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ABST RACT

This study discusses to what extent Japanese language teachers teach culture and how
they approach the teaching of culture, with special attention to the Japanese beginners'
classroom within the Australian context. In particular, this study attempts to explore the
teachers' awareness from the dynamic perspective towards culture, as opposed to the
static perspective, and to address the following three issues: (i) What kinds of cultural
contents and teaching approaches do teachers consider to be important to adopt for their
Japanese language classes? (ii) What factors do teachers consider to be important for
their instructional decisions with respect to cultural contents and teaching approaches?
and (iii) What kinds of cultural items and ways of teaching do teachers actually adopt
into their teaching?
For the above purposes, the current study conducted a questionnaire-based
survey and a classroom observation. Through the survey and the classroom observation
it was found that teachers tended to adopt certain types of cultural items (e.g. artefacts
and social norms/rules of the target speech community) more frequently than other types
of items (culture-specific value and behaviour within communication in the target
language). The use of authentic materials is a useful tool for an effective teaching of
culture in language classes, although it may induce some problems (e.g. reinforcing
stereotypes) if its use is not well and effectively designed.
The study also clarified that teachers considered a variety of factors such as
learners' proficiency levels and learners' motivations (to learn the target language and
culture), when they determined cultural contents and their teaching approaches in their
ii

classes. Some implications for an effective teaching of culture were also drawn from the
outcomes of the survey and the classroom observation.
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CHAPTER ONE

INTRODUCTION

1.1. Aim s and background
This study investigates to what extent Japanese language teachers teach culture and
how they appr oach the teaching of culture, with special reference to Year-7 and Year-8
classes in the Australian Capital Territory (hereafter, ACT ) of Australia. The conc ern
with the cultural dime nsion in language teaching/learning is not a new issue. It has
been widely ackn owle dged that culture is often fundamental in various aspects of
language (Rivers, 1981; Matalene, 1985; Pitchard, 1990; Grabe, 1991; Kirkpatrick,
1993; Wang, 1994; Scollon & Scollon, 1995; Liddicoat, 1997; Man gubh ai, 1997;
Suzuki, 1999) and thus, it is necessary to teach culture in foreign language classrooms
(Crozet & Liddicoat, 1999a; Crozet, Lidd icoat & Lo Bianco, 1999; Crozet & Liddicoat,
2000; Liddicoat, 1997, 2002).
Japanese language teaching is not an exception to the above statement. However,
despite the fact that it is important to teach culture in Japanese language educ ation and
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that teachers' roles and qualities are central in promoting the learning of culture in
foreign language education (Crozet & Liddicoat, 2000; Paige, Jorstad, Siaya, Klein &
Colby, 2003), there are not many studies existing which aim at discovering the nature
of Japanese language teachers' awareness of teaching culture in language classrooms
(Suzuki, 2003). The ignorance of studying teachers' awareness seems to prevent
teachers from developing an effective method for teaching culture in connection with
language teaching.
The major concern of this study is how teachers implement the dynamic aspects
of culture in language classrooms. The dynamic aspects of culture are considered to
reside in two aspects of culture (i.e. the complex nature of culture and individuals'
different interpretations of culture within the same cultural group). Culture is
associated with various aspects of human life such as artefacts, beliefs, values and
behaviours (Tylor, 1871; Boas, 1930; Bodley, 2000), and providing a concrete
definition of culture is never an easy task to achieve (Williams, 1976). Moreover, even
within the same cultural group, individuals' interpretations of culture can be different
due to the various factors surrounding them, such as socio-economic status,
educational background and age (Kurachi, 1998; Ogawa, 2002). The notion of the
dynamic aspects of culture suggests that it is necessary to approach culture from a
1

'dynamic' perspective rather than a 'static' perspective . Taking the importance of the
1

The necessity of the 'dynamic' perspective towards culture in language classrooms is pointed
out in a number of studies. See Crozet, Liddicoat and Lo Bianco (1999), Crozet and Liddicoat
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dynamic perspective towards culture into account, this study ultimately aims to address
the following issues.
(i)

What kinds of cultural contents and teaching approaches do teachers consider
to be importan t to adopt for their Japanese classes?

(ii)

What factors do teachers consider to be importan t for their instructional
decisions with respect to cultural content and teaching approaches?

(iii) What kinds of cultural items and ways of teaching do teachers actually adopt
into their teaching?
It is hoped that by pursuing an explanati on for these questions, the current
Japanese language teachers' awareness of teaching culture will emerge and provide
useful implications for the future developm ent of Japanese language education.

1.2. Survey
In order to investigate and analyse Japanese language teachers' awareness of teaching
culture, I conducted a questionnaire-based survey during October and November, 2004
and a classroom observation during June, 2004 in the ACT of Australia. The target
subjects (Japanese language teachers) were teaching Japanese to Year-7 and Year-8
students. The reason for the selection of Year-7 and Year-8 was because it is believed
that the Year-7 and Year-8 students are at the stage in which the curriculum takes a
(2000), Liddicoat (2002), Wood (20_03) ~?d also Chapter 3, for detailed discussion s on this
issue.
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balance between cultural aspects and linguistic aspects, whereas the curriculum tends
to focus to a large extent on cultural aspects rather than linguistic aspects at the earlier
stages, and vise versa in later stages.
As will be detailed in later Chapters, the questionnaire was develope d to provide
a representation of cultural contents taught by Japanese language teachers and their
teaching approaches to the cultural contents. The 'Four groups of cultural contents as
teaching objective s' (Wood, 2003) was adapted to investigate what aspects of the
target culture teachers teach, whereas the 'Four stages of the 'Model for Intercultural
Languag e Teaching '' (Wood, 2003: 24-25) was adopted to examine how teachers teach
the paiiicula r cultural content. The teachers were asked to provide the main reasons
why they do or do not adopt the particula r cultural contents and stages. As will be
shown in Chapter Five, on the basis of the answers of six subjects, four factors which
particularly influence teachers' instructional decisions with respect to cultural contents
and stages were found.
(i)

Teachers ' awareness of learners' proficiency levels

(ii)

Teachers' awareness of teaching culture as one of their teaching strategies to
motivate learners ' language learning

(iii) Teachers' perceptions of the non-necessity and/or the relative importance of
the contents/ stages
(iv) Teachers' awareness of their insufficient knowledg e about the target culture

Chapter One INTRODUCTION
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Furthermore, in order to set a deeper understanding of the findings in the
questionnaire-based survey, I also examined some aspects of implementations of
teaching Japanese culture based on three cases of classroom observation. Through the
examination of these three cases, as will be discussed in Chapter Six, I have found two
common ways in which culture is taught in Japanese language classes.
(i) Teaching culture through authentic materials
(ii) Teaching culture through linguistic expressions
Based on the discussions of Chapters Five and Six, I will provide some implications
for the effective teaching of culture in Japanese language classrooms.

1.3. Organisation of this study
Following the introduction in Chapter One, in Chapter Two I will outline 'the nature of
culture' and 'cultural awareness' which are the key issues for discussions in the later
Chapters. As noted earlier, the complex nature of culture resides in the two dynamic
aspects of culture. One is that culture is associated with a variety of features of human
life, and the other is that culture is interpreted differently by individuals within the
same cultural group in relation to environmental factors. By considering these dynamic
aspects of culture, Chapter Two explores three points relevant to cultural awareness in
general:
(i)

Awareness of the relationship between humans and culture

6
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(ii)

Awareness of cultural variations

(iii) The effect of having a positive attitude towards cultural awareness
In relation to the discussions in Chapter Two, in Chapter Three I will focus on
culture and cultural awareness in foreign language education in particular, and argue
that it is necessary to integrate a 'dynamic' perspective towards culture into language
teaching. I will point out some problems caused by a 'static' perspective. For example,
from the static perspective, learners tend to see culture as fixed patterns and believe it
is applicable to all the members of the cultural group. This reinforces learners'
stereotypes and/or prejudices towards the culture. I will suggest that a shift from the
static to dynamic perspective is required in order to provide more effective ways of
teaching culture in foreign language education.
In Chapter Four I will summarise four teaching models which are based on the
adoption of the dynamic aspects of culture in foreign language classrooms (Fantini,
1995; Crozet, 1996; Barraja-Rohan, 2000; Wood, 2003). Among these models, the
'Model for Intercultural Language Teaching' (Wood, 2003) is suitable for the purpose
of the current survey for the following two reasons. First, it does not limit its scope to
spoken or written language. Second, this model is identified as an effective approach to
teaching/learning culture in foreign language education by the National Asian
Languages and Studies in Australian Schools (hereafter, NALSAS

2

See 4.2.1 for more details ofNALSAS. --

2

)
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assists in developing four Asian languages, including Japanese.
Chapters Five and Six analyse Japanese language teachers' awareness of
teaching culture through a questionnaire-based survey and three cases of classroom
observation, respectively. The findings in these Chapters are discussed on the basis of
the importance of adopting the dynamic perspective towards culture into language
teaching.
Chapter Seven contains a summary of findings, implications for the teaching
culture in Japanese language education and suggestions for future studies.

CHAPTER TWO

CULTURE AND C U L T U R A L
AWARENESS

2.0. Introduction
In this Chapter, I will outline 'the nature of culture' and 'cultural awareness', which
are the key issues for later discussions in this current study. 'Cu ltur e' is a familiar word,
widely used in daily life both consciously and unconsciously, and yet it is one of the
most complicated terms to define (Williams, 1976). The complexity of this concept
resides particularly in two aspects of culture. One aspect is that culture is associated
with a variety of features of human life such as beliefs, values, artifacts and behaviours
(Tylor, 1871; Boas, 1930; Bodley, 2000). The other aspect is that individuals within the
same cultural group tend to interpret culture differently depending on factors that
surround each ind1vidual, such as socio-economic status, educational background and
age (Williams, 1976; Kurachi, 1998; Ogawa, 2002).
This Chapter is organised as follows. In sections 2.1 and 2.2, I will present the
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dynamic aspects of culture which underlie the complex nature of culture and the
individuals' different interpretations of culture. Following the discussions in 2.1 and
2.2, in 2.3 I will discuss cultural awareness, in particular focusing on three points:
awareness of the relationship between humans and culture, awareness of cultural
variations, and the effect of having a positive attitude towards cultural awareness.
Section 2.4 will present a summary.

2.1. The com plex nature of culture
Williams (1976), a Welsh cultural theorist, identifies 'cult ure' as one of the two or
three most complicated words to define. What underlies the complexity of culture is
the fact that culture is associated with a variety of features of human life. Reflecting
the fact that a human being is itsel f a complicated entity, to the best of my knowledge,
there is no absolute definition of culture found in the literature. A number of different
studies have discussed the nature of culture, making attempts to provide definitions of
culture, but these definitions vary among different research bodies due to the variance
of interests. Some of these definitions are given below.
A British anthropologist , Edward Tylor defines culture as "culture in its wide
ethnographic sense , is complex whole which includes knowledge , belie f, art, morals,
law, custom, and any other capabilities and habits acquired by man as a member of
society" (Tylor, 1871: 1). Focusing on the relationship between culture and society,

Chapter Two CULTURE AND CULTURAL AWARENESS
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Bodley (2000: 9) views culture as has been socially transmitted and divides it into
three aspects as follows: "culture is socially transmitted, often symbolic, information
that shapes human behaviour and regulates human society so that people can
successfully maintain themselves and reproduce. Culture has mental (i.e. what people
think), behavioural (i.e. what people do), and material (i.e. what people produce)
aspects; it is patterned and provides a model for proper behaviour". Boas (1930: 75)
includes individuals in his conceptualisation of culture, claiming that "culture
embraces all the manifestations of social habits of a community, the reactions of the
individual as affected by the habits of a community, the reactions of the individual as
affected by the habits of a group in which he lives, and the products of human
activities as determined by the habits".
As shown in the examples above, the nature of culture involves a variety of
features of human life . Since defining the term 'cu ltur e' is not a main concern of the
current study, I will not attempt to provide a concrete definition of culture. However,
what is important for the current study is that the nature of culture may be observed
from various perspectives including both social and individual perspectives, and by
virtue of the fact that culture contains variations and complexities of human life it
makes itse lf dynamic.
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2.2. Individuals' interpretations of culture
According to Williams ( 197 6), the arguments and questions regarding the word
'cu ltur e' cannot be resolved by reducing the complexity of its usage. Rather, these
cultural variations necessarily involve alternative views of the activities, relationships
and processes which the complex word 'cu ltur e' indicates. The complexity is not in the
word 'cu ltur e' itself, but in the various connotations which its use can indicate. Culture
is recognised on the one hand, as beliefs, values, artifacts and behaviours, which are
shared by groups, and on the other hand, as being interpreted in various ways based on
what aspects of culture people think are important and how people define it. In this
sense, culture is 'dy nam ic', meaning it may be interpreted differently from person to
person even within the same cultural group.
As pointed out by Williams ( 197 6), the dynamic aspects of culture are not only
associated with the complex nature of culture itself, but also with individuals' different
interpretations of culture. Ogawa (2002) provides two examples illustrating the
dynamic aspects of culture, shown by the way in which culture is interpreted by
individuals. First, the author presents a dispersion of Japanese culture which is
acknowledged by Japanese people in the following figure:

Cha pter Two CUL TUR E AND CUL TUR AL AWARENESS
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Individuals' interpretations of Japanese culture (Ogawa, 2002: 209)

In the figure, each Japanese interpretation of Japanese culture is indicated by a
dot. For example, when Japanese people are questioned about what Japanese culture is,
some people might answer that it is an artefact such as kabuki; 'traditional Japanese
play' and sadoo; 'tea ceremony', and other people might answer that it is a particular
behaviour such as removing shoes when entering houses and/or using chopsticks when
eating meals. The variations in answers reflect the fact that the culture which is
recognised by Japanese people varies. Based on this fact, Ogawa argues that it cannot
be affirmed that in the above figure, only the centre of the upper right-hand is the true
nature of Japanese culture and the scattered dots are not.
Second, Ogawa (2002) reveals that a cultural phenomenon, for example,
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' Japanese hierarchical relations hips', can be interpreted in various ways, such as an
anti-mod ern conventional system, a motive in seeking power to control groups, the
secret behind successful Japanese businesses, and a threat to international competit ion
among countries. The author notes that such variations in views are due to the different
interpretations of this particular cultural phenome non, despite the fact that the cultural
phenome non is shared and accepted as a particular culture by the members of that
particular group. In other words, the individual members of the group often interpret
the culture differently in relation to factors which surround the individuals, such as
socioeco nomic status, educational background, and age (Williams, 1976; Kurachi,
1998; Ogawa, 2002).
The above two examples suggest that when people interpret their own cultures,
they tend to pick up something that they believe they share with the other members of
the group which they acknowle dge they belong to. This indicates that the notion of
culture depends heavily on individuals ' interpretations, which may be influenced by a
variety of factors surrounding the individuals. On the basis of this notion, culture
cam1ot be sufficiently captured by simply looking at the cultural patterns which may be
seen as a manifestation of beliefs that the cultural patterns are shared by every
members of the group, such as a group identified by country, nationality, race, region,
and society. Rather, it is necessary to approach a particular culture from a perspective
that takes a variety of individual interpretations into account when considering culture
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in foreign language education. I will return to this issue in Chapter Three.

2.3. Cultural awareness
In this section, I will examine cultural awareness in relation to the dynamic aspects of
culture discussed in the previous sections. The focus will be on three points: awareness
of the relationship between humans and culture, awareness of cultural variations, and
the effect of having positive attitudes towards cultural awareness.

2.3.1. Awareness of the relationship between humans and culture
In general, a human being becomes a cultural being from birth, and also becomes a
member of certain cultural groups, such as nation, race, region, society, and age group
(Ebuchi, 1997; Sen Gupta, 2003). He/she is consciously or unconsciously internalised
into his/her own culture in the cultural groups to which he/she belongs. This dimension
of culture is recognised as 'enculturation' (Ebuchi, 1997). Enculturation is defined as
the social and cultural process of acquiring behavioural patterns for social survival in
society, which are conveyed through verbal and non-verbal communication since birth.
The behavioural patterns are acquired through the repetition of imitation, discovery
and creation. This is the process by which the views, beliefs and behavioural patterns
of the individual members of the society become well-ordered. This is also the process
by which people establish their own individualised identity as a member of the society.
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In short, while a human being is born and survives in the society to which the
individual belongs by acqumng the culture of the society, at the same time, the
individual bequeaths, chooses, changes or creates their own culture through their own
experience and internal recognition of the culture. The understanding of this dimension
of culture is important for acquiring the dynamic perspective towards culture which
will be discussed in the next section.

2.3.2. Awareness of cultural variations:

Dynam ic perspective vs.
static perspective

According to Kurachi (1990: 159-160), culture is identified as "tangible and/or
intangible mental objects chosen, maintained, modified, destroyed and newly created
by the groups through individuals' sensory organs and cognitions by individuals".
What is important in this statement is how it reflects on individual members in a given
group. This means that culture is shaped by the groups to which individuals belong,
and more importantly, by individuals' interpretations. In this sense, the culture
acknowledged by individuals may differ from the culture acknowledged by their
parents or brothers and sisters who actually belong to the same group as they do, and
who are identified as having very close relationships with them. The different
interpretations of culture are associated with a variety of factors such as economic and
political changes in the group, and changes in the mutual relationships between
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individuals and other members . of the group. Kurachi (1998) points out two significant
factors: environmental variations induced by one's transfer from one social group to
another, and also by changes within the social groups and members that they belong to
(Kurachi, 1998). These are often susceptible to changes. This suggests that the
perspective of culture as a 'dynamic ' entity is necessary to capture a particular culture
sufficiently.
A 'dynamic perspective' is the view in which one attempts to see a particular
culture as the integral of individuals' interpretations of culture which may vary from
individual to individual even within the same cultural group. In contrast to the
'dynamic perspective', the 'static perspective' is the view in which one attempts to see
a particular culture as static, in the sense that the culture is interpreted as fixed among
all the members of the group, and shared by every member of the group. From this
perspective, culture tends to be presented as a fixed pattern, which often reinforces
stereotypes. Therefore , for example, when an individual A encounters an individual B
who belongs to a different group (e.g. nation, race, region, society, young people,
children, etc.), A should not over-generalise that B' s notion of a particular aspect of the
culture is shared by all people belonging to the same group as B. One major reason for
such an over-generalisation resides in the tendency to approach culture from the static
perspective, so that ignorance of the dynamic aspects of culture occurs. Ignorance of
the dynamic aspects of culture gives rise to issues such as stereotypes and/or
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prejudices towards other cultures. Although the word 'stereoty pes' may be used in a
positive sense in some cases, in this study it is used in a negative sense. Stereotypes is
a projection of one's mental picture, through which certain characteristics are viewed
as peculiar to a particular culture, being possessed by every member of that cultural
group. The stereotypes can be erroneous and lead to unwarranted conclusions which
are not accurate. In the stereotype's worst or most inaccurate form, the stereotype takes
the form of a universal syllogism that prevents differences between individuals who
belong to a group (Brislin, 1993: 171-179; Gannon, 1994: 14-15).
In short, it is inevitable that people acquire the culture of their cultural group.
However, it is necessary to be aware that the interpretations of a particular culture may
vary from individual to individual in the same group, despite the fact that the members
of the group belong to the same cultural group.

