testing the cultural dimension

Item C8, influenced by Sercu (2004b) and Luk (2012), asked participants whether they
tested their studerd@sulture acquisition. Twahirds (64.5%) reported that they did not. In
a component unique to this questionnaire, those 49 individuals were askedrtiiheir
reasons for not testing culture acquisitipnselecting all that ap@dfrom five options

They were also given the opportunity to write in their own reason. Results<f48) are
shown in Table 5.41; six eligible participants did not answer the item.

Table 5.41
Reasons for Not Assessing for Culture Acquisition

Reasorfor not assessing culture acquisition n %

The curriculum does not require the testing of culture acquisitio 23  51.1
I dondét have enough expertis 14 311
| dondt teach enough cul ture 11 244
Testing ismportant for language acquisition but not important fc 18  40.0
culture acquisition

I dondt have time to assess 9 20.0
Other (please specify) 15 333
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The most commonly selected reason for not testing for culture acquisition was that
it was not required by the curriculum; half selected this option. Interestingly, the reason
with the lowest level of agreementwas d on 6t have ti meiton;0 asses:
20% of this group of participants said time was a reason for not testing cultural
knowledge. It will be recalled that a majorityaf participants (79.6%) agreed strongly
or moderately that a lack of time was a reason foteaathingculture. A snaller
proportion cited time restraints for not testing the cultural dimension. Reasons provided in
theoperended option revealed cognitions about
to turn something quite positive and motivating into an assessaenkto -2/Q) 8rhg
nature of assessment: Al do not see it as
wayo -1(/26926) , and ACultura [sic] is very i mpo
ways and perspectives s 0o3403/6d)cComdnentswerenk y ou
al so given about the i mpact of the nati onal
time in NCEA3Lt®uraedonNGBA do-2/5l).8omée rewar d
suggested that the intertwined nature of language and coiaet that culture
knowl edge was assessed through assessment
acquisition informs and supports | anguage
3121/ 12), Alt 1is an i ntiegdragduchpatoftanyof | angua
assessm8ntd®)(,3mMhd AThe acquisition-occurs
2/50).

5.8 Reflection

The analysis of the qualitative data of Phageh2pters 7 and &enerated findings about
the reflective dimension of ICLT. This wanted a return to the Phase 1 quantitative data
to determine whether further support could be found for the qualitative findings related to

reflection. Those analyses are presented here.

5.8.1 The Reflection scale

It was considered worthwhile to generate a scale using those items that related to the

reflective dimension of ICLT, in terms of both reflection by the teachers on their own
culture, and teaching the studendttgisendhe ski

the questionnaire was reviewed &ritems that pertained to reflection. The result was a
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Reflection scale of 13 items, comprising 5 cognition statements, 5 practice statements,
and 3 ICLT activities.

The scale was assessed as havingihight e r n a |

of . 80,n= 7 6.

consi wi t h
Even

hi gh Cronbachos
scale overall, a principal components analysis was carried out on the Reflection scale to

examine the structure of the scalée scree plot (Figure 5.10) and the factor loadings
(Table 5.42) suggested a tgomponent solution.

stency,
though the

al

Eigenvalue

Component Number

Figure 5.10.Scree plot for principal components analysis of individual items of the
Reflection scale.
Table 5.42

Component Structure of the Reflection Scale

ltem Component Communalities
1 2

(C12) Language education includes .62 42
development of reflective

understanding of

(C23) Language teaching ought to .62 . 42
contri but endérstandng al
their own identities

(continued)
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(C24) It is important to deepen
studentsd knowl ed
cultures while learning about a new
culture

(C27) To learn a new culture you nee
to consider how it isimilar to, or
different from, your own

(C29) Comparing languages and
cultures draws st
influence of invisible culture in their
lives

(P5) | am aware of my own culture
when | am teaching

(P8) Ipurposefully plan to talk about
my own experiences of the culture th¢
| teach

(P10)I provide opportunities for
students to make connections with the
own cultural backgrounds and
experiences

(P11) I provide opportunities for
students to reflect on their own
culture(s) through the eyes of others
(P13) | critically analyse my own
culture in class activities

(A7) I talk to my students about my
own experiences in the culture

(A8) I ask mystudents about their

experiences in the culture

.59

A8

.61

.62

41

.79

.76

.70

.34

40

-.37

.64

73

A48

.30

A5

40

A7

.63

.58

49

.53

.69

(continued)
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(A10) I ask my students to describe a 73 .57

aspect of their own culture in the targt

language

Eigenvalue 4.28 1.86
% of variance 32.91 14.33
Component Cognitions Activities

Practices

The majority of the items loaded on Component 1. The three items that loaded on
the second component were the three ICLT activities items. Cognition itemI{@24)
i mportant to deepen studentsd knowledge abou
new cultureloaded on to both components. The loading on Component 2 was negative
and lower than the loading on Component 1, with which the item was deemed more
conceptually relevant. It was considered that Component 1 related to the cognitions and
practices of th@articipants, and Component 2 related to Activities. Because all items
ulti mately related to practising or encourag
alpha (0.8), all 13 items were retained in the Reflection scale. Those items are listed in
Table 5.43, with associated means and standard deviations. All but two of the mean
scores were above 3 (that is, moderately agree or sometimes use, as relevant), with the
two exceptions being (P18gritically analyse my own culture in class activities
(M=2.71,SD=.92), and (A10) ask my students about their experiences in the culture
(M =2.54,SD=1.09).

Table 5.43

Responses to Items on Reflection Scale

Reflection Related Iltem M SD

(C12) Language education includes development of 3.42 72
reflectiveunder st andi ng of onebo

(continued)
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(C23) Language teaching o
understanding of their own identities

(C24) 1t is important to
their own cultures while learningpout a new culture
(C27) To learn a new culture you need to consider how i
similar to, or different from, your own

(C29) Comparing |l anguages
attention to the influence of invisible culture in theres
(P5) | am aware of my own culture when | am teaching
(P8) I purposefully plan to talk about my own experience
of the culture that | teach

(P10)I provide opportunities for students to make
connections with their oweultural backgrounds and
experiences

(P11) I provide opportunities for students to reflect on th
own culture(s) through the eyes of others

(P13) I critically analyse my own culture in class activitie
(A7) | talk to mystudents about my own experiences in t
culture

(A8) | ask my students about their experiences in the cul
(A10) | ask my students to describe an aspect of their ov

culture in the target language

3.38

3.11

3.07

3.34

3.49
3.11

3.28

3.04

2.71
3.49

3.21
2.54

71

.93

.85

74

e
.84

.84

.89

.92
.95

1.00
1.09

Note. Means reflect scales from 1 to 4 where, fox)(@nd (), 1 =Do not agree at allnd

4 =Strongly Agreand, for (A), 1 =Never usand 4 =Frequently use

5.8.2 The relationship between the Reflection scale and variables of interest

P e ar s on énsomegntcormlationtcoefficients were calculated to determine whether

there were relationships between the Reflection scale and the following variables of

interest: awareness of ICLT, language taught, reading professional material, distribution

of teachingime, age, gender, years teaching, ethnicity, membership of professional

association, affiliation with cultures, keeping in touch with the subject culture, familiarity

with overt and covert aspects of the subject culture, and the ICLT Cognitions, Bractice
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and Activities scales. A number of significant positive relationships were found; these are

listed in Table 5.44 along with the respecti¢statistics.

Table 5.44
Significant Correlations Between Scores on the Reflection Scale and Variables st Intere

Variable correlated with ICLT Reflection Scale r r

ICLT cognitions scale A3 .53
ICLT practices scale T9** .62
ICLT activities scale 53** .28
Awareness of ICLT A43** .18
Familiarity with everyday culture A1** A7
Reading professionéterature .35%* A2
Membership of professional association A2%* .18
Total affiliations with other cultures 27* .07
Language taught 29* .08
Gender .25* .06

Note.* denotes correlation significant pk .05; ** denotes correlation significantak .01.

Scores on the Reflection scale had strong positive relationships with the ICLT
Cognitions scale (accounting for 53% of the variance), the ICLT Practices scale (62% of
the variance), and the ICLT Activities scale (28% of the variance). An indiwcdual
scored highly on the Reflection scale would be predicted to score highly on the three
ICLT scales, have high familiarity with covert culture (crucial for ICLT), and take
advantage of extensive professional support. It is also interesting to natk thetiveen

the score on the Reflection scale and associations with other cultures.

The significant relationship between the Reflection scale and awareness of ICLT
was examined further. To do this, the Reflection scale wasded as a dichotomous
variable, by grouping responses as High Reflection or Low Reflection, with the division
made at the median scale score of 41. The two scales were then compared using Chi
square, wher?(1, N = 74) = 6.65p < .01. The results of the crosstabulation showed
that 63% of those not aware of ICLT scored in the low half of the reflection scale. Put
another way, of those scoring low on the Reflection scale, 76% were not aware of ICLT.
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However, the high reflection scores were reasonably equally distributed regafdles
reported awareness of ICLT. In other words, awareness of ICLT was not a prerequisite
for high reflection scores, but if a low level of reflection was reported, it was more likely

that the participant was not aware of ICLT.

This concludes the presetiten of the results of Phase 1 of the study, the language
teachersdé questionnaire. These results are
with reference to the hypotheses and in relation to the philosophical theory of pragmatism
and the relevariiterature. They are considered again, unified with the Phase 2 findings,

in the general Discussion (chapter 9).
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CHAPTER 6 17 DISCUSSION OF QUANTITATIVE HYPOTHESES
6.0 Overview

This chapter discusses the results from Phase 1 in relation to the thrdeehgpoThe

results will be considered again when the two phases are synthesised in the Discussion

(chapter 9) to address the overall research concern of New Zealand secondary school
teachersdé6 awareness and practiitevedathare CLT. He
related to the philosophical theory of pragmatism and the relevant literature. These data

were gathered from practising language teachers by questionnaire, and set out to examine

the three hypotheses, each of which serves as a sectiondyeadler which the results

are considered in terms of their support of the hypothesis.

6.1 Hypot hesi s 1: Tsalootlamguagebandultugni t i on
teaching do not reflect an ICLT approach.

This hypothesis was generated in response to research that revealed language teachers as
having low levels of understanding of ICLT, apparent both in international studies (e.g.,
Ghanem, 2014 (U.S.); Jedynak, 2011 (Poland); Kohler, 2015 (Australia); Larzén

Ostermark 2008 (Scandinavia); Luk, 2012 (Hong Kong); Sercu et al., 2005

(multinational); Young & Sachdev, 2011 (U.K.)) and in those involving New Zealand
teachers (e.g., Harvey et al., 2010; East, 2012a; Newton et al., 2010; Roskvist et al.,

2011). It waexpected that results of the questionnaire completed by New Zealand

teachers of languages would disclose cognitions that represented traditional (i.e., not

ICLT) approaches to culture teaching. The following sections consider the influences on

t e a c hogniticnHabaut culture teaching generally and their thoughts, beliefs, and

knowledge about teaching the cultures associated with their subject language.

6.1.1 Cultural familiarity

For pragmatists, experience is the environment for learning (Valsinem&®aVeer,

2000). In the context of language learning, experience with the target culture will support
the development of cultural knowledge in and through transactions in the cultural
environment and with its members (Biesta & Burbules, 2Bp@land, B97). Just under
onethird of the participants taught their mother tongue. Those individuals may be at an
advantage with respect to culture teaching, embodying the C2 (assuming they maintained

contact with it (Kelly, 2012)) and therefore providing studevith more experience of
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the target culture. But nativeness alone is not necessarily sufficient, as a culture is not

lived the same way by all members (Ghanem, 2014) and no one person can know

everything about a culture (Kramsch, 1998b; Liddicoat, 20@8&)) their own. Teachers

of EAL or te reo MUor i -tangueteachersand bding native al f
to the dominant cultures could mean a risk of having little personal experience of

intercultural contact, or even of language learning (Byeaad., 1991; Jedynak, 2011;

Manjarrés, 2009). Howevele w Zeal andli ive r 3 efpsanlgydi on (
Bedford, 2012, p. )1 meaning many New Zealand teachers will be exposed to a variety

of cultures and languages, and ncapsequentlgxpect a rangef points of view. It isof

interest therefore, to consider how all teachers in the study, native t@®tbenot,

experienced other cultures.

Teachers reported high levels of contact with the target culture specifically and
different cultures genergil Research suggests that because of this, they should have a
broad understanding of their subject culture and of the nature of culture (Czura, 2013),
and be aware of and value cultural differences in intercultural interactions (Allen, 2004;
Byram, 1997; Yungs & Youngs, 2001). This bodes well for cognitions aligned with an
intercultural approach, but the means of contact will affect how valuable those
experiences wer e isme dquenomwheelevarfce apd uaefuimess i s moé s
(Prawat, 2009).

All teachers reported making some attempt to keep in touch with the subject
culture, most commonly via media generated in either the target language or in English,
and contact with native speakers living in New Zealand. Most reported having native
speakers visithe class but only half kept in touch with native spea&atsideof New
Zealand. For languages other than te reo and EAL, this represents a potentially reduced
extent of genuine interaction with authentic culture and its members, sources more
relevant ad up to date than some forms of media (especially texts or unauthenticated
websites) (Byram, et al., 1991; Sercu, 2000; Sercu et al., 2005). Visits to places that
practice the L2 and C2 are of particular v
boto m uMptok i(nson & Sohn, 2013, p . 669), repr e
value of experienceBfesta & Burbules, 2003; Valsiner & Van der Veer, 2000;
Vanderstraetnen & Biesta, 2008)isitors will encounter a variety of lived practices and a
range of perspectives as they interact in the C2 environmieatsignificant majority of
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participants reported having visited the target culture, although for some the visits were
rare or not reent. Infrequent travel to L2/C2 locations was a finding of the studies by
Sercu et al. (2005) and Czura (2013). That being the case for teachers with shorter
distances to travel and often comparatively inexpensive means of doing so, it is not
surprising bhat international visits were few and far between for teachers from

geographically isolated New Zealand.

The nature of contact with the target cult
familiarity with cultural aspects, and consequently the extent to whade aspects are
considered important in the language class (Czura, 2013). Mirroring teachers of all
countries in Sercu et al.é6s (2005) stwudy and
Risager (1999), the New Zealand participants rated highest fatpiliath the target
c u | t daity &féand routines, geography, school and education, and festivities. Those
same aspects were rated as the most important in the classroom, again replicating the
findings of the other studies. These are all overt culagpécts and are susceptible to
representing culture as facts (rather than processes), taught through content related to
information and things (Liddicoat, 2005). Te
have exposed them to overt culture and, giverisiery of language teaching
approaches (see section 2.5.1, chapter 2), their own language learning experiences were
not likely to have been conducted with an ICLT approach (if, indeed, culture was taught
at all). Also commonly used were other schoainedmaterials (e.g., doks, film, and
artefacts). Ownership by the school is relevant as they were likely to have been used year

after year, and were therefore at risk of not being current.

I n contrast, evidence of t edxwaslargelp awar ene
absent from the data. This is important because covert culture takes on significance in an
ICLT approach, aligning with pragmatism in seeking the information most relevant in
intercultural interactions (Baker, 2015; Liddicoat, 2008a; S&2002). It was the lived
practices of the target cultures with which participants reported being least familiar and
which were rated as being of | east iIi mportanc
relationship with New Zealand (recognised, in retrosecyg confusing item for EAL
and te reo teachers), racism towards the culture, the political system, working life and
unemployment, and environmental issues. These results aligned with Sercu et al. (2005)
and Byram and Risager (1999). Covert aspects drgypically presented in coursebooks
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(Sercu, 2000) and Deweybs description of p
to be best understood through personal experience of and engagement with the culture

(Biesta & Burbules, 2003; Valsiner & Van der&fe2000; Vanderstraetnen & Biesta,

2006) . The alignment in teachersd familiar/
from their endeavouring to become familiar with the topics they considered important;
alternatively, a topic could have been consdemportant simply because the teacher

was sufficiently familiar with it, or because it was covered in their own language learning
experiences (Feryok, 2010; Lortie, 20@&jares, 19925ercu & St. John, 2007). The

reported regular efforts to keep in tbuwith culture suggest that either the means of

contact were not good sources for covert culture or teachers were not choosing to seek out

that information.

