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Foreword

Welcome to the new issue of Language Teacher Cognition Research Bulletin, a peer-refereed
journal of the JACET SIG on Language Teacher Cognition. This specific issue of the journal,
whose inaugural issue was published in 2011, introduces a new editorial policy (and hence a new
format) and includes papers that were presented at our SIG research meetings/conferences
during the 2016 and 2017 academic years. As the Chief-Editor of this journal, I am deeply
grateful to the contributing authors and all editorial board members for creating this issue

together.

This issue begins with a paper by Mayumi Asaba reporting on part of her doctoral research
into teacher expertise in L2 teaching. She discusses major research findings of an experienced
EFL teacher, focusing on the teacher’s knowledge of learners (e.g., holistic knowledge of class
dynamics as a result of perceiving the class as a group with individually-bound shared
knowledge) as a crucial component of teacher’s expertise. The second paper by Larisa Kasumagié
Kafedzié, Paula Pickering, Alma Zero, and Jason Nagel describes outcomes of student-teacher
led action research in which intercultural communicative competence (ICC) evaluation
frameworks were used. Based on the results of data analyses, they maintain that their four-week
project enabled the participants to improve their ICC. They also discuss the reasons why further
training of student co-teachers would be needed to develop age-specific strategies and activities
that promote ICC. Additionally, Atsuko Watanabe, Yuko Iwata, and Masuko Miyahara in the
third paper describe findings of their study supported by a Grant-in-Aid for Scientific Research
(KAKENH]) (C). They examine the feasibility of an English teacher education program in which
teacher educators and their students in the program can all benefit from mutual learning

experiences through reflection.

In closing, I would like to express my sincere gratitude to Dr. Shigeru Sasajima, former SIG
Chair (currently an honorary SIG member), who worked for 10 years, from the inauguration of
this SIG up until the end of the academic year 2017, pulling this journal together and creating a
solid foundation for us. Finally, profound appreciation goes out to all esteemed SIG members who
participated in our research meetings/conferences and shared their excellent work in the
academic year 2018. You all helped to make my time as SIG Chair an edifying and rewarding

experience.

Toshinobu Nagamine, Ph.D.
Chair, JACET SIG on Language Teacher Cognition
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Knowledge of Learners in Expert Second Language Teaching

Mayumi Asaba

Temple University, Japan

Introduction

Understanding what entails expertise in L2 teaching is essential to understanding how to best
facilitate effective classroom practices and teacher development (Richards, 2010). There are
mainly two key aspects crucial to expert teaching. One is a distinction between experts and
experienced nonexperts (Bereiter & Scardamalia, 1993). The other is that the definition of
expertise differs depending on the cultural context (Tsui, 2005). Although there are a few
studies that examined aspects of teacher expertise in the L2 field (e.g., Farrell, 2013; Johnston
& Goettsch, 2000; Tsui, 2003), there is no research to this day that has focused on EFL teachers
nor on the characteristics that underpin expertise. Therefore, this case study of an EFL teacher
in Japan examines one of the characteristics of expertise, knowledge of learners, and its effect

on teaching students at a Japanese university.

Previous Research
Teacher knowledge has been a key concept in previous expertise studies in teaching (e.g.
Berliner, 1994, 2001, 2004; Freeman, 2002; Gatbonton, 1999, 2008; Tsui, 2003; Turner-Bisset,
1999). One of the main kinds of knowledge that experienced teachers possess is pedagogical
content knowledge (PCK). According to Shulman (1986), pedagogical content knowledge focuses
on the teachability of specific content and includes knowledge about content, pedagogy,
curriculum, and learners. That is, it is knowledge related to how to teach a target content in
the most effective manner. Thus, someone who has a rich PCK can successfully select and
utilize illustrations, examples, explanations, and demonstrations to teach a topic while
considering its level of difficulty.

The importance of PCK has been reported in several studies of expertise (e.g., Hattie, 2003;
Johnston & Goettsch, 2000; Richards, 2010; Tsui, 2003). Richards, Li, and Tang (1995)
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compared teachers with different levels of knowledge and suggested several important
characteristics indicating pedagogical content knowledge. First, teachers who have rich PCK
demonstrated a deeper understanding of the content and were able to present it in different
ways. Second, they considered students’ perspectives by proposing a lesson that was learner-
centered and meaningful to students’ feelings while meeting their needs and abilities.
Accordingly, Farrell (2013) discovered in the reflections of three experienced teacher
participants evidenced that their thinking centered around their knowledge about learners.
They considered various aspects of students, such as their needs and motivations, which are
influenced by multiple contextual factors.

Knowledge of learners is an integral aspect of PCK (Turner-Bisset, 1999). For example,
Tsui (2003) suggested that Shulman’s conception of PCK includes knowledge about learners.
This knowledge consists of a combination of what students already know or misunderstand
about the topic and how best they learn the topic. Similarly, Johnston and Goettch (2000)
defined teachers’ knowledge about learners as “knowledge of learners” and its function as
“teachers’ beliefs about how learners learn and what they know affect their pedagogical
strategies” (p. 455). Based on the analysis of classroom observations and interviews of four
experienced ESL grammar instructors, they discussed how knowledge of learners played an
important role in teaching. First, the teacher participants evaluated students’ comprehension of
the class based on their observations of students’ facial expressions or reactions and their
production of certain grammar features. Moreover, knowledge of learners allowed them to
understand students’ perspectives. For example, the teachers emphasized that it was essential
to teach forms in grammar classes to their students. They justified this approach based on their
knowledge of their adult students, who had already been exposed to English education in their
home country and preferred to conceptualize various grammar points. It is evident that their
knowledge about students’ perspective had a significant impact on how they approached
teaching. Furthermore, one of the qualities that Richards (2010) pointed out about competent
teachers is that these teachers have abilities to create classes that reflect students’
perspectives, meet their needs, and incorporate their feedback. It is evident that knowledge of
learner is an essential component of PCK.

One factor to consider in studying teacher expertise is the influence of context (e.g.,
Berliner, 2001, 2004; Bullough & Baughman, 1995; Ennis, 1994; Hattie, 2003) because
conception of expertise is different in each context. Accordingly, Tsui (2005) explained that a

culture influences the perception of expertise (See Geertz, 1973; Kluckhohn, 1971 for more



discussion of culture). Berliner (2001) supported this point by comparing teaching to other
domains, such as sports and defined teaching expertise as culturally sensitive, even to a specific
time in a culture.

Findings from an exploratory study I conducted (Asaba, 2015) reported differences in
perceptions about what constitutes expertise between two participants of different
backgrounds. When these participants, who were teaching at Japanese universities reflected on
a teacher that they had as a learner and identified as an expert, they discussed different
aspects of teaching that influenced them in positive ways. One of the participants, who was
from the Unite States, described the manner that his math teacher used to make the topic
interesting and relevant to students’ lives. This in return, enhanced his interest and motivation
to study the subject. On the other hand, the other participant, who had mostly received
education in Japanese school settings with the exception of her Master’s program in the United
States, discussed the strong emotional bond she had developed with her expert teacher. This
bond was created from her personal interactions with the teacher and the extra assistance she
received as an international student in the United States.

Even though it is difficult to make generalizations about cultural expectations for teachers
based on this small-scale study (Asaba, 2015), the findings concur with the argument made by
Tsui (2005) that the prominent aspect of teaching in Japan is about building interpersonal
relations, such as demonstrating emotional commitment to students. Additionally, Shimahara
and Sakai (1995) claimed based on their comparative research of two cultures that whereas
Japanese teachers focused on building trusting and personal relationships to enhance students’
academic motivations, American teachers focused more on being an authority, more capable of
delivering subject related knowledge to students. In conclusion, cultural context plays a vital
role in determining characteristics of expertise.

Another aspect that is integral to expertise studies is the distinction between expert
teachers and experienced teachers. Although these terms were previously used interchangeably
in some research (e.g., Berliner, 1994; Cumming, 1990), experience does not automatically
make someone an expert (Bereiter & Scardamalia, 1993; Hatti, 2003; Johnson, 2005; Tsui,
2003, 2005). Despite this fact, establishing a criterion that clearly distinguishes two types of
teachers is difficult. Palmer, Stough, Burdenski, and Gonzales (2005) conducted a meta-
analysis of research focusing on expert teachers who taught students from kindergarten to 12th
grade and found inconsistencies among criteria that these studies relied on in selecting expert

participants. They instead suggested a new criterion, which evaluates different aspects of



teaching, such as recommendations from multiple people and evidence that indicates the
influence that the candidate had on students’ achievement. However, using this criterion can be
problematic in some teaching contexts, such as in Japanese universities where classroom
observations rarely happen or there is no mandate for students to take standardized tests.

On this basis, this study explores what kinds of characteristics indicate expert teaching
specific to the context of Japanese universities. I chose to focus on university teachers because
there has been little research focusing on expert teachers at this level, especially in EFL
settings. Even though having knowledge related to teaching is considered integral as reflected
in most of job advertisements on Japan Research Career Information Network (JREC-IN),
there is a lack of empirical research on this topic. Furthermore, rather than selecting an
“expert teacher” and describing their characteristics, I instead examine characteristics of expert
teaching by focusing on an experienced teacher. That is because there is no currently agreed
upon criteria that I can use to select expert EFL teachers in this context. The research

questions are the following:

1. What characteristics of expert knowledge does an experienced EFL teacher have at a
Japanese university? Specially, what kind of knowledge of learners does this teacher have?

2. How does an experienced EFL teacher incorporate expert knowledge into practice?

Methods
Case study

In order to investigate characteristics of expertise, I utilized case study methodology. Case
studies allow for examining participants in the most naturalistic environment and with real
time contextualized phenomena (Casanave, 2015; Hatch, 2002; Yin, 2014). Moreover, expertise
is context specific (Berliner, 2001, 2004; Bullough & Baughman, 1995). As Flyvbjerg (2006)
explained “context-dependent knowledge and experience are at the very heart of expert
activity” (p. 222). That is, the act of expertise can be only brought to light when teachers are in
their own teaching context: teaching their subject by using their selected materials with their
students in their classroom. In addition, triangulation of various data sources that are integral
to teachers’ lives, such as interviews that document participants’ beliefs about teaching,
classroom observations, a collection of artifacts that they created and used, and discussions
among students about their teachers would provide a holistic view, which is important to
understand teaching expertise. Therefore, in order to describe characteristics that reflect the
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true nature of teaching, I used case study as a method of inquiry.

Selection of participants

In order to select participants, I used and modified criteria suggested by Palmer et al., (2005)
that included four aspects of expertise, such as education, experience, recommendation, and
evidence of the effect that the teacher has on student performance. First, rich teacher
knowledge should be reflected in a particular teaching domain by a degree or certificate.
Therefore, I established the minimum educational requirement based on job descriptions listed
on the job search site often used by researchers in Japan, JREC-IN. As suggested by the job
descriptions of the majority of universities, I required candidates to have a Master’s degree or
higher in TESOL, Education, Applied Linguistics, or related areas.

Second, the criteria required candidates to have more than three years of teaching
experience in a specific content area and in the particular teaching context. Therefore, I
established the guideline for candidates to have more than three years of EFL teaching
experience in a context where I planned to collect data. Finally, it was essential that candidates’
knowledge and skills to be verified by those who knew them well, such as supervisors,
colleagues, and administrators. I sent emails to 30 teachers who were in a supervising position
at 16 universities in the western part of Japan to inquire about teachers that they considered
excellent and could recommend for my study. The email message explained the purpose of my
study and asked them to provide names of candidates along with reasons as to why they
considered the candidates to be effective teachers.

In conclusion, I selected four candidates who fit these criteria. All four candidates were
given an explanation of my study in oral and written form, and they all agreed to participate in
my study. In this paper I present a preliminary report on part of my data from my dissertation
study, which involved four cases of experienced teachers at Japanese universities. I only focus
on one of the four participants, Alex (all the names in this study are pseudonyms) whose

research findings I presented at the Language Teacher Cognition seminar in 2017.

Main participant: Alex

Alex was an EFL instructor at Oka University (pseudonym), which is a large private university
located in the western part of Japan at the time of data collection. He is a native speaker of
English, has a Master’s degree in TESOL, and was in the process of getting his doctoral degree
from a university at the time the data was collected. He began teaching part time at a Japanese

university in 2009. In 2010, he started working full time as a limited contract teacher and got
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promoted to an unlimited contract in 2013 at Oka University where I gathered the data. He
was recommended by a program coordinator based on his observation of Alex. He described
Alex as someone who established great rapport with his students and was a dedicated teacher
who spent many hours preparing his lessons.

My positionality with Alex was that I knew Alex prior to data collection. First, we had been
teaching in the same university. Even though we worked in different departments, we
sometimes discussed campus-wide projects. Additionally, we were in the same research group
for two years. My positionality had both negative and positive influences. Negative aspects
included Alex’s knowledge about my research area about teaching expertise. He knew I was
seeking to find excellent teachers, which may have influenced him to feel extra pressure to
participate in my study. I attempted to overcome this problem by providing details of my
research (Labaree, 2002) and by visiting his classes multiple times to help him get used to my
presence in the classroom. My positionality also had a positive effect. As an insider (Taylor,
2011), I was able to begin my research based on mutual respect and trust with Alex. My
personal relationship with him on a research team helped me to easily gain access to his
classroom and assure him that the purpose of my research was not to evaluate him but to learn

how he approached his classes.

Data Collection

I conducted classroom observations, interviews with Alex, and focus groups with his students.
In addition, I collected artifacts, such as syllabi and course materials he created and used in the
observed classes. I observed two courses that he was teaching in the spring semester of 2016 at
Oka University. One was a four-skills course, and it focused mainly on improving students’
speaking and listening skills through various tasks and projects, such as presentations,
creating a class magazine, and parties. The other was a study abroad preparation course, which
was created and managed by Alex. He created this course hoping to provide the necessary
assistance for students who planned to study abroad. Both courses had students of different
majors and ages. The former course had 27 students, and the latter course had four students.
For each course, I observed a 90-minute-lesson on four occasions throughout the semester,
which added up to a total of 12 hours. I took detailed field notes during observations, including
the types of activities and projects students were given and how they were reacting to them and
with each other during the lesson. All the classes were video-recorded upon permission. The
video recorder was placed at the back of the class in order to capture Alex, who was often in

front of the classroom. Occasionally, I moved the camera as Alex walked around the classroom
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to interact with students individually.

I conducted an interview with Alex on five occasions based on the framework of the three-
interview series by Seidman (2006). I conducted the first one prior to the semester where the
classroom observations took place in order to learn about his background. Additionally, I
conducted an interview to ask him about the observed class immediately after three of the
classroom observations. Finally, there was a final interview following the completion of the
semester. I asked questions related to the past semester in addition to experiences and events
that he considered significant in his career of teaching. The total interview time was
approximately five hours. Furthermore, I conducted two focus groups with his students from
the observed classes. A couple of students, who volunteered to participate from each class
discussed their experiences in the observed classroom and how they thought their experiences
influenced their ideas about learning English for a total of two hours in Japanese. I audio-

recorded all the interviews and focus groups upon permission.

