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Abstract

The Japanese government’s interest to develop a workforce that can deal with an
increasingly interconnected world has intensified in recent years. While a number of
government internationalisation initiatives have targeted Japanese universities to
create courses that nurture “global human resources”, these initiatives have yet to
receive concrete guidance from the Japanese government to assist educators tasked
with developing and implementing these initiatives. This thesis introduces how I
addressed this situation by producing a foreign language and intercultural development
(FL & ID) framework for use in my teaching context at a Japanese university.

Although a body of literature recognises the significance of the intercultural
dimension within communication and understanding between cultures, less attention
has been paid to investigating the subjective nature of FL & ID. There is a gap in the
literature for holistic perspectives to achieve the objectives of government
internationalisation initiatives. Specifically, approaches which consider the personal
perceptions, experiences and motivation that influence learners’ interests and needs for
FL & ID. To this end, an interdisciplinary approach was adopted in this thesis by
considering research from the fields of foreign language education, intercultural
education and transformative learning theory to carry out an action research inquiry.
This approach established a learner-centred framework which encourages Japanese
university students to transform their perceptions and experiences to personally
engage within the FL & ID process. This involved a motivating classroom approach that
allowed students to create, review and re-evaluate personal FL & ID goals. This study
provides a theoretical and practical underpinning to the significance of a holistic
approach towards curriculum design with global human resources objectives. It
highlights the personal relationship that learners have with FL & ID to foster their

interest for developing global human resources.
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Chapter 1: Background to this research study

“I want to expand the capacity of my ability...a person who fully understands
myself is me, also a person who can control and change myself is me as well”.

(Participant 3K)

1.1 Introduction

The quote at the start of this chapter is taken from a student who participated in this
research. It serves to demonstrate the main perspective which influences the approach
taken to accomplish this research - foreign language and intercultural development
(henceforth FL & ID) is ultimately a personal journey navigated by the individual’s own
potential for discovery and development. This research study is undertaken within a
formal education setting, specifically in the context of the Japanese university system. In
recent years, the Japanese government has pushed several university
internationalization initiatives with the aim to develop a workforce that can succeed in
the global field. The main aim of this research study is to create an FL & ID framework
that satisfies the demands of one of these initiatives in my teaching context, but with a
focus on exploring the process of FL & ID from the learners’ perspectives.

The “foreign language and intercultural development” term adapted for this study
draws upon an interdisciplinary approach made from the fields of foreign language
education, intercultural education, second language motivation and transformative
learning theory. This provides an overall holistic understanding towards a learner-
centred and process-orientated approach of foreign language learning and intercultural
understanding for this research study. The developed framework centres on the
subjective experience and perceptions of FL & ID, and provides a motivational approach
towards learners personally engaging in the process of FL & ID. Moreover, the
framework offers a way to explore learners’ experiences and perceptions of their
process of FL & ID. The implication of this study is that the ability to access learners’
subjectivity of FL & ID can create a structured and mindful approach to encouraging the
unique learning needs of each student. Furthermore, I am aware that in the field of

foreign language education other terms such as languaculture (Agar, 1994; Diaz; 2013;
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Risager, 2005), or linguaculture (Shaules, 2016; Shaules, 2019, Shaules et al., 2020)
highlight the intercultural nature of language learning by integrating cultural learning
into foreign language pedagogy. However, my aim was not to directly import and use
such existing theories for my framework. Instead, my aim was to develop my own
approach influenced by the contextual factors for this study. Hence I created the term
“FL & ID” to denote the interdisciplinary and bespoke approach of this work. This
chapter starts with an explanation of the context of study, then the research design and
aims are introduced. In addition, the theories and concepts that were adapted towards
creating the framework are presented. Lastly, the significance of this study and its

contribution to this field are discussed.

1.2  Context of the study

As in many countries around the world, Japan has also in recent years been
implementing educational initiatives to meet the challenges of internationalization.
While the focus of this study is not to debate the ideologies of internationalization
within education (see Knight, 2008; Rivers, 2010; Woodin et al., 2011), the driving force
of this study relates to the opportunities Japan based educators have in meeting the
demands of internationalization initiatives such as the Japanese government concept of
“global human resources”. The challenges of the 215t century have brought many unique
challenges for Japan. The impact of globalization, a declining population, and economic
stagnation have all influenced recent periods of recession. Japan has responded by
shifting production sites overseas, move towards service-based industries, and steadily
promote inbound tourism and foreign workers to Japan. Japan, once a relatively self-
reliant nation due to its export of Japanese goods and dependence on domestic demand,
now finds its members of society communicating more often with people from other
cultural and linguistic backgrounds. Although Japan has been dealing with the
influences of a more globalized and connected world ever since the end of its self-
imposed isolation period in the middle of the 19t century, recent years have seen a
strong acknowledgment by the Japanese government to provide a solution going
forward into the 21st century.

The Japanese government’s solution is centred around its perspective of change

through internationalization, and how this can happen within education. In a 2008 Diet
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session, then Japanese Prime Minister Yasuo Fukuda gave a policy speech that directly
remarked on the issues within Japanese society. He suggested a lack of

internationalization was to blame and gave his proposed solution:

As the aging of our society truly advances, sustained economic growth is
essential for maintaining vitality in the economy, as well as enhancing the social
security system and countermeasures against the declining birthrate. It is quite
possible to maintain economic growth in harmony with the environment if on
the one hand we enhance Japan's strengths, such as the high quality of our
workforce and our spirit of harmony, as well as our advanced technologies in the
environmental field, while on the other address, head on, those sectors that have
lagged behind in internationalization. (Prime Minister of Japan and His Cabinet,

2008)

In the same speech, the Prime Minister proposed two main points on how to
“internationalize”. The first of these was the development of “human resources” who
“have affection for their community and country, who are fully prepared to act on the
international stage and who will carry Japan forward into tomorrow”. To achieve this,
the Prime Minister went on to highlight the Japanese younger generation as the focus of
developing human resources by pointing out “Our goal is for Japanese universities and
graduate schools to receive a high evaluation by international standards, and become
global centers for human resource development and research”. The second method that
the Prime Minister proposed was a “global strategy” that aimed for Japan to become
“one of the core global financial centres by liberalizing Japan's aviation industry and
increasing the efficiency of trade procedures, and also by further enhancing the
international competitiveness of Japan's financial and capital markets”. To achieve this,
he put forward a plan to attract 300,000 international students to “increase the number
of highly capable foreign nationals at graduate schools and companies in Japan, through
collaboration among industry, academia and the government”. The Prime Minister’s
speech prompted the Japanese Ministry of Education, Culture, Sports, Science and
Technology (henceforth MEXT) to begin a series of higher education initiatives aimed at
“internationalizing” with the Prime Minister’s definition of this concept. MEXT also

extended the concept by targeting English language education in Japan. As this study is
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carried out within one of these initiatives, a brief summary of these initiatives is
introduced.

Since 2009, MEXT have created three initiatives that have conceptualized the
internationalization of Japanese higher education through 1) reform; 2) the
development of global human resources through English; 3) interacting with non-
Japanese students and Japanese students studying abroad. How MEXT have
implemented their solutions has influenced me to identify certain shortcomings in each
initiative. Especially, this study seeks to provide a way to fill the gap created by MEXT,
as they provide no theoretical concept for educators to achieve their notion of “global
human resources”. The first of these initiatives was the Global 30 project (2009 to
2014). The main aim of this project was to promote internationalization reform through
the “internationalization of academic environment of Japanese universities and
acceptance of excellent international students studying in Japan” (MEXT, 2009). In
addition, the thirty Japanese universities involved in this project were given the task to
attract 300,000 international students to Japan before 2020, thus revealing MEXT’s
intention of internationalizing through interactions with non-Japanese people. Burgess
et al. (2010) argue MEXT’s interpretation of internationalization as “the recruitment
and education of international students in Japan” (p.467). They argue the
ineffectiveness of this strategy by stating only 30% of international students can find
jobs in Japan after graduating due to a general lack of acceptance from Japanese
companies, or that international students need greater Japanese proficiency to work
within Japanese companies. As a result, the Global 30 project has been criticised to be a
“reactionary measure borne out of poor policy management by MEXT” (Rivers, 2010,
p.451).

Two more projects founded by MEXT with similar internationalization rhetoric
have followed. In 2013, MEXT launched the Top Global University Project (2014 to
2023), with the aim “to provide prioritized support to those universities that are
leading the internationalization of Japan’s education” (MEXT, 2013). MEXT proposed
the increase of subjects taught in foreign languages. However, the emphasis of teaching
English within Japanese education has marginalized the teaching of other foreign
languages (Kubota, 2015), and therefore, English is widely understood as the foreign
language in MEXT education policies. In the Top Global University Project, MEXT set an

objective to increase the number of English-as-a-medium-of-instruction courses at the
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selected universities. Such action has been criticized as “Englishizing” Japanese
universities and their programmes (Phan 2013; Ross & McKinley, 2017), a phenomenon
not unique to Japan, but also other educational contexts who aim to internationalize
through “Englishization” (Rose & McKinley, 2017). This study acknowledges the
overreliance and dominance of English within educational internationalization rhetoric
around the world (Kirkpatrick, 2011; Phillipson, 2009; Tam, 2009). Therefore, this
stance encouraged me to avoid separating language and culture within my framework,
and avoid elevating the status of English over Japanese (or any other language) that
could cause the misconception of Englishization. Furthermore, the criticism against
MEXT’s internationalization reform attempts of attracting non-Japanese students to
Japanese universities, encouraged me to focus on Japanese university students and their
understanding and interest of global human resources.

The other internationalization initiative is the 2012 to 2017 Promotion of Global
Human Resource Development (henceforth PPGHRD) which this study is set within.
This initiative continued MEXT’s rhetoric of internationalizing through the promotion of
study abroad for Japanese students, and increase of English-as-a-medium-of-instruction

courses. MEXT (2012) describe the project as:

The Project for Promotion of Global Human Resource Development is a funding
project that aims to overcome the Japanese younger generation's "inward
tendency" and to foster human resources who can positively meet the challenges
and succeed in the global field, as the basis for improving Japan'’s global
competitiveness and enhancing the ties between nations. Efforts to promote the
internalization of university education in Japan will be given strong, priority

support.

The position taken in this study is that MEXT’s supposition of Japanese students being
“inward looking” generalises young Japanese people (British Council, 2014), overlooks
personal motivations (Erwin Fukuzawa, 2016), and unfairly blames young Japanese
people as the cause for Japan’s lack of global economic success (Burgess, 2015). A more
detailed discussion about PPGHRD obijectives is discussed in section 2.4.2. As [ was
tasked by the university that I work at to develop and teach a course to satisfy MEXT’s

PPGHRD obijective, I was motivated to create this inquiry and produce a research-based
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solution due to lack of theoretical or practical information by either MEXT or the
university. Therefore, | approached this study from the perspective of FL & ID and I took
the viewpoint that an individual “who can positively meet the challenges and succeed in
the global field” (MEXT, 2012) is expected to learn and operate simultaneously in at
least two linguistic and cultural worlds, and that positively meeting challenges implies a
re-framing and re-consideration of their frameworks of reference (Scarino et al., 2016).
From this perspective, language is seen as one ingredient only, but interdependent and
necessary within the process of succeeding in the global field. Furthermore, the position
taken in this study is that the notion of an individual “positively meeting a challenge in
order to succeed” suggests a personal reason is needed to develop global human
resources. The abscence of a theoretical perspective by MEXT has produced a gap in the
literature which is addressed in this study. Hence, this study seeks to create a
framework that explores and encourages Japanese university students’ FL & ID.
Moreover, this is carried out from the perspective of the learner in order to understand

the personal, transformative and evolving experience of FL & ID.

1.3 Thisresearch study

The major reason to initiate this study was due to the needs of my teaching context. In
2013, I was employed by a Japanese university to teach academic English courses for
the university’s International Business Plus Programme (henceforth IBPP). This four-
year undergraduate programme was created with funding from MEXT’s 2012 PPGHRD
internationalization initiative. Based on MEXT’s concept and objective to develop global
human resources, the aim of the IBPP was to “develop students’ abilities within a global
context” by students “understand[ing] underlying value diversities, hav[ing] an ability
to actively lead to agreeable solutions, and invest[ing] themselves to solving problems”
(NU, 2012). Among my responsibilities of developing several courses for the IBPP that
focused on “Skills for Academic English” (e.g. Academic Writing, Presentations and
Discussions etc.), I also had to develop and teach an IBPP course that would directly
address MEXT’s notion of developing global human resources (The IBPP objectives are
discussed in depth in Chapter 3). However, as pointed out in the previous section, MEXT
have provided no theoretical perspective on how to develop their concept of global

human resources. The university also provided no theory on how students could
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develop the necessary knowledge, skills and attitudes. Also, no guidelines were given by
the university regarding classroom content, or what pedagogical approaches are needed
to nurture global human resources.

This situation prompted me to produce a research-based solution to implement
a theoretical and practical framework for developing the concept of global human
resources in the IBPP course. In this research study, the definition of a framework is
understood as “a framework that justifies the study and explains its structure or design”
(Crawford, 2019, p.35), rather than citing frameworks with conceptual or theoretical
definitions from the literature. As the main outcome of this study was to create and
implement a teaching and learning solution to encourage students in my teaching
context for developing global human resources, I identified four main components for
my framework in order to achieve this research’s main outcome. These components
are: a conceptualization of FL & ID; a syllabus; a classroom approach; and an
assessment method. The approach taken to create the framework is based upon my
professional and personal interests and experiences of FL & ID, therefore the
fundamental factors that have influenced my stance to carry out this study are briefly
introduced. The relevance of this is argued by Liddicoat and Scarino (2013, p.6) as “in
all teaching, teachers, and also their learners, adopt a stance in the sense of a set of
valued positions about what is to be taught and learned and how this is to be done”
(p-6). In my case, the “set of valued positions” have been shaped from my primary
socialization of being brought up and raised in the U.K. by Chilean parents. I was
motivated to learn my second language, Chilean Spanish, because of my interests and
needs to communicate with my parents. So, my unique situation enabled me to engage
with British/Chilean language and culture on a daily basis. Also, the several years of
British schooling from primary school until university permitted me to experience and
value constructivist-based approaches to learning. I believe all of these experiences
have been fundamental in developing the skills, attitudes and perceptions towards FL &
ID which influence my current teaching practices, and also influence how I learn and
experience Japanese culture and language. After many years of working and living in
Japan, I am aware that the relative (compared with the U.K.) lack of racial diversity in
Japan has not provided similar opportunities for the Japanese students in my context (a
relatively small city) to engage with different languages and cultures. Instead, the

formal English education system provides the main opportunity for most Japanese
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students to interact with foreignness. In doing so, the formal English education system
plays a large role in shaping the beliefs and values of FL & ID for Japanese university
students. As English has no official status in Japan, the majority of Japanese students
learn and use English as a school subject. The overemphasis on English language as
form, the formal study of English to pass standardized examinations (see Chapter 2 for
further discussion) have created a skills, attitude, knowledge and experience gap for
many Japanese students who have needs associated with studying abroad, working
abroad, or simply interacting with non-Japanese people in Japan. Due to the focus on
standardized education, I have always felt that Japanese students have not been
encouraged to consider their own personal goals of FL & ID. Hence, all of these factors
have led the core of my teaching approaches to be influenced by learner-centred
approaches that integrate the intercultural dimension within language and culture
learning.

Against this backdrop, this study adopts an interdisciplinary approach to
develop a theoretical and practical approach to develop the notion of global human
resources, and produce a framework that satisfies the demands of the PPGHRD and
IBPP. The Japanese government’s emphasis on foreign language and cultural
understanding within the concept of global human resources, along with my personal
and professional interests in this area, have influenced me to adopt several theories and
concepts from various disciplines to establish a definition of FL & ID for this study. First
of all, this research suggests the theoretical concept of global human resources
resembles the notion of intercultural (communicative) competence (henceforth known
as ICC), in particular Byram'’s (1997, 2009, 2012) notion of ICC and how he frames ICC
in terms of objectives that “designate a range of skills, knowledge, and attitudes which
may not necessarily be the outcome of learning directly related to language learning,
since they may include phenomena already present in the learner before language
learning begins” (Byram, 1997, p.49).

Furthermore, as this study puts forward that a developmental process must be
experienced for Japanese students to “overcome challenges” and “foster” MEXT’s
supposition of global human resources, the concept of intercultural development is
explored through a lens that acknowledges a personal, process-orientated and life-long
endeavour (Deardorff, 2006). Moreover, this developmental process is understood to

require both formal education and independent life experiences (Barrett et al., 2014;
23



Byram, 1997; Coperias Aguilar, 2010). In addition, foreign language learning per se, is
viewed as integral to the intercultural development process, but intercultural
developemnt is understood in this study to entail much more than acquiring language.
Instead, this study views intercultural development from the intercultural orientation to
language learning (Liddicoat and Scarino, 2013), where languages and cultures are
viewed as places of interactive engagement in the act of meaning-making. From this
perspective, intercultural development is understood to require reflection and active
participation by an individual to adapt and willingly develop (Liddicoat et al., 2003; Ros
i Solé, 2016; Scarino et al., 2016). With regards to creating a classroom approach that
encourages students to engage in a personal learning process, the L2 Motivational Self
System (Dornyei, 2009), a concept recognized for L2 learners to create and maintain
goals, is evolved to include the intercultural dimension and inform a motivational
classroom approach for the framework. Lastly, Liddicoat and Scarino’s (2013)
suggestion that the intercultural orientation to language learning implies a
“transformational engagement of the learning in the act of learning” (p.29) is also
explored in later stages of this study. This was achieved by adapting literature from the
field of transformative learning theory (Cranton, 2016; Mezirow, 1991; O’Sullivan,
2002; Taylor & Cranton, 2012) as a way to conceptualize and identify shifts in the
students’ perceptions and experiences of FL & ID. Thus, FL & ID in this study is
understood as a deep learning experience, one which serves as a vehicle for individuals
to explore not only the ways of new language and cultural worlds, but also the
individual’s own lived reality. The theoretical and practical development of the

framework is gradually explained in detail from Chapters 2 to 6.