2.3.3. The effect of having a positive attitude towards cultural
awareness
When people are faced with cultural differences between their own cultures and other
cultures, how do they deal with the differences? It is reported that people tend to
measure other cultures on the basis of the values established within their own culture
(Brown, 1986; Valdes, 1986; Brislin, 1993; Nebashi, 2002). Suppose that an individual
A belonging to culture [A] which has a behavioural practice such as 'people eat food
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with chopsticks' encounters an individual B who belongs to culture [B] with a
behavioural practice such as 'peop le eat foods with their hand s'. A tends to see B
eating food with hand through the perspective of culture [A], and might think "it is
dirty to eat food with hand". In contrast, B tends to see A eating food with chopsticks
through the perspective of culture [B], and might then wonder "is it necessary to eat
food with chopsticks?" This shows that one tends to take an attitude that one' s own
culture is normal (Brown, 1986: 41; Valdes, 1986: vii). Similarly, human cognition
tends to work in favour of oneself, especially when one perceives the differences
between in-group (ones elf and people who belong to the same group) and out-group
(people who belong to a different group) (Brislin, 1993; Nebashi, 2002). The key
concepts associated with this attitude are 'cultural evolutionism' or ' cultural
absolutism' (Nishimura, 1991: 625).
Cultural evolutionism indicates that one makes judgments on the basis of one' s
own cultural standards, so that one tends to 'rank ' cultures. Furthermore, cultural
absolutism asserts that one' s own culture is always absolute or right/good and others
are wrong/bad (Nishimura, 1991). The existence of cultural evolutionism/absolutism
sometimes raises the phenomenon of 'cultural assimilation' . Cultural assimilation
occurs when so-called superior, or major cultures absorb inferior or minor cultures and
assimilate them. A problem arising from the above approaches to culture occurs when
one arbitrarily chooses a particular cultural aspect, compares one ' s own culture with
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another, using one' s own standards, and generalises the result of the evaluation
towards all other members of the cultural group (Konishi , 1994). There is a danger that
this attitude reinforces stereotypes and/or prejudices towards different cultures.
Above,

I

have

discussed

an

attitude

which

is

based

on

cultural

evolutionism/absolutism. The problem with this attitude is that one tends to evaluate
other cultures as right/good or wrong/bad on the basis of one' s own cultural standards ,
and tends to generalise the result of the evaluation towards other members of the
cultural group, which may yield a variance of stereotypes and/or prejudices.
As an alternativ e to this attitude, the ' creative culture-producing process ' of
'acculturation' (The Social Science Research Council (hereafter, SSRC), 1956) should
be emphasised to assist in creating a positive attitude towards cultural awareness when
one interacts with different cultures. Acculturation is defined as "those phenomena
which result when groups of individuals having different cultures come into
continuous first-hand contact, with subsequent changes in the original cultural patterns
of either or both groups" (SSRC, 1936: 149)1. Acculturation can be applied not only to
changes within the cultural groups, but also to changes within an individual who has
contacts with different cultures (SSRC, 1956; Sen Gupta, 2003). When one encounters
another culture, one naturally tends to compare and judge certain aspects of one's own

1

The process of acculturation includes intercultural transmission (diffusion), cultural creativity,
cultural disintegration and reactive adaptations (SSRC, 1956). See SSRC (1 956) for detailed
discussions of acculturation including-these-processes.
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and the other culture, which often provides a trigger to change one's awareness of
these cultures. The 'creative culture-producing process' is a process which leads to the
2

creation of the 'third place' of an inter-cultural stage, rather than simply towards the
direction of assimilation into either culture. This process can be seen as a stage of
cultural awareness independent from either one's own or the other cultural perspective.
In terms of this 'creative culture-producing process' of acculturation, at the
cultural group level, the cultural disintegration of traditional cultures is not a process to
'zero', but rather, it is a process providing more choices in order to create an 'interculture' (Ebuchi, 1994). At the individual level, the 'creative culture-producing
process' is seen as a process that constructs a robust and flexible identity in relation to
others (Hosokawa, 2003). This notion of acculturation is strongly related to the
perspective of viewing identity as dynamic. That is, major aspects of identity are
"formed, negotiated, modified, confirmed, and challenged through communication and
contact with others" (Collier & Thomas, 1988: 112). In short, the 'creative cultureproducing process' of acculturation gives us a positive attitude enabling us to negotiate
with different cultures. Acculturation does not mean either holding one's own culture
persistently or abandoning one's own culture. It is rather the process for the

2

I use the tenn 'third place' as indicating "a comfortable unbounded and dynamic space
which intercultural communicators create as they interact with each other and in their attempt
to bridge the gap between cultural differences. The third place is not a fixed point which will
be common to all, rather the nature of the third place is negotiated by each individuals as an
interaction of the cultural perspectives of self and other", which is acknowledged by Kramsch
(1993), Crozet, Liddicoat and Lo Bianco (1999) and Crozet and Liddicoat (2000).
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establishment of one's own cultural identity in connection with different cultures.
People's attitudes towards different cultures are not simple issues to discuss,
as shown above. However, they illustrate the major issues which are brought out from
one's encounter with different cultures. A human being becomes a cultural being from
birth. Thus, it is necessary to find a way to create a positive relationship between one's
own culture and other cultures with respect to the mechanism of cultural encounters.
This is also required when we deal with culture in foreign language education more
effectively, which will be discussed in later Chapters.

2.4. Summary
In this Chapter, I highlighted the nature of culture and cultural awareness. Dynamic
aspects of culture were revealed in the complex nature of culture and individuals'
different interpretations of culture. It was suggested that it is necessary to approach a
particular culture from the dynamic perspective rather than the static perspective.
Moreover, taking the dynamic perspective towards culture into account, the
following three points were found to be important for cultural awareness:
(i)

Awareness of the relationship between humans and culture

(ii)

Awareness of cultural variations

(iii) The effect of having a positive attitude towards cultural awareness
These aspects of cultural awareness are closely related to the discussions of
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teaching/learning language and culture in foreign language education in Chapter Three.

CHAP TER THREE

CULTURE AND CUL TUR AL
AWARENESS IN FOREIGN
LAN GUA GE EDUCATION

3.0. Introduction
In Chapter Two, I discussed the nature of culture and cultural awareness. In this
Chapter in relation to the discussion in Chapter Two, I will focus on culture and
cultural awareness in the sphere of foreign language education. I will argue whether
we need to shift our perspectives towards culture in certain directions in order to
provide more effective teaching/learning of culture in foreign language education.
In 3 .1, the relationship between language and culture is considered, focusing on
the · importance of the integration of teaching/learning culture into language
teaching/learning. The importance of teaching/learning culture in foreign language
education comes from an understanding of the relationship between language and
culture (Bock, 1974; Rivers, 1981; Matalene, 1985; Brown, 1986; Heath, 1986;
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Pitchard, 1990; Grabe, 1991; Casanave , 1992; Gudykun st & Kim, 1992; Kirkpatrick,
1993; Wang, 1994; Scollon & Scollon, 1995; Liddicoa t, 1997; Mangubh ai, 1997;
Suzuki, 1999), as well as an understan ding of how communi cation and interactio n
between people work across cultures (Gudyku nst & Kim, 1992; Byram & Fleming,
1998). In 3 .2, an overview of previous treatmen ts of culture and cultural awarenes s in
foreign language education is given. Culture has previousl y been treated in terms of a
'static' perspecti ve (pointed out by Crawford -Lange & Lange, 1984; Liddicoat, 2002;
Paige, Jorstad, Siaya, Klein, & Colby, 2003; Wood, 2003). It is the aim of this section
to highlight the problems which are associate d with the static perspecti ve towards
culture.
In 3.3, I will discuss the influence of the static perspecti ve towards culture on the
acquisition of communi cation skills. This point is particula rly importan t given that the
ultimate goal of language education is to acquire commun ication skills. In 3 .4, in
contrast to the static perspecti ve towards culture, the dynamic perspecti ve towards
culture will be examined (Crozet, Liddicoa t & Lo Bianco, 1999; Crozet & Liddicoa t,
2000; Liddicoat, 2002; Wood, 2003). I will also argue that a shift from the static
perspecti ve to the dynamic perspecti ve towards culture is required for the developm ent
of models of teaching culture in foreign language classroom s, which will be discussed
in Chapter Four. A summary will be presented in 3. 5.
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3.1. The relationship between language and culture
According to Bock (1974), culture is a property acquired by individuals through
language use. Bock categorises culture into the following four sub-systems which
maintain mutual

1
relationships :

(1) Language system (phonology, grammar, semantics)
(2) Social system (roles, groups, time and space)
(3) Technological system (tools, techniques)
(4) Ideological system (values, beliefs)

(Bock, 1974: 431)

Among these systems, the language system is particularly important since it is
the major tool used to acquire the other systems. As Bock (1974: 51) explains, "each
growing child learns the language of his community by imitation and instruction, and
by inference from the verbal behaviour of others ... Learning a language parallels the
more general process of learning a culture ... The ability of human beings to develop
and transmit complex cultural patterns is clearly dependent on language. Verbal labels
facilitate the learning of categories, and by means of language one may learn how to
behave in circumstances that one has not yet encountered".
Similarly, Heath (1986) and Casanave (1992) make a strong case for the
1

The language system is the part of culture which enables human beings to develop and
transmit complex cultural patterns. The social system is the part of culture which primarily
influences the interactions among members of a society. The technological system is the part
of culture which enables people to produce objective changes in their physical and biological
environment. The ideological system is the part of culture which denotes any set of more or
less systematised beliefs and values shared by the members of a social group. See Bock (1974)
for more details of the categorisation of culfure.
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relationship between language and culture. The authors insist that individuals first gain
much of their understanding of the world through language-mediated experiences by
which individuals become members of their primary speech community, and thus
language learning is cultural learning. Moreover, Brown (1986: 43) asserts (in the case
of first language acquisition) that "cognitive development and linguistic development
go hand in hand, each interacting with and shaping the other". It is acknowledged that
on the one hand, language creates and shapes the world views of individuals and on the
other hand, the world views of individuals enable them to use language properly and
accurately. As such, language and culture have a mutual relationship and "language
cannot be separated completely from the culture in which it is deeply embedded"
(Rivers, 1981: 315).

It is worth noting that the role of language as a crucial tool for the acquisition of
culture is achieved by the necessity for communication with others. As noted in Byram
and Fleming (1998), language is particularly important because it carries the shared
connotations which help to maintain a speaker' s sense of belonging to particular social
groups based on internalised individuals ' social identities and cultural practices in
communication and/or interaction. Gudykunst and Kim (1992) organise the elements
influencing the process of communication systematically using ' An Organising Model
for Studying Communication with Strangers ' , shown below:
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An Organising Mode l for Studying Com muni catio n with Strangers

Figure 2:

(Gudykunst and Kim 1992: 33)
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The authors note that this model can basically be applied to every communicative
situation regardless of whether the communication is held by two or more people who
are from the same or different cultures. Person A and Person B represented in the
model illustrate that they have their own identities, but at the same time they are social
and cultural beings. The cultural (the values, norms and rules), socio-cultural
(membership in social groups, self-conceptions, role expectations and definition of
interpersonal relationship), psychocultural (stereotypes of and attitudes towards
strangers' groups) and environmental (the geographical location, climate, and
architectural setting as well as self-perceptions of the environment) influences which
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surround the centre circle serve as conceptual filters for encoding and decoding
messages. So far, I have noted that language and culture are mutually related, and that
language is a crucial tool for the acquisition of culture. More specifically, individuals
acquire culture through communication (i.e. language use) with others.
Next, I will discuss the relation between language and culture from the crosscultural point of view. The understanding of the relationship between language and
culture, and the way in which communication and/or interaction works, promotes the
understanding that when the speech communities to which individuals belong are
different, the members of each community will have different cultural experiences, and
will conceptualise different thoughts and world views accompanied by different
languages. This means that different languages manifest themselves not only as
different linguistic forms , but also as different cultures. In what follows, I will illustrate
this point, and show that different languages may reflect different cultures in various
aspects of language use.
First, it has been observed that culture lies in the lexicons. One-to-one
equivalence can rarely be established between words and expressions in two different
languages

(Rivers, 1981: 318). It is often the case that the semantic structure of a

particular word in a language differs from that of an 'equivalent' word in other
languages. For example, the Japanese word "waru" tends to be translated into the
English word "break". However, when a Japanese sentence "Naifu de suika o futatsu ni
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watta" is translated into an English sentence, it is not read as "I broke a watermelon in

two with a knife" but becomes "I cut a watermelon in two with a knife" (Suzuki,
1999).
Second, the sequential organisation of linguistic interaction differs in relation to
cultural differences. Liddicoat (1997) examines the different styles of interaction
towards 'leave-taking' between a Colombian and English cultural context. The author
explains that in the Colombian cultural context, the following four step sequence is
applicable when the host and the guest who wants to go home have a conversation,
based on the study by Fitch (1991):
1.

Guest announces an intention to leave

2.

Host asks for an account

3.

Guest provides an account

4. Host denies the account and/or offers an alternative

In contrast, the English leave-taking typically has the following sequence:
1.

Guest announces an intention to leave

2.

Host expresses regret

3.