Data Analysis

I used both deductive and inductive approaches to analyze the data. A deductive approach
includes relating the data to characteristics described in previous research (Hatch, 2002; Yin,
2014). Therefore, I compared characteristics described in previous expertise studies to the ones
observed in my data for similarities and differences (Yin, 2014). Specifically, I focused on
knowledge that Alex demonstrated because previous researchers (e.g., Gatbonton 1999, 2008;
Johnston & Goettch, 2000; Richards et al., 1995; Tsui, 2003) emphasized its important effect on
expert teaching. Therefore, I categorized the data by different types of knowledge, such as
pedagogical content knowledge and knowledge of learners. For example, descriptions about
each activity was included in PCK and Alex’s comment on students were categorized under
knowledge of learners.

I also took an inductive approach where I organized segments of data by connecting them
for a meaning pattern (Hatch, 2002). This approach allowed me to be open to the data that were
reoccurring. Based on my analysis, categories such as class-oriented knowledge, individually-
bounded knowledge, and creating and facilitating a learning community were generated.
Additionally, I combined different categories. For example, I included creating a learning
community under knowledge of learners as he used his knowledge of learners to effectively
create a community within the classroom.

In order to find themes, I examined the interview and focus group data. I transcribed the

interview data where Alex discussed aspects that were related to certain themes I mentioned
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above. I summarized other parts that were less relevant, such as where he was repeating
similar ideas or went off topic. I also treated the student focus group data in a similar way.
Second, I triangulated the interview data to other data sources, such as video recordings and
field notes from classroom observations and artifacts to look for evidence that supported or
contradicted the interview and focus group data. Finally, I selected certain quotations that I

used in this paper and translated them from Japanese to English.

Findings and Discussion

I will report the type of knowledge Alex possessed and how he incorporated the knowledge into
teaching. Specifically, I discuss Alex’s knowledge of learners and how he utilized it to create a
learning community. Alex’s rich knowledge of learners was one of the most salient
characteristics he demonstrated and the way he maximized the use of his knowledge of learners
in his teaching was intriguing. Alex’s rich knowledge of learners was reflected in his discussion
about students during interviews and classroom observations. There were mainly two levels of

his knowledge of learners, and it was holistically and individually-bounded.

Knowledge of learners
Class-oriented knowledge. Alex’s holistic knowledge of learners was related to his knowledge
about the class. It included understanding students’ comprehension of the class, predicting how
busy or tired students were, and measuring class dynamics. First, he used several methods to assess
students’ understanding of the class. For example, he monitored their quality of work by walking
around the classroom, went over answers together as a class, and reviewed important points
immediately after providing an explanation and reviewed it again in the following class. One
technique he used to check students’ general understanding as a class was to ask them to raise their
hand for the answer choice they selected after they had already worked on a given exercise and
checked their answers in pairs. This technique was especially beneficial for the four-skills course,
which had approximately 30 students because it allowed him to “get a feel for the group
understanding (by including) everybody’s voice and opinion” (Week 12) while saving him time.
Moreover, Alex checked students’ understanding of the key points of the lesson at the end
of the lesson and in the subsequent lessons. This was reflected in a lesson from the four-skills
course I observed on Friday during the third week. The main goal of the lesson was to help
students understand the structure of a presentation, especially the introductory part. During
the post-observation interview, when asked about whether he thought students achieved this

goal, he responded this way:



At the end (of the lesson), when I did the quick check, everybody was saying (the answer),
bang, bang, bang, bang, so they knew it. They had it. Whether they still have it on Monday
is a different question, but if I ask them again on Monday, then that will just reinforce it.

- Week 3

By reviewing key points at the end of the lesson, he not only checked students’ understanding,
but also used it as an opportunity to emphasize and review an important point.

Finally, Alex ensured students understood the important aspects of the lesson by putting
more responsibility onto the students themselves. He described an activity where each student
in a group of four or five created and asked a few questions about the lesson to each other. Alex

explained benefits of the activity:

They're being reviewed on the information, but more importantly, they have to read
through the book to actually make questions, so...(they) have to identify what the key
points are to be able to make questions. Rather than me asking them questions and then

finally making them memorize it, it's far better to do this other way. - Week 3

This is another example where he checked students’ understanding while providing them with
an opportunity to reinforce their knowledge about the content. Additionally, he enhanced
students’ involvement by providing a sense of responsibility and autonomy. This is one of the
characteristics of expertise described by Farrell (2013), who found that by involving students in
the process of making a decision, his experienced participants attempted to make their
students feel more responsible for their learning.

The way Alex utilized his knowledge of learners to check students’ understanding relates
closely to what was reported in the study about experienced ESL teachers by Johnston and
Goettsch (2000). When examining the construction of knowledge of learners, the researchers
found that one of the central aspects of knowledge demonstrated by experienced teacher
participants was assessing students’ understanding of a particular grammar point. Particularly,
these teachers relied on students’ production of a target grammatical feature to determine the
level of their understanding instead of simply checking students’ receptive knowledge on a test.
Similarly, Alex relied not only on students’ receptive knowledge, but also on his knowledge of
students’ productive knowledge to assess the nature of their understanding. He did this by
assigning them a task to create questions where they had to not only look for information but

also discuss with each other in the process. Additionally, he used other evaluation means such
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as presentations to assess their understanding instead of a written test.

Second, Alex was well aware of how tired and busy students were at different times of the
semester and how that affected their performance. For example, his comments from the
interview I conducted in the 12th week during the 14-week-semester supports this point. He
explained he had gone into the classroom with the expectation that most of the students from
the study abroad preparation course would not be prepared for their presentation scheduled on
the last day. It was due to a combination of his previous teaching experiences in addition to
observations of the students he had taught prior to this lesson that helped him predict that
students would be too tired or busy to do work outside the classroom. He said, “I saw a couple of
students in the (previous) class, like there was one girl, she was just dead on her feet. I know
she probably hasn’t slept because she’s doing assignments”. He continued, “My other class this
morning, there was about five or six students, they were the same way, they are busy, which is
why I try to ease their workload a little bit at this time of semester” (Week 12).

As Alex’s comment supports, based on his knowledge about the energy level of students at
this point of semester, he had designed his courses while taking students’ schedule into an
account. He justified reasons for giving a lot of assignments in the study abroad preparation

course in the beginning of the course in this way:

Right now is when they're not so much (in other courses). Then later in the semester
they're gonna be really busy with all of their other courses. So they can do all the hard

work now, and later on it's gonna be easy for them. - Week 3

His consideration to reduce the amount of assignments was also reflected in the course
materials such as the syllabus for the study abroad preparation course. The course pack he
developed for the course consisted of 14 units for one semester. Whereas the first eight units
focused on a different topic, the latter six units only covered two topics. He explained that he
had intentionally planned this design where the workload got less intense as the semester
proceeded. It is evident that his knowledge of learners extended beyond his own classroom and
included the increasing workload students would get from other courses. He used this
knowledge to make appropriate adjustments to his own classes.

The fact that Alex incorporated his knowledge about students’ tiredness into teaching is an
indication of his expertise. When he taught at a university for the first time, he realized how

tired his students looked toward the end of a semester and how it affected their learning
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negatively. Based on this experience, not only did he redesign the structure of his classes and
materials, but also developed an activity where students recorded detailed accounts of what
they did on each day for one week so that they realize how to spend their time more efficiently.
Whereas some teachers may put the blame onto the students for their lack of time
management, Alex engaged in critical reflection of the issue, in which he sought fundamental
issues of the problem by putting himself in their shoes. This process eventually helped him look
beyond the surface of the problem. Reflecting on previous experiences for the future is often
referred to as reflection on action, a concept proposed by Schén (1987). Several researchers
have noted that this act of critical reflection, which helps people solve fundamental issues, is a
key to developing expertise (e.g., Bereiter & Scardamalia, 1993; Farrell, 2013; Tsui, 2009). In
fact, Tsui (2003) found that her expert participant’s conception about teaching and learning was
continuously influenced by her critical reflection on her experiences. On the other hand,
another participant, who was identified as an experienced nonexpert did not engage in such
reflection; therefore, her conception rarely changed.

Finally, Alex demonstrated his rich knowledge about the overall classroom atmosphere. He
developed this knowledge by observing students’ seating patterns, observing their interactions,
and examining immediate feedback. When describing the class dynamics of the four-skills
course, which had 27 students, he said “they (the students) are happy with each other” (Week
11). It was based on his observation of his students who “often sit down next to different people”
every week. Furthermore, he referred to an incident that reflected general class dynamics. It
happened right after students had just completed a group discussion during the 11t week in
the four-skills course. Students were working on an exercise in a textbook in a group that Alex
had randomly assigned them. Following the completion of the task, he provided details of the
final project. This project required groups of students to choose one fairy tale, make a different
ending to the story, and act out the story by video recording it. Up until this point, groups were
always randomly created. However, for this project, he asked the students whether they wanted
to choose their own group members or stay in the same group to work on the final project. It
was because Alex felt “now that they know each other very well, I thought I'd give them the
option of choosing to be with people that they wanna do the project with rather than being
forced to work in their group” (Week 11). Even though the majority of students said that they
wanted to choose their own group, most groups ended up staying in the same group. He
speculated on the reasons for this:

Most of the groups they were in, there was a lot of laughing happening, and a lot talking,

11



so I think they are pretty happy to be with the people they are with, in the majority of

cases. I noticed one group where...the communication isn't that good. - Week 11

This reflects the fact that he was closely paying attention to the level of students’ interactions,
and these observations influenced further decision-making, such as providing more autonomy
or support.

Additionally, Alex relied on feedback from students to assess how they were generally doing
in the class. One way he did this was to assign his students to write a participation sheet at the
end of the class every week. Students were given a chance to reflect on the class and their
performance in this sheet by answering questions, such as how much they thought they used
English and how active they were in class. Consequently, this participation sheet not only
helped him receive feedback from students but also provided students an opportunity to self-
assess their own performance for further improvement.

In conclusion, the characteristics that Alex demonstrated where he centered his courses
around students closely relates to the descriptions of highly competent teachers by Richards
(2010). In addition to having knowledge about learners as a group, experienced teachers also
have knowledge targeted at individual students (Tsui, 2009). Alex also demonstrated these two

aspects of his knowledge of learners.

Individually-bounded knowledge. Alex’s knowledge of learners was not only focused on
students as a whole but also individually-bounded. His knowledge about individual learners
provided several benefits, such as making students feel valued, motivating students to actively
participate in the class, and making a personal connection with them. His rich knowledge was
reflected in the fact that he had remembered all his students’ names early in the semester,
effectively utilizing students’ strength and weaknesses, and understanding personal
experiences students had in class.

First, Alex hoped to make them feel valued in class by demonstrating his knowledge about
each student’s names. In order to memorize their names, after the first day of class, he printed
out a picture of each student’s face and name, which he later put up in his cubical where he
could see them easily. He also carried a folder that contained their information with him to the
class and referred to the information until he completely memorized everyone’s name, which
usually took a month. He explained, “at the beginning I have to refer to the photos, but I try

really hard to memorize all their names (but)...I often remember their names before they
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remember each other's names” (Week 12).

Alex emphasized knowing students’ names was essential for successful teaching. Calling
students by their name was important “because it makes them feel like ‘oh, I'm not just a
nameless face, just not another student” (Week 11). In fact, two students from the four-skills
course focus groups discussed the positive impact this had on them. When describing what they
remembered well from Alex’s class, both students recalled their second lesson where he had
called each student by their name. They explained that his remembering their names first not
only helped them remember their classmates’ names but also raised their motivation for the
class. Commenting on Alex learning students’ names, Tomomi said, “I could tell how much he
wanted to get to know us, and how actively he was engaged (with the class). His attitude gave
me a chance to actively participate in the class rather than being passive” (FG 1, Tomomi). By
being called upon by her own name, she added “I felt he was talking to me (individually) rather
than just generally. He made me feel ‘Wow, he knows me, my name, my face” (FG 1, Tomomi).
It is evident that the extra effort Alex went to remember and call students by their own name
had a positive impact on students.

The other positive aspect of knowing students by their name had on students was that it
allowed them to play an active role in class. He explained, “it makes so much easier if you can
remember their name and call on them by their name, there's nowhere for them to hide” (Week
12). In fact, he sometimes called on students’ names to ask them to share answers rather than
going over answers together as a class. When asked how he decided which method to use, he

explained:

Sometimes people have the answer, but they don’t wanna talk or they won't talk unless
they are asked .... I also know which students probably know the answer, so I don't ask
them unless nobody is answering, in which case I'd rather the students generate the
answer than I have to repeat it. If it comes from them then they are more likely to

remember I think. - Week 3

He continued:

I keep a mental record of who I've asked previously, and keep trying to ask someone new,
every time, unless I'm worried about time, in which case, I just want somebody to come up

with an answer. So I'll ask somebody who I think probably knows. - Week 3
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This demonstrates three important aspects of his knowledge about individual students. One is
memorizing students’ names helped him involve all the students in class. Second, he had rich
knowledge about students’ proficiency. He relied on students with high proficiency to provide
correct answers when he was running out of time to help the class go more smoothly. Finally,
his knowledge about each student went beyond merely remembering their names. He knew
each student’s general disposition as seen by his comment about using his individually-bounded
knowledge to help shy students speak up. He also discussed using his knowledge about

students’ personality when putting students into groups, explained in the following passage:

I keep trying to put them (shy students) with people that I think will draw them out from
the shell a little bit. So if there's a really quiet person, I'll try and put them in a group with

somebody who is a little bit of a natural leader. - Post-semester

He developed his knowledge about individual students by first remembering their names,
identifying their knowledge about English, and recognizing their personality.

Furthermore, Alex had rich knowledge about experiences that students had in class on
individual basis. This was evident in our final interview, when we looked at the class magazine
that his students had created in the four-skills course. In this magazine, each student had a
page to contribute at the end of one year. Alex gave them a template for students to fill out,
such as basic information about themselves, their best and worst experiences in the class, and
their future goals. They also had a section where they wrote a message to their classmates and
future students in that class. He compiled a magazine by putting together all the pages into a
PDF file and shared it with students, so “they can remember who each other are, ten years
down the line” (Week 12). He also used it to show students who would be enrolled in the same
course in the following year so his current students would have authentic audiences.

While discussing the magazine, Alex went over each page and talked about individual
students in depth. For example, he looked at one page where a student discussed how much she
enjoyed one presentation she gave in the first semester. He provided details of an episode where
she started crying just before giving a presentation because “she really wanted to do a good job,
but not everybody else in the group had the same kind of an application” (Post-semester). He
ended up giving them an extra week, which she described as something she appreciated on her

page in the magazine. He also talked about one student who had pneumonia during the
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semester as someone who had an “awesome attitude, tries really hard” (Post-semester). He also
talked about other students, such as someone who likes German better than English and
someone whom he got upset with because this student kept forgetting to follow his instructions
about how to set up a presentation. The fact that he had a story to tell about each student in a
class of 27 students reflected his rich knowledge for individual students.

Finally, Alex’s rich knowledge about individual students helped him make a personal
connection with students. It was evident from students’ comments that they had developed a
close relationship with Alex. For example, Io from the four-skills course described the
relationship by saying, “we are a teacher and students, but he was someone who would build a
personal relationship with each one of us” (FG 1, Io). Students in the study abroad preparation
course also shared a similar perspective. A1 and Shinya discussed how he was different from
other English teachers who “draw a line between teachers (and students)” (FG 2, Ai). They
explained that he was someone “who had students’ perspectives (and that) he would always pay
attention to individual students” (FG 2, Shinya). The strong affection they felt for Alex was
clear from comments that focus group students made, such as “I feel loved by him” (FG 2, A1)
and “I think I am gonna cry when I read his (page from the magazine)” (FG, Tomomi).

