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ABSTRACT 

The purpose of this study is to examine the theories of orientations in the context 

of a Japanese-as-a-foreign-Ianguage (JFL) classroom in the Northwest of the United 

States. Using a Grounded Theory methodology, this study includes data from card-

sorting activities, teacher and student interviews, classroom observations, and scenario 

studies. 

The perspectives of language planning — theories of orientations — bring socio

political aspects to the foreign language classroom context, and help to describe the 

participants' voices, hopes and determinations toward learning Japanese in a foreign 

language classroom setting. The existing theories of orientations and the abstraction of 

the data results are merged into a new taxonomy. The notion of Grounded Theory — an 

interplay of data and theories — is a central perspective throughout the study. 

The JFL program in the Northwest reflects many aspects of the language-as-

resource orientation. Most of the participants' voices and hopes are explicitly included in 

the program and in some standards on foreign language education. However, heritage 

language and identity issues are not explicitly discussed in this community. The research 

suggests that this program consider this aspect and develop an appropriate methodology 

for this population. In addition, a new descriptive orientation taxonomy is suggested in 

the coding process: Language as means of communication. Language as linguistic 

means, and Language as a mediator of culture (with two different emphases: First 

language and culture; and Any language and culture). 
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The research findings and interpretations were negotiated with the participants in 

order to assure their appropriateness, and the study includes two-year data from various 

interviews, ranging from a pilot study to final interviews. Final interviews were 

conducted in addition to the main study in order to assure the resuks and my 

interpretations of interview quotations. 

This study contributes to research methodology itself by incorporating various 

research tools including descriptive statistics and traditional qualitative methods. As an 

exploration of this topic, this study presents important implications to foreign language 

education and pedagogy, and to theory development in language planning and policy. 
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1. INTRODUCTION 

1.1 THE ROLE OF THE RESEARCHER 

My selection of research topics and approaches to the study reflects my own 

beliefs and values. I think that it is important to begin by writing about myself, which I 

hope to be the best way to introduce my study. 

I grew up in a small town in Japan as a member of a middle-class family. My 

parents are devoted teachers and my father imprinted his educational philosophy on me 

when I was a child. However, with exploration being an important aspect of my 

personality, it took a long time for me to make up my mind about teaching. I studied 

literature, languages, and language teaching. In my school years, most of my teachers 

described me as a shy, hesitant student and assigned me to take on leadership as a task. 

It was my father who first taught me how to read and who showed me some ways 

to think critically about myself and the world. After I entered college, 1 started to 

question the Japanese educational system, especially college entrance exams, and I began 

to leam how to dialogue with people by emphasizing processes of thoughts and actions 

which help to unpack and even transform people's emotions, thoughts and beliefs. This 

process opened up another aspect of my life. I started to work for a company after 

college graduation, and gradually shifted from office work, which allowed me to work 

with people from different countries to teaching, and my exploration of different cultures 

and countries led to teaching Japanese as a second language to foreign people. 

My studies in the United States started at age 30 in Hawaii. I stayed with a 

woman who is second-generation Japanese ("ni-sei") and listened to her Hiroshima 
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dialect, as she described her parents came from that region to Hawaii to work in 

cornfields. I was able to familiarize myself with the Japanese community and studied 

English there. After six months, I moved to Oregon for my graduate studies. 

I remembered that my grandfather had been a Buddhist missionary in the 

Northwest before World War H and somebody told me that he had lived in several places 

including Portland; however, I did not know which Portland, either the one in Oregon or 

the other in Maine, was the city where he had lived. I took a chance and decided to go to 

Oregon, partly because the school accepted me. I looked for every evidence that 

indicated his former presence; I visited the places where he and his family used to live, 

and actually met some people who remembered him. I was surprised to learn that my 

grandfather used to teach Japanese at a Sunday school in order to help children's literacy 

in the Japanese-American community. I also learned that the Buddhist temple functioned 

as a center for language and culture as well. Later on, I learned that my grandfather and 

his family returned to Japan before World War 11 began, but his sister and her son 

remained and spent a year and half in a concentration camp in Utah during the war. 

Learning all these details about my family, I gradually began to absorb new elements into 

my life, which had never influenced me before when I was in Japan but which do 

influence who I am in the United States. 

When I was in Oregon, I studied linguistics and language-teaching 

methodologies, taught Japanese-as-a-foreign-language (JFL), and researched 

teacher/student expectations in the JFL classroom, concepts of friendship, and cultural 

segments about the Warm Springs reservation. This small ethnographic study of the 
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reservation changed my perceptions about culture. I had been in extreme culture shock 

for my first couple of years in Oregon — not because of the cultural differences, but 

because of the similarity between my perceptions and those of the people on the 

reservation- Carrying out other research with friends and scholars on friendship and 

exploring research methodologies for perception studies brought me joy, and those 

research aspects started to blend with my personal life. It was an awakening as a person 

and a researcher, and I felt I had found my roots in that place. I constantly chose research 

topics dealing with people's beliefs and values, and tried to make a link between 

language teaching issues and cultural factors. Even though I finished my thesis, I was 

aware that my thesis lacked some important perspective and constantly looked for the 

missing piece. I finished my master's thesis with the topic of American students' 

expectations of teachers in the Japanese language classroom. 

My strong desire to continue research led me to doctoral study in Tucson, 

Arizona. Being in the Southwest so close to Mexico brought me constant awareness of 

border issues and interest in the study of language and identity. I found myself again 

experiencing culture shock in the Southwest. In the Northwest, I was called a Japanese 

student or an international student; however, in the Southwest, I was often categorized as 

an Asian student. This difference led me to learn about regional differences in the United 

States and to highlight perceptual studies about language and identity issues. 

The study about language and identity, as well as my personal experiences, led 

me to macro-level perspectives, such as foreign language policy in foreign language 

teaching from a language planning point of view. I recognized this would be the missing 
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piece that I had been looking for when I began my master's thesis on classroom culture in 

foreign language education. For that reason, I decided to go back to the same language 

program where I had taught Japanese and conducted research. This time, I brought a 

different, wider scope to the research and continued to work with the same community. 

1.2 THE RESEARCH TOPIC 

I chose the most critical and central perspective in language policy and planning 

in order to examine foreign language education and policy. This is the study of 

"Orientations: unconscious dispositions toward language which determine the questions 

asked, the data examined, and the conclusions drawn about language planning" (Ruiz, 

1984; cited by Huebner, 1999, p.7). I approached orientations in people's belief systems. 

Those orientations underlie people's values, beliefs, and ideological constructs explicitly 

or implicitly. I attempted a micro-level analysis on teachers' and students' values and 

beliefs about language, approaching the study in an ethnographic manner. Micro-level 

analyses, including discourse analysis and ethnographic approaches, are strongly 

recommended by Lo Bianco (1999) who proposed treating language policies as 

discourse. In my interpretation, his suggestions also imply the importance of exploring 

language planners' and policy makers' belief systems embedded in the discourse. Such 

an approach to policy study is still rare. The studies in the language planning and policy 

areas have received criticisms due to a "fundamental epistemological challenge to the 

reification of language from the contextual embeddedness which many theories, positions 

and analyses of language planning have produced" (Lo Bianco, 1999, p. 50). In other 

words, there is lack of critical analysis of research methodologies in the language 
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planning and policy areas. I take this criticism seriously and try detailed analyses and 

contextualization in my research. Even though defining beliefs is not an easy task 

(Pajeres, 1992), it is important to explore values and beliefs, especially those of the 

people who are actually in the setting. The context of my study is the foreign language 

classroom, and specifically the JFL classroom. 

1,3 ORIENTATIONS IN THE FOREIGN LANGUAGE SETTING 

Why do orientations matter in the foreign language classroom? Several scholars 

have pointed out the importance of including ideological and sociopolitical aspects in 

foreign language education (Byrnes 1998; Kachru, 1982, 1992; BCramsch, 1993; Ortega, 

1999; Pennycook, 1994). Ortega (1999) critically reviewed efforts at educational reform 

in foreign language teaching, and claimed that the agenda of excellence and reform stand 

in opposition to the "goals of equality and multiculturalism in a truly democratic society." 

(p. 12). There are few studies that examine foreign language education from this 

ideological and sociopolitical point of view, especially studies based on empirical 

research. The study of orientations — a fundamental, crucial perspective in language 

planning - will help to bring ideological and sociopolitical aspects of language into 

foreign language teaching, an important dimension in understanding a multilingual and 

multicultural society. Teachers' and students' voices, expectations, hopes, and 

determination about foreign language education are portrayed within the framework of 

orientations. 

All through the study, I pose fundamental questions, which have been rarely 

asked in the field of foreign language education: what is language and what role does 
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language play in the community and society? I examine whether people's beliefs and 

values about language are reflected in foreign language pedagogy and policy, and how 

these relate to a multicultural society. In Freire's (1970) words, by posing critical 

questions to the community (problem-posing), I attempt to bring unconscious 

expectations, hopes, and hidden dimensions to the surface (conscientization). Since I 

take the stance that research is a process, I approach all my research activities through 

dialogue, and hope that my findings will help the language community and the foreign 

language teaching field advance a pluralistic society. 

1.4 RESEARCH PARADIGM 

Rutz states, "The qualitative and quantitative distinction might not be accurate to 

describe the research paradigm" (personal communication in 1998). I need to start this 

section by questioning what is research? 