1.4 Research design and research questions

This research was exploratory in nature, as I had need to investigate and create a
teaching solution for my context. Also, the focus on the individual’s perspective of
learning influenced this research to take a constructivist stance, where “reality is not
directly knowable” (Dick, p.786). Therefore, an action research approach was deemed
appropriate as [ intended not to imply generalisability, and transferability of the
research was not a priority. I understood this as a small-scale research project with the

need for the practitioner to generate knowledge of context, improve practice and
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instigate changes from systematic investigation of the research process (Denscombe,
2014; Efrat Efron & Ravid, 2013; Menter et al,, 2011; Tomal, 2010). Chapter 3 discusses
the research design choices in greater detail.

All research was conducted within the IBPP courses designated by the university
to develop the notion of global human resources. Two research cycles with different
research aims were carried out. The aim of the first research cycle was to produce a
quantitative instrument that could provide empirical evidence of students developing
ICC (see section 3.6). Also, to avoid overgeneralizing Japanese students as having
“inward-tendencies”, another aim was to understand the students’ personal
perspectives by investigating their perceptions and experiences of FL & ID. The
procedure to develop the framework followed the six cyclical steps of action research
(Efrat Efron & Ravid, 2013, p.8). This began with a literature review to identify the
problem and find the appropriate theories and concepts for the framework. Following
the creation of the framework, two separate studies were set up with a total of fifteen
participants. Students taking this course were recruited to participate. To achieve the
first research cycle aims, each study followed a sequential exploratory mixed-methods
design (Creswell, 2012) that first gathered qualitative data to explore the students’
perceptions and experiences of FL & ID, and then quantitized? this data to assist with
creating the instrument. An intervention study was set up to find out if the students
could develop ICC over a one-semester period. Qualitative data was collected through
questionnaire and visual narrative methods at the start and end of the course. Visual
narrative methods were chosen to provide an emic perspective that places the learners
as the actors in their learning processes (Chik, 2018). Content analysis of the visual
narrative data was performed to create the quantitative instrument. Statistical analysis
was also accomplished to validate the findings. The research questions for the first

research cycle were:

1) To what extent can participants develop ICC over a one-semester period?
2) What are participants’ perceptions and experience of foreign language and

intercultural development?

1 The term “quantitized” was introduced by Tashakkori and Teddlie (1998) to explain the process of

transforming qualitative data into numerical codes
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3) What are the challenges and limitations to create my framework?
4) How can a framework for intercultural competence be developed and used

with students at a Japanese university?

Question 1 sought to find out whether the framework could encourage ICC development
over the period of study, while question 2 aimed at discovering the participants’ life
experiences of FL & ID, and to explore their own beliefs were regarding how to develop.
The purpose of questions 3 and 4 were to support the reflection-on-action needed to
continue the framework development and implement changes.

For the second research cycle, external changes beyond my control (see section
3.6) and the results and implications of the first cycle, contributed to focusing on a
phenomenological approach to FL & ID. Ros i Solé (2016, p.19) argues that
phenomenological approaches to language learning provide a way of “investigating the
world that values the personal and the reflective...where language learning experience
is ‘unjudged’ by the rational mind”, thus providing access to understanding students
motivations to engage (or not) in the process of developing global human resources.
Hence, the new research aim was to uncover and identify shifts in the students’
perceptions of FL & ID during the intervention period. By understanding more about
how, why and when students develop over the period of study, the framework was
updated to produce an interpretative framework which encourages students to develop
a more self-sustainable approach to FL & ID. The same action research process was
carried out, and theories which followed a transformative learning narrative were
adapted to conceptualize the notion of an individual’s internal shift as development (see
Chapters 6 and 7). Another intervention study was set up in a different IBPP course
over a one-semester period. Two separate studies were carried out with a total of
twenty-three participants. Once again, students taking this course were recruited to
participate. This time, a qualitative inquiry was undertaken, and to enhance the
accuracy and credibility of the study (Creswell, 2012), triangulation was adopted to
gather data from different methods at different points throughout the intervention. The
questionnaire and visual narrative methods from the first cycle were utilized again, but
also three separate narrative tasks were administered at different times to identify

shifts in the students’ perceptions and experiences of FL & ID during the intervention.
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The data was analysed inductively and deductively to find out emergent themes

towards answering the research questions of the second cycle:

1) What are participants’ perceptions and experience of foreign language and
intercultural development before and after the intervention?

2) What are the shifts in the participants’ perceptions and experience of FL. & ID
during the intervention?

3) To what extent can the framework encourage participants to develop their
personal relationship with FL & ID?

4) What are the challenges and limitations of my framework?

The purpose of Questions 1 and 2 was to identify the students’ shifts of their evolving
perceptions and experiences of FL & ID throughout the period of the study. Question 3
sought to validate the framework by investigating if the students could develop their
personal relationship with FL & ID. As in the first research cycle, Question 4 was to

support the reflection-on-action.

1.5 Significance of the study

As pointed out at the start of this chapter, MEXT are making great efforts to
internationalize Japanese universities and the issue of developing global human
resources continues to have interest in Japan. The standpoint in this research is that
well planned and implemented internationalization initiatives are beneficial for the
Japanese education system, and this study is significant towards this in two main ways.
First of all, as a classroom-based action research study, it explored FL & ID from the
perspective of Japanese university students and produced data demonstrating how the
majority of the participants personally engaged in the process of FL & ID. Second of all,
by taking an interdisciplinary research to bridge the theory and practice gap, this study
contributes by highlighting the intricate nature of FL & ID. Rather than taking a skills-
only based approach to FL & ID, this study argues for an all-encompassing
understanding of FL & ID as personal and transformative process that changes the way
in how one experiences and views the world. The main implication of this study is that

the framework can be used in my teaching context to explore learners’ evolving
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experience of FL & ID, and encourage this process of development. Therefore, creating
the potential to produce mindful classroom approaches for learners to engage and

sustain their FL & ID.

1.6 Outline of the thesis

Chapter 2 reviews the various bodies of literature that make the foundation of this
study. This chapter is broadly divided into 1) a discussion on the concepts of language
and culture influencing the English language education context in Japan; 2) the theories
and concepts of culture, language and foreign language and intercultural development
used to create the framework.

Chapter 3 describes the research design of both research cycles. First of all, the
PPGHRD and IBPP are outlined and their objectives are introduced. Following this, the
theoretical and practical approach to develop the concept of global human resources is
discussed. Details regarding the action research process taken throughout the study,
researchers’ role and philosophical assumptions are also explained in this chapter.

Chapter 4 presents the framework developed in the first research cycle, then the
data collection procedures and methods are provided. Each of the framework’s four
components: conceptualization of FL & ID; classroom approach; syllabus; and
assessment are introduced. After this, the procedures to collect the qualitative and
quantitative data are discussed.

Chapter 5 provides the results and findings of the first research cycle’s two
studies. The data collected from each phase is used to answer the research questions. To
answer the research questions, the data is discussed in terms of emergent and common
themes found in both studies. A selection of data is presented in this chapter due to the
large amount of data.

Chapter 6 introduces the evolved framework, and the data collection procedures
and methods of the second research cycle. The framework’s updated three components
are discussed: conceptualization of FL & ID; classroom approach; syllabus; and
assessment. In addition, theories and concepts utilized to understand how students
develop and transform their experience of FL & ID are introduced.

Chapter 7 looks at the results and findings of the second research cycle’s two

studies. A selection of the qualitative data from the questionnaire and visual narrative
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methods are presented. Data triangulation is utilized and results are organized in terms
of common and emergent themes, as well as identifying shifts in the participants’
perspectives of FL & ID.

Chapter 8 concludes the study. A summary of the main findings of the whole
study is discussed. The limitations and implications regarding this study’s ability to
achieve the aim of this study are also given. Finally, recommendations for further
studies and a discussion of what this thesis’ findings imply for Japan'’s attempts to

develop global human resources are presented.
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Chapter 2: Literature review

2.1 Introduction

Chapter 2 reviews the literature which established the theoretical foundations of the
framework created for this study. Due to the emphasis on “foreign language ability” and
“cultural understanding” contained in the Global Human Resource Development
Committee’s definition of global human resources (GHRDC, 2010), this chapter will
reviews the concepts of culture, language and communication influencing foreign
language education in Japan. Also, as mentioned in Chapter 1 (section 1.2), English is
understood as the foreign language within the MEXT education policies, therefore the
English language education context in Japan is focused upon in this chapter.
Furthermore, as MEXT provides no theoretical guidance on how to develop global
human resources, this chapter determines the theoretical direction that was taken to

address this situation.

2.2  Anintroduction to the concepts of language and culture informing the

English language education context in Japan

This section introduces the argument that certain concepts of language and culture
influencing the English language education context in Japan, have greatly influenced
Japanese university students’ attitudes, skills, values and beliefs towards foreign
language and intercultural development (FL & ID). Despite the strong visual and
conceptual presence of the English language throughout Japanese society, the likelihood
for the average Japanese adult to communicate in English is low (Takakuwa, 2014).
With a 0.75 net migration rate and 98.1% of Japanese ethic groups making up the
population of Japan (CIA, 2021), Japanese adults have few chances to communicate on a
daily basis in English. As a result of this, most Japanese people learn and use English
within formal education settings (Nishino & Watanabe, 2008; Ryan, 1997; Takeuchi,
2002), and so, the classroom is often considered the place to practice English (Butler,
Watkins & Wikins, 2012). Moreover, MEXT (2011) acknowledge English to be “the
lingua franca” and there is a continual emphasis of English within MEXT’s (2009, 2012)
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internationalization initiatives in Japan. Therefore, the English language education
context in Japan plays a large part in creating Japanese university students’ beliefs and
values for FL & ID. The assumption taken in this study is that both classroom and
independent kinds of learning are vital to the process of FL & ID (Byram, 1997), as the
experience and development of foreign language learning is shaped from both domains.
Hence, this research study argues that more complex and integrated interpretations of
language and culture are needed to satisfy MEXT’s Project of Promotion of Global
Human Resource Development (PPGHRD) objectives. First of all, a review and analysis
of the concepts of language and culture influencing the English language education
context in Japan is carried out. Following this, the concepts of culture, language and
communication found in foreign language education, and the concepts adapted for the
FL & ID framework are discussed.

Liddicoat's (2004) Framework of Understanding the Cultural Component of
Language Education is used to conduct the analysis of the concepts of language and
culture influencing the English language education context in Japan. This framework is
chosen as Liddicoat acknowledges how “the scope of the cultural component in
languages education has not been clearly articulated in [policy and curriculum]
documents and a variety of competing and conflicting approaches to cultural knowledge
are to be found” (p. 297). Liddicoat provides the following four questions as a basic
framework to investigate how culture (and language) is conceptualized in language
teaching, and to discover mismatches between the aims of cultural learning and cultural
content stated in foreign language polices. I added the fifth question to consider
curriculum objectives of the English language education context in Japan and their

influence on the nature of classroom teaching and learning:

(1) What is culture for the purposes of language teaching?

(2) What is the relationship between language and culture?

(3) Why is culture included in the language curriculum?

(4) How are culture and language learnt in language learning?

(5) What are the objectives of the English language education context in

Japan?

The analysis begins by considering the following questions:
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What are the objectives of English language education context in Japan?

Why is culture included in the language curriculum?

MEXT’s Course of Study details the objectives and appropriate curricula for all school
subjects across Japan, and this includes foreign languages. These guidelines are revised
approximately every 10 years and the latest versions for elementary and secondary
schools were released in 2018. The overall objective for English education is given by
MEXT (2008, p.1) as "to develop students’ basic communication abilities such as
listening, speaking, reading and writing, deepening their understanding of language and
culture and fostering a positive attitude toward communication through foreign
languages”. However, the literature reveals a large gap which exists between these
communicative objectives, and the focus on form approaches in the classroom (Gorsch,
2000; Hosoya, 2001; Kavanagh, 2012; McVeigh, 2002; Sato & Kleinsasser, 2004; Tahira,
2012). In the Course of Study, the learning objectives regarding how to develop

students’ listening, speaking, reading and writing abilities are only mentioned:

1) Enable the students to understand the speaker's intentions when listening to
English.
2) Enable students to talk about their own thoughts using English.
3) Accustom and familiarize students with reading English and to
enable them to understand the writer’s intentions when reading
English.
4) To accustom and familiarize students with writing in English and to
enable them to write about their own thoughts using English.

(MEXT, 2008, p.1).

The Course of Study does not specify how the objective of “deepen [students]
understanding of language and culture” can be acheived. However, the indication of
culture and “fostering a positive attitude toward communication through foreign
languages” suggests an intercultural dimension to language learning. As the Course of
Study contains no theoretical concepts regarding the intercultural dimension, this study

argues how Liddicoat and Scarino’s (2013) intercultural orientation to language
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learning can provide a useful theoretical basis. Liddicoat and Scarino (2013) put
forward how an intercultural orientation to language learning “needs to attend not only
to the exchange of language but also to the exchange of meanings” (p.33). Section 2.3
and later sections in this chapter describes how the intercultural orientation is adapted

in the framework.

How is culture (and language) learnt in language learning?

Liddicoat (2004) argues that the absence of a clear conceptualization of key elements in
foreign language policies will lead to difficulties in not only operationalizing the
teaching of culture in languages, but also implementing the goals of these policies. This
issue exists in the English language education context in Japan. A large amount of
literature suggests the high stakes entrance examinations that allow students to
gradually advance from junior high school to university, have shaped a discrepancy
between foreign language policy objectives and actual classroom practice (Kubota,
2002; McVeigh, 2002; Seargeant, 2008, 2009; Whitsed & Wright, 2013). These exams
mainly consist of multiple-choice discrete point tests covering vocabulary, grammar,
translation of complex passages and reading comprehension sections (Komiya-Samimy
& Kobayashi, 2004; Mulligan, 2005). Even though MEXT has continued the rhetoric of
English for communicative purposes, the reality is that secondary school teachers are
unable to ignore the influence of "examination-orientated English" (Sato & Kleinsasser,
2004) and as a consequence, passing these high stakes exams takes precedence for
learners and teachers alike. This situation has resulted in language being reduced to a
focus on form, and culture being demoted to a secondary role or simplified in the
classroom (Mitchell, 2017; Quinn, 2006; Rucynski, 2013; Stapleton, 2000). The main
outcome of this situation is that Japanese students tend to passively learn within
teacher-fronted classes focusing on grammar explanations, chorus reading and
vocabulary presentations (Nishino & Watanbe, 2011; Sakui, 2004). The teacher’s
authoritative function becomes one of “instruct, transmit, regulate and assess” and
students “receive and absorb” (Hedge, 2000, p.83)

Thus, culture and language learning in the English language education context in
Japan follows grammar translation and audio-lingual methods of teaching. The

grammar translation method, influenced by concepts of language formed from
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structural linguistics, essentially views language as a discrete quantity of knowledge
and set of rules pertaining to grammar, phonology, morphology, syntax and semantics
(Fromkin et al., 2014). In this teaching method, classroom instruction often focuses on
form, inflection of words and on teaching vocabulary in isolation (Larsen-Freeman,
2000). Typically, competency in reading and writing are the primary learning goals for
teachers utilizing the grammar translation method, and the ability to communicate in
the target language is not a goal of foreign language instruction (Larsen-Freeman, 2000,
p.16). Furthermore, Larsen-Freeman also points out the separation of language and
culture as "literary language is considered superior to spoken language" and "culture is
viewed as consisting of literature and the fine arts" (2000, p.18). If MEXT’s purpose of
foreign language learning is to actually “deepen [students] understanding of language
and culture and fostering a positive attitude toward communication through foreign
languages”, then this knowledge-orientated approach to teaching and learning presents
a limited view of language and culture which is fixed and finite. If intercultural language
learning "develops in learners the procedural knowledge for recognizing, valuing, and
responding to linguistic and cultural variability through processes of inferring,
comparing and interpreting" (Liddicoat et al., 2003, p.46), then the element of linguistic
and cultural variability cannot be accounted for if both are viewed as static. Suggestions
for a more open, complex and personal perspective of language and culture learning to
develop global human resources are introduced in the following section.