The perceptions Alex’s students demonstrated about Alex are similar to what has been
revealed in previous research. Tsui (2003) found that the students from her expert participant’s
class demonstrated their positive experiences with the teacher. For example, one student
explained that her relationship with this teacher was more like a friendship and that she felt
comfortable sharing her personal problems with the teacher. Consequently, this type of positive
relationship with the teacher enhanced students’ motivation to study English as indicated in a
comment by Io, who said “It is a class I look forward to going to every time” (FG 1, Io).

In conclusion, Alex demonstrated his rich knowledge of learners in two different ways.
First, it was class-oriented, which means he had general understanding of the students as a
class. Also, his knowledge of learners was individually-bounded. That is, Alex indicated his
knowledge about individual students, which he used to maximize students’ participation and
learning. In the following section, I discuss more in detail about how he incorporated his expert
knowledge of learners into his own teaching practices to facilitate effective L2 teaching and

learning.

A Learning Community
Establishing a community. One of the most important aspects of knowledge of learners was the way

Alex utilized it to create a learning community. He did this by demonstrating his individually-bounded
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knowledge about students. This included remembering students’ names and making personal
connections. This in return provided them with a sense of acknowledgement that they were an
important member of the community. He also used his class-oriented knowledge of learners to build
a culture where “people are free to say anything without being mocked for it, an open friendly
atmosphere” (Week 11). He emphasized that “everything (he did in class) was constructed to make
that happen” (Pre-semester). For example, he implemented “a lot of activities designed to promote
that closeness and to help them get to know each other” (Pre-semester). He did this by randomly

putting them into a new group each week by using cards. He explained it this way:

in the first couple of weeks, wherever they sit, I'll get them out of their seat as quickly as
possible and move them into groups. So they don't get too comfortable next to one person

all the time. And they get to meet new people. - Post-semester

Io explained the benefit of this system by saying in the beginning of the semester “though we
did not know each other because Alex assigned us into a group by using a card, (I was able to)
talk to everyone constantly” (FG 1, o).

Alex scaffolded steps to create this community “right from the beginning all the way
through, especially in the beginning of the semester” (Post-semester). This is reflected in the
activities he designed where students were able to “start to understand each other and to get to
know each other...where they are talking about themselves” (Post-semester). One of them was
a self-introduction presentation where students gave a presentation about themselves in the
beginning of the semester. Then students narrated their self-introduction by video-recoding
themselves, which was later uploaded onto a YouTube site created especially for this class. This
allowed students to view the videos and learn more about each other. Another activity was a
time audit activity where students kept records of their daily life for a week. Although the main
purpose was to make students aware of how they spent their time, it also served as an
opportunity help students get to know more about each other. Students did this by sharing
personal information, such as what kind of part time job they had or club they belonged to.

Finally, Alex used parties during class time, which he called “themed lessons”, at different
times of the year to facilitate active student participation in the community. In the four-skills
course that spanned an academic year, there were seasonal events, such as Halloween and
Christmas, but there were also other types of events proposed by the students. For example,
students wore a high school uniform to one particular lesson or were dressed in only white

clothes on another occasion. He explained that these events “...are not waste of time. It's a
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bonding activity, which is useful for them. It may not improve their English as a result, but it
improves their ability to work together over a semester, or two semesters” (Post-semester). In
fact, 24 students out of 27 students either put a picture from one of the events in their profile
photo or described their positive experiences that they had in the themed lessons in the class
magazine. The comments included “My best experience was of course many parties!” and “My
best experience is the fantastic parties.” The two students from the focus groups also shared a
similar opinion. Tomomi described the positive effect of parties by saying “It’s not that our
regular classes are too hard, but we were like ‘Okay, let’s push ourselves until the Halloween
party’, you know. It gave us sort of a chance or it became our goal.” (FG 1, Tomomi). To also
explained how that helped them create a sense of community by referring to an ice-cream party.
She explained Alex approved a suggestion made by some students in the class to eat an ice
cream while watching a video they had created as one of the major projects. She described this
experience that “It felt like we had a part in creating a class” (FG 1, Io). It is clear he had
different approaches to help create and maintain a community, which was well-received by the

students.

Function of the community. This community of learning served several important functions. First
and most importantly, it helped all the students to feel comfortable with each other. Second, it helped
motivate students to communicate. Finally, the community played a vital role in facilitating students’
language learning.

Alex believed providing students with an environment where they felt at ease with each other
was important for several reasons. First, it enabled students to work and help each other more easily.
This was especially important for the skilled-based course. Unlike the study abroad preparation
course that only had four students, it was not feasible for him to constantly monitor and offer
individual assistance to all the students in this course. In addition to the challenge of class
management, he also believed in the importance of students helping each other. He explained that
students of different backgrounds can effectively help each other if “you put them together and you
let them play on each other’s strength” (Post- semester). He continued to emphasize the necessity of

creating a learning community in this way:

They create a class culture where people expect to learn, they expect that others will help
them and that they will help others that they are working together and consider the group
effort for the benefit of everybody. So when you've got that kind of positive dynamics, learning

becomes much easier. - Post-semester
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In fact, he considered group work to be a necessary aspect of language learning because “they
(students) get to apply what they've already learned” (Post-semester). He implemented
collaborative activities and projects in both courses I observed. As evident in the previous
example, he described the positive class dynamics because “most of them are happy working
with almost anybody else." (Week 11). A learning community where every person was
responsible and willing to help each other in the process of learning was an integral part of his
classes.

A second aspect about this community is related to enhancing students’ motivation to
communicate with each other. Although the four-skills course focused on helping students
1mprove all four skills, Alex explained that he had designed the course so that students mainly
worked on developing their communicative skills. When justifying the reason for this, he
referred to his previous experience teaching in Japanese public high schools where he felt a
lack of focus on teaching communicative skills. He claimed that especially “the public system,
students were not getting any communicative skills, (so) when I came into the university
system, I thought what they are missing is the ability to speak and listen. So that's where I put
the focus on.” (Pre-semester). Furthermore, he thought there was a close link between the
quality of classroom atmosphere and student communication. He said, “I think it's really
important that they develop communicative aspect and that's why bonding is important so they
have something to talk about” (Pre-semester). He created a community where students found it
meaningful to communicate with each other without feeling forced. For example, a student
from a study abroad preparation course, Shinya, explained his experience preparing a
presentation he gave in English. He said, “...I thought about how best to communicate what I
learned from my research with everyone...I thought hard about how to best communicate (to
others)” (FG 2, Shinya). Io, one of the students from the four-skills course, shared a similar

view. She described her experience of communicating with her classmates as the following:

It was not just surface level of English. It was like we really wanted to talk to each other,
so we tried our best to express (our thoughts) by using English. If we are simply having a
conversation, I would let go of many things by saying things like ‘I see. Yes, yes, um, um,
um”, but I would actually ask back like “What? Do you mean by that?”. Everyone was like
that. -FG 1, Io

Tomomi agreed with this view by saying, “Like, it was not an obligation that we had to use
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English. It was good that (we spoke in English) in more of a voluntary manner.” (FG 1,
Tomomi). These comments illustrate two important points. One is that he successfully created a
community where members actively interacted with each other. The other is that their
communication was done in English, the target language, which is an ultimate goal for many
EFL instructors who subscribe to communicative teaching.

The final point of how a learning community enhanced language learning is related to the
manner in which Alex successfully established an environment where students relied only on
English. When discussing key events in his life that influenced his view of teaching English, he
reflected on his experience at one of the universities he had taught previously as a part time
teacher. The program he worked in at this university had a policy where all the faculty
members and students were to use only English for communication. In fact, he signed a
contract that required him to follow this policy not only inside, but also outside the classroom.
Until that point, according to him, “I was a bit skeptical about it (using only English), not that
1t was not good but that it could actually work based on my experience with high school
students” (Pre-semester). He explained that in fact even the teachers did not consistently follow
this rule for reasons such as lack of confidence. However, in this program, “they have made it
work, and it was really effective, so I became very convinced that using English only in
classroom was an effective way of teaching students in a Japanese university” (Pre-semester).
He also described students, who have been in this environment for a few years as those who
made “definite jumps in their English ability” (Pre-semester). This experience influenced his
overall approach to teaching English at Oka University as well.

Alex used several approaches to successfully implement this policy with his students. First,
he implemented a penalty fine for students’ use of Japanese in his class. Every time they were
caught using Japanese in the classroom, students needed to pay 100 yen, which Alex collected
and used to buy snacks for the party on the last day of the semester. He introduced this policy
on the first day of the semester and collected approximately 1,000 yen over the course of 42
lessons. He explained the positive effect of this policy was that students used less and less
Japanese as the semester progressed. This was reflected by the fact that the majority of fines
were collected in the first couple of weeks of the semester. Additionally, focus group students
from the four-skills course supported this point. When students were asked about how they felt
about this policy, they discussed how surprised they were at first. Tomomi described her initial
concern that he would be collecting 1,000 yen in each lesson, to which Io responded, “Yeah, but

we really did not need to speak (in Japanese) as much after all” (FG 1, Tomomi). When
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discussing factors that helped students to only use English, this penalty system was identified
in a comment by Io that “no one wanted to pay 100 yen” (FG 1, Io). Moreover, Tomomi explained
the importance of her sense of belonging to a community. She stated, “In the beginning, I
thought it would be a little bit hard to speak in English. I was worried like what if people
cannot understand me. But that was the case for everyone” (FG 1, Tomomi). Io agreed with her,
“Yeah. Because everyone was at a similar level...we were at the same place in terms of what we
understood and did not understand, so a sense of embarrassment disappeared (as the semester
went on)” (FG 1, Io). This demonstrates two important aspects. One is how this penalty system
successfully functioned as an external factor with punitive consequences. The other was an
internal factor where students perceived themselves as a member of the community. This
community provided them with an environment where they felt safe to use English without
worrying about making mistakes.

The other aspect of creating an environment where everyone was expected to use only
English is related to the culture that members shared in this community. Io discussed the sense

of value their classmates had about using only English:

There was no one who tried to change the atmosphere by using English after we heard (the
class would be in) all English...If (there is someone) that speaks English among all the
hard working people, you know, (we would feel like) who are you? ... Everyone was
sincerely trying to speak only English. There was no one who made (us) feel bad. So that

was good. -FG 1, Io

When describing the overall atmosphere Alex had created, both Io and Tomomi agreed that he
had tried to make the process of learning English fun. Tomomi said, “I think he tried to
increase the opportunities to use English, and he tried to teach us how to enjoy it. I think the
theme was to enjoy” (FG 1, Tomomi). Io responded to her by saying, “It felt like learning
English in the process of making friends (and)...Even if it was with a mistake, we should not be
scared of speaking (English)” (FG 1, Io). This was followed by a remark from Tomomi who said,
“we just try and speak it, and if we cannot understand it, then let’s try to understand each
other together.” (FG 1, Tomomi). They also described how classmates continued to talk to each
other in English even outside the classroom. The culture he created in the community to use
English as the main language was successfully received and carried on by the students.

This community Alex created was one of the most important characteristics of expertise in
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the context of Japanese universities. Kitayama and Markus (1994), who analyzed the
relationship between culture and emotion discussed the important role that culture plays on
creating people’s positive and negative feelings. They argued that though there are individual
differences, Japan is considered to have an interdependent culture where self is interdependent
with the social context one is in. Specifically, people in this culture view themselves “not to
become separate and autonomous from others but to fit-in with others, to fulfill and create
obligation, and in general, to become part of various interpersonal relationships” (p. 97). It is
evident that in this cultural context, positive feelings occur from feeling a sense of belonging to
a community where all the members feel safe and motivated to share and work toward a

common goal.

Conclusion
This case study examined characteristics of expert teaching demonstrated by an experienced EFL
teacher at a Japanese university. First, as described in previous expertise research, the participant
possessed rich knowledge of learners about the class as a group. His knowledge centered around
understanding students’ perspectives. For example, he checked student comprehension of the
lessons in multiple ways, made decisions based on various aspects of students’ lives, and paid close
attention to the dynamic of the classroom. Second, his knowledge of learners was individually-
bounded. His knowledge about each student provided several benefits. For example, by
remembering students’ names, the participant made each student feel that they were an important
part of the class, which consequently maximized their active participation for class. Additionally, his
individually-bounded knowledge helped him conduct classes more effectively and build a
meaningful relationship with each student.

The manner he used his knowledge of learners to build a learning community was intriguing.
He did this by scaffolding various steps, such as designing and implementing activities where
students got to know each other at a personal level. He also provided students with a sense of
responsibility to take part in decision-making, such as creating groups for projects and also deciding
activities in themed lessons. Based on students’ reflection, this community played an important role
in lowering students’ affective filter, enhancing their motivation to interact with each other, and
most importantly, to maximize the positive effect of their second language learning.

There are several limitations for this study. First, this study focuses only on one

participant. As I described earlier, this is a part of a dissertation on four cases of experienced
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teachers I am currently conducting. This preliminary report on one case, which was based only
on within-case analysis does not unveil a wide range of teaching experiences. Therefore,
investigating characteristics of not only one participant but also three other participants will
allow me to pinpoint more accurate and holistic pictures of expertise in teaching. Related to
this point, this study only focuses on one particular context of Japanese universities. Based on
the conception that expertise differs in each cultural context, studies that examine other
teaching contexts is necessary. Second, this study only focuses on one aspect of teacher
knowledge, such as PCK, especially focusing on knowledge of learners. The previous literature
discusses the complex construction of teacher knowledge indicating expertise. It is necessary to
examine what other types of knowledge experienced teachers have and how this knowledge
affects the act of teaching. Finally, this study only focuses on a state of expertise. Bereiter and
Scardamalia (1993) and Tsui (2003) suggest the importance of viewing expertise as a process.
Thus, examining the developmental process of expertise is important. Even though I attempted
to examine how Alex’s reflection on action affected his teaching, longitudinal studies that

closely investigate the developmental process of expertise will shed more light on this field.
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Abstract

This research report describes student-teacher led action research in which intercultural
communicative competence (ICC) evaluation frameworks were used to try to determine
whether primary students participating in an informal educational program using democratic
teaching, human rights and empathy in Bosnia and Herzegovina improved their ICC.
Interpretation of data collected in baseline and endline surveys and focus groups revealed that
the four-week project allowed the primary students to improve their ICC, but suggested the
need for further training of student co-teachers in developing age-specific strategies and
activities that promote ICC. The challenge of conducting research on ICC in a short, dynamic,
informal educational environment suggested the need to formulate more age-specific
questionnaires better capable of measuring ICC and the wisdom of incorporating qualitative
methods for collecting rich data on ICC. The project has already used this research experience

to take both of these steps in its subsequent teaching and research.
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1. Introduction

In a post-conflict society whose formal political and educational systems are divided, can a
collaborative project between a U.S. university and a Sarajevo non-governmental organization
(NGO)—the Bosnia Project—that uses informal learning to promote intercultural
communicative competences among children measurably improve their levels of ICC? The
research presented in this paper explores different aspects of developing and assessing
intercultural communicative competences of primary school students in the Bosnia Project,
which was implemented in Sarajevo, the capital of Bosnia and Herzegovina. During the
activities implemented in the summer of 2015, action research! was conducted on children who
were involved in the Bosnia Project. This paper employs prominent frameworks for evaluating
children’s intercultural communicative competences (ICC) in the context of the Bosnia Project.
A key research goal was to determine to what extent the children who participated in the

project developed or improved their ICC.