I used several research tools such as interviews, classroom observations, scenario 

exercises, and card-sorting activities to examine orientations that underline the language 

community. I used several different analyses including statistical analysis, and some 

quantitative results appear in my dissertation. However, the statistical programs that I 

used for this study are called "qualitative statistics" and are used to describe the 

phenomena, not to test h5T30theses. It is possible to apply this technique without any 

hypotheses. On the other hand, my discourse analysis required coding; that implies 

quantifying the phenomena. The qualitative and quantitative distinction should be 

captured on a continuum, not as a dichotomy. 
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As a graduate student in an interdisciplinary field for years, I have encountered 

several arguments about this traditional qualitative/quantitative research paradigm. In 

fact, that is one of the factors that makes interdisciplinary work harder since each field of 

study develops its own research methodology, and people sometimes exclude some 

methodologies because of unfamiliarity. This argument might be applied to the use of 

numbers as well. It is people's attitudes toward use of numbers that influence the 

research paradigm; numbers themselves don't play an ideological role. In my research, 

numbers and statistics were mainly used in order to describe the phenomena. 

I found the ideas of Grounded Theory (Glaser & Strauss, 1967; Strauss & Corbin; 

1994, 1998) central to my research. Influenced by American pragmatists and 

interactionists such as Dewey (1922), and Hughes (1971), Grounded Theory was 

developed within a philosophy that emphasizes making comparisons between data, 

developing, and relating concepts, and doing empirical research in conjunction with the 

development of theory. The theory is defined as "a set of well-developed concepts 

related through statements of relationship, which together constitute an integrated 

fi-amework that can be used to explain or predict phenomena" (Strauss & Corbin, 1998). 

Consequently, one of the most important characterizations of research is that of research 

as a process, emphasizing "a sensitivity to the evolving and unfolding nature of events 

(process) and an awareness of the interrelationships among conditions (structure), action 

(process), and consequences" (Strauss & Corbin, 1998, p.9 -10). In fact. Grounded 

Theory has evolved according to the needs of society. There are dramatic differences 

between the first version (1967) and the recent ones (1994, 1998). The method is 



21 

categorized as qualitative research; however, in the recent version there is an indication 

of the interplay between qualitative and quantitative approaches in the methodology 

chapters. 

I agree that research is a process and that there is interplay between data atid 

theory. My research is a process of exploring the concept of orientations in the context of 

foreign language education. 

1.5 RESEARCH QUESTIONS 

The issues that I am looking at in my study are values and beliefs about language, 

and the relationship between beliefs and pedagogy in the foreign language context. 

Furthermore, I examine how peoples' ideological stances are included in current foreign 

language policy and look for some implications for that policy based on people's values 

and beliefs. I use "pedagogy" to mean the way that people approach education from 

wider economic, political and cultural scenes; whereas "methodology" focuses on 

practical teaching techniques and conventions used in actual classroom settings (Ruiz, 

1999, personal communication). I assume the language program is a language 

community and approach the study with an ethnographic point of view. I explore these 

concepts in the JFL college classroom as a case study. The ultimate goal is to 

conceptualize these issues within the rich context of foreign language education. 

Needless to say, evaluation of the program is not my end, nor is just a simple description 

of the program. With the aid of Grounded Theory as a research methodology, 

conceptualization of some issues within the context is feasible. My research questions 

follow: 
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1. What descriptive orientations do the participants (teachers and students in 
the JFL classroom) have? 
• Do these descriptive orientations have any specific features on the 

cognitive maps (the results of card-sorting activities)? 
• How do the participants interpret their own orientations on the maps? 
• What aspects of descriptive orientations do the interviews, classroom 

observation and the other information sources reveal by being coded? 

2. What overall evaluative orientations are in evidence in the Japanese 
program? 
• Do the scenario exercises trigger the participants' memories about 

classroom incidents that relate to evaluative orientations? 
• If so, what memories do the scenario exercises trigger? 
• Do the cognitive maps help to uncover the participants' evaluative 

orientations? If so, what are they? 
• What aspects of evaluative orientations do the interviews, classroom 

observation and the other information sources reveal by being coded? 

3. How are descriptive orientations and evaluative orientations related to 
each other in this community? 
• How are coding schemes of descriptive and evaluative orientations 

related to each other in the transcripts of the interviews and other 
observations? 

• How do the participants correlate evaluative orientation items in the 
teaching/learning scenarios with their own descriptive orientation(s)? 

4. What are possible pedagogical implications for foreign language 
classrooms and foreign language policy? 
• What do the participants' orientations reveal about their expectations 

toward the program as well as foreign language education? 
• Does the particular language program policy include the national 

foreign language policy in the US? If so, how? If not, how can the 
research findings suggest new aspects of foreign language pedagogy or 
foreign language policy? 

• How do aspects of multicultural education and critical pedagogy 
contribute to the findings and implications? 

1.6 ORGANIZATION OF THE DISSERTATION 
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The present chapter introduces the researcher, the research topic, the 

methodological approach, and research questions. An effort was made to explain 

fundamental concepts such as orientations and grounded theory. 

In Chapter Two, the related literature to the study will be reviewed. The literature 

review includes teacher/student belief systems, orientations, classroom culture, and 

concepts of critical pedagogy/multicultural education and foreign language education. 

Chapter Three will reintroduce research questions together with methodology. 

Multidimensional scaling and hierarchical cluster analyses, classroom observation, 

interviews, and scenario exercises will be presented. In addition, the description and 

findings of a pilot study is included in this chapter. 

Chapter Four will describe the findings. First, the findings of multidimensional 

scaling and hierarchical cluster analyses will be presented. Next, I will introduce tlie 

findings of constant comparison analyses. Finally, the scenario exercises will be 

analyzed and presented. 

I will discuss the research findings in Chapter Five. I will summarize the findings 

accompanying the research questions in my study, and will attempt to answer my 

research questions and to reexamine them especially with a relation to classroom culture, 

critical pedagogy/multicultural education, orientations and foreign language policy. I 

will summarize the additional interviews that I conducted in the end of my study. During 

the interviews, I confirmed the research findings, interview quotations, and my 

interpretations. The final chapter will also include theoretical implications for the Mure 

research. 
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2. REVIEW OF THE RELTATED LITERATURE 

First I examined the general education literature on teacher and student beliefs 

(Nepor, 1987; Pajares, 1992; Richardson, 1984), and then reviewed studies in foreign 

language education (Byram, 1990; David & Markham, 1991; Kern, 1995; Mantle-

Bromley & Raymon, 1991; Luppescu &Day, 1990; Shavelson & Stem, 1981; Schuiz, 

1996 and others). In general, the literature indicates the usefulness of investigating belief 

systems in education and language education, even though defining the concepts is not 

easy. The previous studies cover a wide range of areas such as beliefs about language 

learning and those about teacher/student expectations; however, I could not find direct 

references relevant to my study, that is, beliefs about language. Therefore, I propose 

examining the perspective of orientations as an important alternative to beliefs about 

language. 

I therefore summarize some theories of orientations in language planning and 

language policy (Andersson, 1964; Kelman, 1972; Tauli, 1968; Ruiz, 1984, 1990, 1998), 

and also review some of the studies in which the authors discussed Ruiz' orientations 

(Baker, 1996; Crawford, 2000; Huebner & Davis, 1999; McKay & Homberger, 1996, 

Kontra, Phillipson, Skutnabb-Kangas, & Varady, 1999 and others). I also include the 

process of developing taxonomies of the descriptive and evaluative orientations that I 

used as coding systems in my study, for example, an interview with Ruiz (March, 1999). 

Next, I summarize literature in the fields of critical pedagogy and multicultural 

education, important vehicles for constructing healthy classroom culture and for the 

development of a language-as-resource orientation. In critical pedagogy, I review some 
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important concepts for the language classroom such as literacy, empowerment, problem-

posing, emancipatory education, and conscientization (Darder, 1991; Freire, 1970; Freire 

& Marcedo, 1987; Shor, 1992; Wink, 1997). In multicultural education, I simply review 

the concept of multicultural education (Banks, 2001; McLaren, 1997; Nieto, 2000), and 

discuss its relevance to foreign language education/policy (Byrnes, 1992; Ortega, 1999, 

2000; and others), and also argue heritage language education as one of the solutions. 

The importance of examining classroom culture has been found in many fields 

such as psychology, anthropology, sociology and so on. One of the important discussions 

on this topic is the role of culture in the organization of classroom life (Gallego, Cole & 

LCHC, 1998 in press). I review mainly the studies that emphasize multicultural 

education and critical pedagogy in classroom studies, and that suggest culturally 

congruent teaching. Moreover, I review the literature in culture learning in the foreign 

language classroom as one of the important dimensions of this field (Banks & Banks, 

1994; Bennett, 1993, 1999; Byram, 1990; Candlin, 1995; Damen, 1987; Jin & Cotazzi, 

1993; Kramsch, 1993; Nieto, 2000; Robinson-Stuart & Nocon, 1996; Seely, 1993). 