Furthermore, audio-lingual methods used in the English language education
context in Japan are also influenced by the concepts of structure and patterns present in
structural linguistics, but this methodology uses behaviourist views of how language is
taught and learned (Brown, 2007; Williams et al., 2015). Due to behaviourist beliefs that
come from the positivist tradition of enquiry, language learning by audio-lingual
methods is viewed as a process of habit formation rather than learning grammatical
explanations and vocabulary in isolation, and it is acquired through repetition and
substitution (Rosenthal, 2000, p.78). In addition, the positivist influences produce a
learning environment where mistakes are unacceptable, as they are seen to reinforce
bad habits (Williams et al,, 2015, p.9). Language learning is achieved by presenting
language in dialogue form, memorizing set phrases, drills and focusing on
pronunciation (Brown, 2007, p.23). Culture is often conceptualized as not only

connected to literature and the arts “but also to the everyday behaviour of the people
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who use the target language" (Larsen-Freeman, 2000, p.46). Thus, the main limitation of
audio-lingual pedagogical approaches towards developing MEXT’s global human

resources is the emphasis on learning certainty and simplification.

What is culture for the purpose of language teaching?

What is the relationship between language and culture?

The literature illustrates the relationship between language and culture in the English
language education context in Japan as unequal. As mentioned previously, the nature of
the high stakes entrance exams and the teaching methodologies used to meet the
demands of these exams has caused the emphasis on language as a structural system,
thus effectively separating language from culture. However, this thesis will argue for an
integrated view of language and culture towards achieving the purpose of this study.
This view will be discussed in more detail from section 2.3.2.

Much of the literature highlights how culture learning is generally overlooked in
the English language education context in Japan. Stapleton's (2000) study of twenty-
eight English Japanese university teachers reports these teachers felt culture should be
a part of their English classes, but that culture plays a "...secondary, supportive role to
language" (p.301). Quinn (2006, p.76) makes a similar point, as she maintains that
Japanese teachers of English generally have problems convincing students of the value
of studying culture. The point of view that culture is often simplified in the English
school textbooks is argued by Schneer (2007). He points out that five of the most
common used high school English textbooks in Japan present a simplified perspective of
culture which show "Japanese and Western cultures as facts" to "reinforce stereotypes
and an us-and-them mentality" (p.605). Similarly, Mabuchi (2007) concludes that
English textbooks give essentialist views of culture by focusing on distinctive cultural
features to differentiate countries, effectively ignoring subcultures within one country.
An essentialist view of culture promotes the idea of countries being "...relatively
unchanging and homogenous" and culture becomes "...an all-encompassing system of
rules or norms that determine personal behaviour" (Atkinson, 1999, p.626). Thus,
simplistic or essentialist concepts of culture in foreign language learning neglects how
culture informs all aspects of an individuals’ life, and fails to understand how

individuals create and interpret meaning within a cultural framework. Arguably, this
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view of culture is needed for Japanese students who have learning objectives related to
“fostering a positive attitude toward communication through foreign languages” (MEXT,
2011).

Hence, this study puts forward the need to view culture as not separate to
culture, or external to the individual. The overall result of separating culture from
language, or simplifying it, leads to a culture-as-knowledge approach to teaching
(Crozet & Liddicoat, 1997; Quinn, 2006). Similar to viewing language as a body of rules
and forms to acquire which are external to a learner, culture is also reduced in this same
approach and it leads to learners receiving static facts of culture. In her critical
evaluation of English ideologies in Japan, Kubota (1998, p.295) suggests "critical
consciousness and practical skills in English along with inclusion of varieties of English
in the curriculum are necessary for Japanese learners to appropriate English for social
transformation". This view of "English for social transformation” further provides
evidence that foreign language learning is much more complex and involved than
acquiring facts of knowledge about language and culture. Shaules (2017, p.1) points out
that in order to transform oneself, a deeper learning process must occur, one that

involves:

..trial and error practice, experimentation, interaction and self-expression. What
may start as a purely intellectual exercise - the memorization of words and study
of grammatical rules - must be transformed and internalized into something

more personal.

Therefore, the perspective taken in this study to develop the framework, is that
cultural learning is achieved by learning to interpret, create and exchange meanings
through languages and cultural systems, which are and/or becoming a part of one’s
repertoires (Scarino et al., 2016). In addition, the concept of culture(s) as resources that
individuals draw on to allow participation within societies (Liddicoat & Scarino; 2013,
p.21) is also recognized in this study as a conduit for individuals to nurture their
personal relationships with societal norms, symbolic systems and practices with any
particular culture. Further discussion on how this view of culture is conceptualized in
my framework’s view of FL & ID is developed in Chapters 3 and 4.

By adapting the questions in Liddicoat's (2004) Framework of Understanding
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Cultural Component of Language Education, the review and analysis of the concepts of
language and culture has resulted in uncovering several key areas towards achieving
the aim of this study. The main issue is that a gap exists between MEXT foreign language
learning objectives which adhere to an intercultural orientation to language learning,
and the simplistic concepts of language and culture utilised in pedagogical methods to
satisfy the demands of teaching English for high stakes entrance examinations. One
implication is the perceptions and experiences of FL & ID gained from secondary
English education, may cause Japanese university students challenges to meet
internationalization objectives such as the PPGHRD’s aim to “foster human resources
who can positively meet the challenges and succeed in the global field.” (MEXT, 2012). A
conclusion of this review and analysis is that to achieve an intercultural orientation to
language learning, which is also implicit within MEXT’S PPGHRD and the notion of
global human resources (see section 3.1.1), more complex, integrated and personal
concepts of language and culture are needed in my framework’s conceptualization of FL

& ID.

2.3 Towards creating this study’s concept of foreign language and intercultural

development

This chapter introduces the key background literature that influenced the foundation of
this study’s concept of FL & ID. Chapters 3 and 4 explain the framework’s components
in detail, along with the first version of the developed concept of FL & ID. Chapter 6
outlines the further developments made to the original concept of FL & ID.

This section presents the perspectives of language, culture and communication
that have shaped this study’s concept of FL & ID. As suggested in the previous section,
the concepts of language and culture influencing the English language education context
in Japan are not suited to developing the PPGHGRD objectives and MEXT’s notion of
global human resources. This study argues the purpose of language and culture learning
for Japanese university students enrolled in courses implemented under MEXT
initiatives such as the PPGHRD has changed from passing exams, to more practical and
pragmatic needs, as a result from the need to know how to effectively engage with
linguistic and cultural diversity. It is also acknowledged that a structural understanding

of language, and a view of culture as factual knowledge play a part in FL & ID. However,
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these levels of conceptualization are mismatched with the communication needs and
abilities required to “foster human resources who can positively meet the challenges
and succeed in the global field” (MEXT, 2012). The position in this study is that concepts
of language and culture are needed that highlight the processes of meaning-making and
interpretation within intercultural interactions. After spending eight years (or more) of
emphasizing form over function, Japanese university students who are required to
develop global human resources need an opportunity to recognize the complexities
involved in meaning-making when using language for social interaction. A starting point
for this is to ensure that language is integrated with culture when conceptualizing
language learning within internationalization initiatives with objectives based on
fostering global human resources. A body of literature exists which argues for an
interrelated relationship between language and culture in foreign language teaching
and learning (Byram, 1997, 2008; Diaz, 2013; Fantini, 1997; Kramsch, 1993; Liddicoat &
Scarino, 2016; Risager, 2006; Scarino et al., 2016; Shaules, 2016, 2019). However, while
this relationship is seemingly recognised in MEXT’s Course of Study policies of foreign
language learning, and MEXT’s various internationalization initiatives (see Chapter 1),
the integration of language and culture has not been effectively realized in the English
language education context in Japan. Shaules (2016) maintains that one reason is for
this is that foreign language policies tend to conceive learning goals in different ways, as
language learning is thought about in concrete terms such as knowledge and skills, but
cultural learning is conceptualized in abstract terms such as awareness. To continue
generating knowledge in order to create the conceptualization of FL & ID for the
framework, the next sections introduce literature which further the understanding of

the notions of communication, language and culture adapted in the field of FL & ID.

2.3.1 Concepts of language and culture influencing foreign language education

This section introduces the various conceptualizations of language and culture, and
their varying relationships within foreign language education. The structural
perspective of language that has been influencing the English language education
context in Japan is arguably a valid perspective in terms of simplifying language for the
purpose of passing discrete item exams. However, as stated before in this chapter, the

PPGHRD objectives require a much more complete and complex view of language, and
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the following sections will build an argument to illustrate the significance of the cultural
dimension in communication and foreign language learning.

To begin with, the multi-functional aspect of language is shown below in Figure
1.1. This figure illustrates how language can be conceptualized as integrated layers,

where each layer emphasizes a different aspect of language.

Figure 1.1: The Layers of Language

Social practice

Communication system

This figure is adapted from Liddicoat & Scarino (2013, p.17). The layers of language
show that the structural system has elements of the communication system, which
make it possible to create and accomplish social practices. This implies that all of these
layers of language are integrated and not separated from each other. Therefore, as
global human resources are expected to engage and interact within intercultural
situations, Japanese university students need experience and knowledge of foreign
language learning and use within all three layers of language. As the view of language as
a structural system has already been introduced in section 2.1, language as a
communication system will be discussed first.

The nature of communication has been understood from various disciplines and
approaches and produced numerous definitions. Dance (1970), claims that definitions
of communication can be categorised by fifteen distinct components (p.4). The most

relevant ones to this study, plus the concept of communication from the perspective of
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intercultural communication (Haugh & Liddicoat, 2009) are collected from Dance

(1970) and Haugh & Liddicoat, 2009 and shown in Table 1 below.

Table 1: Notions of Communication Relevant to This Study

Component Description of communication

Symbols/verbal/speech Communication as the verbal interchange of
thoughtsor idea.

Understanding Communication is the process by which we

understand others and in turn endeavour to be
understood by them. It is dynamic, constantly
changing and shifting in response to the total
situation.

Interaction/Relationship/ Interaction, even on the biological level, is a kind

Social Process of communication; otherwise common acts could
not occur.
Process The transmission of information, ideas, emotions,

skills, etc. Itis the act or process of transmission
thatis usually called communication.

Culture First, culture constitutes an important aspect of
the context in which communication occurs,
influencing the ways in which utterancesare
designed and interpreted. Second, culture may
also influence the structure of texts in the form of
different genres or text types thatare implicitly
accepted as appropriate within different cultural
settings. The influence of culture is also apparent
in the different pragmatic and interactional norms
that emerge when examining speech acts across

different cultures.

The various notions of communication stated in Table 1 are used in this study to
understand the different factors influencing communication for global human
resources. First of all, the notion of communication as a verbal interchange of thoughts

is perhaps the most widely understood view in English language education context in
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Japan. This is evidenced in MEXT’s (2008) Course of Study (see section 2.1) as English
learning goals are described in terms of communicating as a transmission of
information. This view originated from the field of engineering, when Shannon and
Weaver (1949) created a model of communication to assist in developing a
mathematical theory of communication. In this model, an information source produces
a message, which is transmitted through a channel and received at the destination. Even
though this model has aided the world of science and technology, it has shaped a
common understanding of communication in western societies (Carey, 2009). This
study will argue that a view of communication based on transmission of information
ultimately invites a linear understanding of communication where the sender creates
meaning (encodes a message) and sends this meaning to a receiver (who decodes the
message). The first issue is that this model of communication supports a simplistic and
restrictive view of communication in foreign language education, as the process of
communication is narrowed to the production and translation of the text (grammatical
structures, vocabulary choices, pronunciation and translation). This encourages
language learners to focus on communication as a matter of code replacement
(Liddicoat & Scarino, 2013, p.14) and to focus on developing skills to encode and decode
messages. Deardorff (2006) also shows that the appropriateness and effectiveness of
communication is limited if internal attitudes such as openness, curiosity and discovery
are overlooked in the process of FL & ID.

Furthermore, a linear view of communication does not account for the
perspective of language as social practice. The social practice layer within language
highlights the communal function of language, where knowing a language means to
engage in social practices in order to participate in everyday life (Liddicoat & Scarino,
2013, p.14). This particular layer illustrates the interactive description implied with the
PPGHRD’S notion of “foster human resources who can positively meet the challenges
and succeed in the global field” (MEXT, 2012). Communication at this layer implies that
interlocutors are not just transmitting linguistic codes to one another. Instead, this layer
emphasizes communication as a social process where communicative events between
interlocutors are contingent, emergent and a joint accomplishment (Kasper, 2006,
p.22). This idea of joint accomplishment or co-construction of meaning between
language users has been recognized as an important factor of communication (Devito,

2013; Kramsch, 1986; Liddicoat & Scarino, 2013). Devito (2013, p.5) demonstrates this
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by stating how interlocutors are individuals, but their meaning making depends on
whom they communicate with. This suggests communication is not an entirely
individual cognitive problem, but an event that requires all parties to co-construct and
negotiate meaning together. Liddicoat and Scarino (2013, p.15) similarly state that
language is something that people use to "express, create and interpret meanings", but
more significantly "language is learned as a system of personal engagement with a new
world, where learners necessarily engage with diversity at a personal level." While I
recognize the different functions of communication described in Figures 1.1 and 1.2,
this study will argue that concepts of communication as personal, social and emergent
mostly benefit a conceptualization of FL & ID for the purpose of developing global

human resources. This point is further developed in the next section.

2.3.2 Concepts of culture within language learning needed to achieve the

PPGHRD objectives

This section builds a case for developing concepts of culture within language learning
that aligns with the PPGHRD objectives. Similar to the multi-layered view of language
presented in the preceding sections, culture is also understood from a varying number
of perspectives, and each understanding brings a different relevance to FL & ID. As
noted in Chapter 1, neither the GHRDC nor MEXT explicitly mention what theories or
concepts of language and culture have shaped the PPGHRD objectives, or helped to form
the concept of global human resources. Therefore, the notion of global human
resources as described by the GHRDC (see section 3.1.1) is understood in this study

from concepts of culture and language as:

1) Culture is a framework, through which individuals shape their self-
perceptions, perceptions of the world, make their relationships with others.
2) Language is used to explore culture and vice-versa. Language and
culture are created through the actions of individuals, in particular through
the ways in which they use language.
3) The relationship between language and culture is situated and
emergent.

(Baker, 2015; Liddicoat & Scarino, 2013; Scarino & Liddicoat, 2009)
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Before discussing the reasons why these views of language and culture have been
chosen, the main approaches to teaching culture within foreign language education is
outlined from Scarino and Liddicoat’s (2009) understanding (see Figure 1.2) is
explained.

Figure 1.2 (adapted from Scarino & Liddicoat, 2009, p.20) illustrates how the
approaches to teaching culture within foreign language education can be divided into
four main areas. Each area represents the concept of culture to be either a static body of
information (culture as facts or artefacts and institutions), or as a dynamic system

(culture as practices and/or processes).

Figure 1.2: Concepts of How Culture is Taught in Foreign Language Education

Artefacts and institutions

Static approach to cultural Static approach to content
learning and content Dynamic approach to learning
Facts Processes
Static approach to learning Dynamic approach - active
Dynamic approach to content engagement with practices of a
cultural group

Practices

Earlier sections pointed out how the English language education context in Japan is
associated with static approaches of culture. Kramsch (2006) describes such
approaches to teaching culture in foreign language education involve viewing culture as
history, literature and the arts of a national group (p.13). The potential backwash of this
approach is that these features become observable products of a group, which can be
associated with people belonging to that particular culture (Baker, 2017; Kohler, 2015).
"Culture as fact" also comprises the observable actions of a social group, the valued
ways of behaving and acting, or the associated values and beliefs that are expected
within that social group (Kohler, 2015, p.20). This view implies that certain social

groups will act and behave in certain ways, and has the danger of producing
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stereotypes, as it effectively removes personal agency or variability found within
encounters with people from the same culture. Baker (2017, p.53) sums up the
problems of using the concept of culture as facts, artefacts and institutions as being
"overly-deterministic [with] essentialist portrayals of culture and cultural difference. It
overlooks much of the negotiated, contested, changeable and situated nature of culture".
Static concepts of culture do not offer many benefits for my framework, as [ have
made a case until now for a view of FL & ID that provides learners with an
understanding that culture is not external to them, as it plays a large part in shaping
their own reality, and the reality of others. Thus, this study acknowledges approaches of
foreign language teaching that view culture as practices or processes as useful towards
creating and teaching the framework in my context. From this point of view, culture is a
guide that produces variability in people’s daily lives which allows them to
communicate, interpret shared meanings and select possible actions to achieve goals
(Liddicoat & Scarino, 2013, p.22). Liddicoat and Scarino’s intercultural orientation to

language learning (2013) provides this study with the following stance:

Viewing culture as a dynamic set of practices rather than as a body of shared
information engages the idea of individual identity as a more central concept in
understanding culture. Culture is a framework in which the individual achieves
his/her sense of identity based on the way a cultural group understands the

choices made by members, which become a resource for the presentation of self.

(p-23)

From this point of view, developing global human resources involves a process of
reflection and analysis on behalf of the individual which brings awareness and
understanding to not only learning new kinds of culture and language, but also of their
first language and culture(s). So, culture is understood as an integral part of all
interactions, it is not external or detached to the individual as it plays a crucial role in
the act of meaning-making.

The idea that culture is a dynamic system “through which society constructs,
represents, enacts and understands itself” (Scarino & Liddicoat, 2009, p.20) is also
implied in the GHRDC (2010) document which defines global human resources.