Ryan and Sercu (2005) asserted that teac
of thetargetdut ureso (p. 39) in order to adequate
interactions. Sercu (2008tersoftened that language, stating that intercultural teachers
need to be fAsufficiently familiaro (p. 61)
adknowledged that New Zealand language teachers are not always proficient in the target
language (East, 2008), let alone the culture. Hope need not be lost, however. Other
research has emphasised that it is not possible for a teacher to know all ther®vg to
about a culture (Liddicoat, 2008a), making it more important for teachers to follow
pragmati smés approach of working alongsi de
reflect, and compare cultures to make their ownigeélficed discoveries (Byram dt,a
1991; Byrd & Wall, 2009; Dewey, 1938, 1915/2008, 1916/2008, 1909/2009; Prawat,

2009; Vanderstraetnen & Biesta, 2006). In this way, cultural knowledge is collaboratively
co-constructed, with the teachsraffolding the students as theyate the mateal to

their own experiencg®aniels, 2007; Davydov, 1995; Dewey, 1915/2008; Lantolf, 2000;
Lazaraton,2003) representingfipewagoégycohcpet sohal
(Prawat, 2009, p. 325l could be argued that a teacher would only need tiebply

knowl edgeabl e about the target culture i f
(LarzénOstermark, 2008, p. 54&)transmitting information to the students. Such an

approach carries the risk of the information remaining external to the |€haiohdicoat,

2011; Scarino & Liddicoat, 2013), belongingthe other(Roberts et al., 2001), and being
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provided from only one perspective. It cannot be said that a low level of familiarity with

the target culture is alone representative of cognitionsateatot aligned with ICLT.

Cultural familiarity could be associated with cognitions aligned (or not) with ICLT
if teachers felt insufficiently knowledgeable about the target culture to teach it. This was a
view expressed by teachers in other studies, (Bygam et al., 1991; Byrd & Wall, 2009;
Han & Song, 2011; Kohler, 2015; Larz&stermark, 2008; Schulz & Ganz, 2010; Sercu
et al., 2005). In this study, of those who reported teaching culture less than 50% of the
time, half recorded insufficient knowlee@f the target culture as a reason for doing so.
Those individuals believed that only cultural aspects familiar to the teacher should, or
could, be taught, corroborating Ryan and Ser
teachers to thoroughly understand¢ha | t ur e . Li ke teachers i n Byr
study, those participants appeared concerned that a lack of familiarity prejudiced their
role as cultural informants. Cognitions of that nature are not indicative of an ICLT
approach, nor are they alignedwh pr agmat i smdés-cemtmegdelhsi s on st
discovery (Dewey, 1938, 1915/2008, 1916/2008, 1909/2009; Guilherme, 2002).

6.1.2 Professional support

Professional support is available for teachers through language teacher association
membership, languadeaching literature, and resources provided by tivestty and

others. In pragmatisiterms, this allows for caonstruction of a shared understanding of
language and culture teaching through cultural transmission (Dewey, 1929; Garrison,
2009; Vanderstraen & Biesta, 2006). Twthirds of all participants were members of
professional language associations (the majority ofmembers were teachers of EAL

or te reo) and even more reported reading professional literature, although rates of
regularity variedvidely. Teachers accessing such support would be kept informed of
culture and culture teaching, assuming associated publications and meetings included
material of thahature However, professional development conducted by the Ministry

was focused on langge, not culture or ICLT (Conway et al., 2010; Richards et al., 2010;
Roskuvist et al., 2011) (corroborated by Phase 2 teacher participants). In addition, studies
involving EAL teachers, which may apply more widely, showed the more populated areas
of New Zaland to be better catered for in terms of local professional development
(Cameron & Simpson, 2002) and that EAL teachers often did not (or could not) take up

such opportunities (Haworth, 2003).
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6.1.3 Influences on cognitions corresponding with ICLT

The ICLT cognitions scale summed responses to cognition statements aligned with ICLT.

The higher an individual 6s score on the sc.:
align with ICLT. All but two participants achieved scores that fell on the ICL& gfdhe
scalebdbs midpoint of 45 (the | owessobmescore Ww.
cognitions about culture teaching that were consistent with ICLTtitwds were within

the quartile closest to the wholly ICLT end of the scale (hereéftee | CLT quar til

Considering the scale scores in relation to other variables revealed a number of
influences on a teacherdés cognitions. Fir s
scores on the ICLT cognitions scale and extent of familiarity @atrert culture but
interestingly, not overt culture. This result is not causal but suggests that an individual
consciously following an ICLT approach would be more likely to be aware of the
relevance of covert culture for ICC than an individual not folfmaan ICLT approach.

The same cannot be said for the relationship between overt culture and an ICLT

approach.

Secondly, scores on the ICLT cognitions scale correlated with membership to a
professional organisation (but not to reading professional mtdiee data indicated
that those with scores in the ICLT quartile were six times more likely to be a member of a
professional association; the four lowest scores were all achieved by individuals who
were not members of any professional associations. Aglinough a causal link cannot
be made, this finding suggests that either support offered by professional organisations
(e.g., training programmew/orkshopsand meetings) assists with development of ICLT
cognitions, or those with an ICLT mindset tendttend such events. Either way,
belonging to an organisation is likely to expose members to ICLT directly through
content, or indirectly through interactions with interculturaiinded teachers (Kelly,
2012). It would be worth explorinfgirtherthe signficance of this finding and the
speculation regarding its implications, as put forth here. The concern remains that some
teachers do not actively pursue professional development opportunities in language
teaching, whether it be by choice or contextual trairgs. Those who doot take up
avail able opportunities are |likely to be |
John, 2007, p. 54) and may continue to hold on to cognitions representative of more

traditional approaches (Edwards, 2008; Rainio, 2008
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Thirdly, ICLT Cognition scale scores correlated positively with language taught.
The 12 | owest scores were achieved by teache
representing 25% of te reo teachers, 38% of EAL teachers, and 19% of French teachers.
The data suggest that teachers of te reo are the group least likely to demonstrate
cognitions that correspond with ICLT; they were three times more likely to have scores
outside the ICLT quartile than within it. Teachers of all other languages represented were
either equally likely to score within or outside the ICLT quartile (EAL, French, German),
or more likely to score within the ICLT quartile (Spanish, Japanese, Mandarin, Other).
The EAL and te reo teachersoé6 | ow ndicatwg es on t
of issues related to teaching languages native to the environment, and/or a lack of
professional grounding and support in language education theory and methods. The
implications of this are noted in chapter 10. Reasons for a small proportioenchF
teachers scoring low on the ICLT cognitions scale are less clear in the data. The
significant majority of those teachers were members of professional organisations, more
than one third reported attending training in ICLT, and half scored withirCihEe |
guartile.

6.1.4 Cognitions mismatches

In many respects, participants produced seemingly conflicting cognitions. Some of the
conflicts could have been due to the wording of the question items. This is not a criticism
of the drafting, though, becausesérved to clarify contextual factors that influenced
responses. For example, related cognitiorestants differed in the moldeerb used:
compareleachers should present only positive views of the target c@itand CLT)

with Language teachers must pent a realistic, SO sometimes negative, image of the
target culture(ICLT). More participants disagreed with the former statement than agreed
with the latter inverse form. Based on extant literature, there are at least two possible
explanations for thisitference. Firstly, it could represent the notion of a differentiation
between abstract and concrete concepts (Birello, 2012; Mangubhai et al., 2005). The
former statement relates to what ought to happen in theory, wheresismitifsuggests

an ideal or abstract situation that allows for alternatives. The latter suggests a more
concrete application, with use wiust a firm obligation with no room for nen

compliance. Secondly, studies have suggested that teachers avoid cultusahtatpic

could cause conflict or disharmony in the classroom (e.g., Kohler, 2015; Larzén
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Ostermark 2008; Leeman & Ledoux, 2005; Oranje, 2012; Paige, et al., 2003; Sercu et al.,
2005; Young & Sachdev, 2011), perhaps making agreement with the ICLT statement
that the image presented must sometimes be nedalss desirable to some. The ability

to manage conflicting interpretations is a feature of I€&v@ir comprendrandsavoir

s 0 e n dByrgme, 1997), in particular), so it would be difficult to foster thslsés in

students without exposing them to situations that show a cultural view in a negative light,
whether it be their own culture or another. Dewey argued that avoiding engaging with
negative viewpoints amounts to the information being of limited asles and use
(1916/2008); the content being separated from itswedld application, where positive

and negative perspectives exist (1897, 1915/2008; 1909/2009); and, a missed opportunity
to reduce barriers and support moral and democratic educatidZ00%;see also

Guilherme, 2002).

The most explicityy\CLT cognition statements were (C18)s important to
prepare students for future intercultural encountansl (C26)The most important
outcome of language education is intercultural competehicee was a marked
difference in the degree of agreement with these two statements; more thamsesest
many participants agreeisyongly with the former than agreed strongly with the latter.
This difference in responses to two very similar statemadtsates two important
situations. Firstly, the results have shown that teachers do not understand ICLT;
consequently, they will not understand the meaning of intercultural competence, and
could even have interpreted it as excluding communicative comgetgacondly,
teachers appear to be interpreting the cur|
for communicative competence (Forsman, 2012; Stapleton, 2000), in which case,
intercul tur al competence would namt be the

i mportanto one.

This is not unreasonable given the language used tuthieulumdocument,
especially if the participant is not familiar with the curriculum guide and its promotion of
ICLT (Ministry of Education, 2013). According to Forsman (201r&) &tapleton (2000),
communicative competence is often construed as relating to fluency of oral performance
and ignores other meankmgaking elements of interactions. That could be the case here,
with participants reporting that curriculum had a focusimguiistic competence; were
they interpreting that as meanilagguagefocus, orasachievement in linguistic skills of

199



fluency, accuracy, and compl exinotlinguisiiche New Z
competence it is not explicitly intercultural eited but supporting documents expressly

dissuade an aim of natiike accuracy. Teachers could have been responding to a

perceived language focus of the assessments (Sercu et al., 2005), or expressing honest
cognitions that described their practices, astéachers in other studies (e.g., Han, 2010;

Richards et al., 2010; Roskuvist et al., 2011; Sercu et al., 2005; Woakigede, 2009).
Recalling Liddicoatdos (2005) axi sgenerélly over al |
speakingNew Zealand langage teachers are positioned nearer the cultural pole than the
intercultural one, and as such, have not moved from the position at the time of the New

Zealand research of Conway et al. (2010), Richards et al. (2010), and Roskvist et al.

(2011). This is nohelped by the absence of reference to ICLT (or iCLT) in the

curriculum document itself, resulting in a rather ambiguous situation. This matter is

considered in more depth in the Discussion (chapter 9).

Other cognitions evidenced traditional approaches.firit relates to evidence of
the belief that culture knowledge is principally gained through teacher transmission and
by addressing cultural matters that arise incidentally. This view does not support the
intercultural approach of exploration, reflecti@md comparison of cultures.
Furthermore, the view is categorically counter to pragmatism, which argues that meaning
is created through studeog¢ntred activity aimed at saliduced discovery of unique and
meaningful contributions (Dewey, 1916/2008). @adly, all teachers believed language
and culture to be intertwined, potentially indicative of an ICLT approach, but the strength
of that conviction was diluted by the prevalence of the view that culture teaching must
yield to language teaching when untlare pressure. For this sample, therefore, language
and culture were not so tightly intertwined as to be inseparable, and language was given
precedence. This supported the findings of Sercu et al. (2005) and others (e.g., Byrd &
Wall, 2009; Han, 2010; Kohl, 2015; Sercu & St. John, 2007). However, care must be
taken not to interpret this mismatch as an outright contradiction. For samsgy it
represent a view afulture as being on two levels, generic and differential (Risager,
2006), where language andtcwe are inseparable when considered generically in
relation to the human phenomena but can be separated at the micro or differential level to
ensure both aspects are understood in the classroom (see also Byram, 2012; Kohler,
2015).
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Bolstering the popularity of the traditional views, though, was the rating of culture
as one of the least important of the curricular areas, corroborating the findings of Young
and Sachdev (2011) and Czura (2013). An intercultural teacher would beliewre tm
be of equal importance to the linguistic skills, and in this study participants had the ability
to score all skillequally, if that was theippinion That occurred rarely, however, and
culture was rated higher than grammar only, with speakidgyacabulary being the most
favoured skills. The difference in ratings of speaking and culture might have arisen from
the curriculumds emphasis on communicati on
earlier linguistic approaches that aimed for naipeakerlike accuracy (where grammar
knowl edge was valued). Much has been made
terms of the two equally weighted strands of language knowledge and culture knowledge.
That balance, praised by Byram (2014), addressestCao et al . 6s (2004)
of explicit reference to culture in curricular documents leads to the interpretation of a
language focus. Although cultuieexplicitly mentioned in the curriculum, teachers of
this study (and others, e.g.astro etl., 2004;Conway et al., 201Q;uk, 2012; Sercu,
2006; Woodgatdones, 2009) described a reality of a language focus in examination
content and professional development, and a lack of support in culture teaching and
assessment. Perhaps the more reahdtigcnative is that the difference in the ratings
between speaking and culture reflects the dominant activity (Sannino, 2008) of teaching
the language dimension, a carryover from traditional approaches and washback from
assessments that test linguistidlskThis interpretation finds support in Sercu (2006), in
that ICC is viewed as peripheral to the more commonly accepted communicative

competence.

Replicating a significant finding in Ser
cultures was routinely caed out by the teachers in this study, as would be required in an
ICLT approach, but the emphasis was placed on finding differ@ntesn hanci n g
familiarity with what i s B acathethansimilarti€Sastr o
and they didnotencoarge refl ection of stwudentsé own <c
counterbalance. The matter of reflection warrants deeper consideration here, particularly
given the role it takes in pragmatism, with Dewey describing reflective thinking alone as
bei ng At r uDenveyeld@lD/2083, p. )e 0
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6.1.5 Reflection

The reflective element of ICLT is arguably the most patent difference between ICLT and

CLT. It is reflection that makes sense of the prafter- by providing the additional

cultural perspective with which toake multidirectional comparisons and through which

an individual is transformed (Kramsch, 2009; Liddicoat, 2005, 2011; Newton,

forthcoming; Scarino, 2014; Scarino & Liddicoat, 2009). Studies from New Zealand and

abroad have shown that reflection doesfnetat ur e strongly in teache]
in language education. The New Zealand findings are despite reflection being explicitly
specified in the Ministryéds curriculum guide
in Principle 3 of iCLT (Ministryof Education, 2013; Newton et al., 2010), and less
explicitly in the curriculum document itself
provides learners grounds for a belief and allows thechaim it as their own, not

something held unthinkingly (Deay, 1910/2005, 1915/2008).

A number of cognitions related to reflecti
culture. The majority of the participants agreed that language education should develop
refl ective under st andi n dglingottemdwn iddntiieseandt o st ud
own cultures, incorporate studentsd own cul't
to the influence of oneds invisible culture.
many of those reflectiefocused cognitionand other ICLTaligned cognitions, such as
the importance of teaching culture from the beginning, and of preparing students for
intercultural encounters and to accommodate differences. These positive findings suggest
that teachers could beintheprocess devel oping fia reflective m
p. 226). The real issue is whether that mindset is influencing their practice; that matter is

considered in the discussion of Hypothesis 2.

6.1.6 Overall Evaluation of Hypothesis 1

Teachers in this styddid have thoughts and beliefs that fit within an ICLT orientation.

Although not wholeheartedly ICLT in nature, the evidence suggested that the cognitions

of this group of teachers are in many respects aligned more with ICLT than traditional
teachingapmpaches, and certainly more than Sercu ¢
studies based on that survey. This is indicative of a hybrid approach (Mangubhai et al.,

2005), acting as a transitioning stage from earlier approaches in recognition of a new

political emphasis on culture in the classroom. This is particularly so for cognitions
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associated with teaching methods. Some cognitions, such as low levels of familiarity with
covert culture and not considering ICC as the primary objective, initially appeair ol

align with ICLT, but that was less cleant on closer inspection. Those cognitions could
equally be interpreted as suggesting that the participants may be willing to, or have

commenced upon, change towards ICLT.

The aspects that do indicate alitimnal approach among the majority are the belief
that most cultural knowledge is acquired through teacher transmission or incidentally, and
the |l ack of value placed on reflection on
conflict with exploration andeflection which are core principles of ICLT and central to
pragmati smés philosophy of educati on. Expl
comparison and discovery, the means necessary for educative knowledge, internalised
and able to be applied in fue transactions, as opposed to technical knowledge with little
meaning and retained onl yDewey 19652008, p.M4;, 0r ei gn
see als®ewey,1916/2008. For these reasons, those areas of misalignment carry some

weight.

In summaryijt cannot be said that the cognitions of New Zealand secondary school
language teachers emphatically support ICLT, but for the purposes of this study, it must
be concluded that the hypothésise a c her s 6 cublahguage andufiuse a b o
teaching do noteflect an ICLT approachisr ej ect e d . For this sampl
cognitions reflected an ICLT approach, at least in some respects. What is less clear is
whet her the participantsd orientation to t
further abng the axis towards intercultural (Liddicoat, 2005). Regardless, it is promising
to see evidence of teachersd perceptions o1
This suggests that with exposure to theory and methods in initial training andsjonodés
development, the movement from their current views and practices to a full ICLT position

might not be great and, therefore, need not be daunting.