26 

2.1 TEACHER/STUDENT BELIEF SYSTEM 

2.1.1 Education and language teaching 

Many scholars suggest that defining beliefs is difficult work (Nepor, 1987; 

Pajares,1992). According to Pajares (1992), some researchers use different terms 

(beliefs, ideologies, perceptions, dispositions, perspectives, etc.) interchangeably; and 

further, classic definitions by Rokeach (1968) have been used as new Jargons. Rokeach 

(1968) stated that all beliefs have a cognitive component representing knowledge, an 

affective component capable of arousing emotion, and a behavioral component activated 

when action is required. In addition, "belief substructures (attitudes, values) are part of 

this belief network, or web, and can also be thought of as connected to central or 

peripheral strands of that web." (Pajares, 1992, p.318). 

Despite the difficulty of defining a belief, many educators have tried to grasp the 

elements involved because of its importance to their work. Teachers' beliefs influence 

their perceptions and judgments, and affect their behavior in the classroom. "It has 

become an accepted idea that teachers' ways of thinking and understanding are vital 

components of their practice." (Nepor, 1987, p.317). Richardson (1984) also stated the 

importance of examining teachers' beliefs and of the transformative aspect of teachers' 

beliefs in teacher education. 

Shedding light on similarities and differences between teachers' beliefs and 

students' beliefs is important since some research shows that teachers and students might 

have different beliefs and attitudes toward learning or classroom practice. (Kern, 1995; 

Luppescu & Day, 1990; McCarger, 1993; Nunan, 1986; Kunaravadivelu, 1991; Reber, 
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2000; & Schuiz, 1996). Many studies have used some kind of questionnaire, especially 

studies of students. Some have used interview techniques in order to investigate 

teachers' beliefs (McAJpine, Eriks-Brophy, & Crago, 1996; Murry, 1990; & Nepor, 

1990). Roberts (1992) used students' compositions to assess their attitudes toward foreign 

language study by using a coding system. Berlin (2000) approached beliefs about teacher 

effectiveness with an ethnographic point of view by doing interviews and classroom 

observations. 

Topics of the studies in the field are varied. One important direction in the 

literature is investigation into beliefs about language learning. This area of studies began 

with Gardner & Lambert's attitude and motivation studies on second language 

achievement in the 1950s. DeGarcia, Reynolds, and Savignon developed the Foreign 

Language Survey (FLAS) based on the previous studies by Gardner & Lambert: the 53 

Likert-Scale items address a wide range of issues in language teaching. In addition, 

Horwitz (1985, 1988) developed another questiormaire. Beliefs about Language Learning 

Inventory (BLLI): The twenty Likert-Scale items are used to assess teacher opinions on a 

variety of issues and controversies related to language learning. Horwitz (1988) 

investigated students in first semester language courses at University of Texas (80 

German, 63 French, and 98 French students) using these questionnaires and found 

consistent patterns across language groups. Kem (1995) did follow-up studies using 

BLLI in the French Language courses at UC Berkeley. The results show overall 

similarities between students' and teachers' beliefs as well as between students' pre- and 

post- test responses, while individuals and course section groups revealed much greater 



28 

differences (Kem, 1995). This study suggests multiple sources of influences on students' 

beliefs besides teachers. Mori (1999) examined the structure of language learners' 

beliefs about learning and ideas specifically about language learning and explored the 

relationship between the two through a questionnaire in Japanese-as-a-foreign-Ianguage 

classes at the college level. The factor analyses identified five dimensions of 

epistemological beliefs and six dimensions of language learning beliefs. The results 

show that both types of beliefs are generally characterized as consisting of multiple 

independent dimensions. 

Schulz (1996) specifically focused on the role of grammar instruction in language 

learning and teaching. The role of grammar instruction has been controversial. A 

questionnaire was used in the study with a total of 82 students and 92 instructors in the 

foreign languages. The results show favorable attitudes of students toward a focus on 

form in L2/FL learning and discrepancies between students' and teachers' perceptions: 

90% of the students favored error correction, whereas 34 % of the commonly taught 

language teachers and 50 % of the uncommonly taught language teachers disagreed with 

error correction when students make errors in speaking the language. The author 

recommends examining students' beliefs about language learning at the beginning of the 

course. 

Several researchers have worked on learning and teaching cultures in the 

language classroom. Byram (1990) and Byram, Earte-Sarries, & Talor (1991) 

investigated sources of students' perceptions of and attitudes toward culture studies and 

language learning. They found that teachers, textbooks and outside-class events 



29 

influenced students' perceptions, and school class, gender, and socio-economic status are 

significantly associated with their attitudes. Mantle-Bromley &. Raymon (1991) 

examined how multicultural lessons influence students' attitudes. They reported that 

giving multicultural classes was effective and that students' positive attitudes are related 

to increasing achievement in second language learning, to keeping students in the 

program longer, and increasing desired student behaviors in classroom. An ethnographic 

approach to language and culture was taken in the study of teaching beliefs in Mohawk 

classrooms by McAlpine, Eriks-Brophy and Crago (1996). They conducted two 

intensive interviews including life stories of three language teachers based on teaching 

videos, and found that recognizing the various definitions and meanings of culture is 

productive in helping the researchers understand the complexities of the classroom. 

Two studies focus on teachers' and students' attitudes in particular institutions. 

Davis and Markham (1991) investigated students' attitudes toward foreign language 

study at historically and predominantly black institutions; the results show that the 

students perceived foreign language study as not being threatening to their cultural 

identity and showed great awareness of the career benefits of foreign language study. 

Muller (1993) explored student attitudes in the basic French course at the University of 

Kentucky. One important finding in that study was that students did not consider the 

materials and teaching methods (traditional and audio-lingual grammars) effective and 

they thought that achievement should be emphasized over proficiency. 

The relationship between beliefs and behaviors has been explored by a couple of 

researchers. Samimy and Tabuse (1992) investigated the relationship between affective 



30 

variables (attitude, motivation, and classroom personality) and students' linguistic 

performance in beginning Japanese classes, and found that when students shifted their 

attitude negatively, those students received lower grades. On the other hand, Shavelson 

& Stem (1981) reviewed studies on teachers' intentions and the relationship between 

those intentions and their behaviors. They have several recommendations; 1) Research 

on teacher beliefs and behaviors should shift from descriptive studies to empirical and 

conceptual research; 2) research on teaching should focus on teachers' thoughts, 

decisions, and behaviors in studying class context and organizational context; and 3) 

research results should lead to implications for teaching and tentative policies for 

practice. 

2.1.2 Criticisms of language research methodology 

The previous studies of teacher/student beliefs have received criticisms as well. 

As for research instruments, Luppescu & Day (1990) indicated the lack of credibility in 

using the Likert- Scale in Horwitz' study, given of the difficulty in defining beliefs. In 

addition to the difficulty of definition, the cultural appropriateness of instruments needs 

to be more careftilly considered. For example, "Strategy Inventory for Language 

Learning (SELL)" invented by Oxford (1989) might need to be reexamined from the 

cultural point of view. The interpretations of learning and learning styles are diverse by 

culture and some values are attached to some learning styles. Therefore, more careftil 

approaches, by asking learners' perceptions about learning styles in this area are required. 

Ethnographic research that could include rich contextualization seems appropriate for this 

purpose. McAlpine, Eriks-Brophy & Crago (1996) explored teaching beliefs in Mohawk 
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classrooms by conducting two intensive interviews with three language teachers based on 

teaching videos and classroom observation. Berlin (2000) conducted an ethnographic 

study in the ESL setting and explored beliefs of effective teachers. The study examined 

four effective teachers and explored students' perceptions and expectations of the 

teachers by conducting interviews, questioimaires and classroom observation. The 

findings imply the importance of contextualization of the topic with rich descriptions, and 

of conceptualization elicited from the data. 

2.1.3 Orientations in teacher/student belief systems 

Some of the major topics in teacher education are 1) subject-matter knowledge: 

what the teachers are trying teach or the students are trying to learn; 2) ideological 

concepts for teachers or pre-service teachers: how the teachers' preconceptions of 

multiculturalism or interculturality influence their classroom; and 3) teacher/student 

interaction: what the concept of a good teacher is and so on. Even though many scholars 

claim that exploring teacher/student belief systems seem very important in language 

teaching and in general education, many topics remain unexplored. 

Orientations, a central concept in language planning/policy, also needs to be 

explored in terms of teacher/student belief systems. In my study, I will explore the 

concepts of descriptive and evaluative orientations. Descriptive orientations are related 

to the subject matter and explore the questions: What are teachers trying to teach and 

what are students trying to leam in the classroom? What is language and what role does 

language play in their minds? Evaluative orientations are related to the ideological or 

normative stance toward language. Why does language matter to the teachers and 
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students in the language classroom? How is language a resource or a problem in the 

classroom? These important questions have not been explored explicitly in the language 

teaching classroom. It is especially important to explore these in the teacher/student 

belief systems since the teachers and students are the ones who are actually engaged with 

the language matter. 

2.2 LANGUAGE ORIENTATIONS - THEORIES IN LANGUAGE 

PLANNING 

The term orientations has been suggested by scholars in several different fields 

such as second language acquisition (SLA), especially in the areas of motivation and 

language planning and language policy. I will briefly review the concepts of orientations 

in motivation and then closely examine it in language planning and language policy. 

Examining both sets of orientations might help to retain a better overview since they are 

related to each other, especially in their application to the language classroom situation. 

2.2.1 Orientations and noiotivation 

In the area of SLA research, Gardner and Maclntyre (1991) distinguish two types 

of learners' positive attitudinal reasons toward learning: 'orientation' and 'motivation'. 