Throughout this document, the proposed solution by the GHRDC to solve the issues of a
44



declining Japanese economy, decreasing numbers of Japanese students studying abroad,
and Japanese universities “requiring more globalization” (p.3) is through the
“engagement in global duties” by global human resources. This kind of engagement is
described by the GHRDC as “make themselves easily understood”, “overcome
differences in values and characteristics arising from cultural and historical
backgrounds” and “understand others and consider their standpoints”. All of these
objectives imply the need to acknowledge culture as processes. Understanding the
processes of a certain culture is vital to participating in the practices of that culture
(Kohler, 2015, p.21). This further suggests that individuals need experience of the
practice and processes of other cultures in order to understand, accept and potentially
adjust to the new ways of meaning-making.

Furthermore, the idea of learners accepting and adjusting their own framework
of reference from the experience of an interaction indicates that culture as practice is
inherently intersubjective, as culture can only emerge from the relationship between
two individuals or more. Baker (2015, p.16) argues that this emergent view of culture
between interlocutors causes culture(s) to be "...constantly in change, with new beliefs,
values, attitudes, and practices becoming socially sedimented while older ones fall out
of use". Therefore, an emergent view of culture can explain how cultural identities can
be seen as fluid and co-constructed with others. This provides a much more open-
minded and flexible approach to teaching culture within my framework and it avoids
the essentialist and deterministic view of culture found in more static views of culture.
Therefore, the notion of culture as practices and processes allows the consideration of
FL & ID in dynamic, complex and individual terms. Also, due to the humanistic element
present in the concepts of language and culture presented until now, there is a need to
consider the whole person within the concept of FL & ID for this study. Chapters 3 and 4
explain in more detail how the dimensions of affect, behaviour and cognition were

acknowledged in the developed concept of FL & ID.
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2.4 How, when and where an individual experiences foreign language and

intercultural development

Until now this chapter has focused on the concepts of language and culture that have
shaped the English education context in Japan, and suggestions have been given on the
concepts of language and culture most suitable to achieve the PPGHRD objectives. This
has distinguished which kinds of concepts of culture and language should shape my
framework’s concept of FL & ID. From now, the discussion will turn to establishing how,
when and where an individual experiences FL & ID. The theories and concepts
described in the following sections helped to develop and carry out the framework’s
four components for the first research cycle: the concept of FL & ID; classroom
approach; syllabus; and assessment method (see Chapters 3 and 4)

In considering how, when and where individuals experience FL & ID, this study

took the following direction:

1) Highlight the personal aspect and life-long endeavour of FL & ID.

2) Consider theories, models and concepts that illustrate a process-
orientated and developmental nature of FL & ID.

3) Consider the relationship between independent learning from daily life
experiences and formal classroom learning.

4) Determine the relevant skills, attitudes and knowledge of global human

resources from the FL & ID literature.

To accomplish the aim of this study, concepts of language and culture that are
understood as practices and processes used for meaning-making in social encounters
are utilised. This highlights the perspective in this study that language and culture are
learned, practiced not only in the classroom, but also from daily experiences outside of
the classroom. Furthermore, this perspective also suggests that the process of language
and cultural development is a non-linear and life-long process. This is also applied to
the notion of FL & ID for this study. The wide range of variables that affect development
within a socio-cultural context and the emergent properties that exist from context-
specific encounters with other individuals, reveals how development is more

complicated than the notion of education as a linear process leading to development.
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Also, these context-specific encounters with other individuals potentially require
interlocutors to have a large repertoire of awareness, skills, experiences and knowledge
at their disposal to effectively understand and be understood. This suggests that
experiences outside of the classroom are vital towards development and further implies
that continual experiences are advantageous. However, simply being exposed to
‘foreign’ factors (e.g. different, new, strange attitudes, values and beliefs) cannot
guarantee development, as interlocutors need certain attitudes, skills and knowledge to
internalize and accept.

In addition, I acknowledge a paradox that exists if [ determine FL & ID as a life-
long process, but the demands of the PPGHRD and the IBPP (International Business Plus
Program) require Japanese students to develop within the time constraints of a four-
year undergraduate program. Therefore, I sought to discover theories and concepts
from different fields that could provide a self-sustainable view and understanding of FL
& ID. In other words, the formal learning period at university is seen as a limited period
of time to create an initial understanding and build momentum towards developing
global human resources after this learning period finishes. This section introduces the
concepts, theories and models which focused on understanding the intercultural
dimension with the framework’s concept of FL & ID. Chapters 4 and 5 introduce the
personal development theories which contributed to producing the self-sustainable

attribute of the framework.

2.4.1 Establishing the framework’s conceptualization of foreign language and

intercultural development

One of the main aims of the literature review was to identify FL & ID theories that
resembled the attitudes, skills and knowledge of global human resources. Furthermore,
as the university where [ work at asked me to develop a framework that could assess FL
& ID, I wanted to create a conceptualization of FL & ID with teaching and learning
objectives in mind.

The field of intercultural communication has been understood from a large
variety of disciplines, and each discipline has been studied from various paradigms
which has provided a multitude of models to theorize intercultural communication from

a particular perspective. As [ was carrying out this study within the English language
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education context in Japan, I chose the theory of intercultural (communicative)
competence to inform my framework’s learning goals in terms of attitudes, skills and
knowledge for developing global human resources. Bennett (2015, xxiii) gives a broad
definition of intercultural competence as “a set of cognitive, affective and behavioural
skills and characteristics that support effective and appropriate interaction in a variety
of cultural contexts”. This definition of intercultural competence suggests that meaning-
making and negotiation within intercultural interactions are a product of cognition,
affect and behaviour. Therefore, for the purpose of FL & ID, there is a need to raise
awareness of how these three interrelated areas influence foreign language learners. In
addition, Bennett's definition of intercultural competence concurs with the position
argued in the previous sections that FL & ID has to go beyond an approach of learners
acquiring language forms and cultural facts. Byram’s notion of intercultural
communicative competence (ICC) is utilized in this study as it acknowledges that part of
the ability to be effective and appropriate within intercultural communication comes
from interlocutors' co-orientation with others and a critical negotiation of identity
(Spitzberg & Changon, 2009, p.16-17). Moreover, Byram'’s notion of ICC is chosen for the
basis of the concept of FL & ID as I found it to resemble the abilities of global human
resources. In addition, the notion of ICC has evolved in the foreign language education
context, and its components are formulated in terms of foreign language and
intercultural development learning goals to help the stages of curricula planning. The
next section explains more about the decision why Byram’s ICC was utilized in

establishing a theory of FL & ID for the framework.

2.4.2 Connecting the project for promotion of global human resource

development with intercultural communicative competence

As introduced in Chapter 1, the GHRDC (a joint committee between MEXT and METI)
outlined Japan'’s current issues related to economics, industry, and education. In 2010,
the GHRDC defined the concept of global human resources, and this influenced the
creation of MEXT’s internationalization initiative which this study is carried out within
- the Project for Promotion of Global Human Resource (PPGHRD). The GHRDC
explained that global human resources “are commonly required to have” three main

abilities:
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1) Fundamental competences for working persons usually required for an adult.
2) Communication ability in foreign language.
3) Ability to understand and take advantage of different cultures.

(GHRDC, 2010, p.7).

The emphasis of foreign language ability and cultural understanding by the GHRDC is
further demonstrated in their description of the three key outcomes for global human

resources:

1) Take actions while being aware of the existence of differences in values
and communication methods on the basis of diversified backgrounds and
histories.
2) Not to judge cultural differences as good or bad, but to be interested in
and understand differences and take flexible actions;
3) To recognize strength of diverse people with cultural difference and to
use such strengths for the creation of new values through a synergetic effect”

(GHRDC, 2010, p.7).

Figure 1.3 (adapted from GHRDC, 2010, p.6) provides the committee’s definition of

global human resources in a series of can-do statements.

Figure 1.3: The Global Human Resource Development Committee’s Definition of Global

Human Resources

Definition of “global human resources” by the
committee

In this world where globalization is in progress, global human resources can:
[© think independently;

[©> make themselves easily understood by their colleagues, business
acquaintances and customers having various backgrounds;

[ overcome differences in values and characteristics arising from cultural and
historical backgrounds;

[ understand others and consider their standpoints;
[© further take advantage of their differences to build synergy, and

[ create new values
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The key argument put forward in this study is that the three key outcomes and the
definition of global human resources given by the GHRDC implies global human
resources require skills beyond foreign language competence. The “engagement in
global duties”, suggests that whatever one’s local or national sensibilities, global human
resources require a shift in their internal frames of reference regarding awareness,
attitude, behaviour, knowledge, expectations and perception in the process of meaning-
making and interpretation. From the literature review, the definition and outcomes of
global human resources were found to resemble Byram’s (1997) notion of intercultural
communicative competence (ICC). Byram’s (1997) notion of ICC is adapted in this study
as a basis of the framework’s conceptualization of FL & ID. Byram (1997) bases ICC on
the awareness, understanding and development of cognitive (knowledge), behavioural
(skills) and affective (attitudes) dimensions and maintains that “someone with [ICC] is
able to interact with people from another country and culture in a foreign language”
(p.71). More significantly is the idea of the individual who develops ICC becomes an
“intercultural speaker”, a person who is able to mediate between linguistic and cultural
boundaries (Byram, 1997, 2008, 2012).

Byram's notion of ICC (1997) incorporates five savoirs, or interrelated
dimensions, of knowledge of self and others; attitudes; skills of interpreting/relating;
skills of discovery and interaction; and critical cultural awareness. These are shown in

Figure 1.4 (adapted from Byram, 1997, p. 34).

Figure 1.4: Byram’s Model of Intercultural Communicative Competence

Skills of interpreting and

relating.
Knowledge of self and | Education Attitudes towards others;
others; of interaction. Critical awareness of self curiosity and openness.

culture and others’ culture.
Skills of discovery and

interaction.

“Knowledge of self and others” is described as understanding the “...social groups and
their products and practices in one’s own country and in the interlocutor’s country, and
of general processes of societal and individual interaction” (Byram, 1997, p.51). This

suggests that a person negotiating spoken or written discourse in an intercultural
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encounter, needs a sense of critical cultural awareness to avoid ethnocentricity or
prejudice. This is also related to “skills of interpreting and relating”, as Byram (1997)
points out one needs “...the ability to interpret a document or event from another
culture, to explain it and relate it to documents from one’s own” (p.52). Furthermore,
“Attitudes” are concerned with “...curiosity and openness, readiness to suspend
disbelief about other cultures and belief about one’s own” (Byram, 1997, p.50). This
demonstrates that one needs a certain open-mindedness and willingness to readjust
beliefs and values gained from their socialization. Finally, “skills of discovery and
interaction” are about “...[the] ability to acquire new knowledge of a culture and
cultural practices and the ability to operate, knowledge, attitudes and skills under the
constraints of real-time communication and interaction” (Byram, 1997 p.52). This last
point is significant as it illustrates cultural practices between people from various
cultural backgrounds may not be the same. Similarly, there is a need to recognize
perceptual differences involved in intercultural encounters. Therefore, the relationships

found between the PPPGHRD objectives and Byram'’s ICC are detailed in Table 2 below.

Table 2: Connecting the Project for Promotion of Global Human Resource Development

Objectives with Byram’s ICC model

Projectfor Promotion Global Human ICC (Byram, 1997)
Resource Development (GHRDC,
2010; MEXT, 2011)

“...0vercome the Japanese younger - Skills of discovery and
generation’s of “inward tendency...” interaction
- Knowledge of self and others; of
interaction
- Attitudes towards others,

curiosity and openness

“...Positively meet the challenges and - Knowledge of self and others; of
succeed in the global field...” interaction

- Attitudes towards others,
“..Enhancing the ties between nations” curiosity and openness

- Critical awareness of self culture

and other’s culture

“..improving Japan’s global - Critical awareness of self culture
competitiveness...” and other’s culture

- Knowledge of self and others

51



As none of the documents written by MEXT, METI or the GHRDC give theoretical
guidance how to develop global human resources and achieve the PPGHRD objectives,
intercultural (communicative) competence literature, especially Byram’s notion of ICC,
is utilized to inform the learning goals for my FL & ID framework.

Byram states that ICC learning goals and curricula planning occur across three
specific locations of learning: the classroom, structured learning outside the classroom,
and independent learning (Byram, 1997, p65-p.70). This is an important perspective for
my study, as I argue throughout this thesis to avoid restricting FL & ID to the formal
cognitive learning processes associated to classroom learning (Byram, 1997; Coperias
Aguilar, 2007; Liddicoat & Scarino, 2013; Woodin, 2018). This thesis advocates the need
to integrate learners’ lived experiences into my framework, as these out-of-the-
classroom experiences are influential in creating a personal relationship with FL & ID
(Ros i Solé, 2016; Scarino et al., 2016). Therefore, the notion of independent learning,
the lifelong process whereby every individual acquires attitudes, skills and knowledge
from their daily experiences within his or her own environment (Barrett et al, 2014, p.
27), plays a crucial role within my framework’s conceptualization of FL & ID.

Byram's model of ICC is also an extension of Hymes's (1972) concept of
communicative competence, which extends Hymes’s argument that sociocultural
competence is vital towards using a language (Hymes, p.277-278). Likewise, Byram
(2008, p.58) comments how native speakers need an understanding of their own
contexts in order to use their first language. Thus, Byram argues that sociocultural
competence creates a tendency for foreign language learners to be viewed as
incomplete native speakers (Byram, 2008. p.59). Also, even if learners could develop
sociocultural competence in a particular language, this would imply that for foreign
language learners to be accepted by native speakers they must become "...linguistically
schizophrenic, abandoning one language in order to blend into another linguistic
environment" (Byram, 1997, p.11). A useful metaphor to understanding the mediation
of language and culture in this study, is that learners need the ability to co-create
temporary bridges with others in order to reach out, support and understand each
other’s realities. However, they also need reflective and critical abilities to understand
their future intercultural situations, will be co-created with others, and have the
potential to be co-constructed in various ways. Even though Byram does not specifically

link ICC development with constructionist/constructivist theories of learning,
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Strugielska & Pigtkowska (2017) argue ICC does have a constructionist nature,
specifically co-constructive, as they point out how ICC development occurs from two
specific kinds of interactions that individuals do every day; interacting with their own
past experiences, prior practice, prior knowledge etc; and the actual interactions that
individuals have with others and their situational context. From this perspective, my
framework recognises how learners have constructed their current perceptions of FL &
ID based on their previous learning experiences, therefore this point was also
considered when developing the conceptualization of FL & ID. Byram's notion of
"intercultural speaker” (1997, 2008, 2012) is also adapted in this study as an ideal state
of what foreign language learners have to become. The notion of intercultural speaker
in this study is defined in Table 3 (developed from Byram; 1997, 2008, 2012; Liddicoat
& Scarino, 2013).

Table 3: Definition of Intercultural Speaker for this Study

1). Have the ability to see how different cultures relate to each other, in terms
of similarities and differences, and to act as mediator between them. This
may require the person to (temporarily) suspend deep values or beliefs.

2). Have the ability to mediate between oneself and others, i.e. being able to
take an 'external’ perspective on oneself as one interacts with others. Also, to
analyse, and where desirable, adapt one's behaviour and underlying values
and beliefs.

3). Have arange of experiences and competences thatallows one to relate to
a variety of combinations of cultures so that the relationships are not just
binary, but plural.

4).Be able to understand the language and cultural varieties within their own
country, region, city, community, social groups and have a similar approach
to understanding other people, culture and societies.

5). View all intercultural situations asthe potential for being dynamicand
emergent situations. Meaning-making will be co-constructive, implying
effective mediation will also depend on the other individual(s).

6). Furthermore, the concept of intercultural speaker is an ideal state and for
this study and it serves the purpose of a motivational strategy for learners to

realize their own goals.
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The definition of intercultural speaker for this study is supported by Byram’s literature
describing the intercultural speaker (1997, 2009, 2012) and the dynamic and emergent
interpretations of language and culture Liddicoat & Scarino’s (2013) intercultural
orientation to language learning (section 2.3.2). This definition also brings together the
GHRDC'’s definition of global human resources (Figure 1.3) and the relationship stated
between the PPGHRD objectives and ICC (Table 2). The implication is that the notion of
global human resources is understood from this study’s definition of intercultural
speaker, which denotes the key outcome of global human resources is to develop
mediation qualities in act of meaning-making across cultures. The limitations of
adapting the notion of ICC are also acknowledged, and these are discussed in the last
section of this chapter. The following sections introduce the key theories and models
that were utilized in understanding how an individual becomes an intercultural
speaker. Furthermore, Chapter 4 goes on to explain how these theories and models

were adapted to create the classroom approach for the first version of the framework.

2.4.3 Theories and models adapted to become the intercultural speaker

The theoretical perspective to develop this study’s definition of the intercultural
speaker (see Table 3) is understood by adapting Liddicoat and Scarino’s intercultural
orientation to language learning (2013), Deardorff’s (2006) process model of
intercultural competence and Byram’s notion of the intercultural speaker. These
perspectives are brought together in this study to support a process-orientated view
towards how an individual becomes the intercultural speaker.