Guest thanks host

4. Both parties close the conversation and guest leaves

The above examples show the difference between Colombian culture and English
culture. In Colombian cultural context, the sequence which is presented in the English
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cultural context seems to be most impolite. On the other hand, in an English cultural
context, the Colombian sequence seems to be very uncomfortable unless the host and
the guest know each other well.
Third, the written language also shows that cultural difference is transmitted into
the discourse organisation of the text. For example, it is pointed out that, "the Asian
speaker usually adopts a 'topic-comment' order of presentation in which the main
point (or comment) is deferred until sufficient backgrounding of the topic has been
done" (Scollon & Scollon, 1995: 1), whereas in Western languages the main point is
presented at the beginning of the texts (Kirkpatrick, 1993). The following 1s an
example of a Chinese discourse:

~~~~~--~,~~~~~~~-~~~ffl~mo~~~~~:

~31E, ::f~f¥P, ~fflf$jtlJrffil*mPEo J

a~ffl lib~, 1t~~~ ~~-=f

o

~~$~~i~:

r~

rf$~1ft~~, X

J

'Mother was busy preparing the meal, but naughty younger brother cried, whining that

Mother play with him. I said to brother, "Be good, Brother. Don't cry. I'll take you out

and play with you." Mother praised me, saying, "You love your brother, and you can

help me. You are "really my good child"'.

In this example, a familiar family scene in which a young child and a busy mother who
looks after the other child is presented. It can be observed that "by depicting the elder
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child as the next figure in authority within the relational hierarchy, and making him
fulfill the expected role of alleviating parental burden and looking after those 'below'
him, a 'good child' is defined as one who loves one's younger siblings (thus fulfilling
one's obligation of catering for the needs of those under one's authority) and helps
one's mother (thus fulfilling the obligation of serving parents in filial piety)". The
definition of a 'good child' is given in the last part of the text which carries the greatest
significance (Ho, 2000: 112-114).
Fourth, it is demonstrated that culture also underlies attitudes to the written ideas
and to the readers of the written texts. For instance, in English academic texts,
authentic voice, self-expression, stylistic innovation, and directness are highly valued
(Matalene, 1985 cited in Mangubhai, 1997). Thus, the responsibility for conveying the
information and arguments lies with the writer. On the other hand, in Chinese
academic texts, the pedagogical presentation of writing emphasises implicitness in the
introduction and conclusion (Wang, 1994 cited in Mangubhai, 1997), although today's
modern writing in Chinese leans towards more directness (Mohan & Lo, 1985). Thus,
in Chinese texts, comprehension is the reader's responsibility rather than the writer's.
(Wang, 1994 cited in Mangubhai, 1997).
Finally, the comprehension of a text is also related to the cultural backgrounds of
the readers because reading involves a process of construction that draws upon the
prior knowledge available to the reader ( Grabe, 1991; Crozet & Liddicoat, 1997). In
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Pritchard' s study (1990), proficient American and Palauan readers at college level read
two texts on funeral arrangements. One text dealt with typical American funeral
arrangements, and the other with Palauan. From the results regarding the retelling data,
Pritchard (1990) found that the retellings of the Palauan readers included much more
elaborations than those of the American readers. He assumes that a possible reason for
this can be found in the different roles that American and Palauan adolescents play in
funerals in their own cultures. While Palauan adolescents are participants in the
process of funerals, American adolescents are primarily observers (Pritchard, 1990).
This is one example that shows that differences in cultural backgrounds are an
important source of individual differences in the process of comprehension of texts.
Thus, reading can be defined as an active process in which readers focus on elements
of the text that are culturally most salient to them (Pritchard, 1990).
The above examples have shown that culture pervades the ways in which
language is used, creating unique features at different levels of language, such as
lexicons, sequential organisation of interaction and written texts. The mutual
relationship between language and culture suggests that language teaching/learning
cannot sufficiently be implemented without teaching/learning culture. In other words,
teaching/learning culture should be integrated into language teaching/learning (Crozet
& Liddicoat, 2000).
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3.2. Previous treatments: static perspective
It has been discussed in 3 .1 that different language s reflect different cultures in various
aspects of language use. This suggests that teaching/ learning culture should be
integrate d into language teaching/ learning. By consideri ng the integratio n of
teaching/ learning culture into language education , one issue we need to determin e is
what aspects of culture ought to be taught/le arnt in foreign language classroom s. Are
they literature, traditiona l artefacts, knowledg e about the target language country such
as the history, geography, institutions, or are they a collective way of acting through
the target language ? What is cultural awarenes s in foreign language classroom s?
The earlier models of teaching/ learning culture in foreign language education
used the following three broad groupings: 'high culture', 'area studies' and 'culture as
societal norms' (Wood, 2003). The most traditiona l approach for teaching/ learning
culture could be seen in the teaching/ learning of 'high culture', especiall y literature.
This particula r approach to culture defined culture as the valued artefacts of a
particula r society and started with the materials produced by the culture. In this
approach, a cultural perspecti ve was integrate d into language teaching/ learning
through the artefacts such as novels, plays and poems, which were created using the
target language (Crozet & Liddicoa t, 1997). The main concern of this approach
towards culture was to obtain valued cultural knowledg e from the texts, and was not to
acquire skills to communi cate with native speakers of the target language.

34

Chapter Three CULTURE AND CULTURAL AWARENESS
IN FOREIGN LANGUAGE EDUCATION

In

the

early

twentieth

century,

an

important

purpose

of

language

teaching/learning came increasingly to be seen as teaching/learning about a country
and its people (Stem, 1983; Stern, 1992). This approach towards culture is called 'area
studies' by Wood (2003: 6). In particular, there was an emphasis on the study of
history, geography, and institutions as a necessary part of language teaching/learning.
This knowledge was seen as a background and complement to understanding language
(Stem, 1992). Language was used for naming events, institutions, people and places.
Regarding the third group 'culture as societal norms', it has since the 1950s been
increasingly' recognised that knowledge of a country as a component of language
teaching/learning should emphasise the 'way of life' or 'life-style' of a community
(Stem, 1992). In the 1980s this view became extremely strong. Culture came to be
seen as practices and values such as societal norms. Societal norms are seen as culture
,',_~

typifying native speakers of the target language. This approach requires learners to
know about what native speakers of the target language are likely to do in a given
situation and to understand the cultural values placed upon certain ways of acting or
upon certain beliefs (Wood, 2003). In this approach, culture is seen as values, beliefs
and behavioural patterns which are mostly shared by native speakers of the target
language.
The problem with these approaches which I referred to above is that they are
based on a 'static' perspective towards culture in relation to foreign language
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educ ation as poin ted out by a .num ber of studies (Cra wfor d-La nge & Lang e, 1984;
Lidd icoat , 2002; Paig e, Jorstad, Siaya, Klein & Colby, 2003 ; Wood, 2003). The static
persp ectiv e towa rds cultu re sees cultu re as eithe r facts or artefacts whic h are unva rying
and concrete, and can be taugh t/lea rnt as factual infor mati on (Lidd icoat , 2002; Paig e,
Jorstad, Siaya, Klein, & Colby, 2003; Wood, 2003 ).
It is not deem ed that gaini ng know ledg e/inf orma tion abou t cultu ral norm s and/o r
rules such as laws and institutions, whic h may be seen as the main aim of
teach ing/l earni ng cultu re with in the static persp ectiv e, is ineff ectiv e or harm ful for
learners. This know ledge /info rmat ion is also impo rtant for learn ers to comm unic ate
and/o r inter act with nativ e spea kers of the targe t langu age. In particular, such cultu ral
norm s and/o r rules are defin ite orders whic h make the langu age socie ties beco me
parti cular spee ch comm uniti es such as natio ns and ethni c grou ps (Kur achi, 1990). In
other word s, uniq ue features of 'bein g the parti cular spee ch comm uniti es' are
deter mine d by cultu ral norm s and/o r rules that are pecu liar to the langu age community.
The uniq ue features of parti cular spee ch comm uniti es are often expr essed in term s of
'nati onal ident ity' (Byr am & Flem ing, 1998), 'nati onal char acter ' (Wie rzbic ka, 1986),
or 'ethn icity ' (Cro zet & Lidd icoat , 1999a; Croz et & Lidd icoat , 1999b). The impo rtanc e
of unde rstan ding factors such as natio nal identity in langu age teach ing is recog nised by
many resea rcher s (Wierzbicka, 1986; Byra m & Flem ing, 1998). For exam ple, Byra m
and Flem ing (1998: 2) poin t out that "any inter natio nal inter actio n will refer to
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national identities and cultures which are, therefore, embodied in the mutual
perceptions of the actors involved. It is for this reason that language teaching puts an
emphasis on national cultures and the mutual perceptio ns of national groups,
attempting to ensure a proper analysis of national stereotypes".
Likewise, gaining knowledg e/informa tion about cultural norms and/or rules is
also importan t for foreign language education in that this knowledg e/ informati on
characterises the unique features of the language communi ties, which in turn
characterises the unique features of that language. However, what is significant for
effective language teaching is how we deal with such knowledg e/informa tion about
cultural norms and/or rules. As noted earlier, the previous treatments of teaching
culture tended to take the static perspective whereby this knowledg e/informa tion is
simply treated as ' facts' to be taught/learnt. Such approaches which take the static
perspective towards culture may cause some problems which can be summari sed as
follows.
Firstly, it induces failure of learners' cultural awareness, especially awareness of
cultural variations within the speech communities, and often reinforces stereotypes
and/or prejudices towards the culture (Crawfor d-Lange & Lange, 1984). The static
perspective towards culture prevents learners from being aware of cultural variations
within the target speech community. As discussed in 2.2.2, the ' static ' perspective is
the view in which one attempts to see a particular culture as static, in the sense that the
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culture is interpreted as fixed among all the members of the group, and is shared by
every member of the group. From this perspective, culture tends to be presented as
fixed patterns, which often reinforce stereotypes and/or prejudices.
Secondly, teaching culture as definite knowledge does not give learners
opportunities to analyse the relationship between learners' own cultures and the target
culture. As noted in 2.3.3, people tend to see different cultures from their own cultural
standards, and to evaluate cultures whenever they find differences between their own
cultures and others'. There is a danger that this attitude, which does not analyse the
relationships among cultures, reinforces stereotypes and/or prejudices towards
different cultures. This attitude is not a positive attitude towards cultural awareness
that would lead to the creation of the 'third place' which was presented in 2.3.3.
Thirdly, learners tend to have difficulties in acquiring self-learning skills. It is
impossible for teachers to teach every aspect of the target culture because the target
culture has the dynamic aspects which underlie the complex nature of culture and
individuals' different interpretations of culture (Liddicoat, 2002). This fact indicates
that learners may acquire only some aspects of the target culture in the classroom and
need to further develop their knowledge about culture by themselves. For this,
acquisition of self-learning skills is required to further communicate and/or interact
with native speakers of the target language outside the classroom (Liddicoat, 2002;
Smith, Paige & Steglitz, 2003).
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Fourthly, by using the static perspective towards culture, learners would fail to
systematically acquire communication skills in the target language. As noted earlier,
languages are closely related to cultures. Given that the dynamic aspects of culture (i.e.
the complex nature of culture and individuals' different interpretations of culture),
languages are also seen as dynamic. Communication skills are systematically and
sufficiently acquired through accurate understanding of the dynamic relationship
between language and culture. Hence learners face difficulties in systematically
establishing communication skills if they simply approach culture from the static
perspective.
To summarise, in 3 .2 I have sketched the previous treatments towards teaching
culture. I have also pointed out that these approaches tend to take the static perspective
towards culture, which may cause some problems. Among the problems, the last point
(i.e. failure to systematically establish communication skills) is in particular important
given that the ultimate goal of language education is to acquire communication skills. I
will therefore focus more in depth on the relationship between the static perspective
towards culture and communication in 3. 3.

3.3. Influence of the static perspective on acquisition of
communication skills: Critical view
According to Ebuchi (1997), in face-to-face communication, the speaker symbolises
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what he/she would like to _convey with the use of language and non-language
expressions, following the codes shared with the listener, and sends messages to the
listener. The listener decodes the received messages and responds to the speaker with
the use of language and non-language expressions, following the codes shared with the
speaker. The way in which messages are conveyed from the speaker to the listener is
called a 'channel' (Ebuchi: 1997). The channel is very complicated as it consists of
non-language expressions such as gestures, facial expressions and eye contact as well
as the language expressions. 'Giving a meaning' to messages occurs when the speaker
creates messages and the listener interprets the received messages from the speaker.
When the speaker gives a meaning to his/her messages, it is constructed subjectively.
Thus, the listener may not grasp exactly the meaning which the speaker conveys in
his/her messages. Similarly, when the listener interprets the received messages from
the speaker, it is reconstructed subjectively. Thus, the speaker may not grasp the
meaning which the listener gives to the received messages. Locke (1690) recognises
this point as follows:
"And every Man has so inviolable a Liberty, to make Words stand for what Ideas he
pleases, that no one hath the Power to make others have the same Ideas in their
Minds, that he has, when they use the same Words, that he does."
(Locke, 1690: III. ii. 8 cited in Taylor, 1992: 32)

Communication is the process which repeats 'giving a meaning' to messages
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voluntarily by both the speaker and the listener (Locke, 1690: III. ii cited in Taylor,
1992; Fukaya & Tanaka, 1996). What is relevant to the interpretation of the 'giving a
meaning' that is otherwise based on the speaker's/listener's subjectivity, is the fact that
face-to-face communication includes contexts such as the physical environment (place,
time, space between the speaker and listener) and the social environment (whether
there are other people or not). That is, the subjective behaviour of 'giving a meaning'
to messages is implied to come from the interpretations of culture of the speaker and
the listener in connection with the context in which communication occurs (Smith,
Paige & Steglitz, 2003). With regard to the relationship between culture and the
context, Kramsch ( 1993) notes that the contexts in which the speaker and the listener
are engaged are culturally defined aspects of a communicative event, such as role
relationships, norms of interpretation for the negotiation of meanings, and observable
aspects of setting. Similarly, Gudykunst and Kim (1992) point out that the cultural,
sociocultural, psychocultural and environmental influences which create the context of
communication serve as conceptual filters for encoding and decoding messages.
The notion of the relationship between the context and meanings given to
messages in communication is important in order to understand the dynamism of
language in conjunction with the dynamism of culture, as pointed out by Lado (1986),
Jayasuriya ( 1990) and Smith, Paige and Ste glitz (2003 ). Jayasuriya ( 1990) asserts that
"the manifest culture revealed in individual behaviour is selective, and not necessarily
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representative of a historical cultural tradition in its abstract form, which means
individuals select from cultural blueprint in order to act appropriately, but not
reductively, in different social contexts within the same culture. This notion recognises
that although the individual's use of language is to a certain extent 'bound' by his/her
native cultural blueprint, he/she is also capable of creating a personal unique
expression in communication". Crozet and Liddicoat ( 1997) also indicate that
linguistic uniformity does not mean cultural uniformity. Culture which is associated
with language use is illustrated in different ways by different individuals and different
groups within the same cultural group.
As noted in 3 .2, the approaches which are associated with the static perspective
towards culture do not sufficiently support learners' abilities to communicate and/or
interact with speakers of the target language. The approach of the static perspective
towards culture tends to make learners believe that the knowledge/information about
culture which they have previously learnt can be generally applied to speakers of the
target language. Thus, when they attempt to communicate and/or interact with
interlocutors whose interpretations of culture reflected in language differ from the
knowledge/ information of the target culture which the learners have previously learnt,
the learners may feel difficulties in communicating and/or interacting with them.
Furthermore, they may refuse to communicate with such interlocutors and/or regard
them as exceptions in the target speech community (cf. 2.3.3).
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Thus, the static approach towards culture reflected in language causes learners
passively adopt or parrot the target culture. This behaviour tends not to facilitate
learners' abilities to express what they would like to say. In other words, learners fail
to establish their own cultural identities in relation to the target culture and possibly
reconstruct their identities dramatically. Every individual has a personality and identity
which have been developed in their first language context (Crozet & Liddicoat, 2000).
As noted in 2.3.3, individual identities can be negotiated and modified in interactions
with others, however, it does not mean that individual identities can be changed
dramatically without careful consideration about the relationship between one's own
culture and another culture. Although Clyne (1994) accepts that a high degree of
communicative competence such as some active command of communication rules
may be necessary for access to power (that is, to information), he points out that the
achievement of native-like communicative behaviour may involve changing not only
the individuals' cultural values system but also their psychological make-up. Clyne
argues that it is morally unacceptable to expect people to make such a dramatic
identity shift in order to be successful in a new society. Similarly, Byram and Fleming
(1998) assume that it is not possible, nor desirable, for language learners to identify
with another or to deny their own identities and cultures. As Kramsch (1998) argues,
learners should have choices about whether or not to adopt native speakers'
understandings of culture which are involved in communication, in order not to lose
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their identities, and to establish their own identities as users of another language. These
implications advocate the need for the identities of learners to be respected and
accepted (Crozet & Liddicoat, 2000).
The static perspective towards culture in foreign language education induces
these problems which are brought about by ignorance of dynamic aspects of culture. It
is, thus, suggestive that a shift from the static to a dynamic perspective towards culture
is necessary in foreign language teaching/learning. This will be discussed in 3 .4.

3.4. A shift from the static perspective to the dynamic perspective
towards culture
According to Liddicoat (2002), the dynamic perspective towards culture views culture
as a set of variable practices which people engage in, in order to live their lives and
which are continually created and re-created by participants during interaction. As
discussed in Chapter Two, culture has dynamic aspects which arise from the
complexity of the nature of culture and individuals' different interpretations of culture.
When culture is acknowledged or talked about by people, 'culture' often represents the
integral of individuals' recognitions gained through their own experiences and which
differ from those of others in most cases, despite the fact that the members of the group
belong to the same cultural group. This suggests that culture which underlies
communication and/or interaction in a particular situation with a particular person is
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dynamic.
The dynamic perspective towards culture also views culture as being created and
re-created by participants in interaction (Liddicoat, 2002). This view is important for
cultural awareness, as discussed in 2.3.3. The 'creative culture-producing process' of
acculturation is a process of merging the change of an individual's view of cultural
awareness towards creating the 'third place' of an inter-cultural stage, rather than
simply towards assimilation into either culture. A human being survives in the society
to which he/she belongs, bequeathing, choosing, changing and creating his/her own
culture through his/her own experience and internal recognition of the culture. Thus,
just as teachers define their native and target cultures through the cultures which they
have had contact with (experienced) and their recognitions, learners will define them
through the cultures which they have contact with (experience) and their recognitions.
This indicates that cultures which are acquired by learners in language classes may not
be exactly the same. As a result, culture which should be taught/learnt in foreign
language classrooms is not only definite knowledge/information of the target culture, it
is also the skills needed to create a process of finding the 'third place' between their
own languages/cultures and the target language/culture, through the use of the target
language, which enhances the understanding of others. With respect to this notion,
Crozet and Liddicoat (2000) assert that the aim of language teaching/learning becomes
'knowing how to relate to otherness', although the basic goal of language
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teaching/learning is to make _language learners into competent communicators in the
spoken and written forms of the target language. Relating it differently, teaching the
target language has become teaching learners how to relate their own cultures to the
target culture in a way which can free them from a mono-cultural view of the world
without making them parrots in a new world (Crozet & Liddicoat, 2000).
In the above, I have discussed the necessity for the dynamic perspective m
foreign language education. While this suggests a shift from the static perspective used
previously to a dynamic perspective, two points are particularly relevant to this shift.
The first issue is that the shift requires an approach focusing on 'how' to acquire skills
to analyse the mutual relation between learners' own cultures and other cultures.
Recall that the focus has been on 'what' teachers teach about the target culture in
previous approaches, for example the importance of more valued culture such as
literature within the 'high culture' approach, knowledge of geography and history
within the 'area study' approach, and the role of communication rules and components
within

the

'societal

norm'

approach.

As

noted

earlier,

although

this

knowledge/information is important for learners, with such knowledge/information
alone learners cannot sufficiently deal with the dynamic aspects of culture, and hence
may fail to acquire skills to effectively analyse the mutual relation between their own
cultures and other cultures. This means that teachers need to shift their approaches
from 'what to teach/learn about the target culture' to 'how to teach/learn skills to