2. Socio-Political and Education Context for the Bosnia Project

in Post-Conflict Bosnia and Herzegovina

The Bosnia Project takes place in a polarized political context. The US-led negotiations in
Dayton, Ohio resulted in peace accords that created a Bosnia and Herzegovina that largely
recognized the “facts” created on the ground by ethnic cleansing and the war.2 The Dayton
constitution enshrined ethnicity in most political institutions, developing an unwieldy
configuration of a collective Presidency which guarantees representation of Bosnia’s three
constituent nations: Bosniaks, Serbs and Croats. Territorially, Bosnia and Herzegovina is
divided into two powerful entities: Republika Srpska (RS) and the Bosniak-Croat Federation,
and the Brcko District. The RS is relatively centralized, while the federation is composed of ten
cantons with substantial autonomy (Constitution of Bosnia and Hercegovina, 1995), resulting
in 12 ministries of education.

As a result of perceptions of an unresponsive political system (UNDP, 2009), economic

1 Research was supported by the College of William and Mary’s Global Research Institute.
2 Nearly 98,000 people were killed during the 1992-5 war and over 2 million were displaced (Tokaca, 2013).
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struggles and the legacy of socialists and nationalists’ efforts to capture civic activity, few (18
percent of) citizens report participating in NGOs (Nixon, 2009). Youth in Bosnia and
Herzegovina are often pessimistic about their future (Millennium Development Goals, 2012).
In 2015, more than one-quarter (27.7%) of young people in Bosnia and Herzegovina aged 15-24
were neither in education, employment nor training (World Bank, 2017). Youth seek quality
education, better access to non-formal education programs and greater involvement in decision
making.

Compared to politicians’ rhetoric and policies, citizens express a greater willingness to
move toward co-existence and reconciliation (Pickering, 2007; UNDP, 2009). As a measure of
tolerance among citizens, only 8 percent of Bosnian respondents in a 2007 survey expressed
unwillingness to live next door to someone of another religion (Prism Research, & Pickering, 2007).
The Bosnia Project hopes to deepen tolerance among youth in Bosnia and Herzegovina, to provide
access to informal education and to bolster their capacity for engagement.

Numerous studies have described the negative impact of the war on education.
Researchers and international practitioners have pointed out the crucial relationship between
education and reconciliation (Minnow, 1998; Smith & Vaux, 2003; Unicef Innocenti Research,
2009). Initiatives in post-conflict situations increasingly have recommended educational reform
and engaging children in their work (Paulson, 2011). Nonetheless, Bosnia and Herzegovina’s
complex and unresolved challenges have left the educational system open to influence more by
politicians than by education scientists and practitioners.

New perspectives among those engaged in European social policy suggest the role of
education should be promotion of social cohesion and peaceful coexistence, which is relevant for
Bosnia and Herzegovina, as it seeks European integration. If this vision of education is
embraced by Bosnia and Herzegovina, education could encourage a society that shows
solidarity, peace and interpersonal understanding. In this context, Bosnian society is capable of
overcoming the negative consequences of the post-war socio-economic stagnation, massive
social trauma, marginalization, self-centeredness and social exclusion. In such a society,
emerging democracy is a way of life, or as Dewey put it “associative living” (Breidbach, 2003)

based on community, communication and interdependence.

3. The Bosnia Project

The Bosnia Project was conceptualized in 1998, when a group of competitively selected Bosnian
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university students traveled to the College of William and Mary in the U.S. to attend a
conference on post-war challenges in the Balkans and to participate in a course. Upon her
return to Bosnia and Herzegovina, one of the Bosnian students developed and initiated the
project idea in Zenica. After collaborative planning in Zenica, a partnership was formalized and
began working in 1998. The Project emphasized teaching the English language to primary-
school children participating in the NGO Sezam’s activities, which focused on psycho-social
support, healing and peaceful upbringing for the children and families who experienced
emotional trauma during the war.

The Project continued its free English immersion summer program for children aged 8 to
14 in Sarajevo in 2010 under the title the ABC Project,® as a partnership between the NGO
Creativus* and William and Mary. The children learn about language and the issues of peace
building, nonviolence and social justice through an integrative approach rooted in the
principles of communicative, humanistic and intercultural learning. William and Mary-selected
students and Creativus-selected University of Sarajevo students in Education and English
Teaching volunteer as student-teachers who run a 4-week summer program. The co-teachers
use creative media such as film-making, photography and role playing to provide children with
the opportunity to express themselves. Throughout the project, relationships are developed on a
personal and professional level; the participants build on intercultural exchanges even after the
program. Bosnian students put into practice teaching pedagogy theory and build their soft
skills, while William and Mary students benefit from having lived, taught and learned in
Bosnian culture.

Intercultural exchange programs or one-time intercultural events, including the ABC
Project, are critical examples of “associative living” within informal education initiatives and
extra-curricular activities. They provide students with opportunities to participate in decision-
making processes, negotiate and communicate with other cultures, bring arguments to consider
other people’s arguments and exercise their own rights and freedoms without impairing other
people’s rights and freedoms. Such educational opportunities are based on experiential
learning, active participation, membership, collective negotiation, critical thinking, role-
playing, problem solving and community involvement. As an integral part of such intercultural

encounters, culture is understood as a specific way of thinking, reflecting, acting and feeling

3 ABC Project: American and Bosnian Collaboration Project.
4 CREATIVUS Youth Center for Communication and Creative Learning, a community youth development

organization based in Sarajevo, http://www.creativus.ba/
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about one’s own actions and the actions of the others. This includes conscious and underlying
perceptions and explanations of the world, values, language, beliefs, faiths, ideologies and
world views. Culture is also considered a phenomenon open to continuous development, which

is a comprehensive and dynamic approach to culture.

4. Intercultural Learning and ICC

Literature on ICC is diverse and often intersecting. However, scholarship on the topic takes on
three goals: defining ICC, providing structural frameworks for evaluating ICC and studies that
employ these models of assessment. Literature on ICC informs this study of ICC in the context
of the ABC Project.

Within the field of Modern Foreign Language Education, many scholars and practitioners
across the globe acknowledge that the teaching and learning of a language ought to include the
teaching of culture from an “intercultural perspective” (Liddicoat, 2008; Liddicoat & Scarino,
2013 as cited in Crozet, 2017). Scholarship’s definitions diverge on the ability versus the
adaptability of communication. For Lazar, Huber-Kriegler, Lussier, Matei and Peck (2007), ICC
1s the ability to interact effectively with people from cultures that we recognize as being
different from our own, knowing that cultures simultaneously share and differ in certain
aspects, such as beliefs, habits and values. Our study uses this definition but is informed by
other, complementary definitions. For example, Alred and Byram (2002) describe the capability
to modify behaviors, knowledge and attitudes as key to being open and flexible to other
cultures. Alred and Byram’s prescription for being “open and flexible” goes hand-in-hand with
Lazar’s “ability to interact effectively.” These concepts guide our attempt to measure both
abilities to interact and how, if at all, that ability changes over time. The importance of viewing
culture as an “expandable fifth skill,” which is not just tacked on to the teaching of listening,
speaking, reading and writing, should be in accordance with the understanding that language
as social practice needs to treat culture as the core of language learning. Furthermore, cultural
awareness as the factor enabling language proficiency (Kramsch, 1993) is yet another aspect of
viewing the importance of culture integrated into language curriculum. In this approach,
cultural content can work simultaneously as a fertile ground for developing language skills,
values and knowledge, but it also provides room for developing other skills such as critical
thinking, conflict resolution, or negotiation.

There is a lack of consensus on how to evaluate intercultural competency. Byram (1997)

provides five categories for assessing ICC, also known as “saviors.” These include attitudes

30



(savoir-étre), knowledge (savoir), skills of interpreting and relating (savoir comprendre), skills
of discovery and interaction (savoir apprendre/faire) and critical cultural awareness (savoirs’
engager). In comparison, Canale and Swain (1981) argue communicative competence is based
on attitudes, knowledge and skills, in addition to linguistic, sociolinguistic and discourse
components. To build off Byram’s and Canale and Swain’s frameworks for assessment, Lazar
(2007) classifies into high, medium, or low levels the assessment of ICC attitudes and
knowledge dimensions.

ICC attitudes imply curiosity and openness as well as readiness to see other cultures and
the speaker's own without being judgmental. The required knowledge is related to the social
groups and their practices in one's own country, but it also involves the general processes of
societal and individual interaction (Byram, 1997). The skills include abilities of interpreting
and relating, discovery and interaction, as well as critical awareness (Byram, 1997).

In language education, learners must mediate between two or more cultures. Interacting
effectively across cultures means negotiating between people based on both culture-specific and
cultural-general features that is on the whole respectful and favorable to each (Lazar et al.,
2007). Learners benefit from being committed to turning language encounters into intercultural
relationships (Guilherme, 2000), which requires attributes such as empathy, flexibility,
curiosity, openness, motivation, tolerance for ambiguity and a willingness to suspend judgment
(Fantini, 2000).

Many applications of the different theoretical frameworks provided by Byram (1997 as
cited in Lazar et al., 2007) and Lussier (1997, 2003, as cited in Lazar et al., 2007) have taken
place in a classroom setting on compulsory and higher education levels all over the world.
However, there is a lack of scholarship on ICC in non-traditional learning settings, including
service learning projects like the ABC Project. Schroeder et al. (2009) argue that the rarity of
rigorous assessments of international service-learning projects’ impact suggests further

research is needed to improve positive impact.

5. Research Methodology

The main goal of the action research applied in this project is to determine whether the
experience of participatory English language learning and intercultural co-teaching in an
informal setting would further promote intercultural competence and responsiveness. Since

action research is a process of concurrently inquiring about problems and taking action to solve
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them, it is a sustained, intentional, recursive and dynamic process of inquiry, in which the
teacher takes an action—purposefully and ethically in a specific learning and teaching context,
and with the aim to improve teaching and learning (Pine, 2009). This should be considered
challenging in the context of an educational system in Bosnia and Herzegovina that is often
divided within a society undergoing post-conflict recovery, where educational reforms have been
marginalized and neglected for a long period of time. Thus, its educational system lacks
essential changes in the approaches to teaching and understanding of the learning process.
The Project seeks to set an example in which action research as a methodological approach will
be seen as change research designed to achieve specific and measurable changes for improving
the teaching practice and supporting student-teachers as reflective practitioners. It is therefore
critical to recognize that this methodological approach assumes that student-teachers, who
develop the lesson plans and run the program, are the very agents of the educational reform.
The process of the research in this context should also be seen as the form of empowering
student-teachers to “own professional knowledge because teachers—through the process of
action inquiry—conceptualize and create knowledge, interact around knowledge, transform
knowledge, and apply knowledge” (Pine, 2009, p. 30). The project also seeks to set an example
for children to reciprocally learn to understand and respond to American and other cultures by
using the intercultural competences in the context and in relating, discovering and interacting
with other children in the group and with the co-teachers.

Each of the three dimensions—attitudes, knowledge and skills of ICC—covers different
aspects of learning. Consequently, the methods of assessment vary accordingly to evaluate the
students as efficiently as possible. We also use multiple methods to assess ICC dimensions,
which scholars of ICC have endorsed (Deardorff, 2006). For this research we used surveys with
children and student teachers to assess different aspects of ICC before their involvement with
the ABC Project. The same surveys were used at the end of the program, along with focus
groups with the children and structured interviews with student teachers.

This paper focused on the results of one group of research participants: the children who
participated in the project (91 children)’. The information on the children’s and students' ICC
profile was gathered with the use of two instruments—the culture log (Lazar et al., 2007),
which was adapted for the focus groups and interviews and the profile diagram (Lazar, 2012).

The study’s baseline and endline surveys (Appendix I) were designed by student-teachers

5 This research was approved by the College of William and Mary’s Protection of Human Subjects Committee,

PHSC-2015-05-15-10393.
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to measure the change in ICC made by students over the duration of the summer program.
The questionnaires consisted of twenty-one statements within the dimensions of Intercultural
communicative competence in order to evaluate the students’ progress of knowledge, skills and
attitudes. Students were given a 5-point Likert scale to express their level of agreement or
disagreement. The statements included various life situations that they may or might have
encountered, with an emphasis on their skills and attitudes to adapt or deal with the given
situation.

These instruments are based on students' self-reflections of their attitudes, knowledge and
skills, which were then analyzed and interpreted using the descriptive assessment log which
determines low, medium, or high ICC according to Lazar et al.’s (2007) evaluation framework
(Appendix II). Low competency for attitudes and knowledge includes ethnocentric attitudes and
the ability to communicate only basic facts about another culture, respectively. On the opposite
end of the spectrum, learners with high competencies can express their knowledge in multiple
ways and self-reflect, as well as provide a nuanced view on cultural differences. A medium level
of attitudes and knowledge includes the descriptions referring to some concrete knowledge
about cultural facts and gradually building on and modifying information required, but still
seeking additional information about products and practices, traditions and values of other
cultures. By employing such methodology, this paper seeks to shed light on assessing ICC in the
unique context of service learning and community youth work as a form of cultural exchange.

This is particularly important in Bosnia and Herzegovina, where English as a Foreign
Language (EFL) teachers have few opportunities to expose children to authentic cultural and

linguistic contexts with native speakers.

6. Research Results and Analysis

Though the survey data cannot determine the causal impact of the summer program, the baseline
survey data and our tracking of individual students’ ICC survey scores between the baseline and
endline help us understand the progress made in ICC during the summer program. Focus group
testimony of students complement the surveys’ findings, helping us better understand the

program participants’ ability to put into practice ICC attitudes, knowledge and skills.

6.1. Survey Analysis of Primary Students
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If we evaluate the surveys on a per question basis, a plurality (52%) of students experienced no
change in ICC competency. There were three questions—5, 15 and 20, where a significant
plurality of students improved their competencies. Almost 50% of students improved on one
measure of ICC attitudes, question 15, which asks whether a student regards “customs and
habits of other people [as] different from the norm.” This improvement probably reflects the
ABC Project’s emphasis on intercultural learning, by encouraging co-teachers to include a
week’s worth of lessons learning about and respecting other cultures.

Conversely, question 4, which seeks to measure whether students are comfortable in
situations where they work to resolve conflict, had the highest regression rate at about 30%.
This statement seeks to understand students’ ICC skills, which may be the component of
cultural competence most challenging for youth to develop. This regression might indicate the
necessity for the summer program to reemphasize interpersonal conflict resolution and
adaptation, and teach it more effectively after raising the feelings of discomfort in the process of
teaching. This could be a way of operationalizing some of the specific strategies for improving
students’ ICC. Alternatively, some of the baseline responses might reflect what the students
expected the teachers to consider the "correct" or socially desirable answer, particularly if they
had little prior direct experience in communicating with other children with whom they had a
conflict. In this sense, regressions on these questions might not indicate a lowering of
intercultural communication competency during the ABC Project, but instead point to the
beginning of the development of skills needed to navigate complex and diverse social situations
that the student directly encounter. Whereas a breakdown of communication is usually
considered a failure in FL teaching, in intercultural learning it can be viewed as the beginning
of a process that can lead to re-organization of experience (Kubanek-German, 2000).