The intercultural orientation to language learning presents the view of
“languages and cultures as sites of interactive engagement in the act of meaning-making
and implies a transformational engagement of the learner in the act of learning"
(Liddicoat & Scarino, 2013, p. 49). Therefore, from this perspective the learner is placed
in the forefront of the learning process and in doing so, becoming an intercultural
speaker is understood as an experiential process. This is further understood from the
acknowledgement that language learners draw upon past experiences as a starting
point for connecting their learning, and this framework of reference acts as way for
learners to interpret new experiences, and influences what and how students learn

(p-23). Liddicoat and Scarino (2013) also recognize this as "each learner brings [their
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own] learning relationships with languages and culture and a personal history formed
through and in relation to languages and culture" (p.54) This signifies that becoming the
intercultural speaker requires the opportunity to explicitly become aware of how one’s
personal experiences have influenced one’s present perceptions and conceptions that
make up their frameworks of reference. In addition, Liddicoat and Scarino (2013) state
that intercultural understanding is not an abstract, but embodied process as learners
are individuals "...with their own linguistic and cultural positionings and identities" and
they are "involved in an encounter with alternate positionings and identities that they
need to understand and evaluate" (p.51). This perspective infers how the intercultural
speaker actively takes on multiple roles involving analysis, reflection and adaptability to
understand and evaluate encounters. Scarino and Liddicoat (2009) add to this
understanding by stating how "each experience of participation and reflection [leads] to
a great awareness of self in relation to others" (p.33). Most significantly for this study,
all of this implies that becoming an intercultural speaker is a highly personalised
process.

Understanding the intercultural speaker in terms of an individual process
brings a personalised approach to FL & ID in this study. Learners are understood as
individuals with unique experiences influencing their present, past and future view of
life. From this perspective, FL & ID is understood as lived experience in this study,
where learning occurs from a process of participation, interaction, engagement and
reflection throughout learners’ lives (Scarino et al., 2016, p.25). Byram (1997)
demonstrates the significance of lived experiences by stating that ICC is not solely
developed in the classroom; it is an integration of fieldwork, classwork and independent
living. While the classroom provides “the space for systematic and structured
presentation of knowledge”, the classroom is also the place to integrate the everyday
experiences by providing the opportunity to reflect “on skills and knowledge acquisition
beyond the classroom walls” (p.65)

The notion of lived experiences plays a vital role in developing the theory and
practice of the framework throughout this study. Section 3.2.1 explains how the
framework’s concept of FL & ID is based on the idea of lived experiences, and Chapter 6
discusses how the phenomenology of lived experiences was utilized in this research to
investigate an emic perspective of the process of FL & ID. Consequently, this study

accepts that formal education is not the only arena where learners develop. Instead, this
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study recognizes the need for my framework to provide an opportunity for learners to
become aware of foreign language learning as lived experience. This approach will be
informed by Liddicoat and Scarino’s (2013, p.60) notion of interacting processes of

intercultural learning.

Figure 1.5: Interacting Process of Intercultural Learning

This image has been removed by the author of this thesis for copyright reasons

Original image from: Liddicoat, A. & Scarino, A. (2013). Intercultural Language
Teaching and Learning. Chichester: Wiley-Blackwell (page 60)

Figure 1.5 (adapted from Liddicoat and Scarino, 2013, p.60) shows how intercultural
learning is an on-going process and it is achieved from an interrelated process of
interacting, noticing, reflecting and comparing. These interdependent processes
demonstrate FL & ID in terms of an individual’s external interaction with others and
their surrounding environment, and also with the individual’s own internal meaning-
making systems. The implication towards becoming the intercultural speaker is that the
individual is continually engaging in this process from classroom learning and from
their daily experiences. In the literature, Scarino et al. (2016, p.27) argue this view of
development as "the notion of interaction means capturing opportunities for exchange
and meaning-making" and "it includes an evolving interaction between learners and
their learning environment in action/interaction with others in their learning
trajectories". Scarino, Kohler & Benedetti (2016, p.27) go on to explain that, interaction
involves "...consideration of the representation of concepts and ideas" which indicates
that learners need to actively interact with their own frameworks of reference in order
to be appropriate and effective during an interaction, and to continue evaluating their

frameworks after the interaction has ended.
56



To bring a more holistic understanding of what kind of attitudes, skills and
knowledge the intercultural speaker needs, and also provide a didactic approach for the
framework’s syllabus, Deardorff's (2006) process model of intercultural competence is
adapted. This provides the study with an understanding of how the inner factors of an
individual (cognitive and affective) have to be developed first, and then refined in order
effectively and appropriate communicate across cultures. Deardorff’'s model also agrees
with certain notions from Bryam'’s (1997) view of ICC, in particular the need for
knowledge and understanding of " ...one’s own cultural norms and sensitivity to those of
other cultures" (Deardorff, 2006, p.37). Also, Deardorff infers the idea of the
intercultural speaker by identifying that intercultural interlocutors should have the
ability to shift their internal frame of reference appropriately. Significantly, her process
model of intercultural competence visually represents intercultural development as a
continual life-long process where no maximum peak can be achieved. This last point is
commonly shared amongst researchers (Barrett et al., 2014; Byram, 1997; Deardorff,
2006, 2011; Holmes & O’Neill, 2012) and it is also a fundamental view in this study.
Therefore, the framework for this study highlights the need for learners to become
aware how time (past, present and future) is interconnected, and how time plays an
important role in the process of intercultural development. Deardorff's process model

of intercultural competence is shown in Figure 1.6 (taken from Deardorff, 2006).

Figure 1.6: The Process Model of Intercultural Competence

This image has been removed by the author of this thesis for copyright
reasons
Original image from Deardorff, D.K. (2006). Identification and assessment of
intercultural competence as a student outcome of internationalization.
Journal of Studies in international education, 10(3), 241-266.
https://doi.org/10.1177/1028315306287002, page 256
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The following points summarise how Deardorff’'s model has been influential on this

study. These points are expanded in the description of the framework’s components

(see Chapters 3 and 4):

1) The circular representation demonstrates the continual nature of

2)

3)

4)

reflection and growth involved in intercultural development, thus
inferring the need for learners to re-visit and re-evaluate skills,
experiences, knowledge and attitudes gained. This implies that
intercultural development is a life-long endeavour where no peak can
be reached, a consensus amongst many researchers (Barrett et al.,
2014; Byram, 1997; Coperias Aguilar, 2010; Deardorff, 2006, 2011).
The model focuses on first understanding self (Individual), then other
(Interaction). This distinction of internal and external outcomes
explicitly shows how internal factors have a direct influence on the
ability to produce effective communication. This is significant for
curriculum design, as traditional approaches to language learning often focus
on first developing language output and skills (pronunciation, fluency,
accuracy etc.). In addition, the quality of an intercultural speaker being
able to mediate by appropriately shifting their framework is
recognized in Deardorff’s model as a product of developing attitudes
and knowledge and comprehension.

This model also recognizes that intercultural development involves
cognitive, affective and behavioural factors. However, attitudes are
shown as the foundation of development. This significance highlights
the humanistic perspective that suggests how affective factors such as
motivation, emotion and anxiety influence foreign language learning
and use (Dornyei, 2005; Dérnyei & Hadfield, 2013; Williams et al.,
2015).

The importance of learners explicitly understanding their socio-
cultural context is denoted by "cultural self-awareness". This
highlights the necessity of learners reflecting and understanding how
their own normality, and potential of bias and subjectivity towards

language, culture and/or communication that may occur within
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intercultural situations.

2.4.4 Limitations of utilizing the notion of intercultural communicative

competence

This section presents the limitations of ICC and how they were addressed in this
research. While the strength of Byram's model is a focus on objective-setting by defining
what learners need to become, what is missing from Byram’s model is: an explanation of
the relations between each sub-competence; and a development theory explaining how
learners actually become an intercultural speaker. These points have featured in
literature debating how to bridge the gap between ICC theory and practice (Diaz, 2013;
Guo, 2007; Scarino, 2009; Shaules, 2016; Spencer-Oatey & Franklin; 2009; Spitzberg &
Changnon, 2009). The following paragraph discusses what I did to tackle these
limitations in the first version of the framework.

Byram (2009) points out how the concept of ICC is "...proposed as a prescriptive
model for the guidance of teaching and assessment" (p.325) and that educators need
to"...specify 'objectives' that can be used in planning teaching and assessment...and help
foreign language teachers to include intercultural competence in their pedagogical
aims" (p.324). While a prescriptive model is useful in encouraging teachers to consider
their own contextual needs and interests towards utilizing ICC for the development of
syllabi and curricula, one limitation is the lack of a developmental theory which details
how individuals become an intercultural speaker. As this is the inherent issue
underlying both the PPGHRD and IBBP regarding how Japanese students can develop
global human resources, this situation encouraged me to develop a theoretical and
practical understanding to how learners become the intercultural speaker in my
framework.

Not understanding how or if relationships exist between all of the components of
ICC was an issue for my framework, as it caused a challenge towards planning a didactic
ordering to which competences needed to be focused on before others in the syllabus.
Byram (2009, p.325) admits that his model of ICC “...does not describe or prescribe
relations among the sub-competences...it is a list model". Bolten (2006, quoted in
Rathje; 2007, p.255), points out how list models do not show interdependence between

elements, instead these elements are listed and "...understood as a kind of catalogue of
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'separate competences". Moreover, Diaz (2013, p.31) argues this limitation as "... highly
problematical, as such ordering is essential in formulating specific instructional
objectives that may be mapped across levels within courses and within programmes of
study”.

In order to address these points, and to bring an understanding towards
becoming an intercultural speaker, Deardorff’s (2006) process and pyramid models of
intercultural competence provide a process-orientation understanding of how
individuals become an intercultural speaker for my framework. Specifically, the circular
representation of the process model of intercultural competence (see Figure 1.6) shows
how an individual must continually reflect, become self-aware, self-evaluate and repeat
this process in order to develop ICC. This perspective also demonstrates that no “ICC
peak” can be achieved, thus providing an important point of view in this project that the
intercultural speaker is an ideal state, a state that contains a desirable and idealized
image of what a person wants to become. Moreover, Deardorff's models shows the
relationships between sub-competences, and by stressing the need to first develop
factors related to the personal level, in order to effectively and appropriately interact
with others (2006, p.257), a didactic ordering of ICC components is understood in order
to plan and implement the syllabus for the framework. A visual representation of how

the Deardorff’'s model was utilizing in the concept of FL & ID is shown in Chapter 4.

2.5 Concluding comments on chapter 2

This chapter has presented the gap that exists between current concepts of culture,
language and communication influencing the English language context in Japan, and the
concepts of FL & ID necessary to achieve the objectives of internationalization
initiatives such as the Project of Promotion of Global Human Resource Development
(PPGHRD). The literature review argues a case that the static concepts of culture,
language and communication influencing the English language education context in
Japan, present a challenge towards developing “foreign language ability” and “cultural
understanding” outlined in the GHRDC'’s definition of global human resources.
Therefore, this chapter also presented the relevant literature that establishes this

study’s theoretical foundation regarding how the concept of global human resources is
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developed within my framework. Chapter 3 outlines the research questions of this

study, and it also describes in the detail the research design of this study.
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Chapter 3: Research design

3.1 Introduction

Chapter 3 introduces the research design and describes the approach taken to develop
and implement the framework. As mentioned in previous chapters, the purpose of this
study was to create a framework for me to teach a course aimed at developing global
human resources within the International Business Plus Program (IBPP) at the Japanese
university where [ work. The framework presented in this study has four main
components: a conceptualization of FL & ID (foreign language and intercultural
development); classroom approach; syllabus; and assessment. To develop and
implement the framework, an action research approach consisting of two research
cycles was carried out. Due to changes in the research direction at the end of the first
cycle (explained in section 3.6), the second cycle had different research aims and
research questions. However, each of these cycles gradually produced the main
contribution of this study: an interpretative framework that takes a learner-centred
approach to encouraging and understanding learners’ process of FL & ID. Also, in this
study I took the role of teacher-researcher, and [ was responsible for implementing the
framework based on the course requirements provided by the university. The study can
be best described as exploratory research, as it was addressing the lack of theoretical or
practical directions for how to develop global human resources within the Japanese
higher education context.

For the reader to understand the contextual factors influencing the research
design choices, Chapter 3 begins by examining the Project of Promotion of Global
Human Resource Development (PPGHRD), IBPP objectives and definition of global
human resources. Following this, the discussion which started in Chapter 2 regarding a
theoretical and practical approach for developing global human resources is continued.
Later sections in this chapter introduce the reasons why an action research approach
was chosen and a discussion on the research paradigm is also given. Finally, the
research questions of each research cycle are re-introduced, along with a description of

the research design choices of each research cycle.
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3.2 Research design: Contextual factors influencing the research design

Chapter 1 introduced the context of this study and explained how it arose from my need
to create a framework to satisfy the aims of the IBPP, a four-year undergraduate
program created by the Japanese university where I work. Chapter 1 also explained how
the IBPP has been developed in conjunction with the aims of the Japanese Ministry of
Education, Culture, Sports, Science and Technology’s (MEXT) internationalization
initiative - the PPGHRD. This section will explain how an analysis of the objectives and
concepts of the PPGHRD and IBPP have influenced the initial research design and
approach of this study, and also resulted in finding and addressing two main gaps in the
literature. The first gap relates to a lack of information related to developing an
approach that can achieve the PPGHRD and IBPP objectives, and the second gap
pertains to a lack of learner-centred approaches for developing global human resources.
Before the objectives of the IBPP are introduced, the PPGHRD objectives are explained.
The overall aims of the PPGHRD and the description of the skills and abilities of
global human resources (introduced in Chapters 1 and 2) have shaped the choices of
theory and practice adapted to create my framework. In particular, the aims of the
PPGHRD provided fundamental starting points to create the research design. To refresh
the reader’s understanding, Table 4 below (created from GHRDC, 2010; MEXT, 2012)
gathers the description of the PPGHRD aims and the Global Human Resource
Development Committee’s (GHRDC) definition of global human resources (introduced

in Chapters 1 and 2).
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Table 4: Aims of the Project for Promotion of Global Human Resource Development and
Definition of Global Human Resources” Given by the Japanese Ministry of Education and

the Global Human Resource Development Committee

The overall aims of the PPGHRD are to:

(i) overcome the Japanese younger generation's "inward tendency".
(ii) foster [global] human resources who can positively meetthe challenges
and succeed in the global field, as the basis for improving Japan's global

competitiveness and enhancing the ties between nations.

The GHRDC states that global human resources “are commonly required to
have... 1) Fundamental Competencies for Working Persons* 2) communication
ability in foreign language, and 3) the ability to understand and take advantage

of different cultures.

The abilities and skills of global human resources are defined by the GHRDC

as:

- think independently;

- make themselves easily understood by their colleagues, business
acquaintances and customers having various backgrounds;

- overcome differencesin values and characteristics arising from cultural
and historical backgrounds;

- understand others and consider their standpoints;

- furthertake advantage of their differences tobuild synergy, and create new
values;

* Fundamental Competencies for Working Persons is a concept proposed by METI which
outlines “basic skills required for a person to work with various people in the work place or

local society”

To foster global human resources who can “think independently”, this study agrees with
Grennon Brooks and Brooks’s (1999, p.49) assumption of learning “we are all
responsible for our own learning. The teacher’s responsibility is to create educational
environments that permit students to assume the responsibility that is rightfully and
naturally theirs”. Hence, a constructivist paradigm was used to develop and implement
the framework. The first decision in the research design process was to create a learner-

centred approach established on constructivist learning principles that acknowledge
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how building knowledge and understanding depends on an individual’s lived
experiences, and also emphasizes the co-constructive role of others within social
interaction (Pritchard & Woollard, 2010, p.8).

As described in Chapter 1, the IBPP is a four-year undergraduate program
developed by the university where [ work with financial support from MEXT’s PPGHRD.

Figure 1.7 below presents the overall structure of the IBPP.

Figure 1.7: An Overview of the International Business Plus Program Structure

1st year 2nd year 3rd year 4th year

< GSR English camp (E)

Research Seminar
(Focus on a speciality area) (J/E)
I

1st
semester English for Economics Majors courses (E)
(16 weeks) [
Economics, Accounting and
Management courses (J)
General English I, II, Il Study Final year
: o abroad :
English Communication thesis
1, 10, 11l (E)
I
English for Economics Majors courses (E)
2nd I
semester Economics, Accounting and
(16 weeks) Managemenlt courses (J)
Research Seminar
(Focus on a speciality area) (J/E)
GSR Field trip to the
Philippines
I

Note: E = English is the language of instruction; ] = Japanese is the language of

instruction

The IBPP committee developed the IBPP in 2012. This committee consists of Japanese
professors who specialize in economics related areas at the university. The IBPP
contains courses related to economics, management and accounting, and the language
of instruction is either Japanese or English. The language of instruction was decided by
the IBPP committee. The English for Economics Majors courses comprise of separate

courses designed to develop academic English skills. These courses are Introduction,
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Intermediate and Advanced Writing; Introduction and Intermediate Reading; and
Discussions & Presentations. In addition, there are three English content courses, Global
Business Communication I, II, III. All of these courses use English only as the language of
instruction. Furthermore, all students at the university take General English I, I, Il and
English Communication I, II, III. These are mandatory courses for all first and second
grade students.

Also, the IBPP attracts approximately thirty students every year, and one of the
program requirements is that all students must study abroad for a one or two semester
period. This study’s framework was developed and implemented within one of the IBPP
courses designated by the university to develop the PPGHRD’s concept of global human
resources. However, the designated course changed in each research cycle, and the
reasons are explained in section 3.6.

The university created their own concept of “Global Social Responsibility” based
on the notion of global human resources (see Table 5 below). As the only definition of
Global Social Responsibility provided by the university is the one shown in Table 5, the
definition of global human resources is viewed as synonymous. The IBPP learning

outcomes are also shown in Table 5.