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understand the mutual relationship between the first culture and the target culture'.
These skills are also fundamental for learners in acquiring self-learning skills with
which they further develop their communication skills outside the classroom.
The second issue is related to 'globalisation'. The shift from the static to the
dynamic perspective is pursued not only for foreign language education, but also as an
important part of education in general (Liddicoat, Crozet, Jansen & Schmidt, 1997). It
is informative to note in Kurachi (1990: 165-166) that "if the learners actually use the
target language, experience the target culture, and negotiate the mutual relationship
between their own cultures and the target culture, their horizons can be broadened.
This is what the world requires of people for international cooperation and living
together in peace". In fact, all parts of the world and all societies are involved in the
vast movements of people. The effect of this is that multicultural and multilingual
societies are inevitable everywhere (Ebuchi, 1994; Crozet, Liddicoat & Lo Bianco,
1999; Bennett & Bennett, 2003). This is called ' globalisation' , which refers to the
manifold ways in which the nations and populations of the world are becoming
enmeshed in interconnected global systems such as the economic system and financial
system (Crozet, Liddicoat & Lo Bianco, 1999). With globalisation emerges the need
for intercultural understanding (Clyne, 1994; Crozet, Liddicoat & Lo Bianco, 1999;
Crozet & Liddicoat, 2000). By pursuing the dynamic perspective, learners acquire the
skills of how to analyse the mutual relationship between their own cultures and other
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cultures, rather than simply acquiring definite knowledge/information about the target
culture. With such skills, learners are more analytical and flexible towards other
cultures, so that they can more effectively perform in new situations where cultural
differences are crucial, such as business negotiations and service delivery in an
intercultural context (Liddicoat, Crozet, Jansen & Schmidt, 1997). These skills are
required in foreign language education where the aim is to develop communication
skills in the context of globalisation. Language teaching/learning should encourage
learners to view situations, ideas and actions from new perspectives (Liddicoat, Crozet,
Jansen & Schmidt, 1997; Smith, Paige & Steglitz, 2003). Furthermore, language
teaching/learning should not only be teaching/learning knowledge/information about
the target language and culture, but also giving an opportunity to engage the whole
learner in the act of communication and/or interaction in new ways which enable
him/her to acquire analytical and reflective ability (Liddicoat, Crozet, Jansen &
Schmidt, 1997).

3.5. Summary
In this Chapter, I have discussed teaching/learning culture in foreign language
education. It was pointed out that teaching/learning culture from the static perspective
causes some problems in terms of awareness of cultural variations and development of
a positive attitude towards cultural awareness, and as a result, learners may have
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difficulty in acquiring in particular self-learning skills, and in establishing a desirable
identity in relation to the target culture. In order to resolve these shortcomings, I have
suggested that a shift from the static perspective to the dynamic perspective towards
culture is necessary for the effective development of foreign language education.
In connection to the dynamic perspective towards culture, I have also pointed out
that we need to take the following two points into account for teaching/learning culture
in foreign language education: (i) we need to focus more on 'how' to teach/learn skills
enabling learners to understand the mutual relationship between their first cultures and
the target culture, as opposed to 'what' to teach/learn about the target culture; and (ii)
as a general educational function, foreign language education should aim to develop
skills and knowledge for intercultural understanding in response to globalisation.

CHAPTER FOUR

MODELS OF TEACHING CULTURE
IN A FOREIGN
LANGUAGE CLASSROOM

4.0. Introduction
In this Chapter, I will examine some teaching models which explore teaching/learning
language and culture in foreign language classrooms. As noted in the previous Chapter,
teaching/learning language and culture in foreign language classrooms should not be
done only to teach/learn linguistic forms and a set of definite knowledge/information
about culture, but also it should include a creative process of teaching/learning how to
relate learners' own cultures to the target culture in a way which can free them from a
mono-cultural view of the world, without making them parrots in a new world (Crozet
& Liddicoat, 2000). By considering teaching models, it is expected to gain a better

understanding of the process involved in teaching/learning culture in relation to
teaching/learning language. This is also important for the issue of teachers' awareness
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of teaching culture in foreign language classrooms, which will be discussed in later
Chapters. The models which are introduced in this Chapter concern the dynamic
perspective towards culture and an approach by which the dynamic aspects of culture
can be taught and learnt in foreign language classrooms.
This Chapter is organised as follows. In 4.1, I will briefly outline the three
models (i.e. (i) Process Approach for the Development of Intercultural Communicative
Competence (Fantini, 1995), (ii) Four Stage Methodology to Teach Spoken Language
and Culture (Crozet, 1996), and (iii) Teaching Methodology for Conversation (BarrajaRohan, 2000: 78)). The remainder of the Chapter will then devoted to the discussion of
Wood's 'Model for Intercultural Language Teaching' (2003)1 which is considered to
be appropriate for analysis in the current study. In 4.2. I will outline the background of
this model. This will be followed by 4.3 which details the four stages of the 'Model for
Intercultural Language Teaching': Awareness-raising Stage, Experimentation Stage,
Production Stage, and Feedback Stage. 4.4 will provide a summary of this Chapter.

4.1. Models of teaching language and culture in foreign
language classrooms
A number of models have been developed for teaching culture in the context of foreign

1

According to Lo Bianco and Crozet, Wood's 'Model for Intercultural Language Teaching'
(2003) is based on the 'Four Stage Methodology to Teach Spoken Language and Culture'
proposed by Crozet (1996) (personai communication with Lo Bianco and Crozet).
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language education. However, to the best of my knowledge, the following four models
have been identified as crucially important for integrating the dynamic perspective
towards culture into the process of teaching/learning language and culture.
(i)

Process Approach for the Development of Intercultural Communicative
Competence (Fantini, 1995)

(ii)

Four Stage Methodology to Teach Spoken Language and Culture (Crozet,
1996)

(iii) Teaching Methodology for Conversation (Barraja-Rohan, 2000)
(iv) Model for Intercultural Language Teaching (Wood, 2003)
I will outline models (i), (ii) and (iii) in 4.1, and discuss model (iv) in detail in 4.2.

4.1.1.

The 'Process Approach for the Development of Intercultural
Communicative Competence'

The 'Process Approach for the Development of Intercultural Communicative
Competence' is proposed by Fantini (1995). It attempts to promote the development of
Intercultural Communicative Competence (hereafter, ICC)2, as the title indicates.
According to Fantini (1995), ICC is developed through the following stages.
a. Presentation of, or exposure to, new material
b. Practice of this material in limited contexts

2

See 4.2.2 for more details ofICC. -
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c. Grammatical Explanation or elucidation of the material where necessary or
useful
d. Transposition of the material (in combination with other material already
learned by the student) into freer contexts and more spontaneous conversation
e. Sociolinguistic Exploration of the interrelationship of language and the social
context, emphasising the appropriateness of language use (in addition to its
grammatical correctness)
f.

Culture Exploration as the basis for appropriate interactional strategies, and

g. Intercultural Exploration, by comparing and contrasting the target culture with
the learner's native culture
The author notes that Stage (a) is basically the starting point for the development
of ICC. However, it is also possible to effectively begin with Stages (f) and (g), by
using a cultural context along with the language to be learnt. Stages (a), (f) and (g) are
particularly important for ra1smg learners' awareness of linguistic and cultural
similarities and differences between their own languages/cultures and the target
language/culture. 'Stages (b) and (c) are related to input of new linguistic and cultural
knowledge and easily interchangeable with each other. Stages (b) and (d) ensure
language is used in communication. They are the stages in which the dynamic aspects
of culture underlying communication are integrated into the teaching/learning process
through practice. Thus, learners need to be engaged in communication as active
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participants. Stage (e) is especially significant because it gives learners an opportunity
to think about how to establish the 'third place' in relation to their own cultures and the
target culture.
This model takes the dynamic aspects of culture into account, and offers an
evidence of integrating the teaching of culture into language teaching, especially for
the acquisition of communication skills in spontaneous conversation.

4.1.2. The 'Four Stage Methodology to Teach Spoken Language
and Culture'
The 'Four Stage Methodology to Teach Spoken Language and Culture' is introduced by
Crozet (1996). This model has been developed in order to teach the seven teachable
items (norms of interaction, pragmatic norms, kinetic features, prosodic features,
spoken grammar, colloquial lexicon, and pronunciation) of verbal interaction in French
conversation. It aims at two particular issues. One is to teach learners some sociocultural codes to make them better communicators in the target language. The other
issue is to raise learners' awareness of the importance of language in shaping cultural
reality. In order to achieve these two aims the use of the following four phases is
suggested: Illustration Phase, Manipulation Phase, Production Phase, and Feedback
Phase.
In the Illustration Phase, learners receive new input which is selected from the
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different components of verb<:1,l interaction. The aim of the Illustration Phase is for the
learners to notice and receive explanations of the new input as it appears in authentic
conversation. It also gives the learners an opportunity to understand the links between
language and culture in conversation, comparing their own languages/cultures with the
target language/culture. In the Manipulation Phase, learners experiment with the new
knowledge and produce some outputs in order for language acquisition to happen. This
phase should be conducted straight after the new input has been introduced, in the form
of short tasks to quickly put in place the new knowledge. The Production Phase
requires learners to create more substantial oral texts than during the Manipulation
Phase. They have to integrate various components of verbal interaction using role plays
or scenarios which allow them to act out the socio-cultural codes they have learnt in the
target language. This phase gives the learners the experience of being 'disestablished'
by another culture and allows them to learn from it. In the Feedback Phase learners
discuss their performance during the Production Phase with their teacher. The
Feedback Phase has two objectives. The first objective is for the teacher to comment on
the learners ' appropriate use of all components of verbal interaction during
performance. The other objective is to allow the learners to express how they feel when
they perform foreign socio-cultural codes and to review stereotypes they might have
had about the target culture. The issue which needs to be addressed in this phase is the
conflict the learners experience between their own cultures and the target culture.
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Further discussions about this issue can assist the learners to mediate their own cultural
identities in connection with the target culture.
This model gives learners an opportunity to understand the relationship between
language and culture, based on the notion that it is necessary to integrate teaching
culture into language teaching. This model also aids learners to be engaged in the
dynamic aspects of culture through the four stages, focusing in particular on the
development of verbal conversational components.

4.1.3. The 'Teaching Methodology for Conversation'
The 'Teaching Methodology for Conversation', which is proposed by Barraja-Rohan
(2000), aims at showing how conversational English and socio-cultural norms can be
taught in an English as a second/foreign language context by using the findings of
Conversation Analysis and cross-cultural pragmatics (particularly politeness theory). It
is particularly noted that the following five phases are important in teaching English
conversation: Awareness Raising Phase, Reflective Phase, Experimental Phase,
Introspective Phase, and Cultural Evaluation Phase.
In the Awareness Raising Phase, linguistic and cultural concepts are drawn from
Conversation Analysis in which conversation is observed by learners from authentic or
unscripted videos and are then explained. This phase is intended to give the learners
new input and make them aware of how language and culture interact. In the
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Reflective Phase, learners discuss the concepts according to their experiences in the
target language as well as in their native languages, in order to evaluate whether these
concepts are or are not applicable to their native languages. This phase is related to the
learners'

awareness of the similarities and differences between their own

languages/cultures and the target language/culture. In the Experimental Phase learners
experience these concepts in pairs or small groups through role-plays or simulation
activities, evaluating how the target culture gives an impact to their communication
and also their cultural identities. In the Introspective Phase, learners' conversations
during the Experimental Phase are evaluated in terms of their appropriateness. At the
same time the learners discuss the mismatches between their own languages/cultures
and the target language/culture which have been experienced in the Experimental
Phase. Additionally, the new elements or concepts which are discovered by the learners
during the Experimental Phase are discussed. This will lead to further exploration of
the concepts that were initially taught. In the Cultural Evaluation Phase the reasons for
the mismatches between learners' own and the target cultural norms are explored. This
can be achieved by looking at politeness theory and how politeness is mapped onto the
language.
This model focuses on the use of findings of Conversation Analysis and is
concerned with social organisation with regards to the use of natural language, in order
to integrate teaching culture into language teaching. The dynamic aspects of culture are
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experienced by learners through the last three phases (i.e. Experimental, Introspective,
and Cultural Evaluation Phases), especially with consideration of politeness, which is
determined by the notions of individuals regarding the relationships between
participants, their intentions and the external context in which the interaction is held.
This model is considered to be effective for teaching culture in classes which
particularly focus on the use of politeness in the act of conversation.

To summarise, in 4.1 I have briefly outlined three models: 'Process Approach for the
Development oflntercultural Communicative Competence', 'Four Stage Methodology
to Teach Spoken Language and Culture', and

'Teaching Methodology for

Conversation', all of which particularly consider the dynamic perspective towards
culture. Having thoroughly studied and analysed these models, I am further convinced
of the importance of teaching culture for the development of communication skills in
spoken conversation. The three models above have also demonstrated that it is possible
to integrate the dynamic aspects of culture into language teaching.
Nonetheless, these models limit their scope to spoken language, and are not
necessarily applicable to Japanese language education in the Australian context. Note
that the current study is concerned with both spoken and written Japanese language
education in the Australian context. As will be shown in the following sections, the
'Model for Intercultural Language Teaching' proposed by Wood (2003) brings together
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the earlier works addressed in the other models and is more comprehensive in the
sense that it does not limit its scope to either spoken or written language. More
importantly, this model is identified as an effective approach to teaching/learning
3

culture in foreign language education by the NALSAS Strategy, which assists in
developing four Asian languages, including Japanese, in the Australian schools. For
these reasons, the current study adopts this model for exploring the current situation of
teaching Japanese culture in the Australian context, which will be discussed in
Chapters Five and Six. However, we must first sketch the background of this model in
the next section.

4.2. Background of the 'Model for Intercultural Langua ge Teaching'
4.2.1. NALSA S (National Asian Languages and Studies in Australian
Schools)
The ' Model for Intercultural Language Teaching' identifies teaching culture in
language education as a dynamic set of practices. It was prepared as part of the 'Report
on Intercultural Language Learning' which was commissioned as part of 'Infusing
Sociocultural Dimensions into Language Programs ' by the NALSAS Strategy,
specifically the NALSAS Strategy Phase 2 Strategic Plan (1999-2002)4.
3

See 4.2.1 for more details of NALSAS.
4
'The NALSAS Strategy Phase 2 Strategic Plan' was developed by the MCEETYA (The
Ministerial Council on Education, Employment, Training and Youth Affaires) NALSAS
Taskforce and based on the endorsed recommendations of the 1994 Council of Australian
Governments' (COAG) report Asian -Languages and Australia' s Economic Future. See
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The NALSAS Strategy was a cooperative initiative of the Commonwealth, State
and Territory Governments in Australia. It was developed in response to the Council of
Australian Governments (COAG) Working Group on Asian Languages and Cultures
report, entitled Asian Languages and Australia's Economic Future, which was
prepared by the Rudd Committee in 1994. The NALSAS Strategy aimed to assist in
enhancing and expanding Asian language programs and Asian studies through all
systems of government and non-government schools in order to improve Australia's
capacity and preparedness to interact internationally. In particular, participation and
proficiency levels in language learning in four Asian languages, Japanese, Modem
Standard Chinese, Korean and Indonesian were seen as most beneficial to Australia's
economic future. Thus, the study of these languages was to be given priority in
Australian schools and studies of Asia were to be incorporated as a 'perspective'
across the school curriculum (MCEETYA, 1999-2002).
The 'Model for Intercultural Language Teaching' was developed as a part of the
project which was intended to address 'teacher quality and supply'. 'Teacher quality
and supply' was one of the strategic focus areas among the following four strategic
areas m the NALSAS Strategy Phase 2 Strategic Plan (1999-2002): curriculum
delivery, teacher quality and supply, strategic alliances, and outcomes and
accountability.

Principally,

according to

Wood (2003:

2), the project was

http://www.curriculum.edu.au/nalsas/about.htm for more details of 'NALSAS Strategy
Phc1se 2 Strategic Plan'.
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commissioned based on the identification of the need to 'investiga te and disseminate
research on good practice for the integration of socio-cultural elements into language
teaching' . In this sense, the 'Report on Intercultural Language Learning ', which
discussed the findings of this project, was considered to have a strong impact on
Japanese language education in Australia in terms of the teaching/learning of culture
being integrated into the teaching/learning of language. Furthermore, the 'Model for
Intercultural Language Teaching' was noted in the report as an effective model for
teaching/learning culture in conjunction with teaching/learning language. This may
have had some effects on the methodology of teaching/learning culture in Japanese
language education in Australia.

4.2.2. Intercultural Communicative Compe tence
Intercultural Communicative Competence (ICC) is the major concern of the 'Model
for Intercultural Language Teaching'. Although a number of studies (Imahori &
Lanigan, 1989; Fantini, 1995; Byram & Fleming, 1998; Crozet & Liddicoat, 1999a;
Crozet & Liddicoat, 1999b; Crozet, Liddicoat & Lo Bianco, 1999; Crozet & Liddicoat,
2000; Liddicoat, 2002; Wood, 2003) have named and defined ICC in a variety of ways,
they attempt to capture the same definition of commun ication skills which are required
for learners in language teaching/learning. For example, Fantini (1995: 38-39)
identifies ICC as having the following three aspects:
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(1)

The ability to establish and maintain positive relationships

(2)

The ability to communicate effectively, with minimal loss and distortion

(3)

The attainment of an appropriate level of compliance and cooperation with
others

He concludes that these aspects are manifested through various behavioural traits,
such as empathy, respect, flexibility, non-judgementalness, openness, tolerance for
ambiguity, and interaction management. When emphasising the relationship between
second language teaching and cultural aspects Crozet and Liddicoat (1999a: 113) claim
that "ICC recognises that a second language is learnt in order to be used and that
language use is fundamentally cultural. It takes as its starting point the idea that every
time we use language we perform a cultural act and recognises for language learners
that this involves two cultures: their own and the target cultures. As such these learners
need to develop a cultural position which mediates between these two cultures".
Similarly, Byram and Fleming (1998) indicate that one of the abilities of ' intercultural
speakers ' is to establish a relationship between one's own and the other's culture to
mediate and explain the differences and ultimately to accept the differences and see the
common humanity beneath it. Furthermore, Imahori and Lanigan (1989: 274) identify
the communicator who acquires ICC as a "highly competent sojourner who not only
adapts his/her behaviour to host nationals but also helps the host nationals adjust to
his/her behaviour". This notion of ICC is closely related to the ability to create a
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culture of the 'third kind' in which learners can express their own meanings without
being held hostage to the meanings of either their own native language or the target
language speech communities (Kramsch, 1993).
As briefly noted above, ICC is defined in various ways. However, among the
studies it is agreed that ICC is a fundamental skill for learners to acquire in foreign
language education, based on the notion that the communicative competence learners
need to develop is not a competence like that of a native-speaker, but a competence to
establish the learner's non-native speaker status within the target language speech
community. This notion takes into consideration the variations in linguistic/cultural
norms and linguistic/cultural competence among native speakers of the target language.
Taking this notion into account, learners need to develop ICC whereby they acquire an
understanding of the concept of culture itself, the nature of cultural adaptation, the
impact of culture on communication and the construction of meaning through language ,
as well as the stresses involved in intercultural commun ication and how to deal with
them, and the role of identities and emotions in intercultural commun ication (Crozet &
Liddicoat, 1999a; Crozet & Liddicoat, 1999b; Crozet, Liddicoa t & Lo Bianco, 1999;
Paige, Jorstad, Siaya, Klein & Colby, 1999; Crozet & Liddicoat, 2000; Liddicoat,
2002; Wood, 2003).
As noted in 3 .4, the aim of language teaching/ learning becomes knowing how to
relate learners' own cultures to the target culture in a way which can free them from a
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mono-cultural view of the world, without making them parrots in a new world (Crozet
& Liddicoat, 2000). The 'Model for Intercultural Language Teaching' is likely to

achieve the aim of I CC in foreign language education and is considered to be a
comprehensive model for analysis in the current study.

4.3. Four stages of the 'Model for Intercultural Language Teaching'
The 'Model for Intercultural Language Teaching' is based on the following principles
(Liddicoat, 2002: 9-10; Wood, 2003: 24):
1. Culture is integrated into language macroskills, not a separate macroskill. The
culture needs to be taught simultaneously with and integrated into language
teaching.
2. Culture is taught from the beginning of language learning and is not delayed
until learners have acquired some of the language. The key concern here is that
delaying input about culture does not delay culture learning, but rather leads to
false culture learning as a result of lack of awareness of differences between the