Another way to examine individual level changes is to measure overall score changes per
student from baseline to endline surveys rather than per question. Overall, nearly 60% of
students experienced increase in their endline survey scores, though nearly 30% of students
experienced a decrease. The students’ mean score on the endline is higher than on the baseline,
suggesting improvement during the project. A paired t-test that compares the means from the
baseline and endline survey scores found that there is a statistically significant difference
between the endline and baseline means (Appendix III).

A one-way ANOVA was conducted to determine if the change between the endline and
baseline scores was different for the four different classes, which were organized by age (Table

1). Though the average differences between the endline scores and the baseline scores suggest
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that students in the oldest class (Class 4 in Table 1) made more progress in ICC than students
in the younger classes, this test revealed there was no statistically significant difference
between the classes.® Challenges to the survey data include its small sample size—only 49
children completed both surveys, and the wide variation in the children's scores, resulting in
high standard deviations (Table 1). The latter suggests that children may not have fully

understood the questions.

Table 1: Summary Statistics for Children Participants:

Average Number | Number | Average Std. Deviation of | Total
Age of of Girls | of Boys | Improvement | Improvement students
children out of total out of total enrolled
completing possible possible in all
both improvement | improvement classes
surveys
Class 1, 9.0 9 4 .005 .064 26
ages 7-9
Class 2, 10.9 9 4 .009 274 27
ages 10-11
Class 3, 11.7 7 3 .037 .067 14
ages 11-12
Class 4, 13.6 6 7 .063 .159 24
ages 13-14
TOTAL 11.3 31 18 .028 .168 91

6.2. Focus Groups Analysis

To get a richer understanding of children’s ICC, we conducted four focus groups, organized by
age group of the children. Twenty-six students aged 7-9 were in the first group, 27 students
aged 10-11 in the second group, 14 students of 11-12-year olds were in the third group and 24
students aged 13-14 were in the fourth group. By eliciting discussion and behavior from and
among the children, these focus groups provide a more in-depth window into the students’
understanding and practice of intercultural communicative competences than do multiple-
choice responses on the survey questionnaire. The focus groups were conducted at the project
location, the International Center for Children and Youth in Sarajevo.

In each of the groups, children were presented with culturally specific events and

6 There was no statistical difference between classes as determined by a one-way ANOVA (F(3,43) = .71, p =.549).
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situations through different age-appropriate photos that they were supposed to describe
(Appendix IV). Each group was given instructions at the beginning of the session with the
emphasis that an intercultural experience can be one they had with someone from a different
country or it can be an experience with someone from another cultural background in their own
country. It might be, for example, someone they met from another region, someone who speaks
a different language or someone from a different religion or ethnic group. One of the authors
then led children through a discussion in the format of a structured interview. A second author
recorded student responses and systematically observed behavior. The obtained data was
transcribed prior to the analysis. Each focus group lasted for 45 minutes with 15-minute breaks
between the groups, i.e., four hours altogether.

The focus group questions emphasized different aspects of intercultural experiences and
events. The children were asked to reflect on those intercultural encounters, describe them,
reflect on their feelings and behaviors with regard to differences and connect these reflections
with learning in the ABC Project. We analyzed the testimony and behavior of the four focus
groups of children by applying Lazar et al.’s (2007) analytical framework for different levels of
the components of intercultural communicative competences, i.e., attitudes, skills and

knowledge (Appendix II).

6.3. Attitudes: Focus Groups with Children

In response to questions about the situations and events that we presented to them, all the
children showed respect to others as equal human beings while they patiently listened to each
other’s arguments. Overall, they expressed attitudes that are non-judgmental and open-
minded. Most of the children expressed no fear of speaking in front of their peers.

Classes 1 and 2 (Table 1) were comfortable with describing their strengths and weaknesses.
They accepted that they were not sure where the children in the pictures are from and they
asked for help when needed. One 7-year-old student expressed surprise at some people having
difficulties (apart from the language) while communicating with people from other cultures:
“Why should there be any difficulties?”

Almost half of the children showed first impressions and awareness of gender roles, which
is in terms of ICC culture-specific as well. “The boys won the match and the girls congratulate
them.” The older children (Classes 3 and 4 in Table 1), especially the girls, emphasized gender
equality in discussing the capacity of children to win the football match. They were the first to

mention mixed teams instead of boys vs. girls.
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Classes 1 and 2 (Table 1) interacted positively, although they failed to ask each other about
their opinions and to interact with each other. They mostly talked to the interviewer. Classes 3
and 4 (Table 1) mostly reacted to each other’s statements and opinions. Furthermore, only the
two older groups showed confidence to challenge and to be challenged—they were not afraid to
disagree with their peers and to suggest alternatives during the discussion. They also showed
awareness of social and peer judgment and inability to overcome insecurity or fear that may
arise during intercultural and other interactions.

Classes 1 and 2 (Table 1) felt that all of the individuals in the pictures had in common the
fact that “They’re human. Friendship brings them together.” They showed a strong sense of
empathy; they could relate to and share other people’s feelings. “There are many Roma children
at my school and most children do not accept them because they talk and look differently. We
should acknowledge that we are all the same.” Classes 1 and 2 (i.e., the younger children) also
focused more on humanitarian issues, such as charity in Asia or poverty in Africa. Additionally,
they showed a great sense of open-mindedness. “We should always try to show our traditions,
how we live, our institutions and our culture—we should set a good example and leave a good
first impression.” These sentiments are norm-related too. On the other hand, Class 4 (i.e., the
oldest group) showed a strong sense of empathy by relating to and sharing other people’s
feelings as long as their own were not negatively affected.

The natural tendency to satisfy the need for belonging was reflected in the children’s
discussion. “We all feel lonely and bad when excluded. It’s the same for people from different
cultures. When I was little, I was ashamed of my mother because she is from Sudan and
everyone looked at her in a different way. I always try to accept others... but, in the end, it’s
better to be in a group than left alone.... It is exactly for that reason that people join the

majority.”

6.4. Skills: Focus Groups with Children

Most of the children in Class 1 (Table 1), i.e., the youngest group, mentioned that they
depended on their parents during intercultural situations, asking them clarifications and help.
And yet, they felt very comfortable when meeting someone who speaks English, which they
perceive as something in common. “Luckily, we have a common language—English.” They
showed hints of multiperspectivity and looked for information and help when needed. However,
they failed to consider other perspectives, expressing only their own point of view about their

personal experiences. At this age, they still did not question interpretations offered by
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authority. They also did not give clear arguments for their viewpoints, which reflects lack of
critical thinking but still a positive attitude to learning and growing. The children failed to
make sure that their message was clearly understood and to express their point of view in
connection with both conflicting and complementary opinions.

The 10-14 year-old children (Classes 2, 3 and 4 in Table 1) made sure their messages were
clearly understood and listened attentively to each other. They looked for and clarified shared
needs and expectations. They also showed a great sense of collaboration; they focused both on
the interviewer and each other during the discussion, actively exchanging ideas and opinions.
They also identified problems to be solved and actively participated in finding solutions. Most
showed multiperspectivity through their active search for information using a variety of
sources, particularly the Internet. They also showed a high level of empathy and solidarity. “I
once read about a 26-year-old man in South Korea with a rare disease who must feel really
lonely.” Only the oldest group (Class 4 in Table 1) questioned interpretations offered by
authority.

The oldest group is also the only one where several students did not react supportively to
their surroundings or to others’ emotions. The following example depicts how both the student
who seeks to justify his use of language and the other students’ non-reaction indicated their
levels of ICC skills, which are the teaching moments critical to be embraced and worked
through as part of ICC teaching. One student exclaimed “nigger” while looking at the African
boy (Appendix IV). “It’s OK if you don’t mean it in a negative sense. Anyway, if a black person
was to visit our country, everybody would look at him in a strange way since we do not have
such peoples here.” Others apologized when noticing any differences in skin color in the

presented pictures (Appendix IV) for fear of being called racist.

6.5. Knowledge: Focus Groups with Children

Class 1 (Table 1) showed a certain lack of knowledge about other cultures, norms and rules,
roles of political and social actors and belief systems. This is expected, since these are achieved
through higher-thinking skills such as cross-cultural analysis and evaluation of complex
socially accepted norms that children develop later. Children naturally develop in sequential
stages from concrete to abstract levels of thinking. Since they learn through first-hand and
concrete experience, particularly through structured play (Brewster, Ellis, & Girard, 2003), it
was difficult for some children to participate more actively in discussions and more abstract

analyses of certain concepts and ideas. Bruner’s notion of scaffolding and modes of learning
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would imply that children should be physically involved and perform actions when learning,
and work with different kinds of visual and symbolic representations of new concepts so they
are firmly contextualized (Brewster, Ellis, & Girard, 2003).

Nevertheless, class 1, i.e., the youngest group, mentioned a wide range of countries while
the 10-11 year-olds (Class 2) focused on several countries according to specific information they
learned from the pictures. “This girl is from Great Britain since she’s a redhead.” The oldest
group (Class 4), on the other hand, showed greater prior knowledge about cultural differences
and similarities, belief systems and worldviews. Only the two older groups (Classes 3 and 4)
considered both verbal and non-verbal messages. They showed awareness that words and body
language may have different meanings in different contexts. They also used their prior
knowledge to make connections between culture and language learning, mentioning those who
forgot their native language while living in foreign countries. They recognized that existential
questions such as our contribution to our community, our role as individuals in the lives of
others and our future plans were important aspects of life. Furthermore, they showed
knowledge about the role of individuals and institutions by realizing that schools should teach
about diversity and acceptance. They mentioned bullying instances based on individuals’
personal characteristics. And yet, they failed to understand that the world views and beliefs
people hold are not static and that culture is a dynamic process. It is still questionable whether
the children recognize that world views and belief systems influence but do not determine a
person’s or a group’s identity.

While the children from the youngest group (Class 1) laughed at the idea that children in
Asia touched the boy’s hair because it is red, and thus lacked understanding of different
perspectives, they still showed solidarity and a sense of belonging on a global level. “Why
should we perceive someone as different at all?” The oldest children (Class 4), on the other
hand, were influenced by and aware of discrimination, stereotypes and racism, which they

1mplied by giving examples and expressing a sense of hopelessness about change.

7. Final Remarks and Conclusions

7.1. Lessons about Implementation

This study of the ABC Project’s efforts to use principles of democratic teaching, human rights,
empathy and tolerance to promote ICC reveals lessons for implementing research on ICC

frameworks in informal educational settings. The researchers experienced several challenges
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related to the short time frame during which the research needed to be conducted. The
summer program occurred over four weeks. Ideally the baseline survey would have been
conducted on the first day of the program and the endline survey on the final day of the
program. However, logistical demands and the need to obtain written parental consent meant
that the baseline was not conducted until the fourth day of the program for three groups and
the fifth day of the program for one group. The time needed to describe to the students the
nature of the baseline survey and how long it would take them to complete it was
underestimated by the researchers. This was particularly the case for the youngest age group,
whose children struggled to understand the questions, even though they were adjusted to their
age. The youngest asked their Bosnian co-teacher for interpretations and needed substantially
more time than was allotted for them to complete the baseline. This meant they needed to re-
start the survey on the fifth day of the program, which essentially cut down to three weeks of
the period in which the students could improve their ICC. The number of questions about the
survey asked by the younger students suggests that many of them, even after obtaining help
from their Bosnian co-teacher, most likely did not fully understand some of the questions. This
complicated using survey results to measure their progress in ICC and instead urged attention
to their participation in focus groups.

Time pressure also affected the endline survey. Because the last day of the program was
devoted to a presentation of films and performances for the students’ families, the endline was
conducted on the program's next to last day. This was a busy time for students and co-teachers,

who were preparing for the Project’s final ceremony.

7.2. Explaining Research Results

During the 4-week informal educational environment, students improved their level of ICC,
according to statistical analysis of the difference between the baseline and endline scores.
However, the fact that there were large standard deviations in the average survey score per
class strongly suggests one or several of the following: The first is the need to either develop a
questionnaire better capable of accurately capturing children’s ICC or completely change the
methodology of capturing emergent interculturality, especially with younger children, by
focusing on the use of frameworks for qualitative research for intercultural awareness in a
young learner context (Kubanek-German, 2000). The second is the need to develop activities
that more effectively encourage the development of ICC. Further research and teaching will

build on these suggestions and incorporate information on the number of summers that
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children have participated in the Project, seeking to understand if repeated participation more
effectively encourages ICC development.

In the data gathered from the focus groups in comparison to their survey responses, a
certain inflation could be noticed with regard to the younger students’ enthusiasm and
appreciation of universal principles of tolerance and empathy. Younger participants
acknowledged a sense of solidarity with those culturally different and indicated a willingness to
take risks, which is crucial for intercultural understanding and tolerance. Yet, while the
younger children (Classes 1 and 2) saw few issues in differences, the older ones (Classes 3 and
4) pinpointed them. The oldest group seemed hopeless in that many of them have already been
subjected to or witnesses of certain social injustices, especially due to their parents’ war
experiences and transgenerational transmissions of war traumas. This seemed to lead to an
overall rejection of universal principles of human rights and collective disbelief. In addition,
there appeared to be a contrast between students’ improvement of particular dimensions of
ICC, as measured by the surveys, and their overall disbelief and pessimism, expressed in focus
groups, about improving intercultural competences and democratic principles in the difficult
real-life environments of post-conflict Bosnia and Herzegovina or the world, in general. These
viewpoints of older children expressed at their approach to adulthood bear negative
consequences.

However, these mixed attitudes and skills also open the door for children with good
mentorship to reexamine their attitudes and find specific examples in their microcosms where
empathy, democracy and tolerance could be valued. Ideally, teachers could facilitate a revival of
the children’s enthusiasm for and appreciation of cultural differences by providing challenging
yet comprehensible positive real-life examples and activities. They could also restore students’
hope in their daily lives, which is important in the pedagogy of working with children in post-
conflict societies. Additionally, the teachers might have to re-think their patterns of observation
as these have most likely been influenced by the learner image of the communicative approach
which favors an active, spontaneous and talkative learner (Kubanek-Germanm, 2000). This is
because the approach usually considers breakdowns and failures in communication as negative,
while in intercultural leaning they can be viewed as the foundation stones for the process that
can lead to reflection and reorganization of the experience.

The results help in further development of the project and a shift in focus. It seems as
though project activities have been guided by narrow objectives. However, this research

suggests the project could be more effective if the overall project goals of promoting ICC were
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used as a foundation on which to build specific strategies, techniques and activities. These
should be adjusted to the socio-emotional and cognitive development of children in order to
better encourage participants to take an active role in confronting divisive elements, social
injustice and discrimination; to promote human rights; and to understand culture as a dynamic
multi-dimensional process in Bosnia and Herzegovina and in the world. Even though the
project was small in scale and led by university students, the research provides ample ground
for further development and investigation into the issues of teaching ICC and global education
themes as a part of non-formal language pedagogy. Despite the fact that relevant theories and
foreign language teaching approaches have recognized ICC as an important element in
language education, additional strategies, specific activities and culture-specific approaches
need to be further developed in order to support student-teachers in their newly assumed roles
as intercultural mediators.