Table 5: International Business Plus Program Proposal (adapted from NU, 2012)

66



The aims of the [IBPP] will be to develop students with a "Global Social
Responsibility Mindset (GSR)" to work anywhere in the world.

Definition of GSR Mindset

Those with GSR Mindsets understand underlying value diversities, have an
ability to actively lead to agreeable solutions, and invest themselves to solving
problems, in the face of global issues thatinvolve conflicts of interest to each

other.

Aims of the IBPP:

1. Awakening the responsibility and desire that forms the basis of a GSR
mindset through short-term overseas training and participating (sic)
given by experts dealing with global issues.

2. Improving communication skills through group work with international
students and the expansion of English language subjects.

3. Developing a practical problem-solving ability in different cultural
environments through overseas internships and long-term overseas

study programs.

Similar to the PPGHRD aims and concepts of the global human resources (Table 4), “GSR
Mindset” is also conceptualized in terms of experiential development that occurs from
intercultural interactions. Also, similar to the concept of global human resources, GSR
Mindset is described in idealized terms of cognitive, affective and behavioural abilities.
Hence, this concept also comes across as being objective-driven and abstract.
Furthermore, no theoretical guidance is offered by the university for how educators can
develop the student’s GSR Mindset. Therefore, this situation encouraged me to carry out
this study and it also informed the research design choices to determining the

framework’s theoretical and practical approach for developing global human resources.

3.2.1 Research design: A theoretical and practical approach for developing

global human resources

This section explains the initial stages taken to establishing the theoretical and practical
approach for developing global human resources in my framework. The GHRDC'’s
definition of global human resources in terms of independent thinkers (see Table 4 in
the previous section) was used to consider the question: How can I create a learning
experience that encourages students to understand their own substantive role in

developing global human resources? This in turn implies structuring learning in terms
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that students can realize and explore their own interests and needs in becoming global
human resources. Consequently, literature which emphasizes personalised learning in
offering greater control and student ownership of their learning was adapted
(Department of Education and Children’s Services, 2010; Groff, 2017; Powell & Kusuma-
Powell, 2011; Zmuda et al,, 2015). This provided a general understanding towards the
theory and practice that established a learner-centred framework which encouraged
the students to personally engage in the learning process.

The PPGRHRD’s aim of “overcome[ing] the Japanese younger generation's
"inward tendency" to “foster [global] human resources who can positively meet the
challenges and succeed in the global field” (see Table 4 in the previous section), also
inspired the decision to build a framework that would encourage the students to
personally engage in the learning process. In recent years, the notion of "inward
tendency" (uchimuki-shiko) has become a popular buzzword within Japanese
government, media and academic discourse. Essentially, it has been used to accuse the
younger Japanese generation of becoming "insular” and "...responsible for Japan's
failure to secure and cultivate [global] resources" (Burgess, 2015, p.487). This
sentiment is also argued in an editorial by the Japan Times (2013), as "...the hope for
Japan to internationalize appears less likely..." due to "...the recent turn of Japanese
students toward being more inward-looking, afraid to try new things, uneasy with
communication, and nervous about English". In addition, the idea of inward-looking
Japanese students has become the commonly accepted way to explain the main reason
behind declining numbers of Japanese students studying abroad (Imoto, 2013; Tobitate,
2017; Tsuruta, 2013). However, some academic and media discourses try to offer more
rational and pragmatic explanations for the declining numbers of Japanese students
who study abroad, or who have a lack of interest in developing a global view. The Japan
Times (2013) editorial further suggests that students' current attitudes towards a
global perspective are dependent on context, as students "...pick up an [inward-looking]
attitude from their environment - from parents, teachers, media, and society". Also, a
survey of 2004 Japanese students by the British Council (2014) demonstrates the
complexities influencing student interest to studying abroad. For example, sixty-nine
percent of the participants did not think, or did not know, if Japanese employers value
university graduates with overseas study experience. The report concludes that

"...[students] concerns about overseas study are not due to a cultural mind-set that is
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exclusive to Japan - instead, when making decisions, they consider their foreign
language skills, cost and employability".

Proving the validity (or lack) of the uchimuki-shiko concept goes beyond the
scope of this study. However, as discussed in section 1.2, the position taken in this study
is that this concept unfairly blames Japanese university students as the reason for
Japan'’s failure to produce global human resources. The concept neglects other agents
and/or social structures responsible, and moreover, Japanese students are
overgeneralized. The British Council report demonstrates that Japanese students have a
range of personal reasons that prevents them from wanting to develop global human
resources. This influenced the decision to take an interdisciplinary approach to
highlight the individual learner in the framework. A starting point for this was adapting
Ros i Solé (2016, p.3) perspective of FL & ID - one that is formed from individual and

personal experiences:

Learners embark on personal journeys where they draw their own cartographies
of the world, which use the force of perception, affect and creativity to
experience and fashion new road-maps of the world and new
interpretations...[languages and cultures] are not only 'acquired' and 'learned’,

but also 'lived".

Ros i Solé’s perspective provides the understanding that an individual’s perception and
experience of FL & ID is connected to their past, present and possible future
experiences. However, this does not mean that individual learning experiences are done
in isolation. As discussed in section 2.4.3, Liddicoat and Scarino's (2013) intercultural
orientation approach to language learning provides this study’s concept of FL & ID with
an understanding that experiences are co-constructed with others and meaning-making
is construed through languages and culture. Therefore, the IBPP aim of "awakening the
responsibility and desire that forms the basis of a GSR mindset" (Table 5) is viewed in

this study from development in terms of experiential learning as:

Learning in which the learner is directly in touch with the realities being studied.

It is contrasted with the learner who only reads about, hears about, talks about,

69



or writes about these realities, but never comes into contact with them as part of

the learning process" (Keeton and Tate, 1978 quoted in Kolb 2015)

To address the question of how learners can personally engage with the process of FL &
ID, the L2 Motivational Self System (Doérnyei, 2005, 2009) has been adapted for this
research. The L2 Motivational Self System (hence after L2ZMSS) is a learner-centred
theory used in foreign language education which suggests three primary sources of
motivation to learn a foreign language: the learner’s vision of her/himself as an effective
L2 speaker, the social pressure coming from the learner’s environment and positive
learning experiences (Hadfield & Dornyei, 2015, p. 4). The L2ZMSS expands on Markus &
Nurius’s (1986) belief in possible future selves, a concept that theorises individuals
having three different future states of reality: what one might become; what one would
like to become and what one is afraid of becoming. The L2MSS utilizes these three
states, but applies concepts relative to second/foreign language learning. In the L2ZMSS,
the process of trying to achieve the future vision becomes the motivational tool.
Learners first need to create their own future L2 goals (the ideal L2 Self), then gain an
awareness of the various obligations or unfeasible aspects related to their future vision
(the Ought to L2 Self). Also, the immediate learning environment has an effect on the
learner’s motivation (the L2 Learning Experience). Learner development is understood
in terms of closing the gap between their actual present self and their ideal L2 future
self, by successfully engaging with the actual language learning process (Dornyei, 2009,
p. 29). Becoming the ideal L2 future self depends on learners gaining an awareness and
understanding of personal duties, obligations and responsibilities (Dérnyei &
Kubanyiova, 2014, p. 14). In effect, the L2ZMSS provides my framework with a learner-
centred approach to creating own goals and raising self-awareness of the
responsibilities and abilities to achieve them.

Classroom studies carried out in the English language education context in
Japanese universities that utilized the L2ZMSS suggest: the strong impact of the concept
of ideal L2 self on motivated learning behaviour for Japanese students (Irie & Brewster,
2013; Ueki & Takeuchi, 2012); the effectiveness of the L2 Self as a concept for
developing L2 learner autonomy of Japanese students (Ueki & Takeuchi, 2013); and the
ability to raise student awareness in perceiving a variety of ways in which their ideal L2

self-image can change over a course of study (Sampson, 2012). However, the
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intercultural dimension is not directly mentioned in these studies, or in the literature by
Dornyei describing the L2MSS. Hadfield and Dérnyei (2013) describe the L2ZMSS’s
component of the L2 Learning Experience as “concern[ing] situation-specific motivates
related to the immediate learning environment and experience” (p.3), hence this
component is updated in this study to include Liddicoat and Scarino’s (2013)
intercultural orientation to language learning perspective of “languages and cultures as
sites of interactive engagement in the act of meaning-making and implies a
transformational engagement of the learner in the act of learning” (p. 49). This provides
this study’s perspective that the process of becoming the L2 Self is influenced by the
immediate, local, national and global contexts, and this process requires the individual
to actively engage with their environment, with others, and their own frameworks of
reference to become the ideal L2 Self. The LZMSS became an integral part of a
motivational classroom approach for the framework, as it gave the students ownership
towards creating and sustaining personal FL & ID goals. How the L2MSS was further
developed and implemented into the framework’s classroom approach is explained in
Chapter 4 (section 4.2.2 and 4.3.2).

The second research cycle of this study makes a greater emphasis on exploring
the learners’ perspective of FL & ID by identifying shifts in their perceptions and
experience of FL & ID. This is carried out under the lens of transformative learning.
Transformative learning continues the constructivist themes of development in this
study but it specifically frames adult learning as a personal process that involves an
individual adjusting their previously held perspectives due to a new learning experience
(Cranton, 2016; Mezirow, 1991; Taylor & Cranton, 2012). From this perspective, an
adults' body of knowledge and experience forms their own frames of reference that
shapes, but also limits, their perceptions of reality. In order to alter one's perceptions of
reality, a "deep and structural shift in the basic premises of thought, feelings, and
actions" is required to "permanently alter our way of being in the world" (Morrel & O'
Connor, 2002, p.11). Therefore, the second research cycle explored the PPGHRD's aim of
students "overcoming inward tendencies" to "foster global human resources” (Table 4,
section 3.2) in terms of a transformative developmental process. In the second research
cycle, this perspective informed the framework’s classroom approach and syllabus
design to provide ways in raising student’s self-awareness to uncover any personal

reasons which could cause them to resist the process of FL & ID. From this self-
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awareness, students were then encouraged to consider personal ways how to engage
with FL & ID. Hence, this produced a supposition that FL & ID viewed from a
transformative developmental process requires learners to first realize and understand
their own subjectivity of FL & ID as an essential first step of the development process.
Chapter 6 explains in more detail how transformative learning theory influenced the
development and implement of the framework’s concept of FL & ID.

Therefore, the research direction to developing the notion of global human resources in
this study is informed from a conceptualization of FL & ID which takes an
interdisciplinary approach to highlight personal developmental processes, and centres
on the engaging and subjective nature of FL & ID. This perspective also shapes the

framework’s classroom approach, syllabus design and assessment.

3.3 Research design outline

This section gives the rationale for incorporating an action research approach to
develop and implement the framework. This research study is best described as small-
scale exploratory research to implement informed change within my teaching context.
Two research cycles were carried out with different research aims. The aim of the first
cycle was to produce an instrument that could provide empirical evidence of students
developing global human resources. The aim of the second cycle was to identify learner
shifts in their perceptions and experiences of FL & ID. Two intervention studies were
carried out in each research cycle to achieve the research aims. In this research, the
intervention was specifically the sixteen-week course that I used to develop and
implement my framework (see section 3.2 for an overall understanding of the IBPP). In
addition, the aim or purpose of this study is not to suggest my framework for use as a
standardized solution for other teaching contexts with similar demands. Instead, this
study implies the need for learner-centred solutions generated from the context specific
needs to develop global human resources.

An action research approach was chosen for the following reasons. Action
research is designed to bridge the gap between research and practice (Somekh, 1995,
p.340), by providing the means for practitioners to solve educational problems and
making improvements through a systematic process of generating knowledge from

classroom interventions (Tomal, 2010, p.14-p.15). Action research further serves the
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purpose of this research study as it is done by practitioners within a particular social
situation, therefore, providing the means for practitioners to gain an insider perspective
(McNiff & Whitehead; 2010, p.17-18). Therefore, action research also provides
educators to collect information to not only improve their own teaching, but their
students' learning as well (Descombe, 2014; McNiff & Whitehead, 2010; Mills, 2011).
Furthermore, I recognise that classroom action research is an approach to improve
education by changing it and learning from the consequences of change (Kemmis &
McTaggert, 1992, p.22-25) by putting the teacher-researcher in control of their own
practice. Therefore, the main advantages of an action research process for this study
was the ability that I had in making the decisions to develop, implement and make
further changes to the framework, with regards to the results and analysis from each
classroom intervention. The action research process for this study was based on Efrat

Efron and Ravid’s (2014, p.8) six cyclical steps (Figure 1.8 below).

Figure 1.8: The Six Cyclical Steps of Action Research Which Informed This Research
Study

This image has been removed by the author of this

thesis for copyright reasons

Original image from: Efrat Efron, S. & Ravid, R. (2013).
Action research in education: A practical guide. New

York, NY: The Guildford Press page 8

This cyclical process was chosen to gradually develop the theoretical and practical
approach of the framework, as I expected each research cycle would provide a further
understanding of the students’ perceptions and experiences of FL & ID, and also their

learning needs. In addition, each cycle permitted further literature reviews and a way to
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address limitations. An overview of the design choices of each cycle, as well as a
reintroduction of each cycle are explained later in section 3.6. Chapters 4 and 5 explain
the procedures, methods and results of the two studies from the first cycle, while
Chapters 6 and 7 do the same for the two studies of the second cycle. The results
obtained from the four studies carried out over the two-cycle period, and the reflection-
on-action, and in-action, refined and developed the framework’s concept of FL & ID,
classroom approach, syllabus and assessment (see Chapters 4, 5, 6 and 7).

[ am aware that the insider-researcher’s presence can inevitably influence the
results of the research (McNiff & Whitehead, 2010, p.18). Critics of action research have
cited the practitioner’s role of deep involvement has the potential of the teacher-
researcher’s personal bias to influence and distort the findings of a study (Burns, 2005,
p.250). This has led to some authors concluding that action research lacks academic
rigor, and it is not perceived as valuable as other kinds of research (e.g. Sowa, 2009).
Therefore, a discussion of my positionality in this research is the focus of the next
section. However, triangulation, the process of corroborating evidence from different
methods of data collection to enhance the accuracy and creditability of a study
(Creswell, 2012, p259), was used in both research cycles. The different data collection
methods and procedures are briefly introduced later in section 3.6, and explained in
further detail in Chapters 4 and 6. Nonetheless, literature supports action research as a
valid approach for educators who carry out small-scale research to create solutions in
their teaching context (e.g. Burns, 2010; McDonough & McDonough, 1997; McNiff &
Whitehead, 2010; Tomal, 2010).

Especially, two points from Diaz (2013) argue the advantages of action research
for educators with a need to create research-based solutions for their teaching contexts.
Diaz maintains that action research is more likely to result in “relevant, long-lasting
improvement in teaching practices” (p.14) due to the interpretative nature of action
research allowing the teacher-researcher to devise solutions founded on the views and
interpretations of participants involved in the investigation within their own
educational contexts. Secondly, Diaz (2013) further reasons how the cyclical nature of
action research provides the means for educators to engage in an ongoing process of
action and reflection, thus allowing the potential for teachers to be at the helm of their
own professional learning process (p.14). In addition, a large amount of published

action research studies with similar research aims to this study have also attempted to
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achieve their aims by integrating the intercultural dimension into foreign language
learning. For example, these action-based studies (Mitchell et al., 2015; Salem, 2012;
Tran & Duong, 2018) demonstrate how a framework was created and applied within
each practitioner’s’ context to develop the ICC of Russian, Lebanese and Vietnamese
university students respectively. In other contexts, Zheng and Gao (2017) created a
study to improve Taiwanese university students’ ICC through collaborative intercultural
projects using web-based tools such as online forums, weblogs and Skype. Also, Chen
and Yang (2014) examined and improved Chinese university students’ attitudinal
change as ICC development, in particular these students’ attitudes towards World
Englishes. However, at the time of developing the foundations for my framework I was
not aware of Japan based action research studies which a similar aim and stance to this

study.

3.4 Researcher role

The purpose of this section is to disclose my positionality in this research study.
Wellington (2015, p.87) states that uncovering the researcher’s positionality by being
self-critical of the researcher’s thinking, belief, faith and knowledge is an important part
of being sensitive and becoming aware of personal bias, prejudice and preconceptions
in the research process. This section will explain who I am in relation to the research
(my context and the participants), how my perspective was an influential factor
towards carrying out my studies, and also discuss the potential influences of the
insider-researcher.

What the researcher knows, and how he/she knows it, shape how a researcher
sees the world and acts within it (Denzin & Lincoln, 2018, p.56). Therefore, I recognise
all of my personal life experiences accumulated as a researcher, teacher and the various
daily social roles that I have adapted throughout my life - my positions - have
contributed in some way to the research design, data collection procedures and analysis
of this study. As described in section 1.3, the main theme which influences this research
study, the development of FL & ID, has been a long time personal and professional
interest of mine. [ recognise that the perceptions of FL & ID which I have developed
from my personal life experiences have shaped my attitudes and beliefs towards how

and why I have learned foreign languages (Chilean Spanish and Japanese). Pitard (2017)
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points out how the practitioner is inevitably influenced by their own perspectives and
values, thus making it impossible to conduct objective and value free research (p.5), and
Berger (2015, p.220) argues the position of the researcher may shape the nature of the
researcher-researched relationship, and thus, influence the information that
participants are willing to share.