The second hypothesi s, regarding the rel

practices and ICLT, isaw discussed.
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6.2 Hypothesis2: Teacher so r e pcolturé cladsrobomra nguag e
practices do not reflect an ICLT approach.

This hypothesis was generated from research that reported that teachers did not practice

ICLT in the classroom (e.g., Conway et &010; Jedynak, 2011; Larzérstermark,

2008; Luk, 2012; Sercu et al., 2005; Young & Sachdev, 2011). It was expected that the
teachersdé reported practices would character
extent to which their cognitions weeconsistent with ICLT. In this study, all participants

reported having full control or limited restrictions on the lesson content and teaching

approaches used in their language classes, suggesting that there were few restraints on

t eacher s 6 Tiftlaey dodesitech §he foldwing subsections describe reported
classroom practices that indicated tradition
(Mangubhai et al., 2005, p. 55), the first of which is the distribution of teaching time with

respet to language and culture.

6.2.1 Distribution of teaching time

Teachers reported on the distribution of their time as a ratio of time teaching language
and time teaching culture. The associated qu
(2005) studyand also was used by Han (2010) in China, and Czura (2013) in Poland, thus
permitting results obtained in this study to be compared across studies (and countries). In
total, nearly 70% of the New Zealand teachers reported spending more time on the target
language than the target culture. This is a large proportion but it is smaller than was the
case for the teacherstime studies bercu et al., Han, and Czura, in which language
teaching was favoured over culture teaching by 88.57%, 80.93%, and 9086t
respectively. At first glance, this imbalance appears contrary to an ICLT approach. It is
explored at greater depth shortly.

Unsurprisingly, those who reported an imbalance in time spent on language and
culture were found to make less use of ICIctiaties. ICLT activities involve
integration of language and culture, so those consciously practising in accordance with
ICLT should not report unequal attention to language and culture. Furthermore, a concern
from pragmatism is that separating language cultureand favouring one over the
other, risks splitting the content from the social context in which is it used (Dewey, 1897,

1915/2008; 1909/2009). Around a quarter of the participants reported teaching language
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and culture as fully integrated, wsuld be selected by practitioners of an ICLT approach.

This figure was significantly larger than the proportions of teachers reporting full

integration in Sercu et al. (2005), Han (2010), and Czura (2013) of, respectively, 6.89%,
13.66%, and 10%. It woulde wise, though, to consider the possibility that some

participants selected this response option because of a social desirability bias (Dornyei &
Taguchi, 2010), given the questionnaireds

remembered that these werevenfied reported practices.

Taken on its own, the response to this question would suggest that the majority of
New Zealand language teachers were not practising an intercultural approach. However,
there is risk in relying on one indicator as providinglence for generalisability of
findings (see Firestone, 1993; Polit & Beck, 2010). Sercu et al. (2005) themselves
recognised that it could not be known how teachers interpreted this question, particularly
with respect to the full integration option. Teachreporting full integration of language
and culture could have meant they do not discuss one without discussing its relevance to
the other, or they might have meant they discuss the cutidamguage (where the
primary focus is on language) or langeag-culture (where emphasis is on culture),
either of which desnot teach language or culture discretely (Crozet & Liddicoat, 2000;
Kohler, 2015; Risager, 2012).

6.2.2 Overt and covert cultural aspects

The three cultural aspects that were reported &t coonmonly practiced in the

classroom were festivities, daily life and routines, and school and education. These
mirrored the aspects with which teachers were most familiar and considered most
important (section 6.1.1 above), so it is unsurprising tlaahiers regularly introduced
those overt cultural aspects into their lessons. Similarly, the least practised aspects
replicated the aspects with which teachers felt least familiar and considered least
important (section 6.1.1); all were covert cultural aspeThis result is indicative of
teachers taking a more traditional culture teaching approach in terms of lesson content
and provides further evidence for teachers having a cultural orientation (Liddicoat, 2005).
Culture was incorporated into lessons, et tendency to keep to overt textbesigle

topics and avoid (actively or not) covert everyday cultural aspects suggests that the
participants did not demonstrate either an intéucal orientation or a pragmatisatlied

position.
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Twelve participantsaported avoiding teaching some cultural topics and of those
topics named (e.g., caste system, feminism, youth culture, immigration, sexuality,
nudity), all related to covert culture. Features of covert culture might come with conflict
and controversy, whitsome teachers sought to avoid, but they are arguably the aspects
that will be most useful and relevant (Dewey, 1915/2008; Prawat, 2009) to the
advancement of a | earnerds ability to mediat
Houghton, 2010, 2013; ddicoat, 2008a). If controversial or confrontational topics are
exploredobjectively individuals learn to decentre from their takien-granted views and
be personally transformed as they comedoupy a relativised C@ourdain, 1998;

Kramsch, 1993; Larzé®stermark, 2008; Luk, 2012; MardBromley, 1995; Morgan,
1993;Young & Sachdev, 20)1In this regard, reported practicesre generally
consistent with an ICLT approach with the significant majority reporting raxsihg to

avoid particular topics.

6.2.3 Culture teaching resources

The use of coursebooks and schowhed materials has been noted, along with the

potential for them to be outated and presenting culture as facts and information, and

therefore unlikelyto support an intercultural approactt leastvithout adaptation. Less

frequently, participants reported using their privataiyned items as culture teaching

resources. Iltems with personal significance better support exploration of cultures through

a @Rgogy of En cQGstermarke 2008, p( 342), axti®@ wontent is less likely

to be interpreted as external, static information about the other (Dewey, 1909/2009;
Liddicoat, 2011; Scarino & Liddicoat, 2013),
p. 118) to the learners. Teachers sharing their own cultural experiences is valued by

students as an authentic cultural resource (Byram et al., 1991) and in sharing, teachers
demonstrate they are taking the r(sedakso of Af el
Byrd & Wall, 2009). Unfortunately, only half of the participants reported treating items
brought to class by the students as a resour
(Kohler, 2015, p. 164) t o maes expdrienaes,maidng r el e
ontogenesedaniels, 2007; Vygotsky, 1978), crucial in the pragmatism philosophy of

learning Dewey, 1909/2009nd through which the learners come to know themselves

(Hol mes & OO6Neill, 2010; Keamnéryasfulti®ot 2) . 1t al
knowledge (PeasAlvarez & Vasquez, 1994; Scott & Palincsar, 2009).
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6.24 Assessment of studentsod cul tur al und e

Teachers6 responses and rationales about
indicators of their overall teaching approach. The clear majority-iftnvds) reported not
testing acquisition of cultural understanding, half of whom justified thithe basis that
culture assessment is not required by the curriculum. In fasteiquired by the

curriculum, to the same extent that language is assessed, actually, although the language
used is obfuscating:

The achievement objectives in the Commatian strand provide the basis for
assessment. The two supporting strands [language knowledge and culture
knowledge] ar@nly assessed indirecttiirough their contribution to the

Communication strand. (Ministry of Education, 2007a, p. 25, italics added)

Teacherdesigned internal assessment is best placed to assess culture knowledge,
especially given the perception that external examinations focus on the linguistic
dimension. The New Zealand curriculum is not prescriptive, and teachers are used to
designirg programmes to reflect curriculum objectives (East, 2012a). The Ministry
provides online support for language learning programme design (Ministry of Education,
2013). In fact, it igsherethat iCLT is promoted to its greatest extent. It is not the case th
ANCEA does n o t2/1t),easvame participanbstated3 Ardund 60% of the
NCEA grade is allocated by assignments designed by the teacher, so an assessment could

a .

be developed for cul tural understanding ad:

expectation that | anguage students at Lev

target | anguage expresses cultural meani n

Some participants reported a lack of expertise in culture teptisgiblyput off by
thedegree of subjectivity involved (Lazar et al., 2007) and the lack of comprehensive
assistance in this regard in the support resoukast & Scott, 2011; Forsman, 2012;

Guo, 201QManjarrés, 2009Paige et al., 2003; Scarino, 201Gpncern was also

expressed that assessment adversely affects the enjoyment and motivation that students
gain from cultural content. This correspo
did not assess cultural knowl edg®6)because
Others thought culture could not be meaningfully assessed separately from language, so

either did not need individual assessment, or included culture in all assessment. This
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response perhaps best representsofthe New Zea
communication with language and cultural knowledge being assessed indirectly through
assessment of communicative abilities. It would also align with ICLT, provided that it

involved dynamic assessment with an objective of intercultural communicative

conmpetence.

6.2.5 Practising ICLT

The ICLT Practices scale grouped responses to items that related integrating language and
culture, and represented cultural exploration, reflection, or comparison. The large

maj ority of parti ci p aidetofdshe scale, magamng thattheye on t he
practised many ICLT activities or practised some ICLT activities with high frequency. In

fact, scores from just over ottieird of participants were within the ICLT quartile. This is

an encouraging finding.he proporton of New Zaland language teachers that reported

practising ICLTFaligned activitiesvas largethanthat of the studies bSercu et al.

(2005) and Han (2010).

Scores on the ICLT Practices scale were positively related to levels of familiarity
with bothovert culture and covert culture. Research has established that those familiar
with a wide range of cultural aspects will possess (and appreciate the value of) more
advanced knowledge, skills, and attitudes (Czura, 2013; Youngs & Youngs) so it would
be expeted that teachers scoring high familiarity with ovarticovert culture were more
likely to practice ICLTFaligned activities (Sercu et al., 2005). Membership of professional
organisations once again featured, as did reading of professional material, both
correlating with scores on the ICLT Practices and ICLT Activities scales. Those engaged
with professional support were more likely than others to practice activities, consistent

with the emphasis of the importance of such affiliations in ICLT.

Moderate greement was reported for one statement that would appear antithetical
to ICLT practitioners: (P20)aim to assimilate students in the target culturbe
concern about this response is that it hints at teachers expectingspatakeiike
competence,aef t over from CLT. Il n Byrambés early wo
(Byram, 1997; Byram & Zarate, 1996, 199ifwas a primary intention to change the
goal from being natiwike to being an intercultural speaker. In ICLT a learneois

assimilated into the target, and does not replace their own language and cultural values
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with the L2/C2; rather, s/he develops competence in mediating between the languages
and cultures from the position of a third plakeamsch, 1993), the relativisedC

(Young & Sachdev, 2011)n addition, the Learning Languages area of the curriculum
(Ministry of Education, 2007a) made communication the focus rather than the former aim
for nativelike accuracy. This is clarified in the curriculum guide (Ministry ofigation,

2012) and embodied in iCLT Principle 6 (Ministry of Education, 2013; Newton et al.,
2010). Having an aim of assimilation, therefore, is not consistent with ICLT.

Closer consideration is given to two practices representing core principles of ICLT:
teaching the ability to mediate between cultures, and teaching the ability to explore
cultures. With respect to the former, ICC involves the ability to mediate intercultural
interactions, to predict, ascertain, and manage cultural rich points to faclitattive
communication (Agar, 1994; Byram, 19®yram & Zarate, 1997; Roberts et al., 2R01
The New Zealand teachers were divided in their views but the majority reported rarely, if
ever, teaching the ability to mediate between cultures, thus prgvidim evidence of
nonICLT approaches in practice. With respect to the latter statement, explasation
char act er i st iapproach to learning ané dneé of theddsstinctions between
ICLT and traditional teacherentred methods, allowing genuieegagement with the
material (Dewey, 1915/2008; Scarino, 2010). Once again, reports from the teachers of
this study varied in terms of whether they practised this indisputably ICLT appach
many reported rarely exploring culture in the classroom.alisence of exploration in
the classroom means the tendency may remain to essentialise people to their cultures and
treat culture as a set of static facts for transmission (Atkinson, 1999, 2013; Holliday,
2011; Liddicoat, 2005). In contrast, exploration giextes the expectation for students to
make new discoveries rather than passively absorb what Dewey referred to as pre
ordained information (Dewey, 1938, 1915/2008, 1916/2008, 1909/2009; see also
Jourdain, 1998; Manti8romley, 1995; Morgan, 1993).

6.2.6 Mismatches between cognitions and practices

I n some respects, cognitions and practices
Andrzejewski, 2009, p. 912). There were t wi
were more aligned with ICLT than their maped practicesvere separation of language

and culture and reflection. Each is addressed below, followed by discussion of the

possible reasons for the mismatches.
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Separation of language and culture

There was a range of differences in cognitions anctipess based on the separation (or
not) of language and culture. Although few teachers believed the linguistic dimension
should be favoured under time pressure, greater numbers reported doing just that in

practice. This suggests differentiation betweerebehbout abstract concepts (the

cognition was framed as what HfAought too happ

influenced by a range of contextwual factors

Il i mited teaching t i meietal, 20p5; RidBards,2008)o, 2012
Participants scored low levels of agreement with the related@ionh practice statement

(P16)I teach culture as a distinct subject arddis low agreement does not align with

the higher levels of agreement with cognitaomd practice statements relating to

separation of language and culture if under pressure. One possible interpretation is that it

is languagethat is taught as a distinct subject area, and that when cgliowelved, it is

in an integrated fashion, thiat by taking a culturén-language approach (Kohler, 2015;
Risager, 2012).

Reflection

Reflection can feature in at least two ways in an ICLT language class: the teacher models
reflection by objectively analysing Wieer own cultural viewpoint, and theusents are

explicitly encouraged to reflect on their own culture to aid cultural comparisons and
enhance intercultural interactions. From
the majority of the participants were aware of their own culturervibaching, but a

much smaller group reported that they critically analysed their own culture when

teaching. A significant positive relationship was found between these two practices. It
makes sense that those who critically analyse their culture areamare of their culture

at the outset. It is not necessarily so,
necessarily leads to critical analysis of it, and a lack of awarenkssean the absence

of analysis. So, for teachers to be good at modeléfigation they need to extend their
awareness of their culture by interrogating it from other viewpoints (Bagnall, 2005). A
good place for the teacher to start would be to consider how other cultures represented in

the class might view his/her cultural gas.

With respect to fostering students in the skill of reflection, more teachers reported

t

t

\Y

he

h o

that they provided opportunities for student
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reflecting on theiown culture. This may represent a case of not siact what they

preach, but it also evidences a lack of appreciation that the community includes the
teacher among the learners, as being open to transformation (Byrd & Wall, 2009; Lave &
Wenger, 1991, Scarino, 2014). However, the number of teachers pdrteceproviding
opportunities for students to reflect was markedly less than the number with cognitions
that valued the rule of a studentds refl ect
demonstrating ICL7aligned cognitions but reporting practices thpeared not to
correspond. Higher numbers reported providing opportunities for students to make
connections between the C2 and their own cultures and experiences. This step aids in
cultural comparison and, important in ICLT, puts some of the focus olastias

between cultures, as opposed to the more common emphasis on diffeDerfte2004;
PeaseAlvarez & Vasquez, 1994; Rowsell et al., 2007). It also supports pragymmedi S

belief inthe need to make learning relevant to the leafbewgy, 19381915/2008,
1916/2008, 1909/2009

Potential explanations for the mismatches

Although twaothirds of scores on the ICLTognitionsscale were within the ICLT

quartile, only onghird of scores on the ICLPracticesscale were within the ICLT

quartile. The Nes Zealand teachers behaved as their international peers did, with

practices being less likely to follow ICLT approaches than their more sophisticated

cognitions would suggest. Reasons for the mismatch postulated in other studies included

a lack of resoureeto support teachers in the practice of ICLT (e.g., Han & Song, 2011),
teacherso | ack of control over classroom c:
oriented curriculum and/or assessments (e.g., Young & Sachdev, 2011), uncertainty about

the practical application of an ICLT approach (Diaz, 2011, 2013; East & Scott, 2011,

Harbon & Browett, 2006), and lack of time (e.g., Sercu et al., 2005). These are all

external factors. That is, these are constraints imposed (or perceived as being imposed) by

ot hers on the teachersd practice. They rep
in the reality of the classroom, forming the concrete experibased context which

might hinder teachers in their application of the more abstract cognition8qBa@12;

Feryok, 2010; Feryok & Oranje, 2015; Mangubhai et al., 2005). Many of these contextual

factors were evident in the responses from the teachers in this study.

211



Participants reported moderate to high flexibility over both the content and the
teaching approach, in contrast to teachers i
practices were constrained by a linguistically oriented curriculum and assessevds,
the case in Young and Sachdevds (2011) resea
teachers were uncertain of how to teach (and assess) the culture dimension, a reason also
given by teachers in other Australasian research (Diaz, 2011, 2013; Eecit 82811
Harbon & Browett, 2006) on why ICL-&ligned cognitions were not implemented in

practice.

Sercu et al. (2005) found lack of time to be the primary reason why ICLT was not
practised despite teacher s6 werdtheipirmgpaless t o d
reason why the teachers of this study did not spend more time teaching culture, even if
their cognitions valued its role. Of course, time is not only needed to enact culture
teaching ideals, but also to attend training to develop skiltslture teaching,
subsequently adapt lesson plans to accommodate new approaches, and to evaluate
changesEast and Scott (2011) reported that many New Zealand language teachers were

Acautious about anything that might cause ex

Taken t@ether, practices related to core elements of ECkdflection, exploration,
and mediation of intercultural interactiégnsvere not frequently reported by the majority
of the New Zealand language teachers anthat respectesponses suggest that

practicegdid not represent ICLT.