One of the main findings is that co-teachers need better structured instruction on how to
teach culture-specific and global education topics supported by relevant teaching tools in order
for the children to become more aware of the fact that culture is a dynamic process subjected to
many influences. How we talk about sensitive topics and contested narratives in the teaching
and learning context should become a critical focus of the teacher preparation for teaching ICC
to children of different ages. The teachers are not always well equipped, and student-teachers
in that respect need even greater pedagogical support to know how to engage children of
different ages in meaningful conversations, and to create spaces for seeking out to listen to
those who hold opposing views, have different levels of language proficiency and have different
experiences from our own. Teachers are educators and they need skills, values and knowledge
themselves to know how to support children in disagreeing with the others in a respectful
manner.

A next step could be to use action research to clarify the reasons for the variation in
improvement in children’s ICC and to apply such a framework for practitioners to improve
teaching and learning in their own context. The participatory and reflective aspects of action
research could help student-teachers become more aware of their own teaching practices rooted
in the principles of intercultural pedagogy. It could also help both children and student-teachers
improve their intercultural competences over time. Current research results also encourage
more sustained collaboration between student teachers on development of active lessons and
more in-depth action research and the development of a Practical Guide on Teaching

Intercultural Competence in Non-formal Contexts, on which the authors are working. Such a
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guide seeks to identify activities effective for promoting ICC at different age levels and for
training future generations of student-teachers in their work with and mentoring of future

generations of children.
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Appendix I: Baseline and Endline Survey Questionnaire, based on Profile Diagram

(Lazar, 2012)

Strongly
disagree
1. I find unexpected and unfamiliar

situations enjoyable

2. I help other members of the group
solve problems in ways that appeal to

the other group members.

3. I clearly state my position when a
problem occurs and someone criticizes

me.

4. I adapt my working approach with

others to avoid conflicts.

5. When confronted with problems
within a group, I prefer to remain

passive and let others solve the conflict.

6. I am alert to the ways in which
misunderstanding between people
might arise through differences in

speech, gestures and body language.

7.1 like to understand and get the
meaning of any misunderstandings in

the groups I work with.

8. I try to come to an agreement when I
am speaking with other members of the
group.

9. I like to do some research in advance
and get some information when I plan
to meet other people from other

countries.

10. I normally foresee the possible
difficulties and obstacles before an

intercultural encounter.
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Slightly

disagree

Un-
decided

Slightly

agree

Strongly

agree



11. When working with other people, I
like to suggest solutions, ideas,

common objectives.

12. When working with other people, I
inform them about facts and about my

own experiences related to the matter.

13. When I am involved in group work,
I try to examine the connections
between different approaches and

ideas.

14. I enjoy finding out more things
about other people's values, customs

and practices.

15. I regard other people's customs and

practices as different from the norm.

16. I prefer to impose my point of view
in a group discussion: sometimes it is
important to dominate and clearly

impose your will.

17. 1 try to understand and imagine

other people's thoughts and feelings.
18. I find it very difficult to see a

situation through another person's
eyes.
19. I seek to reconcile the tensions in a

group, when they arise.

20. I check to see if the group members
agree with each other and try to clarify

different points of view.
21. When I'm entitled, I seek

recognition and get everybody's

attention.

47



Appendix II: Lazar et al. (2007) describe the ICC competences in terms of three levels

(low, medium and high).

(a) Assessing intercultural "knowledge/savoirs"

Levels

Low

Medium

High

Descriptors of ICC competence

The student can produce in writing very simple descriptions and identify limited
specific and general cultural facts related to collective memory, human life styles
(dress, food, family relationships) or societal systems (education, economy,
government). The student can speak more generally about some aspects of
culturally determined acts of behavior, can use and explain some words and

expressions related to different fields of social interactions.

The student tends to understand cultural facts intuitively, based on a general
simple mental checklist comprised of collective memory, human life styles and

societal systems.

When questioned, the student applies cultural stereotypes.

The student possesses some concrete knowledge about cultural facts and can
gradually build on and modify the information acquired.

The student can speak and explain more concretely different aspects of culturally
determined acts of behavior, can compare with his own experience, local and
national traditions; can use more words and expressions related to the respective
field, can comment for example on some proverbs, songs, expressions related to
it.

The student has accurate knowledge of both general and specific cultural
elements (including sociolinguistic conventions for language use) and has
developed a variety of learning strategies ranging from reflective observation to
active experimentation.

The student can speak about, explain, comment and analyze all learned cultural
differences comparing them in depth with his own experience and local and
national traditions; can understand, compare and analyze from intercultural
point of view proverbs, songs, sayings, acts of behavior and so on from an

intercultural point of view.
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(b) Assessing intercultural skills "know-how/savoir-faire"

Levels

Low

Medium

High

Descriptors of ICC competence

The student can participate in conversations in different culturally determined
situations with some standard expressions without comparing, analyzing and
critically reflecting on them and tries to explain them without critically
analyzing and without incorporating cultural variables into the analysis.

The student, in different culturally determined situations, can participate in
conversations more freely, i.e. expressing, comparing and analyzing differences,
with some critical reflection; and is able to cope with them to a certain extent.
The student is able to analyze the situation objectively. The student is able to
understand the variability of verbal and non-verbal behavior within the target
cultural community to a certain extent but doesn’t try to recreate an alien world
view and doesn’t reflect upon how the culturally different person might be
construing events.

The student can participate in conversations in different culturally determined
situations absolutely freely expressing, comparing, analyzing and critically
reflecting on differences. The student can appropriately use in conversations
different proverbs, sayings and expressions in different intercultural contexts.
The student is able to cope easily with unexpected situations and is able to
recreate an alien world view and easily recognizes how one’s world view is
culturally conditioned. The student can easily manage the stress associated with
intense culture and language immersions (culture and language fatigue). The

student clearly expresses verbal and non-verbal behavioural flexibility.

(c) Assessing intercultural attitudes "Being/Savoir-étre"

Levels

Low

Descriptors of ICC competence

The student experiences intercultural situation with difficulties and then tends
to adopt a defensive approach. The student shows some sensitivity but also
shows ethnocentric attitudes and perceptions and expects adaptation from

others. The student manifests tolerance to some culturally determined behaviour
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Medium

High

acts. The student demonstrates a degree of cultural awareness but still tends to
be influenced by cultural stereotypes due to a passive attitude towards other
cultures.

The student manifests “mixed” attitudes to culturally determined acts of
behaviour. The student starts to accept intercultural ambiguities as challenging,
showing openness and interest towards others. The student sometimes takes the
initiative in adopting other’s patterns; tends to see things and situations from
the other’s point of view. The student demonstrates openness to other cultures,
accepting and being sympathetic to other beliefs and values. The student has no
profound argumentation of his own position in terms of his own attitude
regarding cultural differences

The student enjoys observing, participating, describing, analyzing, and
interpreting intercultural elements and situations. The student argues well his
own position toward different culturally determined acts of behaviour. The
student expresses a sense of alterity, i.e. is able to reflect on what a person from a
different culture would really feel like in such a given situation. The student
expresses empathy toward representatives of different cultures. The student
manifests respect for otherness, other beliefs and values. The student tries to
take the role of a mediator in intercultural encounters, manages ambiguity, and
offers advice and support to others, recognizing how one’s world view is

culturally conditioned.
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Appendix llI: Statistical Analysis of Children’s Surveys*

Table Al: Test of the difference in the means from the baseline and endline survey**

Paired t test

Variable | Obs Mean Std. Err. Std. Dev. [95% Conf. Intervall]
_________ o
baseline | 47** 7488897 .017678 .1211945 .7133057 .7844738
endline | 47 .7931318 .0133433 .0914772 .7662731 .8199905
_________ o
diff | 47 -.044242 .019088 .1308608 -.0826642 -.0058198
mean (diff) = mean (baseline - endline) t = -2.3178
Ho: mean(diff) = 0 degrees of freedom = 46
Ha: mean(diff) < 0 Ha: mean(diff) != 0 Ha: mean(diff) > 0
Pr(T < t) = 0.0125 Pr(|T| > |t|) = 0.0250 Pr(T > t) = 0.9875

The above analysis indicates that at the .05 level, we can reject the hypothesis that there is no

difference between the mean of the endline and baseline score.

*Though 49 students filled out both surveys, box plots revealed two outliers among the students. These two outliers
were removed and the resulting t-test and one-way ANOVA analysis (footnote 5) are conducted with the 2 outliers

removed.

**Here, the baseline and endline score are calculated as the total progress (or regress) made by a student out of the

total possible progress that could be made in the survey
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Appendix IV
FOCUS GROUP PROTOCOL
Adapted from Autobiography of Intercultural Encounters for younger learners
(Council of Europe, 2009)

Instructions: This autobiography helps you think about a specific intercultural experience or
encounter that was important for you — it made you think, it surprised you, you enjoyed it, you
found it difficult, etc. You do this by answering a sequence of questions about this experience.
An intercultural experience can be one you had with someone from a different country or it can
be an experience with someone from another cultural background in your country. It might be,
for example, someone you met from another region, someone who speaks a different language,

someone from a different religion or ethnic group.

Introductory exercise

How many people have you met and spoken to today? Were you meeting any of these people
for the first time?If you haven’t met anyone new today, you probably will tomorrow because,
if you think about it, you are meeting new people all the time. These people may be adults, a
new teacher, a friend of your parents, or someone serving you in a shop. Or they may be
children like yourself, a new child in the class, someone you meet in a playground, or a friend

you make on holiday.

When you meet new people you probably start to notice things about them straightaway:
What do they look like? What do they sound like? Where do they come from? Do you like them

or not? etc.

Picture exercise — an encounter
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What do you think will be the first thing they notice about each other?

Do you think they will notice something different about each other or something the same?
Do you think they are happy to meet each other or not? Why do you think that?

Are they going to find each other easy to talk to? What might they talk about?

Do you think they will make friends or not? Why do you think that?
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KFPE L RFEOIGEIGET 1 7T AOEEEIZ L 0 BEBER (KERO#HE) | BE#E (h@k
TR AOHE) | BEBREMEOTAE (K¥EFAE) O=ZFEOREAZBIE L, =Z&I3EnE
NREEIRAMZEVIKY | 24FEMEV ) Bifichz, ZFMTHAMICEDY &V, EVIEDY %

LT, HIRMEEAZHET 22 LICLY, =FENENWRRETHI LA HME LT,

ARG TIXSEATIFE, AIFROFEI . Z L TARIFRICSIN L2 B E . BURBENERIZLY
HOOEBREZBRT H2HCTR ) 7T 7 4 = LRNICEREZBR D, REZICIRYIRY 2277
DD DD BRI IFIEZFRIT U CRRE &5 5
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KRNI DT — X BN TH T, BEBIREFEORFBAEOIR D KD IZHESEZ Y TR, /i
DEY | WY IRDIZET DT RICB W THEERBEREOFAL /AR LT b DIEHE D %<
72\ (Yoshimoto-Asaoka, 2015: Nagamine, 2007) , ITHE BB OFEITHZD VD
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iz L7 EbN TS 572459 (Mclntyre, 1993)

— 07, BIGRRET OFAEDOHAEME, BREBICKH LTI EL SN D DN Lortie (1975) HHEx
7o TBZEORERH] Th b, Lortie ITEWGRRICH D FAIXEHBAE L LT TR &5 1 74%
EORBREA L TR EANE U CHEHEIIN. ORI O T TIZHEMBA R SN TWD Z & 2R L
7oo LnL TEIZEORERG) ORFITIFEENBRZ L CWDDERELTTHY . mED B
. FRTERCFEZ OSITEBIZEILI L T O T BERIMHLA) G BRI O TE) 2 PRI
(Lortie, 1975). A~IEMe, @), <14 (Laboskey, 1993) THoZ &77, &6 5REMIT
2 OFEE T B X D550 CX DV ZATEMAICEAR THINP X, TOMRAE SN
DT EMRNT LT, Fe, BIRROC L ICEIBGR R DR EF TR AT Mm - FFERIED BRI X
HEEHE TRIEMREHKT 256, RETEALH R, REEZHRT 2RSS L ED
nTn5, Oi@Bmg@N@ﬁh%Té D, MBI X 2800 ISk VRS RETE

ERA), Fiifiy < (Lortie, 1975), LA R A MRIET D HFE L 72 Y (Buchamann, 1987) .
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FEEPITM 2T REDPRWBTTE R, 2 T _RE DA RRDUS B DN BRIEHY L 725
TNV IDOHEE L THIENTLEIDTHS (Tomlinson, 1999) .

BUFRARAEFERE N DN L SN B 20 TBIRIZ L5 H]) TR0, RELREMREER
Pl DHEx ., R, T2 2 L 28T OIITHEV RO NEHATH L ESbitTn 5,

2. 1. #i&xYRY DB

RO (V7 v7vay) HTLETMAETLT EE > TIWEERLNDDHRRY Y
EWVOBERDBR S, Z L TENDRZDEERRER. IR TH S (Farrell, 2018; Jay & Johnson,
2002; Rodgers, 2002; Tamai, 2016) ., ZAiUFIRV Y EWHHEE L, WEEZEONHT &0 ) Fx
MHFIT> TS Z & EDBEVWBHLNTITRVDDL TIERWEA I 0, S HITIRYIRY OFERIL
izl & LCReT ), ilEE LTRARTNCEY B2 % (Ghaye & Lillymann in Ghaye,
2011) ., FATITEROBEIIHRMITREND LV ISR ERIC I 2RO & IRVIRY %
il & ORI OFNOERERINDI LD LA DERD TRV, RFETIE=FDI]RY K
DIROEDDERLERS>TND, I TIRVIRY ZfthE & ORRREOFNLHEINDI D E LT
EFZ ORI LTV,

Jay and Johnson (2002) TRV KV 2 MEARZ L CHFER] omfes & E&R LT,

Reflection is a process, both individual and collaborative, involving experience and
uncertainty. It is comprised of identifying questions and key elements of a matter
that has emerged as significant, then taking one’s thoughts into dialogue with

oneself and with others (p.76).

Rodgers (2002) &Yk, WiATV O X IATONTWEY TV I T 4T « FI3 0T 4 ADER
BAfEIZ L, RVIRD OO L >DEFE L LT Reflection in community” (p.856) & 215, i 479
Z L OEEMEZBRNTND,

Watanabe (2016) HHC LD, £ L THHE L OXMFEOEEMNLZ Y 7 L7 v a VY OEFRDOHF T
DEIITIHE~TND,

the activity of looking back over one’s actions, thoughts, written and spoken
ideas, feelings, and interactions, all with the goal of making new meaning for

oneself, an activity conducted in dialogue with the self and with others (p.47).