learners' own culture and the target culture. Any delay will postpone the
process of thinking about one's own culture.
3. The bilingual speaker is the norm and learners are expected to become
competent users of a complex linguistic repertoire involving multiple
languages.
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4. Language acquisition_ involves intercultural exploration: it is an active
interaction with other attitudes, beliefs, and behaviours, not a passive reception
of facts. Intercultural learning comes through interaction, not simply through
exposure and analysis.
5. Culture learning primarily involves learning how to discover new information
about the culture while engaging in the culture. No program of teaching culture
can ever cover a whole culture and, as a result, factual approaches to culture
teaching are of limited future benefit for learners.
Furthermore, on the basis of these principles, the model proposes the following four
stages for intercultural language teaching.
(i)

Awareness-raising Stage

(ii) Experimentation Stage
(iii) Production Stage
(iv) Feedback Stage
The Awareness-raising Stage is the stage at which new input about languages and
cultures is introduced to learners through participative tasks which encourage the
learners to compare the new target language/culture with their own languages/cultures.
The

comparison

of

the

target

language/culture

with

the

learners'

own

languages/cultures supports the learners in recogmsmg similarities and differences
between the learners' own languages/cultures and the target language/culture. The

Chapter Four MODELS OF TEACHING CULTURE
IN A FOREIGN LANGUAG E CLASSROO M

65

learners' recognitions should be followed up wherever possible with an explanation of
the function of particular actions in the target language to assist them in developing an
explanatory framework for understanding what the speaker is doing. Most importantly,
the particular actions in the target language needs to be seen as being normal ways of
acting and being, because it leads the learners to learn how their own cultures work
and how their own languages reflect the cultures, and at the same time, to learn how
the interlocutor's culture works and how the interlocutor's language reflects the culture.
What this means is that it assists learners to be aware of the relationship between
language and culture and also cultural variations in the world. The important element
in this stage is the 'exploration' of differences rather than 'teaching ' differences, and
this is something that teachers and learners can do together.
The Experimentation Stage allows learners to begin working with their new
knowledge and trying out native speakers' ways of acting and speaking. Ideally
experimentation should occur immediately after the Awareness-raising Stage to help to
fix their newly acquired knowledge through experimental learning. This stage involves
short communicative tasks which allow the learners to practice elements of the new
knowledge and assists in establishing overall learning for a new speech situation.
In the Production Stage, learners put together the elements they have been trying
out in the Experimentation Stage and integrate the information they have acquired in
actual language use. The best way to achieve this is through involvement in a focused
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language task. For spoken language this can be done through role-plays, preferably
unscripted role plays if the learners are at a stage to be able to do these. In these roleplays they will need to act out the linguistic and cultural information that they have
been practicing. In essence, they try out being a native speaker of the language. This
stage is necessary for the learners to experience the impact of foreign cultural norms
on their own identities and the comfort or discomfort this can bring. In this stage,
working with peers is quite effective for recognition of cultural variations and
modification of stereotypes because the learners discover perceptions of both their own
cultures and the target culture which may differ from those expressed by members of
the same cultural group.
The Feedback Stage plays an important role in this model. During this stage
teachers comment on the language use of learners. More importantly, learners are
allowed to discuss with the teachers how they felt about speaking and acting in a
particular way, and reflect on the experience of acting like a native speaker in the
Production Stage. Some aspects of using a new language and culture are difficult or
uncomfortable, others can be liberating. In the Feedback Stage it is important to
recognise the positive and negative feelings which learners express and to
acknowledge the validity of these feelings among learners. The feedback should allow
learners to work towards discovering a place of comfort between their native
languages/cultures and the target language/culture.
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4.4. Concluding remarks
In Chapter Four, I have outlined some teaching models which integrate the dynamic
aspects of culture into foreign language education. Having considered the 'Process
Approach for the Development of Intercultural Communicative Competence', the
'Four Stage Methodology to Teach Spoken Language and Culture', and the 'Teaching
Methodology for Conversation', they offer insightful approaches to teaching culture in
language education. However, they limit their scope to spoken language, as well as not
being directly related to Japanese language education in the Australian context.
As a result, I have reached the conclusion that the 'Model for Intercultural
Language Teaching' is rather relevant to an analysis in the current study. In my view,
the 'Model for Intercultural Language Teaching' is based on three important points in
Intercultural Language Teaching (hereafter, ILT) (Crozet & Liddicoat, 1999a; Crozet &
Liddicoat, 1999b; Crozet, Liddicoat & Lo Bianco, 1999; Crozet & Liddicoat, 2000;
Liddicoat, 2002; Wood, 2003) which aim at teaching communication skills, in
particular 'how to relate to others who have different linguistic and cultural
backgrounds' (i.e. ICC). The first point is how learners can be engaged in the dynamic
aspects of culture. According to Kramsch (1993), teachers find difficulty in dealing
and presenting the dynamic aspects of culture in classrooms. This model assists in
integrating the dynamic aspects of culture into language teaching so that learners are
able to be aware of the dynamic aspects of culture through authentic cultural

Chapter Four MODELS OF TEACHING CULTURE
IN A FOREIGN LANGUAGE CLASSROOM

68

experiences.
Secondly, ILT takes into account how to deal with learners' own identities in
intercultural situations. As noted earlier, learners have their own identities in their first
speech communities. It is not desirable for them to change their identities dramatically.
Authentic intercultural experiences rather than definite knowledge about culture are
required for learners to gain the skills for mediating their own cultural identities in
relation to the dynamic aspects of culture which appear in communication with others.
In this regard, the model provides learners with the opportunity to mediate their own
cultural identities, by approaching cultures from the dynamic perspective.
Thirdly, ILT acknowledges that it is possible to 'understand another culture only
by comparing it with one's own culture'. In ILT, it is not assumed that learners know
their own cultures, because cultural practices are largely invisible to the practitioners.
People usually do not see the cultural practices as being culturally constructed. With
this model, learners are guided into learning about the target culture in light of their
own cultures.
The 'Model for Intercultural Language Teaching' creates a process to enable
learners to know how to relate to others who differ from them linguistically and
culturally, integrating the dynamic aspects of culture into language teaching/learning.
Also, as noted earlier, this model is found to be an effective model for teaching culture
in language education within the context of the NALSAS Strategy. Thus, the model is
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seen to be comprehensive enough to be adopted into the current study for an analysis
which aims at investigating teachers' awareness of teaching culture in Japanese
language education in Australia.

CHAPTER FIVE

JAPANESE LANGUAGE TEACHERS'
AWARENESS OF TEACHING
CULTURE:
BASED ON A QUESTIONNAIRE

5.0. Introduction
In Chapters Three and Four, I discussed the necessity of integrating the dynamic
aspects of culture into foreign language teaching in order to enhance learners'
acquisition of the communication skill. On the basis of the findings in those Chapters,
in the remainder of the thesis I will investigate teachers' awareness of teaching culture
in language classes, with special reference to Japanese beginners' classes (Year-7 and
Year-8) in the ACT of Australia.
Reflecting the importance of the integration of teaching/learning culture into
foreign language teaching/learning, there have been a number of calls to conduct
classroom-based research. However, little is known about what really goes on in
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foreign language classrooms and in particular, about teachers' instructional decisions
with respect to teaching culture (Paige, Jorstad, Siaya, Klein & Colby, 2003). This fact
also equally applies to Japanese language classrooms. Suzuki (2003) points out that
there are not many studies which aim at finding out to what extent Japanese language
teachers are aware of teaching culture in language classrooms.
The issue of the cultural awareness of Japanese language teachers is particularly
interesting because the recognition by the teachers of teaching Japanese culture will, to
a large extent, influence learners' acquisition of communication skills for mediating
the relationship between their own and Japanese cultures.
In order to investigate Japanese language teachers' awareness of teaching culture
in the current study, a questionnaire-based survey and a classroom observation were
conducted. I discuss the results from the questionnaire-based survey in this Chapter
and then focus on the classroom observation in Chapter Six.

5.1. Objectives
The teacher's role is one of the significant elements of teaching/learning culture in
language classrooms. Nonetheless, there is little information about Japanese language
teachers' awareness of teaching culture. In the current study a questionnaire-based
survey was given to Japanese language teachers in order to investigate some aspects of
their awareness of teaching culture.
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In this survey, not only teaching approaches but also cultural contents are
examined because I have assumed that teaching approaches would be different when
the nature of the cultural contents are different. The issues addressed by the survey
were as follows:
(i)

What kinds of cultural contents and teaching approaches do teachers consider
to be important to adopt for their Japanese classes?

(ii)

What factors do teachers consider to be important for their instructional
decisions with respect to cultural contents and teaching approaches?

By pursuing an explanation for these questions, the nature of cultural awareness
evident in current teaching will emerge.

5.2 .. Sample and methodology
The sample for the questionnaire consisted of six subjects. They were teaching
Japanese to Year-7 and Year-8 students in the ACT, Australia at the time the
questionnaire was conducted. The subjects were invited to complete the paper-based
questionnaire during October and November, 2004. A copy of the cover letters, which
were sent to the subjects prior to the questionnaire-based survey, and the questionnaire
are provided in Appendix A to Appendix C. A summary of the subjects' sex, age, first
1

language, length of stay in Japan and time teaching Japanese is presented in Table 1
1

.

Originally I intended to conduct the survey from both native and non-native speakers of
Japanese. However, native speakers of Japanese could not be included, due to their personal
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Table 1: Summary of sex, age, first language, length of stay in Japan and length of
time teaching Japanese for all subjects

Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

A

B

C

D

E

F

Sex

Female

Male

Female

Female

Female

Female

Age

48

40

29

30

34

31

English

English

English

English

English

English

First
language
Length of
stay in Japan

3 years
holidays

and 9

1 year

2 years

8 years

5 years

months

3
months

2 years

Length of
time teaching

16 years

8 years

5 years

9 years

Japanese

5.3. Questionnaire design
The questionnaire was developed, on the basis of two components: (i) 'Four
groups of cultural contents as teaching objectives' based on the study by Wood (2003:
5-6); and (ii) 'Four stages of the 'Model for Intercultural Language Teaching' which
was introduced in 4.3.

5.3.1. Four groups of cultural contents as teaching objectives
In order to investigate the cultural contents which the teachers teach their students, the

reasons and the limit of time frame given for this MA project.
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'Four groups of cultural contents as teaching objectives' have been used from Wood's
study (2003: 5-6).
According to the study by Wood (2003: 5-6), there are four groupings of
approaches to teaching culture which represent different views of the nature of culture

2

.

On the basis of her study, cultural contents can also be categorised into four groups.
The first cultural group is called 'high culture'. These are the artefacts produced by a
particular culture such as literature, novels, plays and poems. The second cultural
group is named 'area studies' and identified as knowledge about a country and its
people. In particular, some knowledge about the history, geography and institutions of
native speakers of the target language is focused on. The third cultural group is called
'culture as societal norms'. It indicates the practices and values which typify native
speakers of the target language. This type of culture is identified with what people
from a given cultural group are likely to do in a given situation and cultural values
placed on certain ways of acting or certain beliefs. In other words, culture is seen as a
collective way of acting through language. The fourth cultural group is named 'culture
as practice'. Culture is seen as sets of practices, that is, as the lived experiences of
individuals. Utilising Wood's study, the 'Four groups of cultural content as teaching
objectives' have been adapted to the questionnaire as follows.
2

Crozet, Liddicoat and Lo Bianco (1999: 8-9) similarly categorise teaching approaches
towards particular cultural contents into four using different names to Wood's (2003): 'high
culture', 'culture studies', 'culture as practices' and 'interculture'. See Crozet, Liddicoat and
Lo Bianco (1999) for more details of categorisation of teaching approaches toward particular
cultural contents. Also see Chapter Tnree, for a brief summary of the study by Wood (2003).
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Four groups of cultural content as teaching objectives

Cultural group 1:

The artefacts produced by native Japanese speakers including literature, traditional
culture such as the tea ceremony, kabuki; 'traditional Japanese play', sumoo;
'Japanese wrestling', Japanese food, Japanese animation, Japanese cartoons,
Japanese fashion, Japanese plays, etc.

Cultural group 2:

The knowledge about Japan and native Japanese speakers, seen as the background
for understanding language and society. It includes some knowledge about the
history, geography and institutions of Japan.

Cultural group 3:

The practices and values underlying communications which typify native Japanese
speakers. It is focused on what native Japanese speakers are likely to do and the
cultural values placed upon certain ways of acting (communication) or upon
certain beliefs.

Cultural group 4:

Sets of practices and/or the lived experiences of individuals. These kinds of
cultures are beyond specific cultures such as Japanese or Western cultures. They
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are focused on not acqumng cultural information as facts, but acqumng
intercultural communication skills, that is, the skills to relate to others.

5.3.2. Four stages of the 'Model for Intercultural Language Teaching'
As noted in 4.3, the four stages of the 'Model for Intercultural Language Teaching'
indicate the process which enables teachers to effectively integrate the dynamic aspects
of culture into language teaching and enhances the acquisition of the communication
skill 'how to relate to others'. In this regard, it is useful to use the four stages to
examine teachers' approaches to teaching culture. A brief summary of the four stages
is again represented below:

Four stages of the 'Model for Intercultural Language Teaching'

Awareness-raising Stage:

This is the stage at which new input about languages and cultures is introduced to
learners through participative tasks which encourage the learners to compare the
new target language/culture with their own languages/cultures. This stage helps
learners to b~ aware of the relationship between language and culture and also
cultural variations in the world.

Chapter Five JAPANESE LANGUAGE TEACHERS' AWARENESS OF TEACHING CULTURE:
BASED ON A QUESTIONNAIRE

77

Experimentation Stage:

This is the stage that allows learners to begin working with their new knowledge
and trying out native speakers' ways of acting and speaking. This stage involves
short communicative tasks which allow learners to practice elements of the new
knowledge and helps to establish overall learning for a new speech situation.

Production Stage:

This is the stage at which learners put together the elements they have been trying
out in the Experimentation Stage and integrate the information they have acquired
in actual language use. The best way to achieve this is through involvement in a
focused language task. This stage is necessary for learners to experience the impact
of foreign cultural norms on their own identities and the comfort or discomfort this
can bring.

Feedback Stage:

This is the stage at which teachers comment on the language use of learners. More
importantly, learners are allowed to discuss with teachers how they felt about
speaking and acting in a particular way, reflecting on the experience of acting like a
native speaker in the Production Stage. It is important to recognise the positive and
negative feelings which learners express and to acknowledge the validity of these
feelings among learners as they are able to discover a place of comfort between
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their native languages/cultures and the target language/culture.

5.3.3. Questions
The subjects were informed of the four groups of cultural contents and the four stages,
and then were asked if they taught particular cultural contents (i.e. Cultural group 1,
Cultural group 2, Cultural group 3 or Cultural group 4) through the four stages in their
classes. To be more specific, the subjects were first asked to answer whether or not
they teach some of the 'Four groups of cultural contents as teaching objectives' to their
students. Secondly, they were asked to provide the main reasons why they do or do not
teach their students those particular cultural contents. Thirdly, they were asked to
answer whether or not they adopt some of the 'Four stages of the 'Model for
Intercultural Language Teaching" in order to teach the particular cultural contents.
Finally, they were asked to provide the main reasons why they do or do not adopt
particular stages for teaching particular cultural contents. The subjects' responses to
these questions illustrate what factors influence the teachers' instructional decisions
with respect to teaching culture and suggest problematic areas in the teachers'
awareness of teaching culture.
The subjects were exposed to two different question formats. To select cultural
contents from the 'Four groups of cultural contents as teaching objectives' and
teaching approaches from the 'Four stages of the 'Model for Intercultural Language
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Teaching', a multiple-choice format was used. Open-ended questions were used in
large parts of the survey to allow the subjects to describe in their own words reasons
for their choices of particular cultural contents and stages.

5.4. Limitations
The number of subjects was limited to six in this survey. Thus, further research which
involves a larger number of subjects would be necessary in order to observe any
possible findings which the current survey may not cover due to the limitation of the
subject number. Also, as briefly mentioned earlier (cf. Footnote 1), by teachers'
personal and other reasons, the current survey could not include native speakers of
Japanese as subjects. Obviously diversity of Japanese language teaching among
schools is a critical issue. Japanese language teaching is different from school to
school, depending on the school's environment, the students' ethnic backgrounds, the
family's socio-economic situation, the school's characteristics, and the attitudes of
people such as the principal and members of the school council towards Japanese
3

language teaching, based on their perspectives towards LOTE teaching. In this sense,
this study was limited in its scope. Also, it may be observed that the responses I got
from the questionnaire might involve some distortion in what the subjects really think
3

The term 'LOTE' refers to Languages Other Than English. This includes some languages not
traditionally considered as part of this learning area, such as Australian indigenous languages,
Australian
sign
language
(Auslan)
and
classical
languages.
See
http://www.decs.act.gov.au/publicat/pdf/loe.pdf (Department of Education and Training in
ACT, 2004) for more details of LOTE.
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and may not reflect their deeper thoughts.

5.5. Results
In this section the results of the survey are presented, focusing on the cultural contents
which the subjects adopt to teach their students and the stages which they adopt to
teach the particular cultural content. Firstly, Table 2 illustrates the number of subjects
who do or do not adopt Cultural group 1, Cultural group 2, Cultural group 3 or
Cultural group 4, based on their answers to the questions below.

Q 1. Do you usually teach your students Cultural group 1 in your classes?

Q2. Do you usually teach your students Cultural group 2 in your classes?
Q3. Do you usually teach your students Cultural group 3 in your classes?
Q4. Do you usually teach your students Cultural group 4 in your classes?

Table 2:

Cultural contents as teaching objectives in classes

Yes

No

Cultural group 1

6

0

Cultural group 2

6

0

Cultural group 3

4

2

Cultural group 4

3

3

Base: All samples (n=6)
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A summary of the results is as·follows:
(1)

Cultural group 1 (i.e. Japanese artefacts) and Cultural group 2 (i.e. Japanese
history, geography, institutions) are adopted by all the subjects.

(2)

Cultural group

3 (i.e.

the practices, values

and beliefs underlying

communication in Japanese) is adopted by four subjects, whereas the other two
subjects do not adopt it.
(3)

Cultural group 4 (i.e. the lived experiences of individuals) is adopted by three
subjects, whereas the other three subjects do not adopt it.

(4)

Three subjects adopt all four groups of cultural content.

What is observed in Table 2 is the general fact that more teachers (in fact, all the
teachers) adopt Cultural group 1 and Cultural group 2, and the number of teachers
becomes less for Cultural group 3 and the least for Cultural group 4. While we
consider the factors for these distributions later (cf. 5. 6), another interesting fact that is
drawn from the questionnaire is found when we observe the results in conjunction with
the subjects' answers on the 'Four stages'. Table 3 summarises their answers for the
following questions.

Q 1. When you usually teach your students Cultural group 1, do you adopt the
following stages?
Q2. When you usually teach your students Cultural group 2, do you adopt the
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following stages?
Q3. When you usually teach your students Cultural group 3, do you adopt the
following stages?
Q4. When you usually teach your students Cultural group 4, do you adopt the
following stages?

Table 3: Adopted stages for teaching culture

Awareness-

Experimentation

Production

Feedback

6

6

5

3

3

6

5

5

3

2

4

3

2

1

1

3

2

1

1

1

raising

Cultural
group 1
Cultural
group 2
Cultural
group 3
Cultural
group 4

All 4
Stages

Table 3, first of all, indicates that although the subjects teach a certain cultural content,
how they manage the content in their classes varies in terms of the four stages. For
example, all the subjects teach Cultural group 1 and Cultural group 2, but only three
teach Cultural group 1 and two teach Cultural group 2 throughout the four stages. By
the same token, as shown in Table 2, although six subjects, four subjects and three
subjects adopt Cultural group 2, Cultural group 3 and Cultural group 4 respectively,
only two, one and one subject teach the corresponding cultures throughout the four
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stages. In other words, the subj_ects tend to adopt up to a certain stage when they teach a
particular cultural content. The results shown in Tables 2 and 3 give rise to an
interesting issue: What factors do teachers consider to be important for their
instructional decisions with respect to cultural content and teaching approaches? I will
discuss this issue in the next section.

5.6. Discussions
In this section, I will discuss some findings drawn from the results of the
questionnaire-based survey. These findings will be discussed in connection with the
subjects' comments on reasons for the adoption or non-adoption of the particular
cultural contents and stages for teaching the particular cultural content. The following