To monitor the border between involvement and detachment of the practitioner,
the literature argues that reflexivity, the process of a continual internal dialogue and
critical self-evaluation of the researcher’s positionality (Creswell, 2012; Given, 2008;
Wellington, 2015), can contribute to uncover the positionality of the researcher. At the
start of this research study I (a British-Chilean national) was 36 years old and had been
living and working in Japan for the previous 9 years. [ mention my cultural background,
as my experience of learning and using Spanish as my second language, has influenced
my own beliefs, values and perceptions for learning another language. I have never
attended any formal courses to learn Spanish, and [ now realize that experiential
learning (in particular with my Chilean parents while I lived in the U.K.) has played a big
part within my own process of learning Spanish as a second language. Therefore, I
understand my reasons, and thus, the process of learning and using Spanish has been a
very different experience to how and why the students in my teaching context learn and
use English, and chose to (or not) engage in the process of FL & ID. Furthermore, my
several years of working within the English language education context in Japan (from
elementary school to university), knowledge and experience of living in Japan, and
having a Japanese wife and mixed-race daughter all contributed to my investment in
this project, and the insider-perspective role I had in this research. By keeping a
research journal during this research study, my reflection-on-action, and in-action,
allowed me to become consciously aware of my worldview and background. One
outcome of this method is I could uncover my positionality throughout this research
study and consciously understand how I value and view FL & ID through a lens of
experiential learning, with an emphasis on independent and life-long learning. All three
of these themes feature in the concepts and theories adopted to create this research
study’s framework.

Furthermore, the role of insider-researcher contributed to findings and
conclusions of this study in two main ways. First of all, I recognise that my familiarity

and pre-existing relationships with some of the participants could have potentially
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influenced the results. In the first research cycle approximately 80% of the participants
had experience of learning with me in the previous semester. In the second research
cycle, around 50% of the participants had previous learning experiences with me.
Therefore, my presence potentially assisted or hindered students’ willingness to
participate, and also could have influenced how they perceived what was expected of
them to complete the research tasks. To facilitate the validity of the results, in the first
cycle a research colleague assisted me with the analysis of the results (section 5.5.1).
However, | could not do the same for the second cycle’s results. Also, my insider
perspective contributed to improving my behaviour and attitudes towards teaching and
learning of FL & ID, as this position allowed me to become more empathetic of learners’
purpose and needs. This was a valuable experience towards future professional growth
for creating teaching and learning approaches mindful of learners’ perspective of FL &
ID. Moreover, I acknowledged that the insider-researcher position in action research
allows the practitioner to an understanding of a social situation in terms of a learning
process, rather than reaching a successful closure to the research problem (McNiff and
Whitehead; 2010, p.19). Therefore, the action research approach taken in this study was

also understood as an opportunity for professional growth.

3.5 Philosophical assumptions of the research design

This section sets out the underlying epistemological and ontological foundations of the
research direction taken to achieving the aim of this study. The purpose is to describe
what has consciously and unconsciously shaped the theoretical assumptions to how the
framework was developed for this action research-based study.

As the objectives of my framework evolved over the two-cycle period of this
action research study, the first cycle used a pragmatic paradigm, while the second cycle
adopted an interpretative paradigm. The main factors to influence these choices of
paradigm were: the English language education context in Japan; the nature of the
PPGHRD and IBPP goals; and my perspective on how the framework should be
developed and implemented for students to develop these goals. Crotty (1998) shows
how the research paradigm embodies what knowledge is (ontology), how we know it
(epistemology), and the process for studying it (methodological). In educational

research, epistemologies tend to diverge between positivist and interpretative
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perspectives. Cohen et al. (2007, p.9) describe the former as “knowledge is hard,
objective and tangible” and the latter as “knowledge is personal, subjective and unique”.
Specifically, in the field of intercultural communication, Hua (2016, p.55) states that
studies following a positivist paradigm set out to “identify patterns and causal effect of
culture on communicative behaviours and practices” and these studies “treat cultural
values, cultural norms, and communicative behaviours as variables and seek to
generalize based on a set of measurements”. Conversely, studies within an
interpretative paradigm “seek to uncover and interpret culture through the context
where it exists, and are very often carried out in the tradition of ethnographic study of
culture” and “the researcher’s role is not to identify rules and the causal link between
culture and communicative behaviours, but to try to interpret culture in its entirety”
(p.60-61).

Due to the belief that participants in this study had their own subjective reality,
which potentially lead to each study having multiple realities, this study adopted a
relativist ontology where "a single phenomenon can have multiple interpretations and
there is no basic process by which truth can be determined" (Riyami, 2015, p.413).
Therefore, this ontological belief influenced the decision to select an action research
approach over positivist approaches that postulate a single fixed reality exists (Guba,
1990, p.9). As mentioned in section 3.2.1 of this chapter, the aim of this study is to
create a theoretical and practical approach that avoids overgeneralizing the student’s
intentions to develop a global perspective. Therefore, using a positivist paradigm would
produce limitations to the learner-centred focus in a study that acknowledges the
subjectivity of a learner's personal world within the process of FL & ID.

The choice of research paradigm in this study was dependent on the aims of each
research cycle. The aim of the first cycle was to produce an instrument that could
provide empirical evidence of development from the intervention. The research
questions that drove the planning and implementation of the two studies in the first
cycle study produced a mixed-methods inquiry aimed at finding to what extent the
intervention caused participants to develop ICC (deductive), and to investigate the
participants’ perceptions and experience of FL & ID (inductive). Tashakkori and Teddlie
(2003, p.713) state that mixed-methods studies often follow a pragmatic line of enquiry,

where pragmatism is defined as:
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a deconstructive paradigm that debunks concepts such as ‘truth’ and ‘reality’ and
focuses instead on ‘what works’ as the truth regarding the research questions
under investigation...[it] acknowledges that the values of the researcher play a

large role in the interpretation of results.

Therefore, the qualitative phase was carried out under the philosophical assumption
that qualitative inquiries are to understand complex phenomena by considering “the
realities experienced by the participants themselves” (Suter, 2012, p.344), while the aim
of the quantitative phase was to provide the empirical evidence. The quantitative phase
that produced numerical data showing if participants had developed ICC (objective),
was obtained from the qualitative phase showing participants’ personal relationships
with FL & ID (subjective). The process of quantitizing the data, transforming qualitative
data into quantitative data (Tashakkori & Teddlie, 1998), is explained in section 5.5.1.
With regards to choosing a pragmatic line of enquiry, Morgan (2007, p.73) states the
pragmatic approach taken to answering research questions relies on abductive
reasoning, where the deductive results of a quantitative phase can serve as inputs to the
qualitative goals, and vice versa. Instead of creating a dichotomy between the
knowledge generated in each phase, an intersubjective view of the results was created
in the first research cycle.

The aim of the second research cycle changed to identifying learner shifts in
their perceptions and experiences of FL & ID. This was influenced by the university
where [ work no longer requiring empirical evidence of students’ development
(explained in detail in the next section), and also the results and findings from the first
research cycle encouraged me to investigate a phenomenological approach towards
discovering the participants’ perceptions and experiences of FL & ID. Thus, the second
research cycle assumed an interpretivist theoretical perspective which acknowledged a
social constructivist epistemology where “knowledge is socially constructed by people
active in the research process, and that researchers should attempt to understand the
complex world of lived experience from the point of view of those who live it” (Mertens,
2010, p.16). As the constructivist paradigm emphasizes the subjective nature of
meaning-making, the goal of interpretive inquiry is to discover the meaning of the
world as it is experienced by the individual (Mertens, 2010, p. 237), and of the

interpretations people give to the actions of others (Given, 2008, p.460). This
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perspective is significant for this study, as it demonstrates the potential interpreting the
personal perceptions, beliefs, values and expectations that Japanese university students
have regarding FL & ID. Therefore, the phenomenological lens in the second research
cycle provided the opportunity to understand that multiple contradictory, but equally
valid accounts of the world, can exist (Gray, 2014, p.20) as participants construct
personal meaning of FL & ID in same, similar and different ways. Thus, adopting a
constructivist epistemology foregrounded the notion of FL & ID as a personal process
which was not fully emphasised in the first research cycle. This allowed me to verify a
personal approach of FL & ID towards creating my framework.

Even though the objective of the first research cycle was different to the second
research cycle, the findings and conclusions of the first cycle all served to develop the
framework. The implication of researching from different paradigms was that the
conclusions and findings assisted in producing a framework mindful of students’
learning needs from different perspectives, hence, and an overall understanding of how
to encourage the students to engage in the process of FL & ID was achieved. Moreover,
the action research approach allowed me to take ownership of my practice. While the
initial research aims were in part shaped by the university I work for, the cyclical
process involved in this study allowed me to explore the inquiry I wanted to pursue and

develop the framework based on informed decisions.

3.6 Overview of the two research cycles

The main purpose of this section is to give an overview of the two research cycles to
understand how the research design evolved during the whole research study. The
associated research questions and aims of each study will be re-introduced within each
research cycle description.

The research process began in April 2014 after I was asked by the IBPP
committee at the university I work to create an IBPP course (which started April 2015)
that would encourage the development of global human resources. Also, the IBPP
committee requested me to provide empirical evidence of student’s development. The
IBPP committee designated a two-semester elective course that IBPP students could
take from the start of their third year of study. Each semester would feature sixteen 90-

minute sessions. However, by the end of the first study the IBPP committee made
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sudden changes to the curriculum. This resulted in the committee asking me to teach a
different elective IBBP course (one semester only) but for second year students. This
action by the IBPP committee effectively ended my intention to continue the first study
into the second semester. The committee decided to focus on measuring English
proficiency before graduation by the standardized TOEIC (Test of English for
International Communication) examination. Therefore, by the end of the first study the
IBPP committee had no interest for me to empirically measure student’s development.
As I was not entirely sure if the committee would change their plans again in the near
future, I decided to carry out a second study in the new course with the same research
aims to collect further data and verify results from the first study. Table 6 (below) gives

an overview of the two research cycles, and the procedures and data collections of the

four studies. As the research aims of my project evolved in each cycle, so did my

epistemological position. This prompted me to adopt various types of qualitative and

quantitative approaches for each of the four studies.

Table 6: Overview of the Procedures and Data Collection Methods Used Over the

Duration of the Project

First Cycle Second Cycle
1st Study 2nd Study 3rd Study 4th Study
Date April 2015 to October 2015 to October 2017 to October 2018 to
August 2015 February 2016 February 2018 February 2019
Main aims -Generate -Implement -Continue to -Implement
knowledge of findings of the 1st generate findings of the 3rd
context. study. knowledge of study.
-Create the first -Continue to context. -Continue to
version of the generate -Evolve the generate
framework. knowledge of framework. knowledge of
-Create an ICC context. -Describe and context.
assessment tool. -Continue identify FL & ID -Continue
developing the from the developing the
framework. perspective of framework
-Validate the ICC the learner. -Describe and
assessment tool. identify FL & ID
from the

perspective of
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the learner.

Participants 9 6 11 12
Procedures - Create the 4 -Evaluate and -Further develop -Verify the concept
components of the improve: The the concept of FL&  of FL & ID.
framework: syllabus, classroom ID. -Improve the
Concept of FL & approach and -Improve the syllabus.
ID, syllabus, assessment. syllabus.
classroom
approach
and assessment.
Data -Pre-intervention -Pre-intervention -Visual/narrative. -Visual/narrative.
collection questionnaire. questionnaire. -Writing/visual -Writing/visual
methods -Visual/narrative. ~ -Visual/narrative. tasks. tasks.
Data Mixed methods Mixed methods Qualitative Qualitative
analysis
Methods

Two research cycles with four separate studies were achieved from April 2015 to
February 2019. The one-year period before the start of the first study was used to carry
out the literature review which contributed to developing the four components of the
framework: conceptualization of FL & ID, syllabus, classroom approach and assessment.
Participants were recruited in the first class of each study by explaining the research
aims, tasks involved and the opportunity to create personal FL & ID goals. Depending on
the study, approximately 80% to 100% of the total enrolled students agreed to
participate in each study. As the project went on, time spent between studies involved
me reflecting-on-action, interpreting results, updating the research aims and evolving
the first version of the framework. Also, the length of this research study was restricted
to two research cycles, as I felt that by the end of the fourth study I had generated
enough knowledge and understanding of my context to achieve the overall aim.

The first research cycle took place between April 2015 and February 2016 and it
contained two separate studies. Nine students participated in the first study, while
seven students participated in the second study. As the course was new and the

university had provided no information on what or how to teach, the framework’s
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components were developed before the start of the first study. This process also
influenced the design of the research questions. The framework’s conceptualization of
FL & ID was created from the concepts and theories depicting FL & ID as a personal,
engaging and life-long process (see section 2.4.2 and 3.2.1). As this research study
argues that the concept of global human resources resembles the abilities of Byram'’s
(1997) intercultural speaker and the components of Deardorff’s (2006) process model
of intercultural competence (section 2.4.3), these concepts were adapted as the learning
outcomes for the global human resources. Thus, developing global human resources
was understood in the first cycle as developing ICC. In order to teach the framework’s
concept of FL & ID, the syllabus and classroom approach were developed. Lastly, the
assessment method was created from the data collected in each study.

The first research cycle had three main aims. The first was to provide empirical
evidence of the participants developing ICC from the intervention. The second aim was
to generate knowledge of the context, namely to find out the participants’ perceptions
and experiences of FL & ID. The third aim was to begin identifying and understanding
the challenges and limitations of creating the framework, in order to continue the
development for further studies. These three aims produced the first and second study’s

research questions:

1) To what extent can participants develop ICC over a one-semester period?

2) What are participants’ perceptions and experience of foreign language
and intercultural development?

3) What are the challenges and limitations to create my framework?

4) How can a framework for intercultural competence be developed and

used with students at a Japanese university?

Research Question 1 was to find the effectiveness of the intervention for encouraging
participants to develop ICC. From my experiences of teaching and knowing the majority
of the participants in the first study, I felt that some of them had already developed
certain skills, attitudes and knowledge associated with ICC. As these students had
voluntarily joined the IBPP, I expected they had pre-existing interests and motivation to
learn about global human resources, study abroad, or work in a company with a global

outlook. Therefore, the first research question took this account as learning from the
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framework would give some participants the opportunity of further ICC development,
rather than learn ICC as something completely new. Also, as [ was taking an approach to
highlight the personal aspect of FL & ID in this research, [ was aware that the
experiences, motivation and interests of students in other programs, faculties or
departments at the university could have been different.

Furthermore, an instrument was created to quantitatively compare the
participants ICC development before and after the intervention. Research Question 2
aimed at exploring the participants’ subjective experience of FL & ID, this was
influenced by the choices of concepts and theories that were adapted to create the
personal, engaging and life-long process conceptualization of FL & ID in this research
study. Research Question 3 and 4 evaluated my framework in order to reflect and
implement changes for the next research cycle. Chapter 4 introduces in detail the
methodology of the first research cycle and outlines the procedures taken to develop
the first version of the framework, and the methods used to collect data in the first two
studies. Chapter 5 presents the findings and implications of the first two studies.

The second research cycle took place between October 2017 and February 2019
and this contained the third and fourth studies which were also separate. The third
study involved eleven participants, while twelve students participated in the fourth
study. The time between research cycles was used to explore and prepare a new
research direction. As the IBPP committee no longer required me to empirically provide
evidence of students’ development, I had carte blanche towards choosing the research
direction of the second cycle. Due to the findings, limitations and implications of the
first cycle, I chose to eliminate the quantitative instrument and instead focus on
exploring the participants’ perceptions of FL & ID. In doing so, I reasoned that this
would allow the opportunity to develop the phenomenological themes and aims
discussed in this chapter. Hence, this new research direction encouraged me to find
from a literature review theories and concepts that could provide the means to support
Deardorff’s (2006) notion of the development in terms of an internal shift. This resulted
in adapting concepts from the field of transformative learning and from personal
development theory to provide an understanding of FL & ID in terms of an internal shift
that is transformative in nature (see section 6.4.1). This influenced the aims of the

research questions for the second research cycle:
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1) What are participants’ perceptions and experience of foreign language and
intercultural development before and after the intervention?

2) What are the shifts in the participants’ perceptions and experience of FL. & ID
during the intervention?

3) To what extent can the framework encourage participants to develop their
personal relationship with FL & ID?

4) What are the challenges and limitations of my framework?

Research Question 1 and 2 focused on the phenomenological approach of the second
research cycle, by identifying the participants' shifts of their evolving perceptions and
experiences of FL & ID as a result of the intervention. Research Question 3 sought to
validate the framework by investigating if the framework was effective for students to
grow their own FL & ID goals. Moreover, this research question provided data to
highlight the personal aspect of FL & ID that is discussed throughout this thesis.
Research Question 4 was carried over from the first cycle as it proved a useful way to
reflect-on-action. Chapter 6 describes the methodology of the second research cycle and
sets out the procedure taken to develop the first version of the framework, and the
methods used to collect data of the last two studies. Chapter 7 introduces the findings

and implications of the last two studies.