6.2.7 Culture teaching activities

Teachersdé reports on the extent to which the
interesting patterns. All practised ICLT activities to some degree but the four least
commonly used were: (Bsking students to think about media images of the culture,

(2) asking students to refday intercultural situations, (3) discussing cultural aspects
about which the teacher feels negatively disposed, and (4) asking students to describe
their own culturausing the target language. These all provide opportunities for students
(and teachers) to connect more personally with the culture and in some cases, as
pragmatism recommends, engage with it (Dewey, 1915/2008). All involve interrogation
of the culture fron different viewpoints (Bagnall, 2005) to explore it, rather than absorb
transmitted information about it (Dewey, 1938, 1915/2008, 1916/2008, 1909/2009). The
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| ow frequency with which these activities
the cultureas something they could be a part of, which could transform them (Liddicoat,

2005, 2011; Scarino & Liddicoat, 200@)nd which they could transforrKiamsch,

2009; Scarino, 2014)

In contrast, the most popularly used ICLT activities were: (1) usinggee rain
media to illustrate aspects of the culture
culture with students, (3) decorating the class with cultural illustrations, and
(4) discussing cultural aspects that the teacher finds strange or fagrinakese
activities all engage the learners but can often emphasise differences, the strangeness of
theothewi t hout the correspondi ng (Jacksenp20a6,p. i ma Kk ¢
83). It is promising to hear teachers share their own experiences as a common practice, an
effective means of providing engaging and relevant information (Byram et al., 1991;
Dewey,1915/2008.

It is noted with interest that the most amenly used activities are the inverse of, or
in some way contrary to, those least commonly used. Althougledlsers reported that
they reliedheavily on media sources to illustrate the culture, they rarely chose to question
images portrayed by the medieachers regularly discussed strange or fascinating
aspects about the culture, but were less likely to discuss negative aspects. Rather than ask
students to role play intercultural situations, an experiential learning activity, teachers
decorated the c&gsroom with cultural images, keeping that cultural information external
to the learner. Teachers commonly shared their own experiences of the target culture but
rarely asked students to describe their own culture in the target language. The data
indicatedthat the teachers did not regularly promote reflection and learning more about
oneds own culture, as was also the case in
Song, 2011; Jedynak, 2011; Sercu et al., 2005).

Many of the ICLT activities, particulprthe four most commonly used, could also
be implemented as part of a more traditional teaching approach. It is the nature of
engagement with the material that is important for an ICLT approach. Using media and
decorating the classroom will only be trumgercultural if the information is interrogated
from different perspectives, considered objectively, explored deeply, and contrasted
against oneds own cultural viewpoint. Comp.

information external to the studentgth little critical analysis and no transformation of
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the learner. A teacher discussing aspects of the culture with respect to personal
experiences and feelings could characterise ICLT if those views are broken down for
objective examination, but if thexperiences and feelings are offered from an
ethnocentric perspective (i.e., they are strange because thdifferent to my view),

they couldequally represent a teachmantred nodCLT approach.

6.2.8 Overall Evaluation of Hypothesis 2

Relating thisnformation to theseconchypothesid Teacheréreported language and

culture classroom practices do not reflect an ICLT appfbaddw Zealand language

teachers did engage in practices that reflected an ICLT approach but, as was the case for
their cognitions they did not do so wholeheartedly. Some shared their own experiences of
the culture, took opportunities to integrate culture, and created opportunities for students
to consider their own cultures, all practices aligned with ICLT. There were a number of
practices employed that could be treated as either intercultural or traditional, depending
on the particular ways in which they were implemented in class. Without further detalil, it
is not possible to confirm the stance the teacher took in such cases. aherea that

merits additional study.

There were, however, clearu t i nstances where teachersbo

suggested traditional approaches. Of concern is that this meant fundamental elements of
ICLT went unpractised. It was primarily overt auk that featured in the classroom,

rather than covert cultural aspects which would be of most use in an intercultural
interaction (Baker, 2015; Liddicoat, 2008a; Sercu, 2002). Teachers aimed to assimilate
learners into the target cultures, and reporteédastering skills to mediate between

cultures, not assisting with cultural exploration, and neither supporting nor modelling

critical refl ection on oneds own cul ture.

somet hing of a nhlL.y2005,ipds6) agpidaecmad ICLT halthbugle t  a

whether this was intentional could not be ascertained.

Consideration was given to whether there was any distinction between content and
method; were teachers more likely to take an ICLT approach in one oh#@ titcan be
seen that methods were a mix of traditional and ICLT: teachers seemed comfortable with
studentcentred activity and comparison (ICLT) but less so with exploratory and

reflective practices (nelCLT). Content, though, often retained a langu&ocus, and
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culture that was integrated amounted to mostly overt aspects (Byram & Feng, 2004; Sercu
et al., 2005) with few opportunities for genuine engagement with, and exploration of, a
target culture perspective (ndGLT). In other words, often studenwere taughébout

culture rather tham it andthroughit (Roberts et al., 2001).

These results support those studies that have demonstrated that teachers have an
appreciation of the value of culture in the language class, but in practice, cultaresrem
secondary to language, and integration is g ,Byrd & Wall, 2009; Diaz, 2013;

Lange & Paige, 2003; Manjarrés, 2009; MarBl®omley, 1992; Oranje, 2012; Oranje &

Feryok, 2013; Sercu et al. 2005). This represents the aldstrantrete divide, invhich
contextual circumstances hinder the carryi.
uncertainty about how to practice integration, exploration, and reflection in the classroom

was a significant impediment to enacting ICLT beliefs and implementi pr agmat i s mo

theory of learning.

Although the reported practices of New Zealand secondary school language
teachers do not emphatically align with ICLT, it must be concluded that the hypothesis
Teacher 6s r e p oaulture dasdroem acteagoenot aefledt an ICLT
approachi s rejected. The data from this study
reported classroom practicéisl, to some extent, reflect an ICLT approach. Overall,
though, they appear to be working from a hybrid, or pertrapsitional position. For
some, this might -dawe ambidmé¢ @ amer ai dcudf t
theoretical wunderstandings... refined throl
al., 2005, p. 58). However, as the upcoming discussittypbthesis 3 reveals, it seems
more likely to be the coincidental development of thoughts and practices consistent with
ICLT without necessarily understanding the theory, principles, and methods of the
approach. Regardless, this suggests that the progeess of t eachersdé ori e
cultural to intercultural will not require overwhelming and-péitting change. fie third

and final hypothesis relating to Phase 1 is discussed next.

6.3 Hypothesis 3: Teachers do not demonstrate awareness of ICLT as
an approach to teaching language and culture.

Responses to Hypotheses 1 and 2 provided evidence that the teachers in this study

demonstrated some cogniticsussd some classroom practices that were consistent with an
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ICLT approach. That does not necessarily mean they were aware of, and consciously put
into practice, | CLT theory and principles. H
of ICLT as a teachimapproach.

A single item was used to explore this hypothesis, asking participants if they had
heard of ICLT, and if so, whether they were familiar with its prires@nd whether they
practised the approac@iven that many teachers reported thinking and working in ways
that accorded with ICLT, it was surprising to obtain the rekalttwo-thirds of the
participants reportedeing unfamiliar with ICLT. The onthird who reported awareness,
understanding,ra practice of ICLT is larger than the proportion who agreed with
cognition and practice statements fundamental to ICLT. (There could have been a social
desirability bias at play, or it is possible that those participants do not practice ICLT
wholeheartedl.) For example, less than otierd agreed strongly that they taught the
ability to explore cultures and only 11.8% agreed strongly that they taught the ability to
mediate between cultures, both important ICLT practices. Most telling was the result that
only 20% considered intercultural communicative competence, the fundamental objective
of ICLT, to be the most important outcome of language education. There was a positive
correlation between awareness of ICLT and scores on the ICLT Activities scald. In tha
respect, there was a clear association between cognitions (awareness) and practices (ICLT

activities).

Just over on¢hird of all participants reported having participated in training that
had exposed them to ICLT, most commonly as part-sEmice préessional
devel opment courses or workshops. This suppo
professional development opportunities are an appropriate means of developing ICLT
understanding in practising teachers. Indeed, professional affiliation and reading
professional literature positively correlated with ICLT awareness. Those aspects are
within the reach, and control, of any teacher. There was also a positive correlation with
teaching experience, indicating that with time, awareness of ICLT might develop wit

an individual.

Research has highlighted the importance of ICLT being included in initial teacher
education programmes (e.g., Bastos & Araujo e Sa, 2014; Byrd et al., 2011, Kelly, 2012,
Peiser & Jones, 2013; Schulz & Ganz, 2010; Woodgabtes, 2009)ral pragmatism

would require that such exposure allows student teachers to engage with, test, and reflect
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on the content. Thus, the content will be internalised for future application and amount to
more than simply technical knowledge (Dewey, 1916/2008ly €r participants

reported that ICLT instruction had been part of their original teacher training, despite

some 16 individuals having had teaching careers of four years or less, that is, since ICLT
(and iCLT in particular) became a feature of the Newl&eheducation system. The fact

that four of those six actually trained more than 15 years ago has already been mentioned
as suggesting a response bias might be at play for some. It is possible, therefore, that only
two participants were actually exposedl€LT in their teacher training course. This is of

concern and will be discussed later in the Discussion (chapter 9).

Of those teachers who claimed to be aware of ICLT, the majority believed the
practice was encouraged in New Zealand by the Ministryegsmnal bodies, and
through the literature. Some of the responses came across as being unsympathetic towards
those who reported not having heard of ICLT, making emphatic references to the
curriculum, other Ministry documentation, and availability of fimgdfor associated
professional development. If this were so, how could there be such a large proportion of
participants with no awareness of ICLT? It could simply be a case of once thmglea
been noticed it is recognised more often, so appears moagneto those already
aware of ICLT. It could also represent a divide between teachers who patrticipate in
professional development and therefore have the chance to engage with ICLT theory and
practices and internalise them as their own (as Dewey wootileage), and those who
do not, or cannotake upthose opportunities. Some of those aware of ICLT sought to
further their knowledge of the approach, with Ministry published or endorsed materials
being the marginally preferred means of doing so. Partitspso accessed resources for
ICLT-based activity ideas and materials but were more likely to gather this information
from general websites and through collaboration with colleagues than from Ministry
sources. It is not known how many participants wevara that the online curriculum
guide for Learning Languages features the principles of iCLT and provides activity
examples to incorporate them within the learning programme (Ministry of Education,
2013), but such low levels of awareness of ICLT sugghstsaisourcés not being

regularly, or fruitfully, accessed by practising teachers.
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6.3.1 Overall Evaluation of Hypothesis 3

It is clear that awareness of ICLT is low in practising New Zealand language teachers. A

large group has no awareness at all,fan@nother sizable number the full extenttogir

awareness is having heard the name. For those participants, any exposure that they may

have had to ICLT appears to have served no educative value (Dewey, 1910/2005). It is

evident that steps mustbetakem® i ncr ease New Zeal and teacher
ICLT if the Ministry and scholars continue to promote the approach. Unfortunately,

despite the lapse of time since ICLT, and iCLT specifically, were introduced into the

educational system, there seemsduehbeen little advance on the reports from the other

New Zealand studies. The passing of time means that ICLT can no longer in good faith be
describedasame mer gi ng area in New Zealando (Conwa
emerged, but without the notiof many.The results, then, do not support the rejection of

this third hypothesis. The majority tfachers do not demonstrate awareness of ICLT as

an approach to teaching language and culture

6.4 Overall Summary

It was found that the participants catesed culture to be important in the language class,
and intertwined with language, but rated it as being less important than most linguistic
skills, and reported favouring the language dimension in practice. This is characteristic of
cognitions from a mfessional perspective being at odds with, and dominant over,
personal beliefsAgee, 2004Birello, 2012;Davis & Andrzejewski, 2000 Professional

beliefs can be associated with tested and trusted core beliefs and dominant activities
(Sannino, 2008) anith this context, they emphasise the language dimension. These
conflict with and also overpower personal beliefs, which may be peripheral and more
theoretical, as represented by the+dominant activity of culture taking a central role in

the classroom.

The participants demonstrated cognitions that either agreed slightly with many of
the ICLT cognition statements or agreed strongly with a few, and ICLT practises were
either occasional for a large number, or regular for a few. In many ways, New Zealand
lanppage teachers are heading in the right dir
di sposedo (Sercu, 2005, p. 10) . Pragmati sm w

professional development with opportunities for engagement with ICLT theory and

218



practices, ad time to reflect, judge, and reason on it with support from concrete examples

and evidence of benefits. In this way, the meaning of ICLT, in terms of its relevance and
usefulness in teaching languages and cultures will be created, tested, and amfjusted f

future transactions (Biesta & Burbules, 2003). ICLT could shift to being a core belief, not

held unthinkingly,nternalised tagyuide future practices (Dewey, 1910/2005). The
responses from this study suggestaniChTat t he
approach without significant changes in ways of thinking or behaving, subject to access to
professional development and supporting resources, and exposure to the theory in

practice.

This concludes the evaluation of the hypotheses of Phase 4 stiity. The next
chapter presents the findings from Phase 2, the classroom work on cultural portfolio

projects.
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CHAPTER 7 7 QUALITATIVE FINDINGS
7.0 Overview

This chapter presents the findings from thelass intervention of the cultural portfolio

project (CPP) task, implemented in three classes as Phase 2. The steps of the CPPs were
outlined in the Methodology (chapter 4). This phase comprised qualitative research using
data collected during the classroom work and from interviews. The data werseahal

with the three research questions in mind:

1 To what extentdthet eacher sé6 cognitions about the C
approach?

2 To what extentdthet eacher sé6 and studentsd practice
approach?

3 To what extent do CPPs enhaiticet e acher sé awareness of | CL
approach?

Data from the following sources are incorporated within each section of this
chapter allowing triangulation of perspectives for each step of the project:

) PreCPP planing session with each teacher;

(i) Field notes based on observations of the CPPs in practice;

(i)  Reflection sheets completed by the students as part of the CPPs;
(iv)  PostCPP semstructured class discussions;

(V) PostCPP interview with each teagh

The findings are presented as a chronological report of the implementation and
evaluation of the CPPs. Firstly, data relating to the initial planning sessions with each of
the three teachers are described. From there, the findings progress thrquglttbal
application of the projects overthede e k t er m concl uding with tea
the CPPs. After initially deliberating on presentation by theme and by case study, this
chronological framework was settled on because of its clarity lectefg the

operationalisation of the activity over ti me
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over the course of the study. Accordingly, the findings commence with the initial contact
with the teacher participants and the formal planning sessitrese much of the

practical implementation of the CPPs was negotiated.

7.1 Recruitment and planning sessions

All three teacher participants volunteered to be involved in the project at a presentation |
gave to the local branch of the NZALT. To follow ap that initial expression of interest,

I met briefly with each teacher to give them a general idea of the project so they could
confirm theirdesireto participate. | specified the steps that were to be consistent across
all classesgeesection 4.3.1, ltapter 4), emphasising that the details of the
implementation of each step would be determined in collaboration with the teacher, in a

planning session.

The planning sessions were held at the respective schools at times selected by the
teachers. The schel@, presented in Table 7.1, shaweshort time between the planning

session and the first classes, for Ada and Helene especially.

Table 7.1
Schedule of Planning Sessions and First CPP Classes with Teacher Participants

Teacher participant Planningsession First class lesson
Craigi City School Monday 14 April Tuesday 6 May
Ada’i Greenview School Thursday 1 May Monday 5 May
Helenei Muirside School Tuesday 29 July Thursday 31 July

| took to the planning sessions four documents | had prepared to assist the meeting,

namely:

(1) A tentative and simple timetable for the steps of the project. A timetable was
finalised by the end of each planning session, but in all cases it remaixiétefto

accommodate evathanging schoelife.
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(2) An example reflection sheet. This was offered as one method for students to
generate critical and explanatory notes on each research session. It is discussed later

in this chapter.

(3) Alist of the maters on which decisions needed to be made before the first lesson.
These included aspects such as the extent of my involvement in the lessons, the
met hod used to generate hypotheses, the n:
findings, access to na@speakers, presentation of findings, and other similar

details.

(4) An explanation of how the project could be dynamically assessed (Schulz, 2007,
Su, 2011). It transpired that this information was unnecessary because none of the
teachers wanted the C&per seto be assessed. This was summed up by Craig,
ATheyodre asses wwys uboj edceta.t hT hheeyr edonnt need
mar ks | don 6 t512), and meldid no{ b&Elieve bislsfudents needed
grades to motivate them. Elements of tH&PG were adapted for assessment,
though, as discussed elsewhere in this chapter.