% 72 Mann and Walsh (2017) 1% dialogic reflection &9 FH &2V, RV K IZRIT HAHA
PEDOBEEMEZIRXTND,
56



We note the importance of the ‘give-and-take’ in the dialogue, where interactants
seek clarification, demonstrate understanding or approval, and even disagree.
Dialogic reflection ({H%) has enormous potential, since it allows reflections to be
co-constructed through talk; put simply, professional learning is enhanced through

interactions with both peers and more experienced professionals (p. 193).

BT DO Y IR DFEZOFIC i & ORIFE] OBMERA>TNLbDNRELHbND, Lol
%2 < OWFSEERIT ThE & DOWE] OIRY BV ITFAMELIZFREM TR, 2R E 0T 250
DWFFRETHDHZ LN, TOWRVIEY 2 HEELTWD] & INDHHEN, I3 E1T>T
WDHIFEE DS E 572D TH A 9 > Finlay (2002) 258~2180 . EAHFFEIZ B THFES
X T — IR, BRI RISV TRENORWEAN] ThY, Fo0ME RS nE. sk
H. T LTHWEOBBRMICRIT 2R OIS Th 5,

Bolf, £z, S BICEMFRZIT 9 128 W TS O FIRTE (reflexivity) OEEMENIEX Hi
TW%, Berger (2013) [IMF%EE OFIFMEZRD X HIZEFR LT,

the process of a continual internal dialogue and critical self-evaluation of the
researcher’s positionality as well as active acknowledgment and explicit
recognition that this position may affect the research process and outcome (p.

220).

COERICAONDEY | IR L IRV THIEE B & O (positionality) 23HFFECZ
DOFERITHEE RET L TH D, AR TITE 0D Ele—HEAH L, WF5EE D B & 2584
ELTORRLT, WIEO—SIE & L THRMICIRY RS Z & bk,

2. 2. fixYRY DBtz
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Craating allamative
mathods of action

Hwareness of
assantal
aspects

Looking back on
the action

1 : ALACT €7 /v

ALACT 7 VIRV IRV OFFEBRMFEZR L TEBY ., SHIT4AZOIEVIRY  (looking back
on the action) 7226, HTDITAIZXT 55K D% (awareness of essential aspects) ., = DXDX
NHD CHRIpoT-FHEAEITH Z L (creating alternative methods of action) 23R HiL TV 5,

2. 3. ixkYIBYDE
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and Johnson (2002) (F#E Y iKY D&% descriptive, comparative, critical & & 5 L7z,
descriptive I%, EICHBIT HEkA 72 2 & 28083 5B E TH Y . comparative |, £ DRE%
HCOBAEITERLI DL ED T, Hax2flminbE 252 L. £ LT eritical 1X, AR
NOREAZBE LICRICHE A LI Z 2RI h o0k, @RE 3252 L2 EW L TW%, Critical
X, HEBUSICERT k4 2R Z ZEBUIGICRT D RN, RBUER. £ L CETER A0
LEEALDBHEEM L HHNTWND

Farrell (2015) ®J& % descriptive, conceptual, critical ® =FEFE/N LR STV 5
Descriptive I, ZHIN A OEEREZBETHZ & THY, “WhatdoIdo?” . “HowdoIdoit? &
WO HZE LT, Bl sd, Conceptual Tlik, “Why doIdoit?”? & W o B AEE - T, #
BT EH COREKOEMT L2 AZHCOICH S, £ L Teritical TI&, B2 LW ITTHEHE
DWRDOHR G, FEE, P, KRAKL R RERLVERD Z 2B L TW5,

Watanabe (2016) IRV IRY % 55D ¥ A FIZ/nFE L, description X, HCOE X, 174% 1
FACRLIRIC L 0 ERB(b. AMETHITATHY ., ZOFE LT D2 EBRY K ORISR —HTH
% ERRTUWD, F7- Watanabe (2017b) (3 v — T LGEIRIZOWT Y ¥ —F /b FHWTE A D
LYY —F WO RIOERBIEY HEND 2 L, DEVEHIT LI LICEIVESDOEZNE
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CIFRIDOIAE (IR ERVET DL, ThWICAD (FEHE) BYv—FrendhlfEosF
£ (B #HBRICEIRbNE S /e D LT %, Confirmation I%, HCOE X, T4%
HE#T 52TV, hansel (KA) 1%, BCOITHIZBITH, 4B OBGEIIBIT A D
BLZ7T % Z & | reinterpretation (X, HCO.D& x| 174%HENRT 25 Z &, awareness I3,
HEDEZ, ATHICHTIROSTZH/LTND LE LI,

FRICET ONIRY IR OfFIE, 3L b —ESMICEBEITEBR SN D & DO TIE v, 2
L TWD DX description N MIOfE & L THETF LA TWAS Z L7259, Description (X HEE, 7T
WIZEDRTOIMEEZFTEL TV D, L LENICE VBB I D RE TiEZv, Tripp (1993) 73
R_D K912, description Zi# L CIEEMICHE RN W\ TWAEE X, B =77 0L (555
b)) andZ b, LTV —F RO X HICHD L EIBIOFEEY (BIK) NEHIND
ZLIZkY, BE (FEWR) ZECORBR, EX 2R MMETLZENREE R | AR SICER
L EEDbNLD,

PLE, FEATAFE CR 7280 . AFREOEFR E L CHERREBOFAEDIEY KD 2 58KkT5 2
&L RVIRY OMBRBESINETZ T TER<MEE b HROICHCZIRVIRD Z &, £RY K

ZHIT 5 description DEEMEIZOWTHEHZL TWALZ ENETLNDHTEA D,

3. AREtEE BE

ABFEOE L 70D BINIHABEE ., BURHR., BEBEEEOFLAEL VD ZFOHEEICLD |
BEBWREEDFEORIL T BEIHEE., BMHAEO=F0OkEZBIEL, ZoOREER LB
W, HEBROFT LWET VERLZ BT O TH D, FICARERTIHIRV IR ZBL, HEE2E
WHEIRIY R 2R T2 2 & T, AWITHE LTV 72 O 2 F5EETHE . HiEO R bk~
2o

AW EMAE L. BURAE . BEBREROFA DB RN OFREREE A5 2 FMEB - 72
(T—HWENLZD%, [TONTZT =X DOI=ODFELAEVOGLET) , HEBEO ST
IXEAIIZE, EREEFRAOMIIEIC K DM R ATREZR B 5E, LELATAICET END TEKR] OfFR
WLEIRT= 0 BT Fr—F FRCHCORRZ BT 24— b= 757 4 —H)
(autoethnography) 721726 FIRINCELZ LMD T, FETFIEE U CIIRERE L A
TA T —FNRIRERK Lz, ERE Yy — AV RIRIET — X IEETH 5 & HTRTR =F 0
HIELRTHEOL LD ZhbD RV IR DY) OF —% %58 L (Watanabe, 2017a) |
FIMORZTERZZEEBAEL, Wohd 71— (frames) | (Warwick & Maloch,
2003) ZHrE L7z, LAT | WFZEGEHE, J5iE, ST FIEOMETH 5,
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3. 1. tARNRA
FRRETEIEEE 14 (2) | SEHEAH T 077 AOBMOITEHRR 24X, Y), #E
BRBIEORFEE 4 /D =F T o7, FHNIOICEIHEEHR ORZEZIRE L TV D RFpE
DFENLBIMEZEFEY . 4 N (ASA, BEA, CEA, DEA) OBNGHLERH T,

SMEDOT a7 4 —)b
ASh

[FIRFCH LT ERS%., KFEBRICEAT, FRSIIRIRFRAETH D 72 b ETOREFAR
THREHBAT L L CHIEZ o T o, ERERFHICRFEZBRO T OIEMIRE L CREORFACHHE L
77
B&h

HANORRFZDN S F LT B H, RRFRFRICEAT, FLmXoT7r—~idsve - 71 A
L Tholo, BENZRVIEWER ST ZoTIET7 7 VVOBRESHELLZIZLOAESE TH R
—hrE Ll EWNIXKFFLNL Th T,
C&h

13 % CREBLOEN D CHGEEICHE T L, P - @RITEFEH OFK THEARE, PFEENHRFEE
TEF 10 M, WA OTGEE OETES, ZORBICRRFZDORFERRIZATF LTz, PR 5 IGEDN
FEEDETHATEY, HEENEREE L THATOLLoRBRRHE D oo 7o, FlORNF
BELLELRNOHANI 2D I e B R T,

DA

FIKFECTHEESZ2RS%,. RKFBORERCHEAT, AARGEZMICR 5720 DO/MiR%E LTz,
FRSIMEEL, KFBEOMIROD T2 5, MNOFEEFZLTHAGE L Z T,

BEWHFEHE. BURBEOTn T 4 —)

BHEE 7

U, RKEOEELE 70T AOELE o, HML, EEHE (SHEES) Lihas

Y ThD, T AIWER, KFEBREOIGEATE (ERR) Z2HYEL, BEL W 4 AORFRHAE
(AZA, BZA, CZA, DIA) ITHEEIEIZBIL, FEICH I LT b o7, J5E
BIEORETIE, HIRRBMSLY 7V I T 47 « T 07T 4 ATONWTEPNIARE AL L AT
Do, TA ARy varzLllz, BabaH, HTAZTEDLOHMRBMIOWTIRY KD 2/¥ET

To7m, F, BRRAHEIXOY O EORBLBM TR OV L2 —HEICEVIRY , T4 AT v
varE(Tolz, ASA, DEAIXEBICHEM & L TESTEFL THZ TWD T, Hx 51
FRERIZONWTORNWEZETEE LAWY, AT L biTo7,
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FEEAE 0 7 T LAOBROKEEHE X

VEHIRRFORGEHE 0 77 LA TI8HIZEHHZ > T\ iz, RNITIRFPAEICRLETH
F U IRP I E TIER L, FERTIEETT ARG < ZBRMEA T, SRRECIZA S5 OBk
HOHFHE, JEE, R & Uik Ee LirdoTz, b, EBhE, lhE a2t o RENHE
L7, MmO T —<ITARDBSEFEARE DRV KV IZOWTTh D, AWFETILIRFFED
FHEAZSAU, BEA, CSANXPHEYTIOREIISIMNL, £O%, WkE(To72, Mk Tl
B, BOMMREEZT DBV TR SRl 2ERERAETHIWDICHND LN TELETH LV
RERoT LT T,

FEEBE S0 VT LOBROFEEHE Y

BITE (2018) HRIKREE, WBEHE 70V 7 LA CHMEZ L > TR, JREOFRIKFETOHEET
10 FIZETh oz, RRFOXEEATHH Y, PRGN CHBE L =T 5, ELEL
HEBIREORFRE TG Lz, FEHEOTAT T 47 4, EHMER THLI=E—va b
SEEGORERR LN E LM O ERT —~ Thote, o, B HEmICE LT
LREROHIREZ LML T D, TORTIED S A & REBECHER, Vv — TS A T

o ZOWFEEZBEL T, IRVIRY BHEFM., BEOWMBOF TRITHEMAH OO THES &

CAIRVDIRY BNRAESCHEICE > TUONCEE LW &L EER LT,

3. 2. fREHE

F 7T —FWNEFETHK, VY — T AR OREBE CThH o7, HRITEESELA 2 B2
— (Gubrium & Holstein, 2002) ZfH L, IC L a—& —|Z&E%., EFICLFELEZERFEL
oo W, BRI ST — ZWERITE R OL L LTz, 7 — ZWEBIRIE 2015 4 9 A5 2 74
I CTH o=, Vv —F /T Google doc IZHITHILH RX o A h~DFt# & 720, HANEEA.
BB S, BERKEMOFAED =F CTHH SN, HEBRI35 58152 (participant
observation) N UFES 58152 (non-participant observation) (Brown & Dowling, 1998) % #ff3¢
BINTTFEL TV,

RFBEORZEZIBIE L TV 4 4 OBEEREIEOF/EITIRV IRV O3 & U CHIRERN D% 381
2. WEBROER, T4V =TI EGHlEIT o7, FTRBENENOEIHMZETH 5,

3. 2. 1. IR REBRDI=F R DIEEN
178 -
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LD I BB EE ORELCRE L TOD REFEDO TN OZIMERL 250 . ZENHEE, 5
TR, BERRBEOFED 343 1 F—L L7220 128, ROEBHZHEY IR LI (F
1) o TNEDOEBT=FOEEILDHERMORELIE D LOOBERBERBETH -7,

&8 BIRAIH R

1| BEERMBMEOFEAEITBIMBE H ORFEOR | FAERE
T 1 B BENEFH « ZENBEE

2. | BUBEETIIZENEE H ORFEEORZEIZ 1] SR R
H2 5815

3. | RFBEITHZAN ORFDOIFEORIEIZHE 1 | RFFBeAFE
EIP R E S HU A2 A

4. | REFBEAE & BIBEN IR, makam LT | REFeAAAE R
FEITONWTHE R Z R BEEEE
[FfEE, WFSEH

5.| RFPLAEIIBENKER L BB & GO v | KRFPEAE AL
— VR K D RFEICT OV THE

6. | HBMEEE & HBEENI L~ REGAEORE | ZHTBE A HEEE A, s

[el= 3 VN QO ey VI Tb U (e G S = Gk
BB R, BB EE .
W

#£1 1 FHE O =F D15,

25HIH -

2FMH L A4 FHORE2IEE E U CEBUBRAE LRAEICLD B 1IBIOT 4 —LT7 4 —F
T Thoto, ZHUTEIRFTESN D OHEFMLE DN BRI L D60 oS, ZER
FNDFRFEIZRWNZFHET D EEBEZTWEN, M Lok~ 2 LBl L, FEBUIW 2 5720

272,

3. 2. 2. BENHE A TINEHE S DRREE
HEMBCE Y O KRB
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RFFE DR THFEHEIENIE 11 13, [EEEAEEME ) CREBEERIEDHR L T AL s
BEHHDORKFFAEZRRICHES IV TW DR E T, EEEERIEOER & L ToOkkA RIFEIEICD
WTHESZ LA ET 5, BIHOME L, FERICT T RESBIORERER EOBE 217
Ve TORMEOHME LT VTV IT 4 TIXEFBEHB 2D S L C—HATOFE Y 25k < B34
gt (GEHE - B - BRI - 48 - B, 2009) 2R L, $RC TV Lo T 47 - ST 77 1 A
BN OZENT X 2 BB DT O OFRZENZE]  (EHE) oEZPOCEwHL, VLI T 47«77
7T 4 AEIAINZOWTRFBRAETZ LB ORREFEERRINOT A AT a a7t o7,
REFEBEAEIZE ST, VIV IT AT« TTIT 4 RENIBIFZOLORH LN ETHY,
BT 5 Z ENEE LD 272D T, RFFAED T Em R FRHRORBRCBAEDORER (2 4 DAL
ETHRFHB L LTHATWE) ZIRVIED E WD ZEEFERIR-THHH 28T, V7L rT
A7 T TIT 4 ANOERERD D L O LTz, BEBEHBH HREL THSOPERFRR
RHUBIZ > THLOREBEZRVIKY , KERAELE Lz, R¥EREDY 7LV I T 4T - 5
T A ASOBREHE L7221, RFBRAEDNBIRARIORZEICSIM L, Bl bEINER L
& (IN—=T T4 ATy ar~DBEMRE) RLEERTERNSIZZLIZOVTOIRYIRY HAT