According to them, orientation is a bigger category than motivation and it might show 

directional constraint; whereas motivation represents narrower and more practical reasons 

for learning. Gardner defines orientation as "the combination of effort plus desire to 

achieve the goal of learning the language, plus favorable attitudes towards learning the 

language (Gardner, 1985). For example, the following statement might show an 

instrumental orientation: "Studying French can be important because it is useful for one's 
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career." On the other hand, "motivation refers to the directed effort individual learners 

make to leam the language" (Ellis, 1994, p. 509), for example, students might be 

motivated by being rewarded financially for their successful performances. 

Some researchers (Clement & ECruidenier, 1983; Domyei, 1990) pointed out that 

the results of the motivational studies based on Gardner and Lambert (1972) are not 

conclusive and that there are conceptual problems in the definition of motivation. 

Furthermore, they suggested that orientations should be defined "according to Gardner's 

original definition (orientations are long-range goals, which, along with attitudes, sustain 

students' motivation) with an additional facet that these long-range goals break up into 

clusters of orientations whose definition is context-dependent" (Belmechri & Hummel, 

1998, p.223). Belmechri and Hummel examined 93 Francophone high school students' 

L2 orientations in relation to motivation, using a questionnaire. They found that the 

students have five orientations: travel, understanding/school (instrumental), friendship, 

understanding, and career (instrumental); and results indicated that orientations were 

"predictors" of their motivation (p.219). 

2.2.2 Orientations in language planning 

2.2.2.1 Orientations and belief systems 

Richard Ruiz (1984) first introduced the terminology orientations into language 

planning and policy in the area of bilingual and minority language issues in the United 

States. Because of this, his orientations theory has sometimes been misunderstood as a 

theory which is only applicable to minority language issues or bilingual education; 

however this theory can been applied to any language situation in the world. This theory 



34 

has been often used by language policy makers and language planners in order to 

determine in which direction language policy and language ideology incline: language as 

a problem, language as right, or language as resource. Later, Ruiz (1998) called this 

category evaluative orientations and distinguished it from descriptive orientations. 

Before I get into the details of the two types of orientations, I would like to review similar 

concepts in other fields that Ruiz (1984) also noted in his article. In addition, I have 

added Rokeach's (1968) beliefs study in order to make a link between Ruiz' orientations 

and belief systems in my study. The next table summarizes those concepts: 

Table 2.1: Orientation-Related Concepts 
Studies Discipline Terminology Key concepts 
Boulding (1959) Sociology Image Behavior depends on the image - the sum of 

what we think we know, and what makes us 
act the way we do. (p.6) 

Kuhn (1970) 

\ Heath (1977) 

*. 

Science 

Anthropology -
social science 

Paradigm 

Language 
ideology 

Paradigm flmctions by permitting the 
replication of e.\amples any one of which 
could in principle serve to replace it. (p.23) 
.. assimjptions about language(s) different J 

from those held by the communities or groups j 
to which language planning will be directed.. \ 
(p.55) t 

J Ruiz (1984) 
i! t. 

Rokeach (1968) 

Language 
planning 

Behavioral 
psychology 

Orientations 

Beliefs, 
attitudes, and 
values 

A comple.\; of dispositions toward language J 
and its role, and toward languages and their \ 
role in society, (p.4) 
Beliefs have a cognitive component 
representing knowledge, an affective 
component capable of arousing emotion, and a 
behavioral component activated when action 
is required, (cited by Pajares, 1992, p.314) 

Ruiz (1984) noted that the most similar concept to his orientations is probably 

Heath's language ideology, even though her discussion was brief (p.21). All of the 

scholars above accepted the idea that abstracting human behaviors and thoughts is 

possible ~ as theory. For example, Boulding (1959) states that describing the process of 
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policy formation is possible, and he calls this abstraction an image, which is created and 

shared among people. Furthermore, he states that the core of the image is about "role." 

In this sense, Boulding's notion of image is parallel to Ruiz' in the way he focused on 

"role of language." Boulding also pointed out that the private/public distinction would be 

very important in the concept of image. This discussion could be applied to language as 

well, in the way people distinguish "private" language from "public" language. 

Abstraction of human behaviors and thoughts is seen as "substructure" in the 

studies by Boulding, Kuhn, and Rokeach. The higher level of abstraction - image, 

paradigm, and belief — substructures or directs like a web human emotions, attitudes, 

knowledge behaviors and action. These three scholars seem to have a strong influence 

from the gestalt school. Just as visual patterns arise from a mosaic of independently 

existing sensations like a jigsaw puzzle, these theorists believe that dramatic attitudinal 

and behavioral changes are possible once higher level of beliefs are changed, in a kind of 

intellectual conversion. Rokeach (1968) explains this structure nicely. According to 

him, attitudes and values are substructures of belief systems. An attitude is "an 

organization of several beliefs focused on a specific object or situation, predisposing one 

to respond in some preferential manner"; on the other hand, "values have to do with 

mode of conduct and end-states of existence (p. 159). 

Although Rokeach's study is helpful to explain the web structure and shares 

similar characteristics with the other theories, beliefs seem to lack the larger, directional 

flow of the other concepts. For example, language orientations consist of different kinds 

of language beliefs such as beliefs about language variation, beliefs about standard 
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languages, beliefs about mother tongue and so on. Those individual beliefs might be 

compound and determine the orientation. Orientations or ideologies are wide-ranging 

systems of beliefs, and ways of thought. Orientations or ideologies are associated with 

specific knowledge, emotions and actions. 

I conceptualize above the relationship between orientations and belief systems 

that sustain cognitive, affective and behavioral components. For example, the language-

as-problem orientation might sustain a belief that national unity might be accomplished 

only under the situation where people speak one common or national language. And this 

belief or ideology promotes negative connotations and attitudes toward immigrants or 

Illustration 2.1: Belief System and Orientations 

BELIEF 
SYSTEM 

behavioral 

cognitive 

ORIENTATIONS 
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minority languages, and discriminatory behaviors toward the languages and the people 

who speak them. 

In my study, I do not focus on the distinctions among beliefs, emotions and 

actions. Rather, I treat them as various components that show some essences of each 

orientation. Examining students' and teachers' discourse as well as their behavior helps 

to discuss orientations. In other words, this is a bottom-up approach to policy and 

language plarming study by contextualizing the foreign language classroom situation. 

The real challenge to language plaimers and policy makers is to see if they can transform 

the language-as-a-problem orientation to the language-as-a-resource orientation, and if 

so, how? If beliefs can be altered and consequent attitudes and behaviors could be 

changed as Boulding and Rokeach say, maybe there is a possibility that orientations 

could be altered. Detailed discussions about what components contribute to each 

orientation on any cognitive, affective or behavioral level, or how they contribute should 

help to answer those questions. 

2.2.2.2 Descriptive Orientations 

Ruiz (1984) introduced some previous orientations suggested by Tauli (1968) and 

Kelman (1972). According to Tauli, "language is a system of signs, the main purpose of 

which is communication... language is an instrument, a means, never an end" (p.9). On 

the other hand, Kelman assumed that language is tied up with group identity, and 

"language is an important aspect of self-expression and self-identification" (Ruiz, 1984, 

p. 17). This view might be called "language as sentimental attachment" as opposed to 

Tauli's instrumental view of language. 
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Theodore Andersson (1964), who was an early advocate for foreign languages in 

elementary schools in Texas, suggested four values of modem foreign languages: 

language as a tool; language as conMnunication; language as culture; and language as 

style. His first view of language-as-tool presents an instrumental view of language. He 

explains the view as the "narrowest concept of language, though one widely held" 

(p.305). This view is similar to Tauli's instmmental view toward language. The second 

view of language-as-communication also seems overlapped with the language-as-means 

view by Tauli. According to Andersson, 

"One language makes a wall; it takes two to make a gate. That is why Americans, 
praying for peace and seeking an increase in international understanding, now 
gather to discuss foreign language study as a means to these ends." (p.312). 

Andersson thinks that foreign languages are an essential part of a liberal 

education. Language-as-communication helps to break "human barriers" and to "free an 

individual fi-om his own linguistic limitations" (p.319). The third view is language as 

culture. Andersson holds the anthropological stance of culture; "culture as a total way of 

life, the learned and shared patterns of behavior of a group of people living together" 

(p.312). Consequently, this anthropological stance reflects his view of language. He 

defines language thus: "in expressing typical feelings, thoughts, attitudes, and values, 

language is both a vehicle and a mirror of culture" (p.313). The last category of language 

is style. According to Andersson, studying the literature contributes to the "freeing and 

to the cultivation of the human spirit" (p.319). 

His articulation of views toward language and foreign language education is 

remarkable. In the section of language-as-culture, he also mentioned foreign language 
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teachers as foreign culture teachers, and predicted that teaching culture would be 

emphasized in foreign language education. As he predicted, teaching culture is becoming 

an increasingly marked dimension of foreign language education. As a continuation of 

this discussion, I will include classroom culture and teaching culture segments in the next 

section. 

Ruiz (1998) synthesized these discussions and suggested the following typology 

as descriptive orientations: language-as-a-tool; language-as-means; and language-as-a 

mediator of culture. Using Kelman's (1972) terms, language-as-a-tool and language-as-

means seem to address the instrumental view of language; whereas language-as-a-

mediator-of-culture expresses the sentimental attachment of language. 