Completed examples of first three documents are included in Appendix N. These
documentsactedas meditational tools to frame the planning sessions. Working through
the decsion list, in particular, facilitated the detailed application of the CPP in each case

to suit the particular needs of the students and the objectives of the teachers.

Although five steps of the project were consistent across the classes, the ways in
which those steps were implemented in each class were uniquely developed in
collaboration with the teacher. Collaboration was important for two main reasons: (1) it
enhanced the teacherd6s engagement and | evel
value asa professional development tool and a means of influencing their beliefs and
practices (Diaz, 2013; Guskey, 1986; Pajares, 1992; Scarino, 2005, 2014; Sercu, 1998);
and (2) it allowed the CPPs to be designed to fit the unique environment of each
classroom siteachers shared the individual needs of the students (Davydov, 1995;
Dewey, 1897, 1938; Ministry of Education, 2007a; Newton, forthcoming; Oranje, 2012;
Timperley, 2011). It also improved the quality of the activity, as teachers could reveal my
blind spds in the design and practicability of the project (Sercu & St. John, 2007).
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In these sessions, the teachers settled on class of students they wanted to involve.
Their decisions were based on a range of matters, but for Ada and Craig it primarily
relatedto the nature of assessment expected for each level of NCEA, the national
secondary school qualification. Ada and Craig both saw that the presentation of findings
stage of the CPP could be in the form of a speech, a required assessment for Year 12
(Level 2 NCEA. This decision was bolstered by the fact that the timing of the project
(Term 2) fitted well with the due date for the speech assessment (end of Term 2). Craig
taught a combinediass ofYears 12 and 13, so it was necessary that the project could be
adapted to subothNCEA Level s 2 and 3. Because Hel en
later, her classes were at a different stage in the assessment year, so other factors led to
her decision to involve her Year 11 French class. The length of period bigtr thve
project could be carried out was flexible, provided all steps of the CPP were
accommodated; all three teachers suggested aéagth run (9 weeks), with project

work one class period per week.

All teachers singled out particular students indlass who had unique
characteristics that could shape the project, evidence of their understanding of the
i nfluence of their studentsd ontogeneses (
it was to acknowledge students as being funds of knowldRkEgseAlvarez & Vasquez,
1994; Scott & Palincsar, 2009), such as Cr .
valuabl e contributions having just returne:q
description of Tom as being more advanced and more donim#én& classroom. In other
cases, it was to emphasise the diversity in the class. Craig mentioned Jacqui as having
Aspeci al needso (CPS31) that could mean th
int erestingo (CPS33). Hel ene.dtmcluBedvogirisonc!| as s
exchange from GermaflyMalene and Marghand al t hough Muirsi de w
school, Adrian attended Hel enednshissubjecnc h c |
choicesat his school. In addition, two girls (Anya and Kellygdhearning difficulties.
With this knowledge of the diversity of their classes, the teachers were in a position to
mine the social and cultural knowledge of the classroom, characterising the revised

principles of iCLT (Newton, forthcoming).

This knowledg of their students had an impact on how the first step of thedCPPs
hypothesis generatiénwould be carried out in each class. Craig and Helene believed
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their students would be comfortable generating hypotheses by brainstorming as a class
and sharing thepreconceptions as they came to mind. Ada anticipated that Tom would
dominate such a session, so stipulated that time be provided for all students to write down
three preconceptions, after which each would share at least one with the class.

The extent to Wich the target language would be used in the CPPs was discussed
with each teacher. Ada considered the CPPs would have a low focus on German
language, making them less cognitively taxing and therefore suitable for the last class of
the day on Mondays. Cgithough, took a more expansive approach in the planning
session, thinking about how language could be incorporated within the basic CPP
framework: Al think we can do | ots of | angua
ot her t hi ngsCP$lda14d). li appeasshatvCenig saw potential for the
CPPs to be a foundation activity upon which he could build his own class objectives. As
will be seen later in this chapter, however, there is no evidence of this happening in

practice.

Presenting thefindings as their speech assessment would require output in
Ger man from Adadés and Craigbs student s. Il n h
teaching languagfcused lessons near the end of term to prepare the boys for their
speeches. Psoning foothis wAsdthatait svasher first year teaching at
Greenview and she considered the Year 12 students to have lower language proficiency
than she would expect if she had taught them from the outset. Other avenues for use of
German were discussedchuas searching German websites and texts, interviewing
native German speakers in German, and/or translating interview answers into German.
These are all authentic applications of target language generated by the context of the
CPP (Abrams et al., 2006; [@# et al., 2001), an objective of the New Zealand
curriculum (Ministry of Education, 2007a), a principle of iCLT (Newton et al., 2010), and
genuinely educative (Dewey, 1916/2008). Craig, in particular, made regular mention of
the importance of activitedlsei ng aut hentic, for example, #fAlf
it, then yeah, l 6m into ito (CPS127), which
(2011) report.

It was Hel enebds usual practice to expose |

although she remarked that many would be happy to use English in the CPPs. Initially
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desiring all research and findings to be carried out in French, Helene alteredhber sta

with recognition that Year 11 students are
it 0o (455 82hé &vised she would prefer her students to try to put things in their

own words and would be satisfifedt we tthwdFo a
(HPS248250). She intended to cover the language with students as they worked on the

CPPs, managed so as not to affect their focus or feeling of ownership of the project.

All teachers confirmed at the planning session that the students auddiccess
to native speakers who could serve as interviewees, a primary source of information for
the hypothesis testing step. Ada was herself a native speaker. She worked closely with
Greenviewbs other teacher of AGtedithedlER Suse,
German language assistant, would be present on alternate weeks. On the opposite weeks,
Astrid would attend City School. Helene was particularly keen to make use of native
speakers, something she already did when possible because theysiffer from being
outdated or irrelevant; whereas,s dmboklsdo cou!
(HPS350) (as noted by Abrams et al., 2006; Byram, 1991; Luk, 2012; Sercu, 2004a;
Sercu et al., 2005; Schulz & Ganz, 2010). Helene had contapishigr exchanges to
France, she knew a number of native speakers in the city who could visit, and there was a
French student at Muirside School who could come to class. In this way, Helene was
mining the social and cultural knowledge of her community $esViCLT Principle 1
(Newton, forthcoming)).

Craig and Ada quickly settled on internally assessed output in German as the
met hod for presentation of findings. Il n Ad.
could be a speech or a conversation. Ag@iraig emphasised the value he saw in using
the CPP findings as affording a real purpose to the speeches and conversations, giving the
students a figood reasono (CPS491) for doi ni
into practice, consciously oot, Principle 2 of iCLT (Ministry of Education, 2013;
Newton et al., 2010). Helene, though, was not yet certain of how the presentation of
findings would occur. Although Year 11 (Level 1 NCEA) assessment had a speech
requirement, it was only simple, onenute long, and usually about the students
themselves or another topic they knew well. | raised the possibility of a poster (Allen,
2004), which Helene liked. She also considered a PowerPoint presentation and a speech
in English, but in which studentssh&@a d s ome French | anguage, arn
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make | i ke a |ittle dictionaryo (HP472) of |
mindful of the range of proficiencies in her class conscious that some students might use
language that was too complied, and therefore not useful, for others. She chose not to

settle on the method of presentation at the planning session.

Based on the recommendations of earlier CPP studies (Allen, 2004; Byon, 2007;
Delett et al., 2001; Su, 2011) the project includelbetibn sheets for students to
consolidate the information found in a research session, consider the impact of the
information on their hypothesis, and reflect on whether the findings were similar or
different to their own cultural perspective. | presergettaft reflection sheet as an option
for recording and annotating each search session, and mentioned other possibilities such
as written summaries in the target language presented as different genres (e.g., postcard to
a friend, annotated bibliographyll teachers were satisfied with the reflection sheets
and saw particular value in them lasing easily accessible records of findings and
providing structure (especially Ada, who believed her class of boys worked best with
structures and plans). Ada sugtgzl the sheets could include a requirement to write two
or three sentences in German about findings from each session. (This is raised again
|l ater.) Craig said he coul-286)fowmdudéka s omet hi ng

language component. (He did nat sb in practice.)

Craig and Ada agreed it would be worthwhile for students to submit the reflections
for feedback on a regular basis. However, as discussed later, that did not transpire in
operation, a matter | ment iemesavdaluem Hel enebs
dynamic assessment and suggested itaidter than base it on submitted reflection sheets,
shecoulddo it orally, sitting alongside the students as they completed their reflection.
She also saw value in creating regular opportunitiethostudents to share findings,
such as taking a few minutes at the end of the lesson to ask if anyone had something

interesting or useful to share. (This did not occur in practice.)

Craig and Ada both recommended electronic means supporteddygle Docgor
reflection sheet completion; their classes were used to this facility. Helene had recently
experiencedsoogle Docsand she wanted to offer that option to her class. All teachers
confirmed that their students would have access to computers, a necessary resource for

searching websites if not for reflection completion. At Greenview School, all students had
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their own lapops; at City and Muirside Schools a pool of laptops could be booked for

class use.

There were some early responses to the C
their own cultures. Helene demonstrated awareness of the value of this, raisingfit hersel
as | described how tHéonversityAcross CulturegMagee, n.d.) discussion cards could
be used for the first lesson (detailed later). She recognised the value of the cards in getting
students to think nidoe$¢ HfPahalr )dhmghtypeeint i n my
different?how it might be simil&#®0 ( HPS67) . Thi s is indicati v
intercultural orientation in this respect (Liddicoat, 2005) and having an understanding of
culture as a verb (Roberts et al., 2001), as dynamic practices asafNayng
(Liddicoat, 2002, 2005). She saw the need to be aware of similarities and differences
between the C1 and the C2 (Barro et al., 1993). In contrast, Ada did not express value in
the studentsd consideri ng tsheeelievedahatrstepc ul t ur
of the CPPs to be a hindrance to learning sufficient language for the speech, taking up
|l essons that should be devoted to the | ang
reflection on their own c altomaticallyanyaay, t hat i
arenét they?0 (APS835), saying again | ater
back on, well this i s -845). Thisappearstosuggestthdtat |
Ada took a chiefly cultural (rather than interculturafleatation, and that although she
expected comparisons to be made, they would be done without criticahseéness,
without the learner being transformed (Dewey, 1909/2009; Liddicoat, 2005, 2011,
Phipps, 2003; Scarino & Liddicoat, 200@ndwithout rehtivising their Clandentering
a C3 (Byram, 1997; Crozet et al., 1999; Dewey, 1910/2005; Jordan, 2002; Kramsch,
1993; Newton et al., 2010; Wilkinson, 2012). This approach runs counterNhe
Zeal and c ur rracanméndatongfer exglieitccaapson between cultures
and | anguages and devel opmentMimnstryon fAacti v
Education, 2012ection 5, para 6). Without critical selfvareness the ICLT competency
ofsavoir Bgram Paryvelirgo undeveloped.

All three teachers considered it appropriate that | was the primary facilitator in the
first lesson to establish the purpose of the project and stimulate the integration of culture
in their lessons, but that they would also contribute, particularly with resptwe
hypothesis generation step. All were motivated and positive about the start of the CPPs.
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Craig ended his planning session by saying t

in conjunction with everythitrmng (€2 1t9hat wed

7.2 First CPP classes

| facilitated the first lesson at all three schools, following the same format in each. After

introducing myself and describing my research area (and defining linguistics), | asked the

class about their understangiaf culture. Immediate responses from the Year 12 and 13

students of City and Greenview Schools suggested a rather broad perspective that

reflected everyday values and behaviours, or culture as practices (Liddicoat, 2005). Frith,

aYear 13 studentofGeeemn at City School said culture wa

(CFC14) . I n the Year 12 German c¢l ass at Greer
peopleo (GFC12) and Tom contributed, AThe wa
placeso (GFCébythndgon(GBEE€1@éy. I n the younge
Muirside School, though, only Holly responded, saying culture was food and

celebrations. With some direction from me, the conversations all eventually suggested

some recognition of individuals beimgembers of multiple cultures, associated with their

ethnicity, their citizenship, the school, the classroom, the language classroom, and so on.

TheConversityAcross Cultures ar d s ( Canvemiycfatredrs o) f or med a
significant part of this first ssion. Created by Magee (n.d.), a New Zealand educator, the
cards are conversation starters about diversity (see Appendix O for examples, included
with permission). Taking advice offered by Newton (J. Newton, personal communication,
29 November 2013) th#tcould be beneficial to start the project off by first directing
students to their own culture, and to the potential for generalisations to be made about it,
we considered thre@onversitycards from the perspective of the dominant New Zealand
cultures.The scenarios were: (1) holding hands in public, (2) looking at someone in the
eye, and (3) women taking their husbandds | a
highlighted that there was rsingleanswer for each situation. A number of aspects about
each topic arose, including the following:

Holding hands in publicConventionally acceptable for parents and their young
children, couples (although rare and Atacl

hands, and most were uncomfortable with their paresitBrig hands), and as a
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comfort gesture (but two heterosexual males holding hands for comfort was not

conventional).

Looking someone in the ey&cceptability reliant on duration of the look and the

context. Some disagreement in conventions. For exampéarimanded by the

Principal some said they would look him/her in the eye, and some said they would

|l ook at the ground. (This could be influ
some Pasifika cultural conventions, which consider direct eye coatsigiify

chall enge, an awareness arising from New

Women taking hus b a.lCdninmsn, noanaletraditionalymatar i a g e
matter ofshouldbut cart connotations of Mrs, Ms, and Miss; what name children
take;adven of husband taking wifeds name. Tol
cul ture, #fAlt | usisacgltare o setthingss butostil pdopleadd t h e r
it differe220)) yo (GFC219

With the next two cards, the classes were asked to share some of the different
cultural perspectives théyad hearaf, in order to appreciate the existence of a range of
alternative viewpoints. The two scenarios were (1) waiting in line, and (2) meal time
rituals. Awareness of alternatives for waiting in line was limited to queuing, pushing in to
a gueue, and swarming in together. The card based on mealtime rituals, though, generated
a rich range of cultural alternatives related to: who can eat firstd losisage, gender,
social role, etc.), who serves whom (gender, role, seating position, help yourself, reaching
across food/people), where the meal is eaten (at a table, on the floor, in front of the
television, gender division), utensils used (fingerspskioks, spoons), acceptability of
noises (talking, slurping, burping), shared dishes/ individual servings, finish whole

serving/leave some on plate, second helpings, and more.

The third use of th€onversitycards was to prime the students for their
premnceptions about the target culture specifically. The following matters were raised
about the target culturedbés viewpoint on: (
disrespectful or rude, structure important, depends on relationships), (2lyheress
kindness (upfront but not unkind, dishonesty interpreted as unkind), and (3) conducting
greetings (handshakes, hug, cheek kisses, gender differences, use of titles).
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Use of theConversitycards supported the developmensavoir étre(Byram,
1997), encouraging curiosity, openness, and relativising the C1 with other cultural
viewpoints. These general cultural discussions lasted for approximately half of the lesson
and set the scene for a project based on culf@achers and studem®re keen

contributors.

The second half of class was devoted to the generation of preconceptions about the
target culturesvhich wouldbe treated as hypotheses in the CPPs. Students were asked to
state things they knewhought they knew, or had heabout the target culture in a class
brainstorming session (Craigbs and Hel eneds
shared (Adads class). The teacher typed a |

projected onto the whiteboard.

Because Was facilitating the first classes, the extent of target language use was
l imited. There was no use of German in Adaos
at times carried out her own work meaning her attention was divided for much of the first
hal f, and was focused on recording the hypot
of her own experiences of New Zealand or German cultures were limited, despite her
position as native to the target languaculture and therefore an authority eanteo
extent (Byram, 2015; Ghanem, 2014; Kelly, 2012). Craig and Helene were fully engaged
participants in all stages of this les8oHelene even made her own addition to the list of
preconceptions, about French workers striking, in the hope it would berchar
investigation so she could learn about it. (It was not.) In this respect, Craig and Helene
appeared happy to take on the role provided by the CPPsexpbarer (Byrd & Wall,
2009; Scarino, 2014) and the dewpositsand seemed
experiences, supporting Byram et al.dés (1991
contributions as being relevant and current. Astrid, the language assiatpaosition
promoted as being up to date with language and culture (ILEB)®0vas present in
Craigbs class and she engaged in the activit
neutral when students raised their preconceptions about German culture. Occasionally,
Craig would use German language but he appeared to restc@ingtious of the fact that
| could not understand German. Helene used French for classroom instruction, which

appeared to be her routine. She was aware thatdthdokdFrench many years ago, so
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might not have felt the need it@hibit her use ofrench Use of the target language is

discussed again at other points in this chapter.