ST,

BN TE Y O ER L

RFGAENS B LT-BURBE ORGEORZEIT 1, 2 FEL KR L RFORBEHE DO
ThOLRBHES R T L ThHDH, RFOHETHD VNI NLT =V ESE, EANBEED
BREBIEE LIED )V X2 T 5 ThD, REGEPBIELIEREIZDOT 07 T LONEE 2T
ED—D, HatDIREL 2FEENBIEST DT AT IV I IAT 4 TORETH D,

3. 2. 3. 1FHEID=EDiEED

WFEiEe LT3R, ZFICL MR, T T4 0Py —F Vi, BEBZEO=_METH

5, 101 FEHHO=F0OEEHZ KL LIZOMRK 2 Th D,

KRBT E H OHRBEEOREICSIN U TR Y B OFRIZ OV THEY, #E P, 7
A AH v ark L, BEBEEN YT D ZOREREELZBREANIES 588 L7, X, B
TRBEN DA 2 RF-OIEBIGET 1 7T LORFEL RFF/AITHE 1 RPESHBIR L, &%, W
TR EATV, BEIZOWTELEY, DI, A T4 Yy —F &l LT, K¥EpA, Bk
B, BEMBEFRIIIREIZOWTHEAL &, UL AR LT, 20X 1THx TRV IK
DD (space) ZAIDHZ ENTE “FHOMREDOHBEEZ LV EFEVICTHZ ENAREEE o7,
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4. thAEEFIE

ERoO=ZFMO THRVIEY O [Tz, ZOMFROREIT, ZEEES & B E D 3 4 D3
LEWNLDLELNTES ) —DDIEVIEY O THD, 3 NITHERE, HEBERE, IGEFEE L L
TORBRLHFE bR x ThoTolod, WESNAT — X2 ETIIK A THRIT L, HF7EHMZ &
WD, ENERO [KR5&] Zitlk L7z, 20 THEFHEME) CoHMEBBLEED LD
72 THER] DHTETWEDLDORYZDIT LD Th D, HEHEMEZR L, TD%, BRI
BLEEEOL KT, BAWCERZZHT 2WfE T, WBEM>, HIRMTEEZE S 2 &L 03w
el 7eolc, Tad., K2 CZOEERID,

51OV IRY O e Befs  (Preliminary Data Collection)

T =& L HRDLTFHR I LRV v — L DFtd

&8 BT — 2 A BRI D AEE, Zha R/ —7TRERIA,
TAAT v A,

ZITCTHESZEEZZDOEEEND, BTV T 5, #HiBEMRFERNEL D,

2O} IRY DY HIHAEEME  (Subsequent Data Collection)

F—X4  WEHEEE TR LA b D L B HicT 5
TEE)  HEREPECEE LN Z E DRV IRY 28 N TITH M., Dk, F1—7T
T A ATy ar, BIEMEEITERERD, AXEREWVWEE XD, T —~fhit,

ZOBEMETORESIT TEWAMT o a2 L AMAEDERRTH D,

H 3D IR DY T4 AHyva B (Discussion Stage)

F—H EHB2OEVIRY O THE SN T —~
Ed) T~ LV AFENICEREZ L5257 L —2A (frames) #WHRINICE 2D (7
L—AZOoOWNWTIEkEZ v a v 250)

FADORY IR DY HERME  (Representation)

T—H 1 ~FAFETCOEBEARTHH ESNZT—~, 7L — 2%,
TGS WfENR oA A T4V ETCT 4 Ay var L, EX LT L HBEE
%O

B2 : T OZE « 4 BFEOIRD IRY DY
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D4 ODEMETR L TEAMICETR e ATIERLS, AitkT22 bbb o, BORIOT —
Za T, BAT, IRT 2 LW EARREERND, TNEEIHIC3ATHLEG Y 2 &I2ED,
BARAIHR S DD Bz 2RO OBRAET 2 2 & Llr oz, BRI Z Y9I E
F. OB, KRFEBEA. ETEEN. MIEE . REE— AOEAOT TORRA il & #E 2 Tz
W, —EANDOHESTHHFIERF OB, BFEHE TEZOWR, HFEHKE T —H% OFLR & 2R R
2RI Z 0 IR AR T 5 2 E N TEDH 2 ERRB I NI,

5. 71 AAvv3ay

FETHN Lo EICE D W o7 L—24 (frames) (Warwick & Maloch, 2003)
MENPRHN > TETZ, 7L —24 (frames) L 1E7 —~ (themes) & 1F5E VY, 7 — & & X 0 @iENIC
A, FIZITHIC TEEDRVIEY ) L) kb, FEDRVIRVOELS) ODLOCT—~
DA—=TA L TFTHLELIE, RERIKY () TRADZILETHD, ZOFTHLHEETH-
TEOIFIEVIRY R LNE WD Z L ThoTo, ZIUIHEBREMICH D KFFEDOHRR LT, #
MZBEFHE KR OBIRBEIZOVWTHERDH I L Thole, T, 20 MEVIRY DL =) 2R
S AR, LT EFHEMICBIT 2RV IRY & U 2 23k 2 7280 DRRGE LD O 3 -
T&/7L—L0%7,

5.1. FE£ |OIRYEY DE#ULE

FAEORY IR O L 1%, BURERINHEY L CWERELREVIRD Z EiIZBWT, A5
BEMRAIZH L TDO XD ThoTe, T—FoHTORER, BiFICE L TIA ZRMICREL LD Z
D BREICEAL TUXZDORURARNEE L 5 Th o7z,

HEMBE S Z 1 3mROKEFEORETRKERELDL L MO NRS 5B UI-BIBERI X, YOz
FEICBE LU TRV IR D 217\, BURRSBT IR 5820 S LR 21T o 7203, B¥EE A X BINICAD
DIFRFETH D X O TP R THEN Tz, #ODOIRY IR ITITILE L 72N O OFREDR H - 7=,

—OEFRICAATONYIRT NI ERRUTRYD, Z2O—J, B#EL L TWHEAMOEX 7 E13H
FVRUTRBERNENWS ZETholz, T2l X, RFERAENSHHBLE LI X ORFEIZEIT L0
FRE LWV BHBEIRELA L CE TIREFICASETZN L > TND —~ ADOFAEICHERT LT, REZD
BT X & OEE CTHERBIR BO Z ERFEEIZHN D . XIIRALSOZ &b bicsmiai=n, %
LMBIIREBIZOVWTOI AL FAREL XIZH LT, 2Ebo &L LW on L gEiiicio
TWek o ote, ERBIMBEE L RFHEEMOFELAENTS, EE, REDFETHLHLEY Th

272,
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FE2WOY XY —F NV TASAT THOOEBRIZIEDNY &b s, REBRELEZV) LENT
W5, FLFCHE 2O ¥ —F AT, BEAUIE, Tbo b AXMITRELRLINEE T2 bFE
WTWN5, ASAH BIABRERFICEL, BoOEBICIIN VRO TIC A ZHNTBIZE LIz
EBoTWAE, LovL, BEE, ASALBIALREOTO— ANDOZAEDSENTEER AT
LEWV, I A ZRNCREEZ D ZENTETWRY, 2E2E, FE3WOTy—F L TBX
MiE, REOEREREENRIZRDZ L, BEELAVWXOAMBS « EESICEWZEENTND,
FLASABRICEDOY v —F T, Av— 74 U ZBET D2 REB~OXICDGHR T D &k~
Tn5,

FRL72E 912, BIZARZATONDRTWNIE (ZOHEIIREOFH) KU, £o—J
RELZ L TVDLHERMOBERZR SIXHEVRITRDRNE WS Z LTz T, RRFORKEEZE S
07T AORBRE THOTEASAMIFEROT 4 AH v a VOER S EHRNBREOREL L
TR L T\ e X 972, mak CBUREEI X BN RFFAE-BICE D OREDEMEZNL L 4R
T 4 Ay a VISHEEHIE Y B o Ty | TRET 4 ATy a D B sno
2] &) ZEITHEICER LTV,

S HIZD SATEREBEZOBIREENY L DK T, JNV—T T4 Ay a VHPTOFEDHA
AEEMEHOZ S 2fh Uiz, FHIE L TRAAGEMERNZEL L 2> TND ZOHRET 1 7T LDOHF T,
R ZTHENTSICHEEEZRERDAT2DONE N ) ZERKITR>TNDE LI ThoT-,

FHEHETI IR DEE (classroom management) (Z{EE 23\ < (Onafowora, 2005) & K< &
bivdn, FIUIHEEEKKEORFFREEIZOVWTEEZDLTHAH, PEOREDOHTHICRZ T
DO RT N LB TR | R EHMINEEEZ LRV ONZTORBKEZZDIZEVNREDS LY H#
FFAAEICEREZ T RS LR E TV L D 12, FAPHETOR RIS . £FEBHOLD B
DINEFRIRDIT S HAALE LN EEN, FADOFE IR 5w THRA R FIETEZ > Tw
Do HENHEEZ PRV KD TRFERAETZHIZRK SN TUET LW EfE-> TWZBIRBEE X, Y ORE
EEROERCER, REREZ ST REREFBELERZ 2072, b LIRS0 T Rd-o
ko572,

KRB AN A Z BARHEZTHE L TR 200k, BUBREET OREICHOWTET T2l
HAOHHIIRHLTHOERDZ o7, TNTHDEZHHABICEL EWS Z DR LT, B3O
FRRICOWVWT BRI TH 7o, CE AR, T, i, RFELHEGEE THEO, —ATHT LB
RAT 4T+ AC—H—ICHENTHEEZEG L, DX TESIERGEFEEORBRN 0] o
To BUBHRTIOR¥ETIN—T « T4 AT v a  iZBMLTH, (12 2FEORELRDLMD
2, EOYYR—= LTI bbb L, LI ZFFR T\ e, Lol HhaisL$ L
HFAELHERIURERAEZ L TV LOREITR VWL, ZOROIRIEITIRFAREBTH D, HIOREFHE
2D IE->T (Fhfie LTo) BooIidanrzitfE L, BUEMoRED I LV—T 7 4 X
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Ay arEVWIGETHNRTELONEE ZEERTIUII OO THLH08, YD C S ATIZZnn
W/ Lo Tholz, HA4BEDOY ¥ —F /L TCSAIL Tpeer review T 50N T EFTHY
DT RRAATEDLLI BRI LEFRVOTIEARWDEWVSEES | EENTWD, £, AZAb
[ RAHBCEADOERICFHELET, Yo7y a FATEHRVWEADOAGNRT R34 AL TW
WYLHZ D D DN DOBATLENET -, | EFENTND, ASABCSALI V=TT ¢
ATy a Y TCHOTEBITIINTE 50, FAEIZITRWEDTELOMMAITE ZI2H 5 D0 Rnbh

L. FSoTWE-L9ThD,

Korthagen et al. (2001) 2TV D X512, HEBEENEBENSHZOX ¥ U TIZEBNT
BT 5T X TOREAORIICHEIS TED KOO AEBRT HZ LIIARFARETHD, b2
Z. RFREA (JEEE) 1%, BVIEY 2@ L THHEORERN O FSNEZFIZOF T Uiz bl

o BEHE VD DIV BHIEIC - TREEZ LTV E DI TR, mik., 7 7 7158, E%0k
1770 SRk 723510 T, WAV Z DG ORILEZIR L, BOOZ 0 TOREI 2L, EELZ
FUERe B0, ZOTHIZHIRVIRY THAODOHAEE LTOMS » 553 2R T 25 N 0ERO
Thd, LL, ZHUIB SR ETIEIREZEI ThoTo,

FLESITHZOEHOA—HLFTHE LITHORBEICR O RWHAR H D L 572 o7, 2Lz
T, AZ A, RFBROWIRONTZD 6, ANLEEC TR & U TREEZ R TV e, BUREED D2
BB THEESCY ¥ —F L TIE, REOEHMMIOWVWTEKL L, REEE LWL oh & BRkREHH X

FATWDH, LnL, MIRTOHGORETIE, TETVIEERLATEREZ N L > TWVHAEN
We b 1 EITEET 208, £l BT Lgwn, T 2089 NNIAEEOBCEEETH D) &V
— T MZENTEY, BIBEE DR THRKRZLEZFHL TS, TOODOFEOFEIIA
MNTZANTW ol L 972,

Flo, RFEFREATZLORV BV NG RZTERZ LiX, BOOFERMURFHIORE LD Z &
2o HANFAETHTRHR RPL, RIE L, BUEOHZRZIML TV L RFED Y 7 X, £7213H
TRBR TN FZRALFRRDDEMN, 2RO 2L, o, GBO0NTHHORENG
HORIOFEZELEZRDZ L1, BHRILETIIRVWE 72,

AR DASANIBIMULTRETT A AT v a B0 ERLRNES o> T an, ZHUTEIC
H OB FMERE o TeBORE LR TV ERRTH A I, AIAEY Y —F T THSOERERIC
MY ESPNTIT, REBELIV & B ORBRIHEE OFEIEIZ 2> TV D Z LTSV T
DX ThHSTN, ZZNOHBIZRDZLIFTREERZ DL S Thole, DI, FAENRT 1
ATy a  THARREEZE S TN DORRUTRST-D b B ORFAE L L TORERZ W o 5L -
LTWEEnrBETHA I,

FLCIATHFED FIEF £ 6 WRHCEHIR & ITBEVEAN O F BRI T4 L P A TR & FF
D, CIATHFT L THE N L TEGELHITOT, FATEHDORBENG . ) LRWEA . fhisic
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BB WFAEITIHM L BT LEIRFEHLEZERITND, CEADHEL, BB A XY X T
T BN EEITFAEEZ R TWDOR D5,

D & AEHFHEFR PRI ARG EZ AR TOD R, BHODRFERHFATERER NG 7 v—T
U—JEHELTBY, HEEROFEFAENGD T N—T T =7 T LVOTIE L WD St 7
LYY, FEhi L THZN, 7 T ACKRILEEZTZLIZE WS, LLIA—TT—7 OO k%
BRL, RT3 2. BOOKRZOREDIN—TT—INFT 74V Neiph | 2R o s
N—TT =T ODIFEIEZ LN h>T28 9 ThdH, DF D DX AL Korthagen et al. (2001) @
WD 74O DOILK]  (creating alternative methods of action) (ZE SR> 7=E V)
kA,

Lortie (1975) XA TR & FEE & L TREICSIML, BEHD S BIZHZOFITIZK
Shic RELEOILD] | THEIEEI D) EWHA A=V TBEOHERH] &5 o7,
REGAESFEEHE L LTAHMMEBRLIZZ ENRE, BHALHZ L0 TBEE] &0, OB XN
P, ZIPHLHABIRDLZEPRETHD L) ThoTe, BEORERS NoHITOTTEER
FENCZRREELRITT, TIZOHBERLIETHE L LT, IRV RV TEEREHZHE
IDTHASI, DEAF, FEEETEEEZ ) EHRETE TRV EMATHEZE S, DEA
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Part 1 (Step1-5) Part 2 (Step 6-9) Part 3 (Step 10-14)
Purpose | Speaking from the Finding patterns from Building theory

felt sense facets
Form Grasp form, Pattern extract form, Term relating form, Term

deepening form, etc. Intersect form, etc. searching form, etc.
Result One’s own sentence Multiple patterns Conceptual system

4 : TAE #3  (Nagamine et al., 2018)
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