Since complete descriptions of Ruiz' Descriptive Orientations had not been given 

by the author during my study, I interviewed him (March 4, 1999) and asked him to 

provide more explanations about his typology. The interview session was tape-recorded. 

My main concern was to distinguish between langiiage-as-means and language-as-a-

tool. In the interview Ruiz explained language as a tool as something that relates to 

technocratic ideas; for example, speaking Spanish might help somebody who lives in 

Nogales get a job. Language as means also deals with instrumentality of language, but is 

better characterized as a vehicle than a tool. Ruiz gave metaphors using a telephone as an 

example. While a telephone receiver can be used to crack open a walnut in order to eat it 

(language-as-tool), it is more commonly conceived of as a vehicle for sending messages 

(language-as-means). Both concepts have instrumentality more or less; however, 

language-as-a-tool could be thought of as more immediate, instrumental and 
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technocratic, where language-as-means provides opportunities for the use of the 

language. 

Based on the information above, I define Descriptive Orientations as follows: 

Table 2.2: Descriptive Orientations I (DO I) 

Descriptive Orientations Definitions 
Language as a tool The orientation that sees language as enabling people to 

complete a task or achieve a goal; the view that would 
utilize the language, for example, as a tool to get a job 
or to complete a task. 

Language as means The orientation that sees language as a medium of 
communication of thoughts, feelings, and expressions; 
the view that would objectify the language or would 
emphasize linguistic components such as lexicon, 
grammar or writing system. 

Language as a mediator of 
culture 

The orientation that sees language as conveying culture 
aspects; the view that language is tied up with identity, 
family, community or society. 

2.2.2.3 Evaluative Orientations 

Ruiz' Evaluative Orientations appeared in "Orientations in Language Planning" 

(1984) and, then they have been widely used as one of the crucial concepts in language 

planning (Homberger, 1994; Baker, 1995; Crawford, 2000; Djite, 1994; Crogan, 1996; 

Cummins, 2000; Hubner & Davis, 1999; Kontra, et.al., 1999; and Zephir; 1997). Since 

his article appears in the context of US policy analysis, this theory might mistakenly be 

thought to apply only to limited situations such as bilingual education in the US and the 

language-as-problem orientations. However, this is a theory in language planning that 

can be and has been applied to any situation in the world. Also, it is true that after he 
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published his article in 1984, people have used the theory in different ways. Again, I 

interviewed Ruiz about these concepts, especially how about these concepts are related to 

the critical pedagogy framework (March 4, 1999). 

Ruiz explained in the interview that he originally provided the three different 

directions (orientations) without suggesting any relationships among them. Then, some 

of his students used the three orientations as sequential stages from language-as-problem 

to language-as-right orientations, then from language-as-right to language-as-resource 

orientations, as if the first was a prerequisite to the second, and so on. An alternative 

view posits a possible relationship among the three based on critical theory pedagogy, 

and Ruiz interprets Freire's ideas as presenting a tension between the oppressed and the 

oppressors, and suggested the "new man" (the third person) as a new solution; that is, 

both the oppressed and the oppressors need to change, and look for a new organization or 

new ideology. Ruiz sees the ideas of Giroux (1988)similarly; he applied the concept of 

the tension between the two "opponents" to language, and developed his ideas of 

"language-of-oppression" and "language of possibilities." However, he didn't use 

Freire's framework of the three. Ruiz applied Freire's framework to his orientations and 

explained as follows: 

There is a tension in the real world. Some people see language as a real 
problem like the case of Navajo language. The society reinforces this orientation. 
On the other hand, there are other people who claim that the maintenance of the 
language is the right for the speaking community. So, there is a tension between 
language-as-problem and language-as-right. We hardly find any examples of 
language-as-resource in the real world. But Freire saw in the world a tension 
between the oppressors and the oppressed, and suggested a solution as the third 
person (the new man) coming out of the tension between the two. That is 
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probably applicable to the orientations. The language-as-resource orientation 
might be seen as the third (alternative) orientation coming out of the tension 
between the two orientations (language-as-problem and language-as-right). 

(Ruiz in the interview: March 4, 1999) 

I compare several definitions that appear in the literature (Baker 1989; Ricento & 

Homberger 1994), and add the insight from critical pedagogy, and summarize the 

definitions as follow; 

Table 2.3: Evaluative Orientations (Critical Pedagogy) 

Evaluative orientations Deflnitions 
Language as problem The orientation that would see the local 

language as a problem or some kind of 
burden for some specific purposes such as 
uniformity or similarity within the 
community 

Language as riglit The orientation that would see the 
community language as a basic, human 
right; there should be an individual right to 
choice of language. There is often a 
tension between this view of language and 
the language-as-problem orientation. 

Language as resource An alternative orientation to the language-
as-problem and language-as-right 
orientations; the idea of language as a 
personal and national resource including 
cultural, spiritual and educational growth 
as well as economic, commercial and 
political gain. 

Those orientations were overlapped and mixed in the society and dependent on 

contexts. I assume that there is no simple orientation for any situation. Furthermore, I 

would assume that it would be difficult to determine the appropriate orientations without 

minute data analyses since their relationships are complex. 

There are some different interpretations toward orientations as a theory in 

language planning and policy. Wiley (1996) interprets orientations from the historical-
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Structural and ideological approach that includes sociohistorical factors of language use 

and political questions that inadvertently support the status quo. He assumes that: 

The historical-structural and ideological approaches can essentially be placed in 
both the language as right and the language as resource orientations because 
language planners adhering to them frequently become advocates for language 
rights and also try to promote the maintenance and/or development of minority 
languages as social, cultural, and political resources, (p. 116) 

On the other hand, Crawford (2000) considers Orientations as a useful tool to 

analyze sociolinguistic issues and to summarize policy alternatives, but thinks it is less 

useful in analyzing political and ideological factors. Crawford reluctantly assumes that 

collective language rights are lacking in the United States. Furthermore, Kontra, 

Phillipson, Skutnabb-Kangas & Varady (1999) approached this view critically. They 

urge people to exercise "linguistic human rights" in the framework of "problem" or 

"resource" as complementary goals, as follows: 

Firstly, people need linguistic human rights in order to prevent their linguistic 
repertoire from becoming a problem or from causing them problems. Secondly, 
people need to be able to exercise language rights in order for their linguistic 
repertoire to be treated as, or to become, a positive, empowering resource, (p.6) 

The issues of linguistic human rights has been discussed in Ruiz' language 

orientations. Ruiz (1990) explains that "the language-as-right orientation is most 

visible... when the dominant language-as-problem orientation is taken to extremes" 

(p. 17). If I, furthermore, carry Kontra et al's framework of orientations to a discussion of 

the relationship between language-as-resource orientation and linguistic human rights, I 

assume that the relationship would probably be as follows:—the language-as-right 
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orientation is most invisible when the language-as-resource orientation fully underlies the 

community or the society. In language-as-problem oriented communities, people need to 

protest their violations of linguistic human rights in order to protect their identity and 

rights whereas those efforts are not necessary in the language-as-resource oriented 

communities in which minority languages are protected and multiple identities are 

encouraged by the communities themselves. In other words, the language-as-right 

orientation is a barometer of whether the community is categorized as a language-as-

problem oriented or a language-as-resource oriented society. 

The linguistically homogeneous or monolingual countries like Japan or the United 

States (categorized by Lambert, 1995; Spolsky & Shohamy, 1999) would need this kind 

of effort: making minority languages and community languages more visible and more 

resourceful—exercises of linguistic human rights. The movement for collective 

linguistics human rights has been seen only recently in the United States, advocated by 

Brecht et al. (Heritage Languages Initiative, 1999). 

Crawford (2000) speculated that US language policies might have been just 

caught in the cross-fire of political arguments. Foreign language education is not an 

exception, either. Ortega (1999, 2000) warned about the lack of political awareness of 

foreign language educators, and that it could result in failing the needs and goals of 

multilingualism and multiculturalism among minority students. The elite view toward 

foreign language education, which originated historically in the US, excludes minority 

language communities and minority students. Ortega concludes that foreign language 

professionals can achieve these goals — multiculturalism, multilingualism and language-
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as-resource orientation — when they incorporate minority students' points of view with 

their teaching, hi other words, the language-as-right orientation and linguistic human 

right movements need to be reassessed in foreign language education as well. 

Furthermore, the role of foreign language education needs to be questioned from the 

point of view of the bigger scope of language acquisition planning. 

2.3 CONCEPTS OF CRITICAL PEDAGOGY/IVIULTICULTURLAL 

EDUCATION AND FOREIGN LANGUAGE EDUCATION 

There are extensive overlaps between the concepts of Critical Pedagogy (CP) and 

Multicultural Education (ME). In my view, the concept of ME has been developed in the 

framework of CP. I attempt to delineate some of the core concepts of both, and discuss 

how these are also important in foreign language education. 

2.3.1 Critical Pedagogy 

One of the central ideas in CP is problem-posing, a concept introduced by Freire 

(1970) and used extensively by others subsequently (Darder, 1991; Freire, 1970/ 1990). 