3.7 Ethical considerations

The ethical considerations were identified and addressed before any of the studies were
carried out, and approval was received from the university where [ work, and the
University of Sheffield’s ethics reviewers. This process began with me enrolling onto the
University of Sheffield’s FCA6100 Research Ethics and Integrity online module. As [ was
a long-distance student and working full time for the whole duration of my doctoral
studies, I took the module online. First of all, I submitted my research proposal to the
University of Sheffield’s ethic reviewers before the commencement of my first study.
This required me to outline the aims and objectives of my doctorate, explain my
intended methodology, assess any risk to personal safety and how I planned to store the
data. Also, I had to give information regarding procedures to recruit participants,

evaluate any potential harm to participants, explain my data confidentiality measures
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and how informed constant was going to be obtained from participants. Furthermore, |
made a four-page participation document (in English and Japanese) outlining the aims
of my research, potential benefits of participating, anonymity, participant tasks, a
consent form that required a signature from the participant, and the University of
Sheffield contact details. This document also directly explained that the tasks were not
connected to the course grade, lack of participation would not be penalized, and
participants could opt to drop out from the study at any time. The proposal was finally
accepted after the University of Sheffield’s ethics reviewers suggested some minor
amendments to the wording in my proposal. With regards to obtaining permission from
the university [ work at, I had to take a short online ethics module produced by the
university, and [ was not required to submit a research proposal. However, before I
started my research study, the faculty dean gave a verbal agreement to my research
plan.

Although this research was considered low risk by the University of Sheffield,
some ethical issues did exist. As mentioned in section 3.1, I took the role of practitioner
in this research. In the literature, the teacher in the classroom is argued to be seen as an
authoritative position for students. Esmaeili et al. (2015) point out that a teacher’s
authority has a close relation to with the concept of power and influence (p.2), and they
specifically describe five kinds of authority teachers have within a classroom: legal,
specialty, reference, reward and punishment. For my situation, students may have felt
pressured to join the study. Those who did participate may have believed they would
receive higher grades, and those who did not join may have felt they would be penalized
in some way. To try and overcome such perceptions, I verbally addressed these areas
during the recruitment of participants. I took my time to explain the tasks involved and
how these studies were part of my doctoral thesis, therefore participation would not
affect their course grade. Moreover, all students received the four-page participation
document in English and Japanese explaining all of these factors.

Furthermore, as [ was framing FL & ID in all of my studies as interpretive and a
personal endeavour, an underlying factor of my approach for collecting data was
encouraging the participants to express their own understandings of FL & ID. This
approach caused some challenges due to the learning and teaching culture of the
Japanese classroom. My experience of teaching bears a close resemblance to the

position in the literature (Nakane, 2007; Matsuyama et al., 2019; Sato, 2017) that
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Japanese students mainly experience teacher-centred classrooms fronted by Japanese
teachers instilling a hierarchical student-teacher relationship. This first challenge was
overcoming the student’s beliefs of the “right” or “correct” way of FL & ID is what the
teacher believes and decides. Therefore, in every class [ made a concentrated effort to
elicit the students' own beliefs and values of FL & ID. Depending on the specific class
aims, this was achieved through learner-centred approaches that encouraged learner
responsibility through group or pair work, and/or raising self-awareness and preparing
personal thoughts through homework assignments (Hadfield & Dornyei, 2013; Hedge,
2000; Scharle & Szabd, 2000). Moreover, from attending faculty meetings [ was aware
that the professors teaching the other IBPP courses did not use the same classroom
approach as me. Also, these professors did not share the same philosophical stance as
me (see section 3.5). Therefore, the different styles of learning required by the students
across all IBPP courses would have been another challenging factor for students.
Another challenge was that a minority of the participants had not experienced learning
with me, also these participants reported in their data to have had relatively little or no
experience of learning with a non-Japanese teacher. Therefore, a large amount of trust
was required for these participants to feel safe enough to express and explain their own
personal beliefs and perceptions of FL & ID. These concerns were also addressed in the
research design. I utilised learner-centred pedagogy to produce a classroom culture that
focused on classroom dynamics through fostering collaboration and interdependence
amongst students, encouraging individual accountability, and two-way dialogue
between teacher and students (Berardo & Deardorff, 2012; Corbett, 2010; Dérnyei &
Murphy, 2003; Dérnyei & Kubanyiova, 2014).

A further ethical issue that was explored in this thesis was the decision of
choosing a language to collect data as all of the participants (and myself) were
multilinguals. All of the Japanese university students had been formally learning English
for at least eight years, and they had been learning another foreign language at the
university for least one year. This is common for all Japanese students who are studying
at a Japanese national university. Also, the three non-Japanese students who
participated in the first and fourth studies were learning Japanese and English as their
second and third languages (see section 5.2 and 7.2 for a description of all participants’
foreign language experience and proficiency). In addition, I am also multilingual as

Chilean Spanish is my second language (fluent), and Japanese is my third language
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(intermediate). The following paragraphs give context and explain the reflexive process
that was taken for chosen English as the language to collect data in all of the studies.
The IBPP committee set English as the language of instruction for the course
where I carried out all four studies. As explained in section 3.2, the IBPP committee
decided that IBPP courses were to be taught using either Japanese or English. However,
my position since teaching in Japan has always been that having an “English only in the
classroom” policy can directly, or indirectly, emphasize the “pervasive monolingual
ideology in language education” where multilingual language practices in the classroom
are “regarded as problematic rather than advantageous to student’s learning” (Simpson,
2020, p.43). In particular, such separation of languages in Japanese education have
allowed me to experience native-speakerism, what Holliday (2006, p.385) describes as
“the belief that ‘native-speaker’ teachers represent a ‘Western Culture’ from which
spring the ideals both of the English language and of [ELT] methodology”. Native-
speakerism is of course not unique to the English language education context in Japan.
Nevertheless, I have felt this issue create a particular tension for many Japanese
students of English as it creates a dichotomisation between idealising the “native-
speaker”, and a pressure which comes from being overly self-critical for trying to
achieve “native-speaker like” pronunciation, fluency or accuracy. Konakahara and
Tsuchiya (2020, p.9) suggest this kind of backwash from native-speakerism promotes
“[a] lack of confidence in English as well as unconscious linguistic discrimination among
Japanese people”. As Liddicoat and Scarino’s (2013) interacting processes of
intercultural learning was utilized to form this study’s conceptualization of FL & ID (see
section 2.4.3), this study adapted a view of multilingualism which is described by

Scarino et al. (2016) as:

Thus in learning languages students are learning to operate across languages
and cultures and the cultural worlds that they represent. [Students] are learning
to operate multilingually, that is, they are learning to operate within more than

one linguistic and cultural framework.

So, to encourage the participants to “engage in the experiences of languages, cultures,
and their relationship” (Liddicoat & Scarino, 2013, p.60), all four studies had no strict

“English only in the classroom” policy. Even though I used English as the language of
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instruction, I directly encouraged the use of Japanese, English or other languages during
the class. In addition, I raised awareness of English as a Lingua Franca, and especially
the nature of English when it is used as a lingua franca in intercultural settings.
Konakahara and Tsuchiya (2020, p. 10) reason that such an approach can “contribute to
a change in people’s view on a language per se, thereby enabling them to value the
dynamic, multilingual, and communicatively effective nature of English as a Lingua
Franca”.

Another reason why I chose English as the data collection method was that my
Japanese language proficiency was not good enough to analyse large amounts of
qualitative data. Hence, it was easier for me to analyse the data in English. I did not want
to use a translator for the qualitative data due to cross-cultural qualitative research
studies commenting on the impact of translation on research findings, including
translation techniques (Esposito, 2001), translation barriers (Lopez, Figueroa, Connor,
& Maliski, 2008); and translation issues (Larkin et al., 2007). This situation also
prompted the decision to use a visual narrative data collection method for participants
to express their ideal intercultural self through drawings, as visual methods can provide
participants an alternative to verbal means to express their experiences and feelings
(Kalaja & Pitkanen-Hutha, 2018, p.160). Also, I rationalized that as the participants had
voluntarily joined the IBPP, they had a willingness to learn, practice and use English.
Furthermore, my experience of previously teaching and knowing the majority of the
participants (see section 3.4) led me to believe that their English proficiency was good
enough for the data collection. The pre-intervention questionnaire data also confirmed
their English proficiency and long history of formal English education. Therefore, |
deemed these participants to be competent to express their thoughts in English.

Nonetheless, [ was aware of the complexity involved of using L1 or L2 to collect
data for the qualitative methods in both research cycles. For example, Kemp (2009,
p.18) points out that “it is difficult to assess for each participant where the mental
boundaries lie between the languages used. For example, it is often noted that
multilinguals may see related languages as effectively the same language”. Also, Aden
and Eschenauer (2020, p.105) state that “when passing from one language to another,
one needs to experience the underlying values of these new realities, which involve our
subjective experience that occurs through prereflexive and nonconscious processes”.

So, I was aware that using either English or Japanese, or allowing the participants to
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choose their preferred language, may have led to different findings. To explore the
tensions that could exist between the linguistic and cultural worlds of the participants, a
narrative task was created in the second research cycle that asked the participants to
express any differences between their “Japanese self” and “English self” (see section
7.6). Nevertheless, a practical concern for collecting data was that using Japanese, or the
language that the participants’ chose, would have created a lengthier data analysis
process. Also, more than likely, a different analysis system for each language would
have been needed. Williams (2009, p.213) maintains that “ethics demands that the
researcher engages in moral deliberation within the context of the research” and that
“the high degree of complexity emergent from educational research practice is not
adequately served by codes, compliance or custom but foregrounds ‘character’.
Therefore, the process to choose English as the language for data collection was an

ethical decision largely influenced by my circumstances, ontology and character.

3.8 Concluding comments on chapter 3

This chapter has introduced the research design choices and explained the research
questions used to frame the research in order to achieve the aim of this study. The
chapter began with a description of how the PPGHRD and IBPP objectives and the
development of global human resources were addressed in this study. An explanation
was also given regarding why an action research approach was carried out to create the
framework for developing global human resources. The research design choices and
different research directions of the two research cycles were also described. In addition,
the philosophical assumptions, the practitioner role which I adopted, and ethical
considerations were also discussed. The following Chapters (4, 5, 6 and 7) will present

the methodology and results of each research cycle.
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Chapter 4: Methodology of the first research cycle

4.1 Introduction

This chapter describes the procedures and methods of the first research cycle which
produced the first and second studies. Both of these studies contained different
participants and were separated by approximately eight weeks. To address the research
questions, an intervention was carried out in both studies. Each study allowed me to
gradually research, generate knowledge, and bring about a change to my teaching
context. In this thesis, [ am identifying the framework that I created as the major
contributor which shaped the participants learning experiences, and hence the results
achieved. However, as the framework’s conceptualization of FL & ID acknowledges both
classroom and independent learning experiences to influence the process of developing
global human resources/becoming the intercultural speaker (section 2.4.3), this study
recognises that participants’ informal learning experiences outside the classroom also
played a part in their FL & ID during the intervention. This chapter introduces the
development and implementation of the framework’s components for the first research

cycle. Chapter 6 does the same, but for the second research cycle.

4.2  The first research cycle: Developing and implementing the framework
Before the data collection methods of the first research cycle are introduced, this
section explains the procedures taken to develop and implement the four components

of the framework in the first two studies. A visual representation of the framework is

given in Figure 1.9 below.
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Figure 1.9: A Visual Representation of the Framework Developed for the First Research

Cycle
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= The notion of ideal intercultural self (IIS) is defined as an individual’s future vision of personal FL & ID goals which the
individual continually seeks to develop, improve or become (Byram, 1997, 2008, 2012; Deardorff’, 2006, Dérnyei, 2009; Liddicoat &
Scarino, 2013).

* Intercultural communicative competence components (Byram, 1997) are used to formulate learning goals for the framework.

= The process model of intercultural competence (Deardorff, 2006) provides an understanding of the relationships between sub
competences and a didactic ordering to plan and implement the syllabus.

= The process model of intercultural competence (Deardorff, 2006) is adapted to understand the process of becoming an
intercultural speaker as a continual with no summit. Thus the notion of intercultural speaker is understood as an ideal state.

The framework recognises FL & ID as a combination of process and product, where the
purpose of the intervention is to encourage students to create, review and re-evaluate
personal FL & ID goals, while acknowledging the period of study as a way to gain
momentum towards FL & ID. For the first research cycle, the framework consisted of
four components: the conceptualization of FL & ID; syllabus; classroom approach; and
assessment method. The following sections introduces the procedures taken to develop
and implement each component of the framework. To remind the reader, a brief

summary of the developed conceptualization of FL & ID is introduced first.

4.2.1 Conceptualization of foreign language and intercultural development

The literature review (section 2.4.2) and discussion on research design (section 3.2)
identified the suitable theories and concepts for the framework’s theoretical and

practical method to develop global human resources. This short section synthesizes the
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theories and concepts that established the framework’s conceptualization of FL & ID in

the first research cycle:

1)

2)

3)

4)

5)

This research study’s definition of intercultural speaker (Chapter 2, Table 3) is
understood as the individual who has the abilities, attitudes and knowledge
described in the Global Human Resource Development Committee’s (GHRDC)
concept of global human resources. It is also understood as the product, the main
learning outcome, of students engaging in the process of FL & ID.

Byram’s (1997) notion of ICC forms the learning outcomes of the framework and
details the abilities, attitudes and knowledge of what an intercultural speaker
needs to develop.

The components of Deardorff’s (2006) process model of intercultural
competence also provides an understanding of the qualities that an intercultural
speaker needs to develop. This model also offers an understanding of the
relationships between sub-competences and didactic ordering to plan and
implement the syllabus.

Also, Deardorff’s (2006) process model of intercultural competence offers a
perspective of becoming the intercultural speaker as a continual process with no
peak. Therefore, the intercultural speaker is understood as an ideal state.
Furthermore, Liddicoat and Scarino’s (2013) intercultural orientation to
language learning contributes to the position in this study - the process of FL &
ID requires individuals to actively interact with their surroundings and internal
meaning-making systems. This point furthers the understanding of the
intercultural speaker as a continual process, and acknowledges the
interdependent role of classroom and independent learning within the

framework’s conceptualization in my framework.

This conceptualization informed the other framework’s components: classroom

approach; syllabus; and assessment in the first research cycle. The following sections in

this chapter introduce each of these components.
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4.2.2 Classroom approach

The classroom approach was seen as the important bridge between theory and practice

to teach and learn the framework’s conceptualization of FL & ID. Hence, the classroom

approach provided the method to develop the skills, attitudes and knowledge of the

GHRDC'’s concept of global human resources during the intervention. The Project of

Promotion of Global Human Resource Development (PPGHRD) and International

Business Plus Programme’s (IBPP) objectives, knowledge generated from the literature

review, and a reflection on my professional and personal experiences of FL & ID within

the Japanese context (section 3.1) inspired the framework’s classroom approach with

the following features:

1)

2)

3)

4)

Encourage a personal and process-orientated view of becoming the
intercultural speaker (Deardorff, 2006, 2011) by adapting the concept of the
ideal L2 self (Dornyei, 2005, 2009) and create a structured approach
(Hadfield & Dornyei, 2013) for students to create and re-evaluate their own
FL & ID goals during the intervention.

Integrate the three locations of ICC development: classroom, fieldwork and
independent living (Byram, 1997) into the classroom approach and promote
the perspective of FL & ID as life-long (Byram, 1997, Deardorff, 2006) and as
lived experience (Liddicoat & Scarino, 2013).

Utilize Liddicoat and Scarino’s (2013) intercultural orientation to language
learning to provide the understanding that FL & ID in terms of lived
experience requires the individual to notice, compare, interact and reflect in
relation with others, their environment and their own meaning-making
systems.

Acknowledge the limited one-semester period of study as a way for students
to gain momentum towards becoming an intercultural speaker after the

period of study.

As the associated theories, models and concepts utilized to create the classroom

approach have been introduced throughout Chapter 2 and 3, this section describes how

they were brought together to form the above four features.
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As discussed in section 3.2.1, MEXT’s (2012) supposition that Japanese students
need to overcome “inward tendencies” influenced the research direction to not
overgeneralize students’ motivates of developing a global perspective, and instead,
understand and promote a personal perspective of FL & ID. This resulted in creating an
overall pedagogical strategy to provide the students accessibility and encourage
investment into the process of FL & ID. This was first achieved by creating a motivating
classroom approach based on the L2 Motivational Self System (section 3.2.1). Moreover,
the concept of the ideal L2 Self (Dérnyei, 2009) and Deardorff’s (2006) view of
intercultural competence as a life-long endeavour with no pinnacle are combined to
create the unique notion of “ideal intercultural speaker” in this research study. The ideal
intercultural speaker (here after known as IIS) is defined in this research study as an
individual’s future vision of personal FL & ID goals which they continually seek to
develop, improve or become. By adapting the concept of the ideal L2 Self, development
is seen in terms of closing the gap between an individual’s actual present self and their
ideal intercultural self by engaging in the process of FL & ID. The ideal quality of the L2
Self is also expressed in Deardorff”’s (2006) process model of intercultural competence
(section 2.4.3, Figure 1.6), as the circular representation of intercultural competence
demonstrates continual improvement and Deardorff (2006, p. 257) states “one may
never achieve ultimate intercultural competence”.

To acknowledge the importance of the journey in becoming the IIS, a process-
orientated classroom approach was produced by using Hadfield and Dérnyei’s (2013)
visionary motivational program, a six-step program that lets learners create, self-
evaluate and sustain their own ideal L2 Self. Suggestions from the six-step program