four factors are found to be major factors which influence teachers' instructional
decisions.
(i)

Teachers' awareness oflearners' proficiency level

(ii) Teachers' awareness of teaching culture as one of their teaching strategies
to motivate learners' language learning
(iii) Teachers' perceptions of the non-necessity and/or the relative importance
of the contents/stages
(iv) Teachers' awareness of their insufficient knowledge about the target
culture
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Below, I will detail each factor.

5.6.1. Teachers' awareness of learners' proficiency levels
It is recognised that teachers' awareness of learners' proficiency levels influences the

adoption or non-adoption of the particular cultural contents and the particular stages4.
For example, as noted earlier, Cultural group 1 and Cultural group 2 were adopted by
all the subjects. Regarding the adoption of Cultural group 1 and Cultural group 2, the
subjects provided the following comments:
- Cultural group 1 can be taught with minimal use of the target language for
instructions.
- Cultural group 2 enables the students to be familiar with Japanese words and
pronunciation.
The teachers acknowledged that proficiency levels of students who have just started
learning Japanese (Year-7 and Year-8) were high enough to enable them _ to
understand Japanese words, whereas it was too difficult for the learners to understand
instructions in Japanese. The teachers recognised that Cultural group 1 and Cultural
group 2 could be taught in relation to Japanese words with minimal use of
instructions in Japanese.
One of the comments which was made by the two subjects who do not adopt
4

In terms of Culture 4, the teachers did not provide comments which were related to the
students' proficiency levels. For the reasorrs, see the discussion in 5 .6.3.
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Cultural group 3 also showed the teachers' awareness of learners' proficiency levels.
The comment was that:
- It is too difficult for the students who learn language for less than 3 years.

Cultural group 3 includes the practices, values and beliefs of native speakers of the
target language which appear in communication. The above comment demonstrated
that the teachers might think that the students' proficiency levels were not high enough
to communicate in Japanese. However, the avoidance of teaching Cultural group 3 is
problematic for the learners' acquisition of communication skills, in particular in
relation to the dynamic aspects of culture. When teachers do not adopt Cultural group 3,
learners lose the opportunity to explore the dynamic aspects of culture which are
revealed in language use in communication. Language use in communication manifests
a speaker's sense of belonging to particular social groups based on internalised
individuals' social identities and cultural practices, such as the dynamic aspects of
culture. In this sense, it is important for teachers to incorporate Cultural group 3 into
their language teaching in order to encourage learners to experience the dynamic
aspects of culture to their students. Furthermore, recall that the ultimate goal of foreign
language education is learners' acquisition of communication skills. On this point, it is
necessary for teachers to more effectively integrate language use in communication into
their language teaching, rather than teach only the words of the target language.
Teachers' awareness of learners' proficiency levels also affects the teachers'
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decisions about the non-adoption of particular stages. For example, as shown earlier (cf.
Table 2), all the subjects adopted Cultural group 1 and Cultural group 2. However, only
three taught Cultural group 1 and two taught Cultural group 2 through all the four
stages (cf. Table 3). This situation was also seen in the teaching of Cultural group 3 and
Cultural group 4. In particular, as provided below the teachers' comment s on the nonadoption of the Experimentation Stage and the Productio n Stage for teaching Cultural
group 1, Cultural group 2, Cultural group 3 or Cultural group 4 specified that the
students' proficiency levels were too low to adopt these stages.
- It is too difficult for the beginners.
The teachers perceived that the students' language levels were not high enough to
experiment and produce the target language. However, the non-adop tion of the
Experimentation Stage and the Productio n Stage may cause some problems, in
particular, the learners' failure to acquire the communi cation skill ' how to relate to
others'. In what follows, two issues which are closely related to learners' acquisition of
the communi cation skill 'how to relate to others' are discussed.
Firstly, learners lose the opportunity to use the target language. It means that the
non-adoption of the Experimentation Stage and the Productio n Stage limits the
learners' further acquisition of communi cation skills. The learners can learn about the
target language and culture in the Awareness-raising Stage, but cannot use them without
practice provided in the Experimentation Stage and the Productio n Stage.
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Secondly, learners lose the opportunity to witness the dynamic aspects of culture.
The Production Stage helps the learners to experience how they feel about the use of
the target language and culture. In other words, this stage enables the learners to put
together the elements of the target language and culture they have been practicing and
show them that the production by each learner may be different, based on their different
interpretations of the same aspects of the target culture (i.e. the dynamic aspects of
culture). Understanding the target language and culture is not only an intellectual
exercise which is done through a comparative analysis between their own cultures and
the target culture, but it also includes the experience of the impact of the target
language and culture on their own cultural identities (Crozet, 1996). In that sense, the
experience of the target language and culture assists the learners to analyse the
relationship between their own languages/cultures and the target language/culture and
leads them to finding the 'third place' in the next stage (i.e. the Feedback Stage). On the
other hand, when the learners do not have the chance to be engaged in the Production
Stage, they tend to become just observers who see other cultures from their own
cultural perspectives. As discussed in Chapter Two, when people are faced with cultural
differences between their own cultures and other cultures, they tend to measure the
other cultures on the basis of the values established within their own cultures (Brown,
1986; Valdes, 1986; Brislin, 1993; Nebashi, 2002). This attitude towards different
cultures tends to reinforce stereotypes and/or prejudices. In this sense, it is important
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for teachers to adopt the Experiment Stage and the Production Stage in order to assist
learners to acquire the communication skill 'how to relate to others' .

5.6.2. Teachers' awareness of teaching culture as one of their
teaching strategies to motivate learners' language learning
It was found that teachers teach culture to motivate learners' language learning. For

example, with regard to the adoption of Cultural group 1 and Cultural group 2, the
subjects gave the following comments:
- Cultural group 1 makes language learning more enjoyable.
- Cultural group 1 makes language learning authentic.
- It is important for the students to know the Japanese system of schooling (i.e.

Cultural group 2).
LOTE was one of the compulsory subjects in most schools in which the subjects of the
current survey teach. Thus, it was not deemed that every student had a high motivation
to learn Japanese. According to Stern (1983: 3 85), learners' affective aspects such as
motivations initiate and maintain the learning process, or lead to the avoidance or
rejection of learning. This means that high motivation promotes successful learning,
whereas low motivation causes less successful learning. Regarding the above
comments of the subjects, Cultural group 1 and Cultural group 2 (e.g. the Japanese
school system) were seen by the teachers to be authentic and what the students were
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interested in. The teachers'_ perceptions of Cultural group 1 and Cultural group 2
seemed to come from the nature of Cultural group 1 and Cultural group 2, which are
likely to be observable and sometimes touchable. Furthermore, they are likely to be
easy for learners to experience. The teachers taught these types of culture to make
language learning more interesting and motivate their students to learn Japanese. In
this regard, teaching culture is perceived as one of the teachers' teaching strategies to
lead learners to be successful language learners.

5.6.3.

Teachers' perceptions of the non-necessity and/or the relative
importance of the cultural contents/stages

When teachers do not consider the particular cultural content to be necessary to teach
in formal ways, they tend not to adopt that cultural content. This fact could be
interpreted from the following comments which were provided by some of the teachers
who do not adopt Cultural group 4.

- The other subjects such as religion, history, and humanities teach the students 'how
to relate to others' in English.

- It is expect~d that the students acquire abilities to relate to others through their
participation in learning another language, even though it is not taught formally.

Based on the above comments, we can find two critical issues in terms of
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teachers' awareness of teaching Japanese culture. Firstly, some teachers might think
that it was not necessary to teach Cultural group 4 in Japanese language education.
However, culture which appears in communication maintains the dynamic aspects
which are continually created and re-created by participants in interactions. On this
point, it is important for teachers to focus not only on teaching knowledge and/or
information about Japanese cultures, but also on teaching the skill 'how to relate to
others who have different linguistic and cultural backgrounds'.
Secondly, some teachers expected that Cultural group 4 could be acquired by
students through learning Japanese in informal ways. This expectation is closely
related to the discussion of whether or not culture can be learnt by osmosis (some sort
of immersion or exposure to the culture). In the study by Kurachi (1988), it was found
that students studying in Japan had negative attitudes towards understanding Japanese
culture even if they had sufficient abilities to communicate with native Japanese
speakers. This example illustrates that osmosis does not always assist learners to
understand the target culture and create a positive relationship between their own
cultures and the target culture. Similarly, according to Crozet and Liddicoat ( 1999b),
there is no evidence that osmosis strengthens cultural awareness. One of the reasons
for this is that learners tend to lose the opportunity to analyse the relationship between
their own cultures and the target culture through osmosis. Instead, learners tend to
reject the target culture or parrot the target culture, which are not desirable attitudes
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towards cultural awareness. In this sense, the teachers' expectations (i.e. Cultural
group 4 can be learnt by the students in informal ways) do not enhance learners'
cultural awareness. Rather, the teachers need to be aware that Cultural group 4 should
be taught systematically.
The adoption of the stages is also limited by teachers' perceptions of the relative
importance of the particular stages. The fact was revealed in the following subject's
comment on the Feedback Stage.
- I have never considered the stage to be important.
The above comment shows that the Feedback Stage had never been considere d as an
importan t stage by some teachers. Note that the Feedback Stage is importan t for two
reasons. Firstly, teachers are able to comment on the language use of learners, in terms
not only of grammatical correctness, but also of cultural appropriateness. Secondly,
learners share their perceptions and feelings about their experience of acting like a
native speaker of the target language in order to acknowle dge the dynamic aspects of
culture, based on their varying perceptions and feelings about the same aspects of the
target culture, and find a place of comfort between their native languages/cultures and
the target language/culture. The non-adop tion of the Feedback Stage shows the
ignorance of these two features of the Feedback Stage.
Some teachers adopted the Feedback Stage. However, they particularly focused
on correcting students' errors which had been made in the Productio n Stage. The

Chapter Five JAPANESE LANGUAGE TEACHERS ' AWARENESS OF TEACHING CULTURE:
BASED ON A QUESTION NAIRE

92

subjects provided the following comments:
- Positive reinforcement is important for the students to encourage them to keep
trying, not be embarrassed by errors.
- It is important to correct errors at the beginning because it is very difficult to alter

these later on.
These comments indicate that teachers' awareness of the integration of the dynamic
aspects of culture into their language teaching is still weak and, thus, it is important for
the teachers to reconsider the function of the Feedback Stage.

5.6.4. Teachers' awareness of their insufficient knowledge about
the target culture
Another factor that influences teachers' instructional decisions when teaching culture
is teachers ' awareness of their insufficient knowledge about the target culture. For
example, Cultural group 3 was not adopted by some subjects with the following
comment.
- It is too difficult to typify values of Japanese people which can be seen m

communication.
This comment implies that the teachers ' awareness of their insufficient knowledge
about the target culture leads them not to adopt that particular cultural content. As
noted in 5.6.1 , the avoidance of teaching Cultural group 3 is problematic for future
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Japanese language education in terms of learners' failure to acquire communication
skills. More importantly, the non-adoption of Cultural group 3 does not provide
learners with the opportunity to experience the dynamic aspects of culture which
pervade authentic communication.

5.7. Summa ry
In this Chapter, I have found four factors which particularly influence teachers'
instructional decisions with respect to cultural contents and teaching approaches,
through the results of the questionnaire-based survey. The four factors are as follows.
(i)

Teachers' awareness oflearne rs' proficiency levels

(ii)

Teachers' awareness of teaching culture as one of their teaching strategies to
motivate learners' language learning

(iii) Teachers' perceptions of the non-necessity and/or the relative importance of
the contents/stages
(iv) Teachers' awareness of their insufficient knowledge about the target culture
With regard to these factors, I have also discussed how they affect teaching Japanese
culture in terms of the cultural contents and teaching approaches from the perspective
of the importance of integrating the dynamic aspects of culture into Japanese language
teaching.
In the next Chapter, I will examine the teachers ' awareness of teaching culture
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based on a classroom observation, in order to provide deeper insight into the
discussions of this Chapter.

CHAP TER SIX

SOM E ASP ECT S OF
IMPLEMENTATIONS OF TEA CHIN G
JAPANESE CULTURE :
BASED ON CLA SSR OOM
OBSERVATION

6.0. Introduction
In this Chapter, I will examine some aspects of implementations of teaching Japanese
culture based on three cases of classroom observation. The purpose of the classroom
observation is not to evaluate the pedagogical qualities of the teachers depicted, but
rather, to examine the way in which the teachers teach the particular cultural contents
in their classes. In an observational study, an observer's existence in the class might
influence the teachers and classes and the observations are confined to a limited part of
reality, and there is always a danger of subjectivity as an observer. However, it was
conducted to explore the hidden dimensions of classroom activities and give us deeper
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insight into the discussions of the previous Chapter.
After outlining the background to the classroom observation in 6.1 , in 6.2 I will
introduce three cases of classroom observation, each of which is based on a 70
minutes-long class. In 6.3, I will discuss two common ways in which culture is taught
in Japanese language classes, based on the three cases of classroom observation. Then,
I will make some suggestions for the improvement of Japanese language education, in
particular, in conjunction with teaching the dynamic aspects of culture. Section 6.4
presents a summary.

6.1. Backgr ound to classroom observation
The classroom observation was conducted in a government school in the ACT,
Australia during June, 2004. The sample for the classroom observation consisted of
three Japanese language classes, each of which was taught by different teachers. The
students were in Year-7 and Year-8 at the time the classroom observation was
conducted. In this school, Japanese was offered as a compulsory subject to the Year-7
students. For the Year-8 students the language was an elective subject. There were
three Japanese classes in Year-7 and two in Year-8 . In the current research, one Year-7
class and two Year-8 classes were observed. There was also a Teaching Assistant
(hereafter, TA) from March to July of 2004 in this school. The TA was a female
Japanese native speaker who had previously never taught Japanese. She helped the
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teachers with the preparation of teaching materials, helped group work with the
students, assisted individual students who were behind with their work, demonstrated a
good accent, pronunciation, intonation, etc. and introduced aspects of life in Japan to
the students. Furthermore, although this school had a school curriculum which
provided the grammar points which had to be taught to the students during each
semester, it did not have any particular textbook for Japanese language teaching. This
means that 'wha t kind of content should be taught' and 'how that content should be
taught' in order to teach the grammar points was largely dependent on the teachers'
own decisions about their teaching.
During the observation, notes were taken and classes were taped. Each teacher
was asked to inform me when they would teach culture in classes so that I could
observe their classes. The current study analyses three cases, each of which is based on
a 70 minute-long class. A copy of the cover letters which were sent to the teachers and
students prior to the classroom observation is provided in Appendix D to Appendix G.
A summary of the teachers' sex, age, first language, length of stay in Japan and time
teaching Japanese is presented in Table

1

1
4 •

It would be interesting to observe classes which were taugh t by the teachers who participated
in the questionnaire-based survey. However, I could not include such teachers due to their
personal reasons (e.g. their busy scbedul'es, overseas trip, etc).
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Summar y of sex, age, first language, length of staying in Japan and the
length of time teaching Japanese for all teachers

Case 1

Case2

Case3

Teacher A

Teacher B

Teacher C

(Year-8)

(Year-7)

(Year-8)

Sex

Female

Female

Male

Age

44

40

38

First language

English

English

Chinese

2 years

6 years

1 year

21 years

7 years

1 year

Length of staying in
Japan
Length of teaching
Japanese

6.2. Case studies
6.2.1. Case 1: Teacher A
The number of students: 22
Time: 70 minutes
The students in this class had just finished learning the names of Japanese school
subjects such as suugaku; 'math' and dootoku; ' ethics ' and some Japanese sentences
such as Watashi wa <subject name> o benkyoo shimasu; ' I study <subject> ' in the
previous lessons. Following on from that Teacher A was going to work on a topic
which was related to Japanese schools in this lesson.
For the first 30 minutes of the lesson, the students worked on the following
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sentences:
(1) Jchiban sukina kamoku wa nan desu ka.
'Wha t is your favourite subje ct?'
(2) Jchiban sukina kamoku wa <subject name> desu.
'My favourite subject is <subject nam e>.'
(3) Jchiban kiraina kamoku wa nan desu ka.
'Wha t is your most disliked subje ct?'
(4) Jchiban kiraina kamoku wa <subject name> desu.

'My most disliked subject is <sub ject nam e>.'
Firstly, the teach er wrote the sentence Jchiban sukina kamoku wa nan desu ka;
'Wha t is your favourite subje ct?' in hiragana (Japanese syllabary) on the black boar d
and asked the students to read it. Som e students could read it correctly and the teach er
comm ented "Exc ellen t" in English. Secondly, the teach er aske d the students the corre ct
mean ing of the sentence in English. After some students answ ered it, the teach er gave
the mean ing in Engl ish to the class. Thirdly, the students pract iced reading the sentence
after the teach er several times. After the teach er found every stude nt could read it, she
asked them how to make a sentence in answer to the sentence Jchiban sukina kamoku

wa nan desu ka; 'Wha t is your favourite subject? ' One of the students answered with a
correct sentence such as Jchiban sukina kamoku wa <subject name > desu; 'My
favourite subject is <subject nam e>'. The teach er wrot e the sentence in hiragana on
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the blackboard and asked the students to repeat after the teacher. Finally, the students
were asked to practice these sentences in pairs. During the 5 minutes of their pair work,
the students worked partly individually and partly together, asking each other for
translations. After finishing the pair work, each pair was asked to perform their
conversations in the class. For example, one member of a pair asked the other Jc hi ban
sukina kamoku wa nan desu ka; 'Wha t is your favourite subject?', and the other

answered Jchiban sukina kamoku wa nihongo desu; 'My favourite subject is Japanese'.
Each pair performed well and the teacher replied to each pair Yoku dekimashita;
' Excellent'. In the same way, other sentences such as Jchiban kiraina kamoku wa nan
desu ka; 'Wha t is your most disliked subject?' and Jchiban kiraina kamoku wa
<subject name > desu; 'My most disliked subject is <subject nam e>' were taught to the

students.
For the next 30 minutes of the lesson, the students reinforced what they had
learnt in the previous lesson, such as school uniforms in Japan. The teacher showed a
slide which showed pictures of school uniforms from kindergarten to middle school in
Japan, their names (e.g. seeraafuku; 'sailor suit') and some names of school items (e.g.
randoseru; ' satchel'). The names were written in Japanese in roman script and their

meanings were given in English. The teacher asked the students to write down the
names of school uniforms and school items in hiragana or katakana (the Japanese
syllabary set for loan words which are words of foreign ongm that have been
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incorporated into the Japanese language) in their notebooks. While the students were
writing the names, the teacher moved from student to student and helped them with
their writing.
For the last 10 minutes of the lesson, the teacher showed the students a video
which was taken in their Japanese sister high school ten years prior. The video showed
a calligraphy class, a sewing class, and an English class. When the sewing class was
being shown, the teacher explained that there were not only female students but also
male students in the class as well. A Japanese garden, vending machines and small
shops to buy lunch or stationery at school were shown in the video too. When the
video showed students coming back from Physical Education (hereafter, PE) class, the
teacher pointed out that they wore PE uniforms which were different from school
uniforms and asked the class what the Japanese students held in their hands. Some of
the students answered "Shoes". This question was asked because the teacher had
taught the students that in Japan students changed their shoes when they entered school
buildings and had a PE class, and wanted to know whether or not the students
remembered it. When a chime rang in the video, the teacher asked the students what
the chime was for. One of the students answered "Lun ch time". Another student
answered "Break". The teacher answered "End of the class". The Japanese chime was
different from that of an Australian school's, thus the teacher seemed to challenge the
students as to whether they could understand what the chime meant or not. The teacher
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said they would watch the video further in the next lesson and finished this lesson.

6.2.2. Case 2:

Teacher B
The number of students: 18
Time: 70 minutes

When Teacher B entered the room, she asked the students to sit in a semi-circle. She
held a big bag which had a lot of Japanese things inside and sat down in the centre of
the semi-circle. She first showed the students a small wooden box and a big wooden
box. She asked the students to guess what was inside the boxes. Some students guessed
that in the small box there was a pair of chopsticks, in the big box there were dominoes.
The teacher opened both of the boxes and showed chopsticks inside. The small box
had a pair of chopsticks and the big one had a pair of short chopsticks and a pair of
longer chopsticks. The teacher passed them to the students and asked them what they
were made out of and why they were different sizes. One student answered that they
were made out of plastic. Another student answered that the shorter one was for
children and the longer one was for adults. The teacher said "No". When she asked