Freire's work reflects social a constructive view prevalent in the 60's, where knowledge 

is seen as being constructed through experiences with people. People's knowledge, 

values, and beliefs are represented and questioned in a dialogic manner. In the classroom 

situation, the teacher-student relationship is also dialogic. Students and teachers can 

learn from each other. This view is opposed to the banking concept (Freire, 1970/1990) -

which posits that the experts or the teachers who have particular roles deposit knowledge 
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into the students. In this traditional view of learning, teachers have definite authority in 

the classroom whereas students have less power. 

Problem-posing and dialectical education also focus on a process of learning. In 

the traditional framework of the banking concept, students' expectations and their 

learning processes are not primary foci; rather, the focus is on the transfer of content 

knowledge. On the other hand, in Freirean view, the learning process of individual 

learners, including teachers, is central. Students' motivation and expectations for 

learning matter in this paradigm; consequently individual differences appear among 

students. What is important to individuals needs to questioned and discussed - it is 

important to provide chances for individuals to talk about their concerns and problems. 

CP also focuses on the process of "deepening of the attitude of awareness 

characteristic of all emergence" (Freire, 1970, p.90). This process is called 

conscientizagao, which refers to the critical learning process as occurring in responsible 

subjects who are historical beings. It is an awakening process to recognize "social, 

political, and economic contradiction, and to take action against the oppressive elements 

of reality" (p. 17). In the critical school curriculum and classroom activities, this process 

is exhibited in an "organic" relationship between teachers and students, not in a top-down 

manner. In other words, consciousness should be raised by a process of problem-posing 

and in dialogic communication among the learners. Furthermore, the whole process of 

problem-posing and dialogic education not only raises critical consciousness toward 

social and political problems, but also has people engaged in consequent actions. 
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This close and dialogic relationship between action and consciousness or 

reflection is represented as praxis. Freire (1970) explains praxis as follows; 

Human activity consists of action and reflection: it is praxis; it is transformation 
of the world. And as praxis, it requires theory to illuminate it. Human activity is 
theory and practice; it is reflection and action, (p. 106). 

According to Freire, theory and practice are integrated, as are action and reflection. For 

example, classroom activities, interaction of teachers and students are kinds of praxis in 

education. Teaching theory and teaching practices should be integrated, as should 

teachers' beliefs and actions. Based on Freire's idea, it would be very important to 

explore teachers' beliefs — "reflections" in Freire's word. Another example would be 

Freire's critical ethnography research paradigm. Freire's work in the 1960s in Chile and 

Brazil is characterized as "thematic research" or "participatory research" (Anderson & 

Irvine, 1993). In his research paradigm, some important issues (generative themes) are 

"identified and studied together with researchers" (p.89). Some of the characteristics of 

Freirean participatory research follow: 

• The point of departure is a vision of social reality as a totality. 
• Social processes and structures are understood within a historical context. 
• Theory and practice are integrated. 
• The subject-object relationship is transformed into a subject-subject relationship 

through dialogue. 
• Research and action (including education itself) become a single process. 
• The synchronic and quantitative nature of traditional research is replaced by a 

diachronic orientation and an integration of quantitative and qualitative 
elements. 

• The community and researcher together produce critical knowledge aimed at 
social transformation. 

• The results of research are immediately applied to a concrete situation. 
(de Schutter& Yopo, 1983, translated and cited by Anderson «& Irvine, 1993, 
P-90) 
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In Freirean participatory research, it is important to employ participants' interpretive 

categories in dialogue between the researcher and the participants. The relationship 

between the researcher and the participant is subject-subject rather than subject-object. 

The research findings should be practical and usefijl to the community. Thus, this 

research paradigm includes some of the crucial elements of CP such as problem-posing, 

dialogue, process and praxis. 

Freirean scholars discuss the important roles of language explicitly and implicitly. 

According to Freire and Macedo (1987), language is one of the most powerful 

transmitters of culture. This view is a prevalent view among Freirean scholars and seems 

to be interpreted as language-as-mediator-of-culture in terms of descriptive orientation. 

They also frequently discuss the dialogic nature of communication; I interpret this aspect 

as language-as-means. Furthermore, Darder (1991) mentioned a significant role of 

language as a tool of social control (p. 136). This view seems to fall into the language-

as-a-tool category. Language is not a mere language problem and always tied up with 

"other problems." According to Freire and Macedo (1987), "Each time the question of 

language comes to the fore, that signifies that a series of other problems is about to 

emerge...the necessity to establish more intimate and sure relations between the ruling 

groups and the national popular masses, that is, the reorganization of cultural hegemony" 

(p. 150). The roles that languages play in society are particularly emphasized in CP. 

Several scholars advocate this critical view as positional pedagogies in the 

classroom (Maher & Tetrault, 1994; Wilder-Bassett, 2000; Wildner-Bassett & Meerholz-

Haerle, 1999). Maher & Tetrault define positionality as "metaknowledge of locating the 
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self in relation to others within social structures, such as the classroom, that re-create and 

mediate those relationships" (p. 202). Wildner-Bassett (2000) sees this approach as a 

central force for research ideologies as well as pedagogies. She also applies it to the 

analysis of pragmatic aspects of L2 and learners' usage of these traits of L2 in their 

interlanguage. 

She views the analyses of these aspects "through the lenses of complex dynamic systems 

and the construction of self and consciousness as important foci of a cognitive approach 

to language" (P. 119). 

Language as well as literacy plays an important role in terms of the connection 

between the self and society. Literacy is viewed as "language as possibility" which 

enables people to read the world, to discuss their problems, to recognize and to grow 

within their own voices. 

Foreign language education is, thus, seen as "multiple literacy education." In the 

foreign language classroom, learners try to acquire another pair of lenses, a different set 

of values and their own voices with which to interpret the world. In the CP classroom, 

teachers also participate in this process fully as agents, not as authoritative Illustrations. 

Literacy and multiple-literacy are practiced in a problem-posing, and dialogic manner. 

Various values, voices and discourses should be accepted in the classroom and different 

values or any social agendas should be brought to the participants' awareness 

(consciousness) in this process. The relationship between teachers and students is 

subject-subject; therefore, both are co-constructors of curriculum and syllabi, and equally 

contribute to the classroom discourse and classroom culture. 
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All of these could be achieved if teachers and students would try to "put the 

power back in empowerment (Wink, 1997, p.98). According to Skutnubb-Kangas & 

Cummins, "Power is, after all, what it is all about" (1988, p.390). Thus, CP could help 

people challenge society and themselves, or encourage them believe that they are capable 

to challenge them. This process—^that leads them to believe in their own strengths and 

possibilities—is empowering for teachers and students. Creating this process is, therefore, 

the essence of CP, and efforts and struggles toward this creation do not exist without 

revolutionary love that "both embodies struggle and pushes it beyond its source" 

(McLaren, 1999, p.54). 

2.3.2 Multicultural Education 

Since the late 1960s, the United States has been accepting a tremendous number 

of immigrants. The wave of immigrants is bringing different cultures and languages and 

is creating the biggest challenge to this country. According to Fishman (1999), 300 

different languages are spoken in the United States, and demographers project that the 

number of students of color will reach about 46 percent of the nation's school-age youths 

by the year 2020 (Pallas, Natriello, & MaDill, 1989, cited by Banks, 1994). The United 

States has already been multicultural and multilingual in a way; however, there is a 

strong resistance ofpluralism among the people in this country. According Spolsky & 

Shohamy (1999), the United States is categorized as a Type I country which is 

characterized by a monolingual ideology, and the people's attitude is typically that "one 

language is recognized as associated with the national identity; others are marginalized" 



51 

(p.96). This monolingual ideology also underlies cultural perspectives in the United 

States. Cultural symbols and ceremonial culture elements (e.g., food or festivity) are 

reinforced by mass media; however, more personal levels of culture are rarely 

investigated. 

Multicultural education (ME) is a perspective that challenges this monolingual, 

monocultural ideology, and is a process of educational reform. The objective of ME is 

"to help reduce discrimination against diverse cultural groups and provide them with 

equal educational opportunities; to present all students with cultural alternatives" (Banks, 

1994, p.95). It is differentiated from intercultural education that prevails in Europe and 

that focuses on interaction among people. 

Nieto (2000) lists the dimensions of ME as follows: 

• Antiracist education 
• Basic education 
• Important for all students 
• Pervasive 
• Education for social justice 
• A process 
• Critical pedagogy 
(P-305). 

ME encourages teachers and students to confront any discrimination in their lives 

or in the classroom. ME is a process of educational reform and works together with the 

ideology of CP. Having social justice as a backbone, it helps in the reduction of racism 

and in evolution toward a pluralistic society. 

There seem to be various types of culture differences in the literature, and some 

people use diversity and pluralism interchangeably (Ruiz, 1999). Diversity refers to the 

differences in colors, classes, races, gender, languages, values, beliefs and so on. 
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However, there are not straightforward definitions for pluralism. According to Banks 

(1994), "the United States is made up of various ethnic subsocieties each of which has a 

set of largely independent norms, institutions, values, and beliefs" (p.135). According to 

Ruiz (1999), "To the extent we value cultural differences, we tolerate cultural diversity 

rather than cultural pluralism" (p.2). His interpretation seems to indicate that pluralism 

implies "group" whereas diversity applies to "individual." 