Students were given the week to decide on an item from the list to treat as a
hypothesis to research and test its validity. All three classes seemed motivated at the
conclusia of the first lesson. Craig asked his class if they thought the project sounded
interesting; al/l responded affirmatively al

arising from the weeko-week operationalisation of the CPPs are discussed next.

7.3 CPPs in progress

The findings that relate to the practice of the CPPs are subdivided to address the specific
steps and features of the projects, namely, researching, the reflection sheets, native
speaker interviews, reformulating the hypotheses to reldke ©1, and the use of the

target language. But first, the hypotheses selected by each student are presented.

731 Studentsd6 hypot heses

The preconceptions chosen as hypotheses and researched by the students are listed in

Table 7.2, along with the studedts own ver di cts on whether the
or challenged their hypotheses. It will be seen that for many of the confirmed hypotheses,
students recognised that the notion also applied to their own culture. The findings of the

st ude nt safe nat thesf@cas ofdhis study, so they are not presented other than

appearing in data excerpts elsewhere in this thesis.

Table 7.2

Hypotheses Chosen and Researched by the Students with Results

Verdict (

Student Hypothesis
School yp report)

Greenview Sagashi That German school systems are Confirmed

School di fferent to Jaj
Tom That Germans are comfortable witl Confirmed but some
nudity applicability toC1
Cameron That Germany has a good Confirmed
engineering industry (continued)
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Richie  That Germans tend notto wear  Challenged
bright coloured clothes
Marc That Germans eat a lot of meat an Confirmed but some
potatoes applicability toC1
Matt That Germans drink a lot of beer  Confirmed
City Sarah That Germans are punctual Confirmed but some
School applicability toC1
Frith That Germany as a nation is Challenged
respectful of religion
Marnie  That Germans care a lot about Confirmed but some
holidays like Christmas applicability toC1
Kirsty ThatGermans are practical, Challenged
punctual, and follow the rules
Sinead That music has historical importan: Confirmed but some
in Germany applicability toC1
Jacqui That Ger man t e e Confirmed
different
Muirside  Kim ThatFrench breakfasts are sweet Confirmed
School
Talia That French people smoke alot  Confirmed but some
applicability toC1
Holly That French people consider Challenged
Christmas important because of its
religious value
Caitlyn  That French people are formal Confirmed but some
applicability toC1
Nadine That mime is important to French Challenged
people
Malene That the French school system is Confirmed but some

different

applicability toC1

(continued)
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Margo  That French people smoke alot  Confirmed but some
applicability toC1
Kelly That French students are not allow Confirmed
to learn a musical instrument at
school
Anya That food is important to French ~ Challenged
people
Tineke  That French students are not allow Confirmed
to learn a musicahstrument at
school
Adrian  That the Arts are important to Confirmed
French people

Note Kelly and Tineke worked as a pair on a sin
from the CPP sessions and Kellyds | earning dif

Helene choseot to impose any restriction on the hypotheses generated by her
class. Both Ada and Craig had suggested that a Year 11 class, being larger and of lower
language proficiency, would benefit from some restraint on the hypotheses so the
t e a c lamguagesassistance could be tailored to eithes@iréopics, or to a limited
number of topics. However, Helem@&as happy for the class to have free reign on
hypot hesis generation and not be Atoo chani
opencloi ce and unrestrained expl obeautygfibn el e me
(HPS231), allowing studentsd natur al inter
the topic Dewey, 1915/2008)

This study was not concerned with the merit of theohyph e s es or t he st uc
findingsper se The focus was on whether the CPP task provided the students with an
opportunity to explore a topic from the perspective of the target culture and their own
culture, in order to make comparisons, in line with aaermiltural approach. The findings
associated with the operation of that primary exploratory step, researching the

hypotheses, are presented next.

7.3.2 Researching

Between Weeks 1 and 2 all students had picked their hypotheses from the list, with the

exceptions of Sinead (City) and Tineke (Muirside), who had each thought of a novel one
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grounded in their love of music. The timetables created at the planning sessiasige

two or three |l essons for researching the tar
than native speakers. It was anticipated that those research sessions would involve

multiple information sources (Schulz, 2007; Wright, 2000), such as wepbiioks,

films, newspapers, advertisements, YouTube videos, and more. In reality, the principal

source of information was the internet. (Contact with native speakers, the other key

resource, is discussed separatelgection 7.3.3

Despite being regutausers of the internet, the students were not adept at searching
efficiently and took longer to find relevant information than predicted. This was clear
after the first research session so | subsequently developed a tip sheet of internet search
techniguebased on one available on my University
(www.otago.ac.nz/library/) and in the second session | provided some basic instruction on
improving search results. Despite being online for most of the research sessions,
participants seemed to@d music videos and YouTube clips as a source of information,
in favour of textbased webpages of varying quality and reliability. (I had jpiegided
pointson how to assess reliability.) | took to the class books on loan from the public
library but thg were limited in value because they were out of date, directed at young
children,andbr covered only overt culture. At Greenview School, Tom and Matt went to
the school library, but fared no better in terms of bawfkguality and relevance. Ada
contribued to the CPP classwork by using German search ewgimegoogle.dé¢o find
Ssites pertai ni angemuiledthe WRLs to the respectiveospudents
Helene had stipulated in her planning session that she wanted only two sessions dedicated
to in-class researching because she wanted greaterdomitgracting with native

speakers.

Students were given the option to change their hypotheses if their initial searching
was not fruitful. No one did so, in spite of some of topics proving difftouiind
information on. Nadine (Muirside) was a case in point. Asked twice by Helene if she
wanted to change her hypothesis frohat mime is important to French peopMadine
elected to pursue it because it was something that interested her. She nael dregaged
in exploring that particular cultural aspect (Abrams et al., 2006; Delett et al., 2001,
Dewey, 1916/2008) and there was value in the associated struggles as it gave rise to
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opportunities for teacher and student to work together to communioderstand, and

reflect on learning (Lee, 1997).

All students were engaged in exploring aspects of the target culture that were of
particular interest to them meaning, in pragmatism terms, the knowledge was more useful
and relevant (Prawat, 2009). For mste, Sinead (City) and Tineke (Muirside), both keen
musicians, selected hypotheses related to music, and jocular Tom (Greenview) clearly
enjoyed the risqué nature of his topic on nudity. As Tineke (Muirside) put it, the projects
wer e not Ajhuastt tshoemettehacnhgert6s spouting off,
interested ino (MCD264). Al'l remained coml
likely to be because they were able to make their own unique and meaningful
contributions to the class (By&Wall, 2009; Dewey, 1916/2008; Sercu et al., 2005).
Because the knowledge was not simply transmitted by the teacher with the expectation
that i1t be memorised, studentsodo attention
of their exploration coul be claimed as their own (Lazaraton, 2003), underscored by
Hel eneds r ewmatr kmudhil hmgreo (HTI 487). They cc
on their topic (Lave & Wenger, 1991) and could actively make meaning from new and
unique information (Lee, 199 Vanderstraeten & Biesta, 2006).

To demonstrate the exploratory nat-ure of
CPP class discussion introduces Nadineds d

relation to her hypothesighat mime is importanbtFrench people

Excerpt 1

61. Nadine: | did miming? And | i ke 6cause a |l ot of us Kkiw
out

62. t hat i tds actually not I ike that at all and they
originated

63. notfrom France either? So | think it was like Rome or something like that? way back
64. Jo:t hat 6s i nteresting

65. Nadine: and | think it wasit became popular because of Marttet thing like

66. Jo: Marcel Marceau?

67. Nadine: yeah (MCD)

Excerpt 1 demonstrateshowexpl at i on had medi ated Nadi ne

number of the competencies of Byrambés (199
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requires an attitude of curiosity and openness to new perspectives, a feature of the
competency o$avoir étre By exploring cltures, Nadine had discovered the origins of

mime and found they were not based in French culture, thus enhancing her development
of savoirsor knowledge of culture. She had come to appreciate the stereotypical nature of
her preconception (Barro et al.,93) and how she had ovgeneralisedReaseAlvarez

& Vasquez, 1994; Su, 2011 adine reported that the French people she had
corresponded with had not realised that others associated mime with French culture. This
revelation became a step towards heretitgyment osavoir comprendreas she

identified her hypothesis as taking an ethnocentric perspective.

Engagement of this | evel supported devel oj
their willingness to engage with the C2 and suspend beliefs, all featiutiee ICC
competency o$avoir étre(Byram, 1997). In the CPPs, engagement with the C2 was at its
most meaningful when students interacted with native speakers. This step and the

associated findings are presented next.

7.3.3 Native speaker contact

Interviewing a native speaker was a compulsory component of the research step of the

CPPs. This ethnographic element exposed students to different viewpoints explained by

those who lived within the culture (Roberts et al., 2001; Sobolewski, 2009). It also

proii ded opportunities for students to engage
Principle 2) and make appropriate responses in different contexts (iCLT Principle 3)

(Ministry of Education, 2013; Newton et al., 2010). On a-tiagtay basis, the boys at

Greaview had the greatest access to native speakers. This was the only class with a
teacher native to the tar geispedkmgGeumanc ul t ur e.
teacher, Suse, was regularly present in their class including periods when she acted as a
substitute teacher (not observed); it was at one such period that all boys interviewed Suse.
Astrid was at Greenview on alternate weeks. During an unobservedR®meriod, the

boys contacted a former | anguageuestsisi stant I
arranging the Skype meeting, Ada sent ahead the list of hypotheses so the conversation

could be used to provide an alternative perspective on the topics.

At Muirside, at Helenebs request, focus wa

Her dass posed their interview questions to a native French visitor to thé @ass
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acqguai nt an caedfoonkr sédantlaey sobdabldeacher of Fréncluring an
unobservedne€ PP peri od. I n addition, Hel ene emai
guestions to aedection of her personal contacts, basexstlyin France, asking for

responses to be given in simple French. This provided each student with a further two or

three perspectives, which were especially valuable given their variety across location,

gender, ge (one was 96 years old) and profession (Jogan et al., 2001; Roberts et al.,

2001; Sobolewski, 2009). The students did find it difficult to translate the emailed

responses, however, and relied on eitheogle Translate r Hel eneds directdi
translation. In an unplanned follean task, Helene required the students to formulate a
supplementary question, in French, based on one of the email responses. This required

more extensive use of the language and, being a genuiia¢ isteraction, supported

ICLT Principle 2 (Ministry of Education, 2013; Newton et al., 2010) and developed

competence isavoir apprendréByram, 1997).

Ot her than Astridds visits on alternate v
during the CPs. Astrid was interviewed by Jacqui and Sinead, but the other students had
personal contacts with German speakers, and put their interview questions to them. Frith
and Saralusedfriendshipsestablishedl ur i ng t heir exchange to Ge
mother wa German; and, Marnie knew a German studetiteaghool. Unlike the other

two classes, the City students each obtained only one native perspective.

The interviews were a particularly crucial part of the CPPs because they allowed
students to considerthear get cul ture Afrom the bottom u
p. 669) through the individual perspectives of those socialised into it. This provides an
insiderdos view of the C2 (Jordan, 2002; Kr
the students créiag their own relativised C3. Making opportunities for contact with
native speakers can ease the pressure on those language teachers who are concerned that
they do not know enough about the target culture to teach it (Byrd & Wall, 2009; Kohler,

2015; Lar2n-Ostermark, 2008; Paige et al., 2003; Schulz & Ganz, 2010; Sercu et al.,

2005; Sercu & St. John, 2007; Woodgatmes, 2009). The greater the variety of

perspectives, the more likely the student will recognise that the culture is not
homogeneous,sointi s respect it would seem that Hel

benefitted most, followed closely by Adads.
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All three teachers were observed contributing perspectives from their experience of
the target languaculture as either a native (Ada) ompastaresident (Craig and Helene),
which facilitated comparative discussions as
from France meant she was enthusiastic about sharing her cultural experiences. She had,
for example, been particularly struck by theterdl expectation that her French friend
address his mothen-law with the formal formvous This discussion inspired the
hypothesis on formality studied by Caitlyn. Craig volunteered his understanding of a
German perspective in response to a remark Kosty about her Germahorn mother
having a particular dislike of being stereot
|l i ke Hitlero (Kirsty, CCD231). Craig asked w
Aout of nbteeapunstaaltdréeakt he st er e o t2y3p6e)o g(i Gv@bz 3t4h at
a particularly German thing-244). . to want to no

Two examples from Adad6s class are relevant
comparing cultures. In one instance, the boys expressed pr i se at Matt és fi
New Zealand was low in world rankings of beer consumption,t#2¥r Ger many 6s #3) .
Ada suggested alcohol consumption was made an issue of in New Zealand because of the
social wrongs it contributed to (left undefined or unexgtl) which were less prevalent
in Germany. Without this point of compari son
to facts about alcohol consumption. In the second instanbee ¢l ass di scussed
hypothesisThat Germans are comfortable with nudida explained that nudity was not
Aa bi g t-B3)in@edmarfyAdaaked person was not necessarily noticed. This
appeared to act as a lightilbo moment for Matt, as he became aware that his own
culturebs propensi ty hakedpesoniwvasnotnetessanlysa on, an
feature of German cultures. Thus, he could reconcile the different perspectives as being
grounded in different cultural conventiorsmayoir comprendre(Byram, 1997)Ad a 6 s
contributions, directing attention to tiadny, provided a deeper level of understanding to
these instances of shared exploratibmust be said, though, that although the New
Zealand perspectives were noted, they were not questioned to the same extent.
Neverthel ess, the s texathges previdledéurnhgrasgpeommmt i n t h
assertions by Byram et al. (1991) and Sercu
as representations of real target culture over inauthentic or clichéd culture in course

materials.
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To support the research aimtierview sessions, students completed reflection sheets.

Practices associated with those sheets are now discussed.

7.3.4 Reflection sheets

The reflection sheets were completed after each session of research, including the
interview and other native speaker contact. The sheets were a mediating tool serving as a
record of information to support the final presentation of findings. But, of greate
importance in terms of developing ICC, they were the catalyst to comparing and
contrasting C1 and C2 throughout the CPPs. As new information was gathered it was not
only considered in light of its suppart or challenge to the hypothesis, but also hbw i

was similar to or di fferent from the stude

In retrospect, however, it was recognised that these reflection sheets did not make
the most of the opportunity for experiencing critical sslfareness. Although the format
did require compara, it was not necessary that it be conductéetally or objectively,
and did not encourage consideration of one
anothero (Scarino, 2010, p. 324) with an i
(Greenview) research into secondary schooling in Germanytked oodeiSimilarities
and differenceen one refl ection sheet: ATeachers i
overall . But NZ teachers are friendlyo (GR
shaped their viewpoint was not always illuminated for theesttsd That is not to say that
the CPPs as a whole did not lead to individual transformations or critical review of their
own culture. This did occur for some,iasliscussed later, but looking back on the
project, and in light of student and teacher femith more should have been made of the
reflection sheetds role in critical cul tur

savoir BgramIParyand to better practice ICLT techniques.

It was initially envisioned that the reflection sheetould be submitted aet
intervals for feedback as dynamic assessment of the students engaged in the task (Dixon
Strauss, 1996; Scott & Palincsar, 2009) and so their level of development could be
ascertained and supported. However, it became cleasrtbatlass period was rarely
enough to gather sufficient informatiandwrite a reflection in response to it. At times,
students were tasked with the reflection as homlewaut they did not always complete

it. Moreover, the extent of satianagement of hCPPs meant that students were rarely
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all at the same point at the same time. For instance, at week two, some were still
conducting their first search and others were writing their third reflections. Holly
(Muirside), Tom, and Sagashi (both Greenview)ggated notably more reflections than
their classmates, but these three students varied greatly in terms of depth of information
included on the sheet. Muirside students were not familiar with &iogle Docsand so

spent a large portion of the first selaisession setting up the facility on the laptops.

It wi || be seen in the | ater sections on (
value of the reflection sheets were mixed and some improvements were recommended.
The next section presents the step thguired students to reformulate their hypothesis to

refer to their own culture.

7.3.5 Reformulation

The emphasis on reflection in the reformulation of the hypotheses to relate to the
studentsé own cultures was nrergdtormarggnt ral to t
participants. The concept of critical refl ec
culturally-grounded standpoint is essential in ICLT, and some have argued it is the feature

that differentiates ICLT from CLT (e.g., Byram, 1997; East, 201Ra)ng aware of

research that demonstrated the lack of reflection in language classes (e.g., East, 2012a;

Roskvist et al., 2011; Sercu et al., 2005),
Aexisting school and orcganoinsoa t(ipo.n 1s0t7r)u c ttuhree s
step from All endéds (2004) project design was

reflection. The reflective steps were favourably received by the students.
(Greenview) explained, AncMltoraif somethingrealyal |y t hi n
weird happens? And you think,ated o n 6t nor mal | y-281p t hat 206 ( GCI

In practice, this step suffered in some classes. In the timetables, only one period was
dedicated to research on the reformulated hypothesis andsbexfaielays at other
earlier stages, not all students were able to spend even that short time on-tudtoren
research. Progression on this step was piecemeal, meaning students were not working on
it at the same time which, in turn, reduced the le¥sLpport available to them because

no one session was dedicated to it.