how many of the students had absolutely no idea, five students raised their hands
quietly. The teacher gave the students the answer that the longer chopsticks were for a
male and the shorter ones were for a female. Then, the teacher explained that Japanese
chopsticks were made out of lacquer which was called urushi in Japanese. The
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students practiced the pronunciation of the word urus hi after the teacher. One of the
students asked whether Japanese chopsticks were different from other countries'
chopsticks. The teacher replied to him that it was a good question and explained the
differences between Japanese chopsticks and Chinese or Korean chopsticks.
Next the teacher showed two Japanese tea cups which were also different sizes.
One was small and the other was big. She asked the students what they were used for.
One of the students answered that they were used to drink tea. The teacher asked him
what kind of tea it was. Another student answered "Green tea". The teacher asked the
students to ask the TA what they were called in Japanese. At this moment, the teacher
taught the students the Japanese sentence Nan to iimasu ka; 'How do you call it?' to
ask the TA what they were called in Japanese. The students asked the TA Nan to iimasu
ka; 'How do you call it?' The TA answered that Yunomi to iimasu; 'It is called
yunomi'.

The teacher continued showing many things such as chawan; 'rice bowl', masu;
'wooden cup for Japanese rice wine', kyuusu; 'tea pot', shooyusashi; 'bottle for
soysouce', hashioki; 'thing which is used for resting chopsticks on', yunohana; 'bath
powder from a Japanese hot spring', furoshiki; 'cloth wrapper' , etc. Every time she
showed an item she asked the students to guess what they were used for and to ask the
TA what they were called in Japanese, using the sentence Nan to iimasu ka; 'How do
you call it?' She also explained why Japanese people needed the items, how to use
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them or what kind of habits Japanese people had for eating. For example, she
demonstrated the way in which Japanese people ate noodles compared with that in
Australia. She explained that for Japanese people, slurping noodles was good manners,
whereas it was rude in Australia.
When she showed yunohana; 'bath powder from a Japanese hot spring', she
asked the students to touch and smell it. Later, she gave an explanation of hot springs
based on her experience in Japan. She clarified that Japanese people were totally naked
when they took hot springs. Japanese people did not hesitate to be naked because they
really did not look at other people in hot springs, but they hid their body parts with
towels to make other people feel comfortable. When she took a hot spring in Japan, she
always followed that behaviour because she was a foreigner and could imagine that
Japanese people would be surprised at her.
Finally, the teacher asked the students to ask the TA anything about Japanese
culture. One of the students asked what kind of mobile phones Japanese people used.
The TA answered that they had a lot of music to let them know that they had received a
call, or cameras. Japanese people now could even watch TV on mobiles. The students
seemed to be surprised at the many functions of Japanese mobiles. The teacher said
that in Australia technology was 6 months behind Japan. Another student asked if
Japanese people had to wear slippers when they went to a restroom. The TA answered
that it depended on what kind of toilet it was. Then, the teacher introduced three types
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of toilet in Japan such as washiki toire; 'Japanese style toilet', yooshiki toire; 'Western
style toilet which had a lot of functions which surprised her when she was homestaying in Japan', and botton toire; 'which has a hole and there is no water flush
system' by drawing pictures on the blackboard. She also demonstrated how to use
them. The students seemed very surprised at her story about toilets in Japan. A student
asked how often Japanese people prayed a day. The teacher asked the TA whether or
not she had a particular religion. The TA answered "No". The teacher explained that
many Japanese people did not have particular religions, but they celebrated Christmas
day and/or went to temples in the new year. The bell rang and this lesson was ended.

6.2.3. Case 3:

Teacher C
The number of students: 25
Time: 70 minutes

This class planned to cook sushi rolls on the coming Friday. Thus, for the first 30
minutes of the lesson, Teacher C explained what the students would need in order to
prepare for cooking and how to make sushi rolls by drawing pictures on the blackboard.
During the 30 minutes, only English was used for the explanation by the teacher. After
the teacher finished explaining about the cooking class, the students were divided into
7 groups. Each group was given 5 minutes to discuss what they would bring for
cooking sushi rolls.
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For the next 30 minutes of the lesson, the students worked on gaining new input
of the Japanese sentences (e.g. Asagohan ni nani o tabemasu ka; 'Wha t do you eat for
breakfast?', Watashi wa asagohan ni tamago o tabemasu; 'I eat an egg for breakfast.')
and the names of Japanese tabemono 'food ' and nomimono 'drin k'. The teacher
distributed two worksheets to the students. One included the Japanese sentences in
roman script (e.g. Asagohan ni nani o tabemasu ka; 'Wha t do you eat for breakfast?',
Watashi wa asagohan ni tamago o tabemasu; 'I eat an egg for breakfast.'). The other
illustrated the names of Japanese tabemono; 'food ' and nomimono; ' drink' in hiragana
or katakana (e.g. asagohan; 'brea kfas t', misoshiru; 'miso soup ', sashimi; 'raw fish').
The teacher then asked the students to convert the sentences written in roman script
into hiragana, katakana or kanji for 10 minutes. Next, he asked the students to make
up the sentences 'Wha t do you eat for breakfast?' in Japanese. Some of the students
could do that and some could not. When the students could not make up the sentences
correctly, the teacher helped the students to say them correctly. Some students were
practicing with other students to answer the sentence Asagohan ni nani o tabemasu ka;
'wha t do you eat for breakfast?' and some of the students worked on it independently.
20 minutes later, the teacher asked some students Asagohan ni nani o tabemashita ka;
'Wha t did you eat for breakfast? ' The students who were posed the question answered
Watashi wa asagohan ni tamago o tabemashita; ' I ate an egg for breakfast'. Then , the
teacher confirmed the structure of the sentences by writing them in hiragana on the

r
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blackboard, in particular, focusing on the use of particles (e.g. Asagohan ni nani

Q

tabemashita ka; 'Wha t did you eat for breakfast?', Watashi wa asagohan ni tamago

Q

tabemashita; 'I ate an egg for breakfast.'). Finally, the teacher asked the students to

read Japanese tabemono; 'food ' and nomimono; 'drin k' on the worksheet and to give
him their meanings. The students who seemed to know the meanings answered them to
the teacher. However, the teacher checked their meanings one by one, translating into
English.
For the last IO minutes of the lesson, the teacher showed the students a video
which demonstrated Japanese traditional culture. In the video, English was used for the
narration. A Western female narrator introduced kabuki; 'Japanese traditional play ',
sumoo; 'Japanese type of wrestling', kimono; 'traditional Japanese dres s', sadoo; 'tea

ceremony', ikebana; 'flow er arrangement', etc. in English. She went to Sensooji; 'the
Sensoo Temple' which is a famous temple for tourists. She introduced smoke that was
placed in the centre of the temple and explained that Japanese people put the smoke on
the sick parts of their bodies because they believe it will cure their illness. While the
students watched the video, some students were chatting with the other students and
some students were watching it quietly. The teacher never talked or stopped the video
in order to explain more details about the video. When the bell rang, the teacher
mentioned that he wanted to show an introduction to Japanese food in the video, but
the time had run out.
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6.3. Discussions
The three cases of classroom observation found two common ways in which culture is
taught in Japanese language classes.
(i) Teaching culture through authentic materials
(ii) Teaching culture through linguistic expressions
Below, I will discuss the strong points and weak points of each approach. I will also
provide some suggestions in order to integrate the dynamic aspects of culture into
these approaches.

6.3.1. Teaching culture through authentic materials
In Case 1, Case 2 and Case 3, authentic materials were used to teach Japanese culture.
In Case 1, two activities were conducted using authentic materials. Teacher A showed a
slide which showed pictures of Japanese school uniforms, school items and their
names. In addition, the teacher showed a video which was taken in the Japanese sister
high school. In Case 2, Teacher B showed many Japanese items and explained what
they were, what they were used for, what they were made out of, etc. In Case 3,
Teacher C showed a video which introduced Japanese traditional culture such as
kabuki; 'traditional Japanese play ' and sumo o; 'Japanese wrestling' in class.

· The purpose of these activities seemed to be to give the students necessary
knowledge and/or information about some aspects of Japanese culture such as
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Japanese schools, Japanese items, and Japanese traditional culture. Some strong points
and weak points of this approach were found. The first strong point is:
(i) Authentic materials are an effective means to help students to make a close
connection between what they are learning and reality.
It is important for students to know that understanding the target culture is not only an

intellectual exercise, but also an important skill for communicating with speakers of
the target language in real life. Authentic materials make it easier for students to link
what they are learning to reality because authentic materials attempt to provide a
visualised reality.
The second strong point is:
(ii) Authentic materials are effective means to promote students' high motivations
to learn the target language and culture.
As noted in Chapter Five, high motivations initiate and maintain the learning process,
and promote successful learning (Stem, 1983). The strong characteristics of authentic
materials are observable and sometimes experienced by students. Such characteristics
make language learning more interesting and as a result more strongly motivate
students to learn the target language and culture.
The third strong point is:
(iii) The effective use of authentic materials promotes the more frequent use of
the target language even if students' proficiency levels are relatively low.
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For example, when Teacher B taught the names of Japanese items by showing the
objects, she taught the sentence Nan to iimasu ka; 'How do you call it?' and Yunomi to
iimasu; 'It is called yunomi'. In this case, the teacher attempted to teach not only the

names of materials, but also how to ask and answer the names directly in Japanese.
This case shows that authentic materials connect to communicative practices even if
the students'

proficiency levels are low.

This will enhance the students'

communication skills by the end of the program. If the teacher were to explain the
objects in English, the students would be less exposed to Japanese.
In contrast to the above strong points, teaching culture through authentic
materials also has some weak points. The first one is:
(i) It is easy for students to gain stereotypes towards the target culture.
As noted above, the use of authentic materials has a strong impact on students'
perceptions of the target culture, because they are visualised and students tend to
interpret them as representing a whole aspect of the target culture in question. For
example, in Case 2 by showing a pair of male and female chopsticks, of which the
male chopsticks are longer than the female's, the students may possibly gain the belief
that female's chopsticks are 'always', or 'should' be, short. Although this is true to a
limited extent, in general it is not true for the majority of Japanese people. As such,
authentic materials may limit students' views of the target culture, so that they tend to

r
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The second weak point is:
(ii) Poorly designed use of authentic materials may limit the adoption of all the
four stages.
In Case 3, Teacher C showed a video which illustrated typical Japanese traditional
culture such as kabuki; 'Japanese traditional pla y' and sumoo; 'Japanese wrestling'
without any explanations of the details of the video. Although the students are able to
gain some knowledge about the typical target culture, simply watching the culture in
the video may limit the teacher to the adoption of the Awareness-raising Stage only,
and tends to lead the students to gain a static perspective towards the culture

3

.

This

means that this approach to teaching culture again may reinforce stereotypes and/or
prejudices towards the target culture4.
Above, I have discussed the strong and weak points of the use of authentic
materials, which were found in the classroom observation. While the strong points
promote the continuous use of authentic materials, in order to overcome the weak
points, some suggestions can be made in accordance with the importance of the
2

This is not to say that the use of authentic materials always causes suc h a problem and it is
really dependent on the way the materials are used. Wh at I am trying to say is that because of
their strong impacts, authentic materials more strongly influence students to believe that what
they gain through the materials is applicable to a whole range of cultural aspects.
3
Refer to sections 5.6.1 and 5.6.3, for detailed discussion on undesirable outcomes of the lack
of the Experimentation, Production and Feedback Stages.
4
The weak points (i) and (ii) are similar to each other in that both result in stereotypes.
However, weak point (i) is determined by the nature of authentic materials, whereas (ii) comes
from the teachers' limited use of the four stages in order to teach the target culture through
authentic materials.
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integration of the dynamic aspects of culture into language teaching. As noted earlier,
authentic materials may have a strong impact on students' perceptions of the target
culture, and more strongly influence them to believe that what they gain through the
materials is applicable to a whole range of cultural aspects.
Taking this into account, teachers should first explain that what students learn
through materials may be limited and may not always be shared by all the speakers of
the target language. This is straightforward and simple, but it is an effective way to
prevent students from gaining stereotypes.
Second, teachers need to show variations as much as possible. For example, they
should show videos which illustrate a variety of types of Japanese high schools such as
public schools, private schools, and night schools, rather than just showing one type
without explanations. That would be an effective use of videos that prevent students
from conceptualising stereotypes towards Japanese high schools and Japanese
students.
Third, teachers need to design cultural teaching in such a way that the target
culture is taught through all the four stages. The importance of the adoption of all
four stages has already been discussed in Chapter Four. What is important in
connection with the implementations of teaching culture in class, is the fact that there
are many factors such as time limits, students' proficiency levels and insufficiency of
materials which prevent teachers from teaching the target culture through all four
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stages. By considering well . the factors related to teaching a particular culture in a
particular lesson, teachers will be able to more effectively deliver the target culture to
the class. For example, when teachers show Japanese cartoons in class, they can pick
up some aspects of the target culture from the cartoons and provide students with
opportunities to be engaged in the linguistic and non-linguistic aspects of the target
culture through all four stages. Again such use of videos is more effective than simply
showing videos (i.e. Case 3) in order to successfully incorporate the dynamic aspects
of culture into language teaching through all four stages.

6.3.2. Teaching culture through linguistic expressions
In the classroom observation, it was found that the target culture was taught in
conjunction with certain linguistic expressions. For example, in Case 1 the names of
the target culture 'scho ol subjects' were integrated into the activity to acquire the
expression Ichiban sukina kamoku wa nandesu ka; 'Wha t is your favourite subject?'
Note that subjects such as saihoo; 'sew ing' and dootoku; 'ethi cs' are subjects which
Japanese schools have, but Australian schools do not have and can be seen as part of
Japanese culture. Similarly, in Case 3, Teacher C taught the expression Asagohan ni
nani o tabemasu ka; 'Wha t do you eat for breakfast?' which involved the names of

Japanese food and drink. As noted in Chapter Three, the ultimate goal of foreign
language education is to acquire communication skills. Thus, the integration of these
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cultural aspects into teaching the particular linguistic expressions is deemed to be more
effective than teaching only cultural aspects, in light of the general purpose of
language classes.
Interestingly, it was observed that teaching the cultural items of Japanese school
subjects and foods in connection with the above expressions involved the Awarenessraising and the Experimentation Stages only, and did not involve the Production and
the Feedback Stages (the Feedback Stage was used for simply correcting students'
linguistic errors). Nonetheless, it seemed that the teaching of those cultural items was
well motivated and quite appropriate for the purpose of the class (i.e. learning those
expressions). This raises the possibility that cultural items can satisfactory be taught
without the full adoption of the four stages. This seemingly conflicts with the previous
note that teaching cultural content throughout the four stages is important in language
teaching/learning.
It is worth noting here that some linguistic expressions are more context sensitive

and closely related to a context that is culturally defined. For example, according to
Miyake (1994), speakers of Japanese have a tendency to feel and express apology
towards formal interlocutors and use expressions such as Sumimasen, Mooshiwakenai,
Gomen, and Warui, whereas speakers of English have a tendency to feel and express
gratitude in the same situation by using 'Thank you' or 'Thanks' . These differences
manifest cultural differences, in particular, differences of the evaluation of the context
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in which communication occurs. Thus, it is crucial for students to understand the
cultural contexts in which these expressions are used in order to acquire the
expressions.
In contrast, some expressions are less closely related to a culturally defined
context. For example, in Case 1 and Case 3 we discussed the expressions, Ichiban
sukina kamoku wa nandesu ka; 'Wha t is your favourite subject?' and Asag ohan ni nani
o tabemasu ka; 'Wha t do you eat for breakfast?', which involved names of Japanese

school subjects and food. Although some school subjects and food are peculiar to
Japanese culture and can be seen as part of Japanese culture, the expressions including
these items do not directly involve a particular context that is culturally sensitive, that
is, they are more 'general expressions' and their use does not require much explanation
in terms of Japanese culture.
In conclusion, the class observation suggests that although the relevant theories
advocate the adoption of the full range of the four stages for teaching culture, in reality
the adoption of the four stages may be subjective to the nature of class activities,
especially to the purpose of the class activities and the students' proficiency levels.
This is not to say that to begin with teachers should compromise the adoption of the
four stages. Teachers should be aware of the importance of the four stages, and to
consider the relevant factors such as the nature of cultural contents and students'
proficiency levels in relation to the main purpose of the class activities, and determine
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the level of the adoption of the four stages with an initial attitude to adopt the full
range of the stages.

6.4. Sum mar y
In this Chapter, I have found two common ways in which culture is taught in Japanese
language classes. They are:
(i)

Teaching culture through authentic materials

(ii) Teaching culture through linguistic expressions
In regard to these approaches, I discussed their strong and weak points. Furthermore, I
provided some effective ways of teaching culture which should be considered in order
to integrate the dynamic aspects of culture into the approaches (i) and (ii).

CH AP TE R SEVEN

CONCLUDING REMARKS

In this study, I have investigated teaching culture in Japanese language classrooms in
the Australian context. In this final Chapter, I summarise the findings of this study in
7 .1, and present some implications for teaching culture in Japanese language
classrooms in 7 .2 under the current situation and in a few year 's time. I will then
summarise some issues for future investigations in 7.3.

7.1. Sum mar y of findings
After outlining the aim and background of this study in Chapter One, I discussed
issues related to the dynamic aspects of culture in Chapters Two , Three and Four. In
Chapters Five and Six I then discussed issues of teaching culture in Japanese language
classrooms, based on a questionnaire-based survey and three cases of classroom
observation.
As was detailed in Chapter Two, culture has dynamic aspects which reside in the
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complex nature of culture .and individuals' different interpretations of culture within
the same cultural group. In light of these concepts, it was suggested that it is necessary
to approach a particular culture from a dynamic perspective rather than a static
perspective. In Chapter Three, I then discussed approaches to teaching culture in
foreign language education. Teaching approaches which have been based on the static
perspective towards culture tend to promote stereotypes and/or prejudices. In this
connection, it was pointed out that a shift from the static to the dynamic perspective
towards culture was required in teaching culture in language classes. The dynamic
perspective towards culture in foreign language education promotes a number of
insightful models, outlined in Chapter Four. In particular, the 'Model for Intercultural
Language Teaching' (Wood, 2003) was found to be suitable for the current study
which focuses on the integration of the dynamic perspective towards culture into
Japanese language teaching in schools of Australia.
In Chapter Five, I investigated Japanese teachers ' awareness of teaching culture
based on a questionnaire-based survey which adapted the 'Four groups of cultural
contents as teaching objectives' (Wood, 2003) and the ' Four stages of the ' Model for
Intercultural Language Teaching" (Wood, 2003). Through the survey, the following
was found to be major factors that influence teachers ' instructional decisions with
respect to cultural contents and teaching approaches.
(i)

Teachers ' awareness of learners ' proficiency levels

Chapter Seven CONCLUD ING REMARKS

119

(ii) Teachers' awareness of teaching culture as one of their teaching strategies to
motivate learners' language learning
(iii) Teachers' perceptions of the non-necessity and/or the relative importance of
the contents/stages
(iv) Teachers' awareness of their insufficient knowledge about the target culture

In Chapter Six, through three cases of classroom observation it was found that
the most common ways to teach culture were through the use of authentic materials
and in association with linguistic expressions. Classroom observation further revealed
that although the relevant theories advocate the adoption of all four stages of teaching
culture, in reality the adoption of the four stages might be influenced by factors such as
time limits, students' proficiency levels, insufficiency of materials and the purpose of
the class activities. However, it does not mean that teachers should compromise the
adoption of the four stages. Rather, teachers need to be aware of the importance of the
four stages, and to consider the relevant factors in relation to the main purpose of the
class activities, and determine the level of the adoption of the four stages.
Based on the discussions in Chapters Five and Six, some implications for
teaching culture in Japanese language classrooms, in particular focused on delivering
the dynamic aspects of culture into classes, will be provided in the next section.
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7.2. Implications for teaching culture in Japane se language classrooms
In this section I present the implications for teaching culture in Japanese language
classrooms with special attention to the three points: (i) use of authentic materials, (ii)
organisation of teaching culture and (iii) self-development for teachers' awareness of
teaching culture.

7. 2. 1. Use of authentic materials
The findings of this study show that the effective use of authentic materials strongly
motivates learners to learn the target language and culture. Further, it promotes the
more frequent use of the target language even though learners' proficiency levels are
low. For example, recall Case 2 in which the teacher showed Japanese items and
attempted to teach not only their names, but also how to ask and answer their names