The difference between diversity and pluralism, to me, exists in terms of the 

"nature of system" rather than "form of difference." If the classroom consists of ten 

students who have different cultural backgrounds, the classroom is already diverse, 

whether you admit it or not. Consequently, accepting the differences or affirming 

diversity would be the next step. How you incorporate the diversity into the system or 

society would be the third step. In my interpretation, this third stage would be called 

pluralism. Pluralism refers to the situation where the society/system accepts diversity 

(different culture values and so on) and allows the system to be changed according to its 

diversity. There should be a gradual shift and a transformational change between a 

diversified society and a pluralistic society. In the example of a classroom situation, only 

one student could change the whole curriculum and school system. In this case the 

number of students really does not matter, but what does matter is whether the diversity 

could change the system or not. What we look in for the classroom and society is, 

ultimately, pluralism. 

Language-as-resource orientation also characterizes pluralistic societies. Multiple 

identities, languages and cultures are promoted under language-as-resource orientation 
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where it underlies pluralistic societies. The relationship between language and culture is 

very close, and similar ideologies underlie both multiculturalism and multilingualism. 

Within this big framework, ME and language-as-resource orientation share various 

common features. 

2.3.3 Foreign Language Education and Policy 

The role of language is a reflection of the society. The role of foreign language 

(FL) education changes along with various needs of the society. By the nineteenth 

century, based on the need for Latin (and, to lesser extent, Greek), Grammar Translation 

Method with a focus on reading literature prevailed in foreign language education. 

More opportunities for communication among Europeans forced FL toward oral 

proficiency in mid-nineteenth century. (Richards & Rogers, 1986). The role of FL was 

reexamined in the early 1990s and National Standards in FL were documented in 1996. 

The main concepts of National Standards came from professional efforts to articulate FL 

educational goals, pedagogical approaches, and curricula of ail levels including K-12 

("proficiency movement" by ACTFL guide lines; 1986). There was a dramatic change 

"from an emphasis, before 1970, on language as a system of linguistic forms to be 

acquired by the study of grammar to an emphasis, beginning in the 1970's and continuing 

to the present, on language as a means of communication.." (Byrnes, 1998, p.6). 

Several scholars (Byrnes, 1998; BCramsch & Hoeve, 1995) critically examine the 

recent FL situation from a sociopolitical and humanistic point of view and note that 

institutional and curricular problems hinder the deep interpretation of this proficiency 

movement, for example, separation of language and literature sections; discontinuity 
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between language and literacy; lack of comprehensiveness and coherence of 

undergraduate programs; discontinuity between the diverse scholarly interests in the 

department, and so on. 

These concerns and problems could be reexamined in the framework of 

educational reform. Reexamination of the role of FL, of educational goals of FL, of 

appropriateness of Second language acquisition theory and practice, and consideration of 

sociocultural, sociopolitical aspects of FL education should emerge in this framework. It 

is almost as if a humanistic approach to language learning from the I960 is reemerging. 

ME, as a kind of educational reform, and CP should be helpful in this process. 

Freire's liberal education, the concept of social justice of ME, and all other aspects of CP 

and ME help to reexamine FL education as humanistic education in this century. 

For example, a core notion of ME, consideration of student background 

characteristics, is getting more and more important in FL education. Understanding of 

students should become a requirement for pre-service teachers, in-service teachers, 

administrators and students. The role of foreign language education will change in time 

as well. If the classroom is already fiill of multiple voices, teachers and students could 

leam different values from one another in process. Bringing those multiple voices into 

the classroom should occur on an everyday basis. In addition, working closely with the 

community is greatly encouraged in order to bring everyday reality into the classroom. 

Furthermore, the teacher-student relationship and processes of learning need to be 

critically examined in order to construct "real learning" places for students. The ideas of 

dialogue, problem-posing, and empowerment in CP should help this process. 
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Bynes (1998) proposed the idea of multiple literacies as a "new type of literacy, 

centered more on the learner, based more on crosscultural awareness and critical 

reflection" (Kramsch and Nolden, 1998, p.28). This is an extension of Homberger's 

(1989) idea of biliteracy, and is captured in FL as a "powerful entree to students' 

realization of multiple ways of being" (Bynes, 1998, p.279). Further, she proposes that 

foreign language departments should recognize diverse learners such as immigrants and 

heritage language speakers, and should judge students' interlanguage characteristics as 

accomplishments (Shohamy, 1998), and should consider students' learning goals from 

everyday life needs to professional environments "in academic terms" (Bynes, 1998, 

p.282). 

Joshua Fishman's opening speech at the first national meeting of the Heritage 

Language Initiative organized by Center for Applied Linguistics and National Foreign 

Language Center (1999) describes these needs clearly: "The time has come" to discuss 

ethnicity and language more openly and discuss how we can move forward a pluralistic 

society. In the 21^ century, FL education faces the challenge of being reexamined in the 

framework of educational reform. Perspectives of ME and CP make this process possible 

and the role of language should be a central consideration in the process. 

2.4 CLASSROOM CULTURE AND TEACHING CULTURES IN THE 

FOREIGN LANGUAGE CLASSROOM 

There are rich discussions about classroom cultures in the literature of 

anthropology, sociology, psychology and education (Dewey, 1916; Goodenough, 1994; 

Rogoff, 1994; Vygotsky, 1978) The assumption behind this area of study is that social 
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groups produce a culture and that every classroom develops its own variant (Gallego, 

Cole & LCHC, in press). Classroom cultures grow in any foreign language classroom, 

and it is important to study the classroom culture in FL education. I would like to focus 

on especially the literature that includes aspects of multicultural education. One of the 

main items for discussion is home/school difference. Should the school culture be the 

same as the home culture or different? How should the classroom culture be constructed 

if the teacher's background culture is different from the students' culture? 

2.4.1 Culturally Congruent Teaching 

Culturally congruent teaching refers to "efforts to modify the normative forms of 

classroom cultures to incorporate cultural features of the home on the assumption that it 

would make it easier for children to master the school curriculum" (Gallego, Cole & 

LCHC, in press, p.4). This consideration began as an examination of teacher versus 

student culture (Heath, 1983; Philips, 1983). Ogbu(1974, 1987) focused on minority 

students and investigated why the difference between school and home is more 

problematic for those students. Ruiz (1993) explained the problem of structural 

differences between students' home and the school, which would lead unsuccessfulness 

of minority students in school by his term of "home-school isomorphism." The current 

school situation deals with plural cultures (not just two cultures) along with the diverse 

population of students as well as teachers. The classroom cultures are more complicated 

than before and it becomes even more important to examine this issue. 

One of the solutions that some scholars recommend is to try to bring up teachers' 

and students' awareness and to explain implicit agendas or hidden curricula to the 
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learners who have different cultural backgrounds (Como, 1989). This is a process of 

raising "meta-conscious awareness." Moll (1996) investigated communities' "cultural 

resources" as funds of knowledge to develop mutual, trustworthy relationships between 

teachers and students by including those cultural resources in school curricula. Au & 

Carrol (1997) emphasized that teachers need to implement these activities and 

instructions fiilly, and suggested a priority of 1) culture diversity in the classroom 

(membership, ethnic, linguistic, cultural); 2) diversity of classrooms (cultures) (Gallege, 

Cole & LCHC, in press). Furthermore, Au (1998) categorizes two types of perspectives 

in regard to the nature of classrooms; a diverse constructive orientation versus a 

mainstream constructive orientation. The former orientation welcomes differences in 

ethnicity, first languages, classes and so on, whereas the latter orientation might focus on 

assimilation. 

The recent trend in classroom cultures is capturing the phenomena of 

complexities such as hybridity (Gutierrez & Larson, 1995; Gutierrez, Baquedano-Lopez, 

& Alvarez, 1998; Lervold, 1994). Some others explain the process of building hybrid 

cultures as third place or third culture (Kramsch, 1993; Lervold, 1994; Robinson & 

Nocon, 1996). All of these perspectives come from multicultural education or critical 

pedagogy, which welcome teachers' and students' diverse cultures and focus on the 

process of developing the new, third, or hybrid cultures with teachers and students as co-

creators. Rosaldo (1995) explains the nature of hybridity as follows: 

... hybridity can be understood as the ongoing condition of all human cultures, 
which contain no zones of purity because they undergo continuous processes of 
transculturation (two-way borrowing and lending between cultures). Instead of 
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hybridity versus purity, this view suggests, it is hybridity all the way down. 
(p.xv). 

This process-oriented approach seems relevant to language-as-resource orientation. 

Multiple identities, languages, and cultures constitute classroom cultures. The 

classrooms are already diverse, and the next step is to focus on the process of hybrid 

cultures in the classroom. The process is created by reciprocal efforts both of teachers 

and students, and is a movement toward pluralism. 

2.4.2 Culture Learning in Language Education 

As Andersson (1967) stated, language teaching is culture teaching. Teaching 

culture is an important aspect of language teaching, and many scholars emphasize 

sociocultural aspects of language teaching (Backman, 1990; Brown, 1994; Byram, 1990; 

Scarcella & Oxford, 1993;Damen, 1987; Kramsch, 1993; Seely, 1993). Kramsch 

explains her approach as follows: "we [language educators] should replace the 

presentation/prescription of cultural facts and behaviors with the teaching of a process 

that applies itself to understanding foreignness or othersness" (p.206). In tlie process of 

learning, language learners face their own personal, gender, national, ethnic identities in 

their own language as well as in second/foreign language. 

Several scholars focus on "culture acquisition" in the language classroom. 

According to Scarcella & Oxford (1993), culture learning is an ongoing, dynamic process 

in which learners' cultural perceptions can change, unfold, and mature overtime. 