Students were free to choose their research methods for testing the reformulated

hypotheses, provided that they considered viewpoints beyond their own peer group in
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order to be exposkto alternative perspectives within their own culture. Some of the
Greenviewstudents sought views from the school librarian; others talked to their parents

or searched the internet. At City, students searched the internet or spoke to their parents;
interestingly, no one used Craig as a native New Zealander resource despite the potential
value given differences in age and gender. Favouring the human touch once again, Helene
brought her New Zealargdorn universityaged daughter, Amelia, to class to give the

students an alternative New Zealand perspective. Amelia sat with each student in turn and

of fered her viewpoint on the studentds hyp

perspective as a compatriot.

Once again, it was not clear whether the refortmariastep involved reflection that
was objective and critical. Although the fAl
explored, they were rarely fiproblematised
Ainterrogatedo from tel @agpad, 200%H . &07)iFores of ot |
example, Caitlynés (Muirside]JhatNewdealandy of h
people areformal r eveal ed New Zeal and Englishoés ab
Frenchvousandtu) and New Ze al t®hbhedmre mformg). Havpverntizeret y
was no evidence of objective consideration of alternative viewpoints on the New Zealand
approach Is formality expressed in other ways? Is formality influenced by context?
Why are New Zealanders informal? and soldiret e acher partici pantséo
these reflective stages pagSPPs wereevealing though, as will be seen in section 7.4.1.
With the primary steps of the CPPs now individually addressed, the next section

considers the extent of target language use evident in the practice of the CPPs.

7.3.6 Target language use

It must be notedt the outset of this section that | do not understand German and have

low proficiencyin French. All participants were aware of this and there was a clear effect

on the extent to which Ger man was wused in
observedCraig and Astrid speaking in German to Frith and Sarah,dzbtancedrear 13

students; it was rare to see German used to this extent with the Year 12 girls in the class.

Frith and Sarah would switch to English when aware of my presence. Twice, Craig

apobgised to me for using German and changed to English. On all such occasions, |

requested that they use language as if | were not present, but they continued in English,

perhaps because they experienced conflict between conventions of the classroom and
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conwentions of politeness. It was not so clear that my presence reduced the extent to

which Ger man was used in Adaods cl ass. It app
explicit language instruction rather than for conversation or for the language of classroom
management, although this cannot be guarante
during observed | essons. Hel eneds use of Fre
my benefit. She used French for classroom management and for explicit language

instruction.

Liddicoat (A. Liddicoat, personal communication, 29 November 2013) warned that
this particular CPP project risked swinging the balance too far towards the culture
dimension at the expense of the linguistic dimension. In light of that view, much
consideration was given to the incorporation of target language use wherever possible, in
consultation with the teachers who were aware of the proficiency levels of the individual
students. Use of target language websites and texts was recommended te.sthden
occurred at Greenview because Ada emailed German website URLSs directly to her
students, and Frith and Sarah (both City) were observed searching German sites. In all
three planning sessions the decision was made for the interview questions sedepo
the target language, and in all cases, this resulted in questions being formed first in
English and then translated into the target language, with the assist&megbd
Translate the teacher, or both. Those students who conducted their inténvidags
time (Greenview and Muirside Schools) were most likely to keep to the use of the target
language, as they h#ldeteached supportavailable City School students conducted
their interviews in their own time and for most, their interviewees wersonally known
to them. I't is not possible to say the exten

Ger man mot her , and Mar ni e 6xhodl, fotegamplée. ew of a C

In the interests of greater depth of exploration, all teacddnised that they were
relaxed about the use of English (or in Hele
interview responses were not understood. Thi
to allow use of the native language if needed to ensgagement with the material and
elucidation of ideas. Emails in French from
students to translate, despite her request of the senders that they use simple language.
Helene spent time sitting alongside each studedthelped most with the translation of
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the responses, with many resorting to uséabgle Translatewith mixed results, while

waiting for Helene.

From the outset, Adads and Craigbs stude
findings of their CIPs in German as their internally assessed speech or conversation.
After some initial uncertainty, Helene decided her Year 11 class could incorporate CPP
findings in their assessed speech, but she made it optional, and she did not announce this
to the studets until midway through the CPP work. Most students took up the option, to
some extent. Thus, the majority of student participants presented their findings in the
target language, as recommended, but not practised, by Abrams et al. (2006), and in

contrastwith many other CPP studies.

In all classes, the speeches were presented to the teacher but not to the class. This
was not as | had expected, given planning session discussions with all three teachers
about the value in students sharing their findings wieir classmates and the stipulation
that presentation of findings was a compulsory step of the CPPs. However, it became
clear that presenting speeches to the teacher for assessment was the dominant classroom
activity (Sannino, 2008), the establish&tbd and true routine and as such, overrode the
notion of speeches to a larger audience. It was of significant concern that not sharing
findings would forego the opportunity to expose all (teachers and students) to alternative
viewpoints and encourage theview of assumptions. It would amount to loss of a crucial
step in supporting students to take responsibility for their own learning (Lee, 1997; Delett
et al., 2001; Schulz, 2007; Su, 2011), a feature of stumamted classrooms (Byram et
al., 1991,Dewey, 1910/2005; Guilherme, 200urdain, 1998; Manti8romley, 1995;
Morgan, 1993). As a remedial action, | asked each student to briefly discuss their findings
and share the verdict on the validity of the hypothesis at the start of the class disoussion i

the final lesson.

These subsections have presented the data relating to the everyday operation of the
CPPs in the classrooms. At the end of the classwork, feedback was gathered from
teachers and students on culture learning and how that had been edlbgribeir

involvement in a CPP. Those responses are considered in the next section.

243



7.4 Evaluations of CPPs

Students and teachers were asked to evaluate the CPPs at the conclusion of the classwork.
Responses were gathered from the teachers homoeeinterviews, and from the

students in a senrsitructured class discussion. This thesis has language teachers as its
focus, so the studentsd perspectives appear

the CPPs as a means to teach culture.

Each teacher a&s interviewed at the end of the CPPs class work, after the class

di scussions had taken place. The teachers we
aware of the studentsd contributions. The fi
intoteache s 6 responses that reveal their orientat

evaluation of the CPPs as a class activity.

7.4.1 Orientation towards culture teaching

The central focus of Phase 2 was to evaluate CPPs as a tool to teach language and culture
with an | CLT approach. Determining the teach
particular whether their cognitions and practices suggested alignment with ICLT, assists

with the interpretation of their evaluations of the CPPs. Their orientatsrawalysed

from three perspectives, as represented by L
culture (static or dynamic), views on cultural content in the language class (facts/artefacts

or practices), and the overall educative approach (cultaiatercultural).

Overt culture topics such as food, festivals, folklore, facts, and fame- (Diaz
Greenberg & Nevin, 2004; Jedynak, 2011; Kramsch, 1991; Richards et al., 2010) are the
common limits on cultural content in the classroom, often taught ticsiafarmation,
and potentially trivialising the complexities associated with consideration of culture as
practices (DiazGreenberg & Nevin, 2004). Ada, Craig, and Helene referred to teaching
topics that have the potential to be treatssitatic contenbased on artefacts, and a

selection of these are presented in Table 7.3.
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Table 7.3

Culture References Potentially Representative of Treating Culture as Static

Teacher/Language/ Topic/activity
School

Ada, German, Greenview Y Considered history to be of particular importance in
Germarclass

Craig, German, 1 Considered history to be of particular importance in
City Germarclass
1 Advised thatChristmas in Germanyas a customary
theme for the assessed speeches
1 Kirsty namedChristmas in Germangs an example of
culture often covered in German class

Helene, French, 1 Routinely taught foodbased lessons

Muirside 1 Correctly predicted foodelated hypotheses would be
generated in CPPs (chosen by Anya and Kim)

1 Suggested fashioms a topic that motivates her class
Past classes had studied famous French people
Taught French historgsthe value of history to France

wasiqui te different t487) N

It should be remembered that thexa place in ICLT for factuahformation, and it
assists devel sapanmangeneral knowlesgeraboet the @2 (Byram,
1997). But it alone is not sufficient, and students should not be led to believe it is
unchanging or applicable to all members of the cultural grouipui@ueaching must be
explorative, reflective, and comparative if the other savoirs are to be developed. With that
in mind, these potentially static cultural topics were analysed further to see whether they

were taught with a cultural or an intercultuoailentation.

All three teachers named history as being particularly important to their subject

| anguage. Teaching culture as history, geo
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explanation of an interpretation of culture teaching as area s(udiescoat, 2005;

Liddicoat & Scarino, 2013). However, there is evidence cfd@teachers treating history

not simply as formal facts (Abrams et al., 2006) about overt culture, bua\wdmewhat

deeper understandirand certainly for Craig, with linkdetween culture and language,

the crux of I CLT. Craig considered, fAYou <can
t he hi st ®) gecause &f Thé i6fldence of history on the language. He referred

to words that cannot be used anymore because bfdtogical context they are associated

with, and he talked about historyds i nfluenc
Excerpt 2, from Adads interview, indicates h

of history in learning German:

Excerpt 2.

64.Ada: | mean for me as a German

65.1 think one one really big thing for me is [for students] to understand a little bit of our history and what
that means for the

66.country and for Germans now?

67.J0: mm

68.Ada: and it starts with little bits and pieces like havflaggs hanging in the classroom which make me
feel

69.quite uncomfortable especially if they have the Ger
(ATI)

Excerpt 2 demonstrates that Ada understood cultural history to be important in
language claslsecause of its role in shaping the people. This suggests that she treated
culture as an active vetltike notion (Roberts et al., 2004y, as Liddicoat (2005) put it,
how fia society constructs, represenkss, enact
suggest she is conscious of her position as a native member of thedcéltarel r
hi s t0 @amdfedls some responsibility in ensuring her students gain an awareness that a
German perspective exists as a valid alternative (Byon, 2007; Byram, 1997; Ghanem,
201 4 ; Kel I vy, 2012) . Despite the teachersod r e
learning, there was no evidence that they had reflected on, or explored in class, the
relevance of histry on New Zealand language andture. Nevertheless, understarglin
how cultural history is referenced in the language will assist the development of ICLT
competencsavoir apprendréByram, 1997), the ability to recognise cultural references

and their connotations.

246



Anal ysis of the teachggesedelementsofiam i ons abo
intercultural perspective. To further exemplify how standard classroom topics commonly
taught with traditional approaches (Kramsch, 1991; Richards et al., 2010) were more
deeply explored by participants of this study, a summaryofttanal ysi s of Hel e
on food is presented in Table 7.4. The table lists the instances where she named food as a
cultural topic, along with her stated associated classroom practices (potential or actual),
and a brief assessment on the approach apper terms of the cognitions about culture
and its alignment (or not) with ICLT.

Table 7.4

Representative Example of Cognitions of the Cultural Topic of Food

Instance Associated classroom practices My assessment

Helene predicted ¢ She suggested associated Considers culture as practice
hypothesisabout r esear ch <coul d cultural conventions
French Food really useful language ... if you associated with dining out.
go t o a r es t-448) Integration of language and
culture.ICLT

Suggested student could share Considers culture as facts, ar

with the cl| ass fame: well known disheson-

known French dishes you might ICLT

want to chec-k Butif well known because

481) they are the most popular
dishes then it considers value
and behaviourdotential for

ICLT if thewhyis explored.

Suggested research could inclu Recognises that culture affec
ot her #Ai nt er es language by considering the
French love doing proverbs witl relationship between food an
foodo (4BEP.S495 proverbsICLT

(continued)
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Report of past Students consi Askingwhyfacilitates an
lessonexploring an appreci at i o exploratory approach to
French meal time (HTI143) in Frane. culture, making attempts to
behaviours understand the values and
practices below the surface
level of facts and
achievementdCLT

Report of past Students considered French me Consider behaviours and
lesson comparing time behaviours: Where is the valuesexploratoryguestions.
French meal time meal eaten? Who is present? ICLT
behaviours to What is the duration of meal
, Asking students about own
student s (time?
involves reflectionCould be
Helene asked students about th more critical objective and
behaviours: Do you eat at the  explorative ICLT (if critical)
table? Do you eat in your room*
. Comparison of cultures
Do you eat in front of the
highlights similarities and

differencesICLT

television?

Hel eneds cognitions outlined above suggest
Her methods associated with teaching food as a cultural topic could be said to be in line
with treating ficulture as societal nor mso (L
2013, p. 19), where culture is accepted as including social conventions (Neff & Rucynski,
2013) and behaviours (Jedynak, 2011). The emphasis she placed on food in her French
cultureteaching could relate to her ontogenesis (Cross, 2010; Swain et a),, 2011
outlined in her interview, which included family holidays to France based around her

fatheros | ove of French food.

It appeared that the cultural content featured in these classes was greatly influenced
by what the teachersd believed would interes
and engage them (all consistent with pragmatism and with SCT), and (from a more

political standpoiny, attract them to studying the language again the next year. For
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example, when considering prompts in case students needed assistance with generating
hypotheses, Craig suggested dating, kissing when greeting, and males hugging a bein

likely interest to the City School class. This response names cultural aspects that are not
artefacts or institutions but are practices imbued with covert cultural values and ripe for
exploration, reflection, anmnversatmmpoithe s on. [
boys excited and interested. She noted that if a cultural topic is of personal interest to

them they are figonna find o039%). a whole | ot

Cul tur al content that secur eslytsengagtent s o
at a deeper level with the information, resulting in more than just technical knowledge
(Dewey, 1916/2008) that might occurariesson on tensegf®r example The need to
keep students interested and motivated seems to take on greateamtgantthe
language classroom, where there is great awareness among teachers that language
|l earning is an optional subject with | ow cl
maths teacher gets another class the year after, but here [in languageg]goug ot no Kk i
anymoreo (CTIl1155).

It was not clear whether the teachers introduced covert cultural content associated
with more valuebased, and potentially more controversial, practices such as gender
differences, ethnic and racial relationships, sqmablems, politics, and so on, or
whether they touched on negative aspects of the culture. In a discussion arising from
Mattdés hypothesis on German beer consumpt i
content in a practical and factual way with nolgsia made of rights, wrongs, or
problems stemming from alcohol use. It was also not clear whether the teachers expected
their culture teaching to make an internal impact, confronting and transforming their
studentsd identiti e svouldbceurinaflCiT orientatebn wor | dv i
(Liddicoat, 2005, 2011; Scarino & Liddicoat, 2009).

A teacherés view on the relationship bet
specifically the integration of theum in thi
teaching orientation. Ada, Craig, and Helene did not believe language learning was
sacrificed i f time was spent on culture. A
(ATI105) and, according to Helene, most topics could lead to learning dieoctilture.

Craig said he would prefer his students to not know a tense so well if they could learn

Athe cultural bito (CTI168) because to stui
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Ahal f a messageo (CTI1171). Tdpmme& comments r e
encouraged by the first principle of iCLT (Ministry of Education, 2013; Newton et al.,

2010), where language and culture are equally weighted and integrated in the language

class.

Anot her angle from whi ch tucetegchingn i nsi ght i
orientations was examination of the goals they had for their classes. In the teacher
interviews | asked first about thegachinggoals for their language class and then about

their culture-teachinggoals. These are summarised in Table 7.5.

Table 7.5

General Teaching Goals and Culture Teaching Goals for the Language Class

Teacher Goals (Participantdéds own words
Ada, Teaching My main goal is always to broaden their horizon to make
Greenview sure that they knowhanjhsethise

little island and that includes the understanding of other
cultures or even just being open to learning about other

cultures as well as the language...(ATEH

Oh yeah and they probably should achieve at the end ol
yearaswellbuttha | al ways find t

pedagogical standpoint though (AT43)

Culture To give them an understanding but | think more so the
teaching openness. .. if youdre onl
youdre very restriothewbrldi..n
thatodés really my job if t

German cl assroom apart -8)

Craig, City Teaching To have kids speaking by the time they leave and speak
well (CTI55).