directly in Japanese. On this point, the continuous use of authentic materials could be
suggested.
However, it should be recognised that authentic materials have strong impacts on
learners' perceptions of the target culture and learners tend to interpret them as
representing a whole aspect of the target culture and to gain stereotypes and/or
prejudices towards the culture. Teachers are, therefore , required to carefully give
sufficient explanations about the various aspects of the relevant Japanese culture or
show variations of the particular aspect of Japanese culture in classes, so that learners
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understand the variety of _the relevant cultural aspects (i.e. the dynamic aspects of
culture). For example, teachers need to explain that what learners learn through
particular materials may be limited, and may not always be shared by all speakers of
Japanese. Moreover, if sufficient materials are available, teachers need to show a
variety of aspects of the particular culture rather than showing only one cultural aspect.

7. 2. 2. Organisation of teaching culture
The classroom observation shows that the poorly designed lesson sometimes produces
negative outcomes, in particular, the non-adoption of the four stages. For example, as
shown through the observation of Case 3 (cf. 6.2.3), simply showing a video (i.e. an
authentic material) may limit teachers' adoption of the four stages to the Awarenessraising Stage only and lead learners to gain stereotypes and/or prejudices towards the
target culture. Further, when 'general expressions' which do not involve a particular
cultural context (e.g. Ichiban sukina kamoku wa nan desu ka; 'Wha t is your favourite
subject? and Asagohan ni nani o tabemasu ka; 'Wha t do you eat for breakfast?'), are
taught in conjunction with cultural items, the cultural items are integrated as fact into
the expressions, which are typically taught through the Awareness-raising and the
Experimentation Stages as discussed in 6.3 .2.
Although the relevant theories advocate that it is important to teach culture
through all four stages as has been discussed in Chapter Four, through observation it
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was acknowledged that there are many factors such as time limits, students'
proficiency levels and insufficiency of materials, which may not allow teachers to
teach the target culture through all four stages. Furthermore, the observation suggests
that the adoption of the four stages may be subject to the nature of class activities.
However, it does not mean that teachers should not incorporate the dynamic
perspective towards culture into their teaching. In order to fully adopt the four stages
and deliver the dynamic aspects of culture into classes more effectively, teachers need
to develop well-organised teaching culture. Teachers need to be aware of the
importance of the four stages, and to consider the relevant factors in relation to the
main purpose of the class activities.

7. 2. 3. Self -dev elop men t for teachers' awareness of teaching culture
As discussed in Chapter Five and briefly summarised in 7 .1 , one factor which
influences teachers' instructional decisions with respect to cultural content and stages
was teachers' awareness of their insufficient knowledge about the target culture. This
suggests that continuous updating of knowledge about the target culture and teachers '
self-education of teaching culture is necessary. Fortunately nowadays a number of
materials are available from the Internet. Hence, it becomes ever easier for teachers to
access to the updated information about the target culture and choose materials which
are appropriate to their students' proficiency levels as well as the purpose of the class
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activities.
It may also be helpful for teachers to take more opportunities for self-education.
This assists them in being aware of what kind of cultural aspects of the target culture
are important to teach and how actually the dynamic aspects of culture can be
integrated through the four stages. For this, relevant communities or organisations can
support teachers in gaining the opportunities for self-development. It is found that
some relevant organisations support teachers ' self-development by providing various
programs on teaching culture.
For example, according to the Australian Government Department of Education,
Science and Training (DEST) (2004: 7), in June 2004, a three-day workshop, ' the
Asian Languages Professional Learning Project focused on Intercultural Language
Learning/Teaching' was offered by an initiative of the DEST. This project was
organised by the Asia Education Foundation, in conjunction with the Australian
Federation of Modern Language Teachers' Associations. The objective of the project
was to improve the quality of Asian languages programs nationally through the
development and delivery of an innovative professional development program. This
program encouraged schools and LOTE teachers in the ACT to reflect and improve on
their existing LOTE program and to develop an understanding that culture can be
taught as an integrated part of language within the constraints of a classroom
environment (See DEST, 2004, for more details).
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Programs, including. the one exemplified above, are thought to provide
participating teachers with some opportunities to self-develop their approaches to
teaching culture. However, this kind of opportunities is sought to be provided more
consistently and widely. Such self-development will help teachers to have a more
positive attitude and confidence in teaching culture in classes.

7.3. Future studies
I believe that the findings and suggestions made in this study promote a deeper
understanding of teaching culture in Japanese language classrooms. However, due to
the limits of the given timeframe for this supplementary thesis for my MA degree,
there are a number of areas for which analysis was limited. With regard to the
following points, future studies would be useful.
(1) Teachers who teach students at different proficiency levels

In this study, I focused only on teachers who teach beginners (Year-7 and Year-8
students in Australia). However, it is assumed that teachers who teach intermediate and
advanced students may have different concerns about teaching culture, based on their
awareness of their students' proficiency levels, their students' motivations to language
learning, etc.
(2)

The number of subjects who participate in the questionnaire-based survey

This study consisted of only six teachers for the questionnaire-based survey.
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Although this survey was qualitative rather than quantitative in nature, further research
which involves a larger number of subjects may be necessary for a more
comprehensive understanding of aspects involved in teaching culture, which the
current study may have not observed.
(3)

The number of cases of classroom observation

Three cases of classroom observation migh t give a limited view of classroom
activities. Through the three cases, I gained useful insight into some of the common
ways to teach culture. However, a larger number of cases may provide more varied
ways of teaching culture in accordance with the different purposes of class activities
and, thus, may provide further insightful suggestions which the current study could not
cover.
(4)

The relationship between teachers' different backgrounds and their
approaches to teaching culture

It is assumed that teachers' backgrounds including the length of stay in Japan and

the length of time teaching Japanese may influence their approaches to teaching
culture. Thus, it is necessary to further investigate the relationship between teachers'
backgrounds and their approaches to teaching culture.
In conclusion, the importance of teaching culture in foreign language education
is increasingly recognised, as there are generally more opportunities to communicate
with people who have different linguistic and cultural backgrounds. It is hoped that the
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current study and future investigations including the above points will shed light on
issues of teaching culture, and make further contributions to the area of foreign
language education.
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Appendix A

Cover letter for the questionnaire (consent form to teachers)
Naomi Ogi
B.A. Waseda University, G.D. ANU
Postal Address: Japan Centre,
Faculty of Asian Studies
Building #110,
Australian National University
ACT 0200
Telephone: 0403563670
E-mail: naomiogiz@yahoo.co.jp
Consent form

This is a research study concerned with teachers' awareness of teaching culture in
Japanese language classrooms. I am a Master's course student in Applied Japanese
Linguistics having completed Graduate Diploma in Applied Japanese Linguistics at
the Australian National University in 2003. My current research project is called
"Teachers' awareness of teaching culture in Japanese language classrooms".
You will be asked to answer a questionnaire to provide information about your classes
and teaching. A twenty dollar book voucher will be awarded to you for your
participation and efforts in this study.
The questionnaire which you answered will be securely stored in locked filing cabinet
which only Naomi Ogi has access to and kept confidential so far as the law allows.
Your identity will remain anonymous so that no report from the survey will contain
information that could identify any person.
Your participation in this study is completely voluntary. You are free to stop
participating 3:t any time prior to the completion of the project.
The result of this research will be available after March, 2005, or request.
I will be pleased to answer any questions you may have now, or you may call me at
0403563670 later with questions about the research.

I have read the above and give my consent to participate in this study.

Signature

Name in block letters

Date

If any further inquiries arise, I would like to contact with you. So please let me know

your e-mail address.
E-mail address:

Appendix B
Cover letter for the questionnaire (information sheet to teachers)
Naomi Ogi
B.A. Waseda University, G.D. ANU
Postal Address: Japan Centre,
Faculty of Asian Studies
Building #110,
Australian National University
ACT 0200
Telephone: 0403563670
Email: naomiogiz@yahoo.co.jp

Information sheet
The project: Teachers' awareness of teaching culture in Japanese language
classrooms

The purpose of the project
The project is a research study related to teachers' awareness of teaching culture in
Japanese language classrooms. This study attempts to
(1) ask Japanese language teachers to answer questionnaires to clarify what kinds of
cultural contents and teaching approaches teachers consider to be important to
adopt for their Japanese language classes and what factors teachers consider to be
important for their decisions to determine cultural contents and teaching
approaches.
(2) make some suggestions for the development of Japanese language education, in
particular, in terms of teaching culture.

Participation
It will take 30- minutes to complete the questionnaire. Your participation in this study
is completely voluntary. You are free to stop participating at any time prior to the
completion of the project.
The questionnaire which you answered will be securely stored in locked filing cabinet
which only Naomi Ogi has a_cces~_to and kept confidential so far as the law allows.

Your identity will remain anonymous so that no report from the survey will contain
information that could identify any person.
If there are any concerns about the research, contact Naomi Ogi or the Human

Research Ethics Committee at the Australian National University.
Human Ethics Officer
Research Services Office
Chancelry 1OB
The Australian National University
ACT 0200
Tel: 02-6125-7945
Fax: 02-6125-4807
Email: Human.Ethics.Officer@anu.edu.au

Appendix C
Questionnaire

Questionnaire
This questionnaire is being conducted to do research on Japanese language teachers'
awareness of teaching culture at secondary schools in the ACT, Australia. Your
cooperation is appreciated.

Currently Japanese culture is identified with the following four groupings.
Additionally the 'Model for Intercultural Language Teaching' which consists of
the four stages of teaching language and culture has been proposed. I know you
have already adopted some ideas from them in your actual teaching. However,
before you answer the following questions, please compare the following <Four
groups of cultural contents as teaching objectives> and <Four stages of the
'Model for Intercultural Language Teaching '> with your teaching materials and
teaching methods.
(i) Four groups of cultural contents as teaching objectives (Wood, 2003)

Cultural group 1:
The artefacts produced by native Japanese speakers including literature,
traditional culture such as the tea ceremony, kabuki; 'tradition al Japanese play',

sumoo; 'Japanese wrestling ', Japanese food, Japanese animation, Japanese
cartoons, Japanese fashion, Japanese plays, etc.
Cultural group 2:
The knowledg e about Japan and native Japanese speakers, seen as the
backgrou nd for understanding language and society. It includes some knowledge
about the history, geography and institutions of Japan.

Cultural group 3:
The practices and values underlying communications which typify native
Japanese speakers. It is focused on what native Japanese speakers are likely to do
and the cultural values placed upon certain ways of acting (communication) or
upon certain beliefs.

Cultural group 4:
Sets of practices and/or the lived experiences of individuals. These kinds of
cultures are beyond specific cultures such as Japanese or Western cultures. They
are focused on not acquiring cultural information as facts, but acqumng
intercultural communi cation skills, that is, the skills to relate to others.

(ii) Four stages of the 'Model for Intercultural Language Teaching' (Wood, 2003)
Awareness-raising Stage:
This is the stage at which new input about languages and cultures is introduced to
learners through participative tasks which encourage learners to compare the new
target language/culture with their own languages/cultures. This stage helps
learners to be aware of the relationship between language and culture and also
cultural variations in the world.

Experimentation Stage:
This is the stage that allows learners to begin working with their new knowledg e
and trying out native speakers' ways of speaking and acting. This stage involves
short communicative tasks which allow learners to practice elements of the new
knowledg e and helps to establish overall learning for a new speech situation.

Production Stage:
This is the stage at which learners put together the elements they have been
trying out in the Experime ntation Stage and integrate the information they have
acquired in actual language use. The best way to achieve this is through
involvement in a focused language task. This stage is necessary for learners to
experience the impact of foreign cultural norms on their own identities and the
comfort or discomfort this can bring.

Feedbac k Stage:
This is the stage at which teachers comment on the language use of learners.
More importantly, learners are allowed to discuss with teachers how they felt
about speaking and acting in a particular way, reflecting on the experience of
acting like a native speaker in the Productio n Stage. It is importan t to recognise
the positive and negative feelings which learners express and to acknowledge the
validity of these feelings among learners for discovering a place of comfort
between their native languages/cultures and the target language/culture.

Ql.

Do you usually teach your students Culture 1 in your classes?
Yes -+Go to Ql-1

No -+Go to Ql-2

Ql-1. What are the main reasons for teaching Culture 1 to your students?

-+Go to Ql-3
Ql-2. What are the main reasons for not teaching Culture 1 to your students?

-+Go to Q2

Ql-3.

When you usually teach your students Culture 1 in your classes, do you adopt the
following stages?

Awareness-raising Stage:

Yes

No

Experimentation Stage:

Yes

No

Production Stage:

Yes

No

Feedback Stage:

Yes

No

Others: (Please describe them specifically)

-+Go to Ql-4

Ql-4.

Please provide reasons why you do or do not adopt the stages of teaching Culture
1 in your classes.

Awarenes s-raising Stage:

Experimentation Stage:

Production Stage:

Feedback Stage:

Others:

-.Go to Q2

Q2.

Do you usually teach your students Culture 2 in your classes?
Yes -.Go to Q2-1

No -.Go to Q2-2

Q2-1. What are the main reasons for teaching Culture 2 to your students?

-.Go to Q2-3

Q2-2. What are the main reasons for not teaching Culture 2 to your students?

-+Go to Q3
Q2-3.

When you usually teach your students Culture 2 in your classes, do you adopt th·e
following stages?
Awareness-raising Stage:

Yes

No

Experimentation Stage:

Yes

No

Production Stage:

Yes

No

Feedback Stage:

Yes

No

Others: (Please describe them specifically)

-+Go to Q2-4
Q2-4.

Please provide reasons why you do or do not adopt the stages of teaching Culture
2 in your classes.

Awareness-raising Stage:

Experimentation Stage:

Production Stage:

Feedback Stage:

Others:

--+Go to Q3

Q3.

Do you usually teach your students Culture 3 in your classes?
Yes --+Go to Q3-1

No --+Go to Q3-2

Q3-1. What are the main reasons for teaching Culture 3 to your students?

--+Go to Q3-3

Q3-2. What are the main reasons for not teaching Culture 3 to your students?

-+Go to Q4
Q3-3.

When you usually teach your students Culture 3 in your classes, do you adopt the
following stages?

Awareness-raising Stage:

Yes

No

Experimentation Stage:

Yes

No

Production Stage:

Yes

No

Feedback Stage:

Yes

No

Others: (Please describe them specifically)

-+Go to Q3-4
Q3-4.

Please provide reasons why you do or do not adopt the stages of teaching Culture
3 in your classes.

Awareness-raising Stage:

Experimentation Stage:

Production Stage:

Feedback Stage:

Others:

-+Go to Q4

Q4.

Do you usually teach your students Culture 4 in your classes?
Yes -+Go to Q4-1

No -+Go to Q4-2

Q4-1. What are the main reasons for teaching Culture 4 to your students?

-+Go to Q4-3
Q4-2. What are the main reasons for not teaching Culture 4 to your students?

Q4-3.

When you usually teach your students Culture 4 in your classes, do you adopt the
following stages?

Awareness-raising Stage:

Yes

No

Experimentation Stage:

Yes

No

Production Stage:

Yes

No

Feedback Stage:

Yes

No

Others: (Please describe them specifically)

-+Go to Q4-4
Q4-4.

Please provide reasons why you do or do not adopt the stages of teaching Culture
4 in your classes.

Awareness-raising Stage:

Experimentation Stage:

Production Stage:

Feedback Stage:

Others:

End of Survey
Thank you for your coopera tion.

Appendix D

Cover letter for the classroom observation (consent form to teachers)
Naomi Ogi
B.A. Waseda University, G.D. ANU
Postal Address: Japan Centre,
Faculty of Asian Studies
Building #110 ,
Australian National University
ACT 0200
Telephone: 0403563670
E-mail: naomiogiz(cvyahoo.co.jp
Consent form

This is a research study concerned with teachers ' awareness of teaching culture in
Japanese language classrooms. I am a Master 's course student in Applied Japanese
Linguistics having completed Graduate Diploma in Applied Japanese Linguistics at
the Australian National University in 2003. My current research project is called
"Teachers' awareness of teaching culture in Japanese language classrooms".
You will be asked to allow me to observe your Japanese language classes, take notes
and tape your classes.
All of your documents will be securely stored in locked filing cabinet which only
Naomi Ogi has access to and kept confidential so far as the law allows. In the report of
observations your name will be changed into an initialled name so that no report from
the survey will contain information that could identify any person in the published
thesis.
Your participation in this study is completely voluntary. You are free to stop
participating at any time prior to the completion of the project.
The result ofth is research will be available after March, 2005 , or request.
I will be pleased to answer any questions you may have now, or you may call me at
0403563670 later with questions about the research.

I have read the above and give my consent to participate in this study.

Signature

Name in block letters

Date

If any further inquiries arise, I would like to contact with you. So please let me know

your e-mail address.
E-mail address: - - - - - - - - - - - - - - - - - - -

Appendix E
Cover letter for the classroom observati on (informa tion sheet to teachers)
Naomi Ogi
B.A. Waseda Universit y, G.D. ANU
Postal Address: Japan Centre,
Faculty of Asian Studies
Building # 110,
Australia n National Universit y
ACT 0200
Telephone: 0403563670
Email:na omiogiz@yahoo.co.jp

Information sheet
The project: Teachers awareness of teaching culture in Japanese language
1

classrooms

The purpose of the project
The project is a research study related to teachers ' awarenes s of teaching culture in
Japanese language classrooms. This study attempts to
(1) observe Japanese language classroom s and record cultural interactions, attitudes

and utterances among teachers and students in order to find some aspects of
implemen tations of teaching culture.
(2) make some suggestions for the developm ent of Japanese language education, in
particular, in terms of teaching culture.

Participation
Your participa tion in this study is completely voluntary. You are free to stop
participating at any time prior to the completi on of the project.
All of your documents will be securely stored in locked filing cabinet which only
Naomi Ogi has access to and kept confidential so far as the law allows. In the report of
observations your name will be changed into an initialled name so that no report from
the survey will contain informati on that could identify any person in the published
thesis.
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If there are any
Research Ethics Committee at the Australian National University.

Human Ethics Officer
Research Services Office
Chancelry lOB
The Australian National University
ACT 0200
Tel: 02-6125-7945
Fax: 02-6125-4807
Email: Human.Ethics.Officer@anu.edu.au

Appendix F
Cover letter for the classroom observation (consent form to students)

Naomi Ogi
B.A. Waseda University, G.D. ANU
Postal Address: Japan Centre,
Faculty of Asian Studies
Building #110,
Australian National University
ACT 0200
Telephone: 0403563670
E-mail: naomiogiz@yahoo.co.jp

Consent form

This is a research study concerned with teachers' awareness of teaching culture in
Japanese language classrooms. I am a Master's course student in Applied Japanese
Linguistics having completed Graduate Diploma in Applied Japanese Linguistics at
the Australian National University in 2003. My current research project is called
"Teachers' awareness of teaching culture in Japanese language classrooms".
Your child will be asked to allow me to observe their Japanese language classes, take
notes and tape the lessons as required.
All notes and information about a child obtained in the course of the research will be
securely stored in locked filing cabinet which only Naomi Ogi has access to and kept
confidential so far as the law allows. Your child' s identity will remain anonymous so
that no report from the observation will contain information that could identify any
person.
Your child's participation in this study is completely voluntary. Your child may stop
participating at any time prior to the completion of the project. Your child' s
participation will not affect your child's grade for your child' s class nor will your
child be penalized in any way if your child chooses not to participate.
The result of this research will be available after March, 2005, or request.

I will be pleased to answer any questions you may have now, or you may call me at
0403563670 later with questions about the research.
I have read the above and give my consent to participate in this study.
<Your child 's consent>

Signature

Name in block letters

Date

If any further inquiries arise, I would like to contact with you. So please let me know

your e-mail address.
E-mail address:

<Your consent>

Signature (Parent/Guardian)

Name in block letters

Date

Appendix G
Cover letter for the classroom observation (information sheet to students)
Naomi Ogi
B.A. Waseda University, G.D. ANU
Postal Address: Japan Centre,
Faculty of Asian Studies
Building #110,
Australian National University
ACT 0200
Telephone: 0403563670
Email: naomiogiz@yahoo.co.jp
Information sheet
The project: Teachers awareness of teaching culture in Japanese language
1

classrooms
The purpose of the project
The project is a research study related to teachers ' awareness of teaching culture in
Japanese language classrooms. This study attempts to
(1) observe Japanese language classrooms and record cultural interactions, attitudes
and utterances among teachers and students in order to find some aspects of
implementations of cultural teaching.
(2) make some suggestions for the development of Japanese language education , in
particular, in terms of cultural teaching.
Participation
Your child' s participation in this study is completely voluntary. And if your child
would like to participate in this project, your child can withdraw it any time. Your
child' s participation will not affect your child' s grade for your child' s class nor will
your child be penalized in any way if your child chooses not to participate.
All notes and information about a child obtained in the course of the research will be
securely stored in locked filing cabinet which only Naomi Ogi has access to and kept
confidential so far as the law allows. Your child' s identity will remain anonymous so
that no report from the observation will contain information that could identify any
person.

If there are any concerns about the research, contact Naomi Ogi or the Human
Research Ethics Committee at the Australian National University.

Human Ethics Officer
Research Services Office
Chancelry lOB
The Australian National University
ACT 0200
Tel: 02-6125-7945
Fax: 02-6125-4807
Email: Human.Ethics.Officer@anu.edu.au