(continued)
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Culture It has to support the language programme... (CTI72)

teaching
Thereds a reason why the
culture informs the language informs the cultures, | meai
the two things are... really interrelated (CTH748)
Helene, Teaching To get an appreciation of learning another language, to
Muirside about their own language... (HT11-10.2)

Learning the language ... [is] really important but it has t
be linked to other benefits... (HTI1114.7)

At the same time | want them gt an appreciation of
different cultures, why do people think act and um are
different to their own and learn about English (HTIA1R))

Culture  For them to um appreciate the fact that we are different,

teaching to, enjoy being different... (HT1167

For them to see that you know cultures are different and
thatdos ok you know tlimt 6s

It will be noted that Ada and Helene both mentioned culture teaching in their
responses to their teaching goals. The interviewees were not aware there was to be a

supplementary question focusing on culiteaching goals, but knew that my research

focusws on cul ture teaching. I nterestingly, A

goals did not initially include the linguistic dimension at all, and even when eventually
mentioned, it was downplayed. Her view of language education seemed more holistic,
focusing on material that would interest the students in order to foster broad skills and
personal values more widely applicabl e
culture repeated this philosophy. These comments, along with her conclusidrethatls
done her job if her students left the class more opieled, indicated that her cognitions
and practices were aligned with pragmatism and stumbrited approaches that promote
an awareness of the C2 (Byram et al., 1%®wey, 1910/2005-antini, 2012;
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Guilherme, 200® and in this respect her cognitions reflected ICLT. Absent, though, from

these responses and other data gathered from Ada, were references to critical awareness

of C1, or to a relationship between C1 and C2 (Barro et &3;Byram, 1997; Jordan,

2002; Kramsch, 1993; MantlBromley, 1992; Wilkinson, 2012; Young & Sachdev,

2011). An intercultural orientation relies selfunderstanding as much as appreciation

for the new (Bagnall, 2005; )Honustbes & OO6 Nei | |
emphasised, however, that Ada took a different approach to involvement in the observed

CPP classes, choosing to stay mostly on the sideline, seemingly conscious of not wanting

to exert influence on my greater research study. This is mentiyaéa later, and does

limit the extent of analysis that can be made of her cognitions and usual practices.

Craigbs teaching goals for his class were
the linguistic dimension, and on only one skipeaking. Tt appears directly contrary
to an ICLT understanding. In a follow up question, though, his response suggested his
practices did not support that stated teaching goal, because he sometimes spent more time
teaching culture t han thedariméntohtgelanguagg uage Apr o
l earningo (CTI160). ( Conswasuseadtoalgreasitentin hat t he
the observations of Craigdbs classes.) So, de
speaking, he advised his practice focused dtareu (Mismatches between cognitions
and practices are discussed ae¢geachinggbats| ow) . Wi
any such tension was | ess evident. Al though
| anguage pr ogr ameateoeamiegflaaguagesaurricubum tirbagtheg r
narrower language knowledge strand, or to his school curriculum specifically, these
cognitions suggest that he considered language and culture to be equally important,
indicative of an ICLT approach. The C1 wast mentioned in his responskeough,and
triangulation of data from Craigds class den
critical selfawareness, suggesting his approach was not comprehensively aligned with
ICLT.

I n contrast sedeldemoehstragsgan an under stand
critical reflection, developing awareness an
making comparisons. This is as explicitly stated in the Learning Languages area of the
curricul um: idde pravides istndgntsavithltha cognitive tools and
strategies to learn further languages and to increase their understanding of their own
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| anguage(s) and culture(s)o (Ministry of E
the need to have an appréacieon of ot her cultures and to a
level of exploration, and her response included the idea of developing an acceptance that

cultures are not homogeneous.

Rai sed earlier was the potenti dgdnsfor mis
and their practices (Birello, 2012), and this appeared to be evident in responses from
Hel ene and Crai g. For example, despite Hel
had thought back on past class work and realised the potential treatistad for greater
i nvol vement of reflection and comparison.
practices regarding the balance of language and culture have been noted. In the planning
session, Craig had recognised ways in which the CPPs woudkdwith other activities
the class was doing and how he could enhance the integration of language and culture in
the project. However, there was no evidence of this occurring in observed lessons. For
Craig and Helene, their cognitions about culture tegchppeared to be further aligned
with ICLT than their classroom practices suggested, as was the case for teachers in other
studies (e.g., East, 2012a; Sercu et al., 2005).

It is possible that good intentions were constrained by the situatedness of the
classroom context (Richards, 2008), particularly in terms of time and assessment
pressures (Agee, 2004; Birello, 2012; Zheng, 2013). Ada believed she could always do
more culture teaching, but that was also t|
tme factor, everything always is in teachin
to do more culture teaching, aware of the political move towards a balance and
integration of language and culture. Compare this, though, with his comments that he
taught more culture than language to the possible detriment of language learning
(CTI160), but also the greater extent of target language used in his class. Helene initially
said she did not experience hindrances in teaching culture and was doing so todgkr des
extent. However, in discussing this point she recalled a recent lesson for which she had
planned much language and culture integration but where time and class size constraints
meant that she had been unable to fully follow that plan. Time, it wikkdedled, was the
most common restriction on culture teaching for teachers in many published studies (e.qg.,
Sercu et al., 2005eganeh & Raessi, 201and in the Phase 1 results of this study.
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Alternatively, it could have been the particular contdxheir involvement in this
project that gave rise to the apparent mismatch between cognitions and observed
classroom practices. Such an influence could have been positive: Their understanding of
ICLT principles was enhanced revealing their potential apptin; or negative: My
presence in the classroom and the unfamiliarity with CPPs were perceived as posing
limits on the extent to which they could adapt the project. The latter certainly appeared to
be the case i n Adaods c miaimalyinmylpreseree. Bhise parti c
made it difficult to gather and interpret data beyond that associated with her evaluation of
the CPPs.

7.4.2 Summary of orientation

Reviewing these cognitions and practices, it is clear that Helene was the most cognisant

of intercultural theory. She attributed it to the application requirements of her AFS
scholarships to France: Al have to |ink al/|l
response to hearing the Phase 1 findings that New Zealand teachers have low awarenes

of I'CLT was that teachers should be Atold of
Newton principles were | ong established. Ano
coming to the fore was her questiogithe approach of teaching CR#fated language

features in other | essons during the week. S
idea of teaching culture embedded-182h t he | an
This view is indicative of an intercultural orientation to teaching (Liddic2@®5, 2011,

Scarino & Liddicoat, 2009) and directly alig
Education, 2013; Newton et al., 2010) to integrate language and culture from the

beginning. Alleviating her concern somewhat, Helene was interestedrtthhea

participants had subsequently reported that reinforcingi@Ried language in other

lessons of the week had provided the language learned with more meaning and context

(i.e., was better integrated) than would have been the case for languagantéuginore

usualteached i r ect ed cl ass work. This relates to D
view that it is important to present new knowledge as part of a bigge~voeal picture,

and not strip content of its meanjrag can occur if grammardgons are divided from

their authentic application in language use. Helene also explicitly referred to the need to

find similarities and differences between cultures, and she described having undertaken

projects that involved exploration. She was conscibasit was the reflection step that
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her lessons lacked and appeared motivated in her intention to redress that aspect in future

classes.

Neither Craig nor Ada referred to intercultural pedagogy by name, by scholar, or by
singling out ICLT concepts as being part of their practises. Without a doubt they both saw
value in teaching culture. In fact, Craig reported spending more time on dhlare
| anguage and Adadés teaching goals focused
awareness. It is heartening to see culture featuring so strongly in their cognitions and
reports, but it must be concluded that the evidence points towards Ada and Graig bot
taking a chiefly cultural orientation rath:i
stated awareness of the relationship between language and culture and the associated
impact on identity shows potential for the development of a more intercultural
perspective. At times, Ada appeared unconvinced of the value of reflection, so her
tendency towards an intercultural view was perhaps less robust. This mirrors the findings
of Sercu (2007) where teachers favourably disposed to an ICLT approach failed to
appreciate the value of expanding studentso
case that an individual is at one fixed place on the culiot@lcultural continuum. There
is evidence to suggest a fluctuating position, where an intercultunaleagby or at least
something aligned with it, is demonstrated under some circumstances. This notion is

expanded upon in the Discussion (chapter 9).

This section has considered the teachers
approach to the nate of culture, cultural lesson content, and culture teaching. It has
shown that all teachers had cognitions that support at least some features of ICLT, even if
not consciously so, but they were at different and fluctuating positions on a continuum
betweeran ICLT orientation and a traditional cultural orientation overall. The next
section considers the teachersé evaluati on
implemented in their language class, along with suggested improvements to enhance the

quality and value of exploration.

7.4.3 Strengths and weaknesses of CPPs
This section divides the teachersdé evaluat

the perceived weaknesses. All weaknesses are accompanied by suggested improvements.
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Strenghs

Influenced by findings of other studies (e.g., Abrams et al., 2006) and especially by

Liddi coat 6s clmlarxiegrimfavaubobculture @ vLEldicoat, personal
communication, 29 November 2013), deata were
the cultural content emphasis of the CPPs had detracted from language learning. Itis a

significant strength of the project that there was much evidence to suggest the CPPs did

not restrict the studentsdé | antgdittagtee pr oduct i
projects had increased target language output, particularly with respect to the assessed

speech activity, where these classes presented their CPP findings in German. Ada
reported being Areally i mpr essaiaghdthelfogsTI 286) a
included in their speeches. It is acknowledged that Ada did conduct the occasional follow

up languagdocused session at another point during the week.

Craigbs report was the most positive with
specificaly. He r eported that the students- were fApr
395), no oneds marks had suffered, one or tw
usual, and fAeven the weaker oned&5)hTheve spoken
internally assesed output was expected to be two minutes long, but in this class the CPP
based speeches and conversations had been longer; Jacqui and Sinead, for example, spoke
for four and a half minutes. Craigdbs expl ana
talk about... it really gave them things to talk about,tfeywa nt ed t o t al k abou
(CTI564). He believed they had recognised an information gap and had wanted to fill it,
and in this rexacgyeot f it et het c urothgrevdrdsu mo ( CT I
the students demonstrated an appreciation of being able to take the role of expert with
respect to content knowledge (Lave & Wenger, 1991). Craig considered the project to
have been something of a ri skchimgilangnpage it was n
structures, potentially jeopardising student
having participated in the CPP, Craig descri
pedagogy that yodd wherelanmgatcursés@t@ hd $7instart to
ask you questions [ wilE)dreatinditeaghing momenssady 6 ( CTI

Hel eneds responses did not clarify whethert
proficiency of the Muirside students. She did recommend some amendments telating

enhancing the language dimension of the CPP (detailed in the next section), which could
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suggest that she believed there to be room for improvement in that regard. As noted,

Helene had taken some time to reach her decision about how her Year 11udtass co

present their CPP findings, potentially influencing the opportunities for students to

generate projeatlated target language output and the extent of scaffolded support they
could have received to do so. 1leteivesshoul d al
significant exposure to genuine usage of French language in the emails sent from

Hel eneds contacts in France. I n this respe:
| anguage (as per Principle 2 of kn€LT) was |
account of all three responses, it appears that the CPPs have the ability to motivate and
increase language output provided that students are scaffolded with respect to the

language forms needed for the L2 output stages.

A strength of the CPPsfrom&i g6s perspective was the p
students to Astick with the topicd (CTI 218
213). He considered this to be a positive alternative to the usual obsession of language
cl asses t o ihlepsaermanncallamagth.t wbapr ogrammeodo (CTI .
doubtful that this reference to reflection was pertaining to the ICLT step of self
awareness, but was about the students having the luxury of time to properly process and
internalise new information. This is a crucial steprheaningful development according

to both pragmatism and SCT.

Hel ene named fAithe | earning of your own ¢
valuable aspect of the CPPs. Ada seemed not to see great benefit in those reflective steps
at the outset of the prgt. Asked about whether her involvement in the CPPs had shed
light on the value of the reflection elements, Ada said it had allowed the boys to see that
there were multiple perspectives within their own culture and that not everyone will think
the same oagree with their interpretation. She believed they might not otherwise
consider other peopleds perspectives becau:
around themo (ATI 264) . I nterestingly, the
realisationherself, learning that there were different perspectives within her own culture,

as presented in Excerpt 3.
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Excerpt 3.

310. Ada: | found it very interesting | mean | had to
opinion

311. on them um because | think sometimes what they found on the Net or even talking to other people
might

312.have been slightly different to what inetonseeul ddve sa
that

313. even other German natives see thingsmetnly different (ATI)

In this way, the CPPs had allowed Ada to take the role-axglorermaking discoveries
alongside her studentByrd & Wall, 2009). Ideally, she would have expressed this to her
class to model the attitudes of an intercultural kpeaf openness, curiosity, and
readiness to suspend belis&yoir étrg (Byram, 1997) (and she may have done so when

| was not present), but perhaps it was only in this moment of contemplation that it had
been revealed to her.

Both Ada and Helenealsamme d t he studentsd ability to
strength of the CPPs. Ada considered it important that the information had come from a
mix of sources other than the teacher, supporting Schulz (2007), and Helene thought it
beneficial that it had brokeup normal classroom routines. Helene also remarked on the
opportunities to combine language and culture as she had done in the email task, even if it

had come with translation struggles.

Craig named the reflection step as the most interesting or behafpiect of the
CPPs. He saw value in the students critically thinking about what they had found and
relating it to themselves. He had been astonished by how it was only in reflection that
students realised Athings tbuttheyfoundtedllp ught wou
really surprising, |like, éyou di @#848pt reali se
Despite New Zealand having multiple traditions from a variety of contributing cultures,
these students were more capable of recognising compéadtmultiple elements in the
target culture rather than their own. I n Cr a
this. These findings also suggest that by f a
can gain a better understanding ofitlséudents as individuals, their levels of
comprehension, their background knowledge, and the constraints and affordances they

experience in language learning, in SCT terms, theD{Ajayi, 2008; Scott &
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Palincsar,2009) The City School studentsd reflecti
their teacher, too, as Craig realised the extent to which he might make assumptions about
what the students think or already know, especially in relation to their own culture (Sercu

& St. John, 2007).

Kirsty (City) offered a particularly poignant comment on her positive experience of
the CPP. It will be recalled that she had interviewed her mother, a native German. Kirsty
advised that the CPP had been a happy catalyst to convemsati wi t h her mot he
woul déove talked to my mum abouddadlse hlat s
woul d nevero6ve asked all those questions al
(CCD530534). The CPP had allowed Kirsty to realisd thgeractions are transactions
between people as holders of histories and experiences (Kramsch, 2009; Scarino, 2014),

and in doing so, enhanced her devel opment

This section has discussed the ways in which teachers $asvinahe CPPs as a
learning tool. Overall, the responses were positive with respect to language output,
motivation, and supporting ICLT practices. The next section presents the aspects of the
CPPs that the teachers believed to be unimportant or coudtpb@ved upon for better

learning outcomes.

Weaknesses

The operationalisation of the CPPs was determined collaboratively with each teacher. As

a result, some of the weak points of the project were-slassific. One such example

surrounded the use oftnge speakers. At City School, Craig had recognised value in

having native speakers accessible for the class, but in the practice of CPPs this had only

been actualised through exposure to the language assistant, Astrid. In{@$post

interview, Craig expessed the wish that he had involved more native speaker visitors,

such aysedra &l5d Ger man chap comes in and say
(CTI538). This view was corroborated by one of his students who had specified the native
speaker interéw as the most interesting or valuable aspect of the CPPs suggesting she

had enjoyed this ethnographic approach (Roberts et al., 2001; Sobolewski, 2009).

In contrast, Helene involved native speakers extensively, although that brought its
own difficulties. The language in the emails from her native French contacts was not as

simple as she had hoped and as a consequence, students needed much help with
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translation from Helene or by resorting@mogle TranslateThe extent to which she

translated was a concefor Helene; she raised this three times in her interview as the

area for improvement for her future application of the CPPs. She later thought that

perhaps dedicating some time to grammar points, such as question forms, would alleviate

the degree to whittranslation was needed. UseGdogle Translatevas noted in

Craigbs class too, as the girls wrote their

translated them to German.

Adads class was different agai servedDespi t e |
contributing her native perspective in relat
Tomdbs on nudity and Mattds on al cohol consun
untapped resource for much of the CPP class work, or at least in the obsexvesl less
is possible that she made more extensive contributions during the unobserved language

focus sessions.

The teachers could see scope for improvements to the reflection sheets. Ada thought
she might not use them in her future application of CPPs, or at least, would not call them
reflection sheets. This could be further evidence of her uncertainty arouralubeof’the
reflective steps. She saw the value of the sheets as a means to help students keep track of
their research, but she recommended their role in supporting target language use be
accentuated. Ada said she would require students to list vocalietasyfound and

create sentences in German to reveal where t
on that and turn it into a teaching | essono
because it was at Adads r e qduodhe teflectianshebte pl ann

template a section headed German language, which Ada was to develop to suit her needs.

No amendment was made and it remained as a-atand section with no supporting

instruction or comment (see template in AppendixSome othe boys occasionally

recorded vocabulary items under the heading,;

Germanlanguage iAnlt was in English | ol o (GRSMt©6). I
reflection sheets as evidence of learning needs. Craig,towas goi ng to fAworKk

up o ( CB®G D hdrporate alanguage aspect into the reflection sheet, but did not

do so. Helene considered recording French | a
(HPS399) but again, it was only used occaaiilgnand not by all students. In general,
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