Robinson-Stuart & Nocon (1996) suggest using ethnography as a culture learning tool in 

the foreign language classroom, and reported that this approach changed the learners' 
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attitudes positively. Mantle-Bromley (1992) recommends culture learning activities: 

Attitude Readiness Lessons. In these lessons, the learners are asked to state their own 

definition of culture and some to answer other questions related to culture. This activity 

is meant to be a preparation for "the emotional journey of acculturation" (p. 122). 

According to Mantle-Bromley, the teacher needs to be aware of the following themes in 

order to prepare students to leam a culture: 1) the role of attitudes; 2) the process of 

acculturation; 3) the need for readiness; and 4) the need for self-awareness. 

The role of attitudes and the process of acculturation have been investigated in 

terms of the relationship between learners' language/culture background and second 

language acquisition. Gardner (1972) used Semantic Differential Techniques as an 

indirect measurement and the Likert Scale as a direct measurement for determining 

learners attitudes. There is some disagreement concerning the validity and reliability of 

these measurements (Ellis, 1994); however, in general, positive attitude towards the 

target language, culture, and people enhance language learning; whereas negative 

attitudes impede language learning. In addition, there is a general consensus that ethnic 

identity can influence the second/foreign learning profoundly. (Ellis, 1994). 

Gardner (1979), furthermore, proposes the Socio-Educational Model (as cited by 

Ellis, 1994 & Baker, 1996). In this model, the social and cultural background influences 

intelligence, language aptitude, motivation, and situational anxiety (stage 1). These 

factors affect formal and informal language learning (stage 2), and, finally, these 

influence bilingual proficiency and learners' attitudes and cultural values (stage 4). As 

Baker (1996) pointed out, this model lacks a political dimension, for example, "the 
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preference in a region for assimilation of minorities, integration or cultural pluiralism, 

influences language policies., (p. 107). 

Schuman (1978) advances the Acculturation Model that attempts to exxplain the 

process of becoming adapted to a new culture. There are two sets of factors, which 

influence this process: social distance and psychological distance. The social factors are 

primary and concern the extent to which learners become members of the targ^et-language 

group, whereas the psychological factors concern the extent to which learners feel 

comfortable in the environment (as cited by Ellis, 1996). Schuman's Acculturration 

Model includes a political aspect; however, it lacks explanations for the compDexity of 

interaction among the factors. In addition, the model may be more appropriatoe to 

learning a second language in a natural setting, as opposed to a classroom situation 

(Baker, 1996). 

Jin & Cortazzi (1993) emphasize aspects of two-way acculturation as coiiltiire 

synergy. Cultural synergy means that "people from two or more cultures interact 

systematically, ... [and] understand and appreciate the other's culture without loss of 

their own status, role and cultural identity" (p.95). Adaptation, rather than ass-imilation, 

is emphasized. Candlin (1992) also explains the relationship of teachers and students as 

including "both [as] objects of the acculturation process" (p.4). The interactio-n between 

teachers and students is itself a social construct, and either consciously or unconsciously 

both teachers and students bring their own beliefs and values into their classroom. A 

framework of curriculum, according to Candlin (1992), is also "reflective and illustrative 

of its own culture" (p.3). All of the classroom aspects including teaching materials. 
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curriculum and teacher-student relationships need to be critically examined and 

reconsidered. 

Several scholars (Bennett 1993; Bennett et.al.l999; Lange, 1999) claim that 

teaching culture as well as developing intercultural sensitivity is core in the language 

classroom. Bennett (1993) proposed the developmental model of intercultural sensitivity. 

This model has two stages and each has three steps: Ethnocentric and Ethnorelative 

stages. In Ethnocentric stage, people consciously or unconsciously think of "their own 

cultures as central to reality" (p. 23). On the other hand, in Ethnorelaive stage, people 

assume that "all behaviors exist in cultural context, including their own" (p.23). Each 

stage has three steps that describe the developmental phenomena as follows: 

1. Ethnocentric Stage 

1.1 Denial 
• People have not conceived the category of "culture difference." 
• Students at this stage are profoundly unaware of their own cultures. 

1.2 Defense 
• Other people exist now in perception as stereotypes. 
• The existence of other cultures is threatening since one's own culture is 

still the only "reality". 
• The world is categorized into "us and them" 

1.3 Minimization 
• People in this stage recognize cultural variation in institutions and customs 

(objective culture) and may be interested in these kinds of differences. 
• People in this stage are still lacking cultural self-awareness; they cannot see 

that their characterizations of similarity are usually based on their own 
culture. 

2. Ethnorelative Stage 
2.1 Acceptance 

• People in this stage have discovered their own cultural context, and they 
can accept the existence of different cultural contexts. 

• Learners tend to use self-referential statements. 
2.2 Adaptation 
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• People in this stage are able to shift their cultural frames of reference, and 
they are able to look at the world "through different eyes". 

• Learners can interpret and evaluate situations from more than one cultural 
perspective. 

2.3 Integration 
• People extend their ability to perceive events in cultural context, to include 

their own definitions of identity. 
• For these people, the process of shifting cultural perspective becomes a 

normal part of self, and so identity itself becomes a more fluid notion. 
(Bennet, M.J et al. 1999, p.23-27) 

The Developmental Model of Intercultural Sensitivity (DMIS) implies that 

language teachers should focus not only on the only target language and culture but also 

on the similarities and differences between the target cultures and the home cultures, 

together with communicative competence and proficiency-related theories. Developing 

cultural self-awareness is core in culture learning. Language teachers need to decide 

when to underscore similarities and when to focus on differences, and their timing is 

critical. 

The model further suggests that the order of presenting or introducing cultural 

materials should be intentionally developmental based on the learners' stages. Bennet and 

Ikeda (1998) suggest that novice language-level learners might experience Ethnocentric 

Stage, from the denial to minimization. Intermediate language-level learners' experience 

might span from the minimization stage to the acceptance stage. Finally, advanced 

language-level learners might experience the Ethnorelative stages, from acceptance to 

adaptation. 

Focusing culture learning and developing learners' intercultural sensitivity in the 

language classroom seem relevant to language-as-resource orientations. Learners' self-

awareness is a key to broadening their worldviews. Learners are able to develop not only 
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their language proficiency, but also plural language/cultural/identity views in the 

language classroom. Again, pluralistic society will be a target, and language curriculum 

is thus challenged. 

2.5 CHAPTER SUMMARY 

In this chapter, I reviewed the literature of several areas relevant to my research, 

and I tried to synthesize some of the common features from the "orientation" point of 

view. 

I began with teacher and student beliefs. I found some important common 

characteristics common to orientations and beliefs; however, crucial studies on the 

language orientations of teachers and students in the language classroom are few. 

Next, I summarized some theories of orientations in language planning and 

language policy including interviews with Ruiz. 

I also reviewed literature in the field of critical pedagogy and multicultural 

education, classroom cultures and culture learning as important vehicles for constructing 

healthy classroom culture and for the development of a language-as-resource orientation. 

Leaving these literature reviews as background, I will introduce the research 

methodology in the next chapter. 
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3. METHODOLOGY 

This chapter will describe data-collection methods and data analysis procedures, 

and include a pilot study. Overall, this study adopts a case study approach using various 

research techniques. The main data-collection strategies are classroom obsen/ation, card-

sorting activities, activities surrounding learning/teaching scenarios, and two kinds of 

interviews: confirmatory and exploratory. Details of each strategy will be described in a 

separate section. The data-collection strategies help to describe both the descriptive and 

the evaluative orientations of the participants, and to explore the relationship between the 

two orientations. Other information sources such as TA meetings and observations at the 

cafeteria will be summarized at the end of the chapter. 

The card-sorting activities were used to describe the participants' psychological 

conceptualizations of language (concerning descriptive orientations), and the data sets 

were analyzed by using multidimensional scaling (MDS) and hierarchical cluster (HC) 

analysis techniques. I will add extra explanations with examples for those who might not 

be familiar with these methodologies. The cognitive maps (the results of MDS and HC) 

were used for further interviews in order to elicit more responses fi-om the participants 

(concerning both descriptive and evaluative orientations). 

The transcripts of interviews and classroom observations were coded and 

analyzed. Two coding schemes were developed and examined for descriptive 

orientations, and one coding scheme was used for the evaluative ones. 

The learning/teaching scenario studies were used in two ways during the 

interviews. First, I asked the interviewees to read the pre-rated six scenarios and to 
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connect them with the items on the cognitive maps or clusters (concerning the 

relationships between descriptive and evaluative orientations). The results appear as 

several maps. Next, I asked them if any of the scenarios would trigger their memories in 

the classroom or if there is any possibility that those events could happen in the 

classroom. The interview results for this part were coded and analyzed (concerning both 

descriptive and evaluative orientations). 

I will start with a summary of my research conceptualization and a review of the 

research questions before introducing the details of the data-collection methods and the 

data analysis procedures. 

3.1 CONCEPTUALIZATION AND REVIEW OF THE RESEARCH 

QUESTIONS 

3.1.1 Conceptualization of the Research Methodology 

I attempted to examine "orientations" in the Japanese as a Foreign Language 

(JFL) classroom as a case study. Such work is originally rooted in a combination of 

sociology and anthropology. Vidich & Lyman (1994) define the purpose of modem 

sociology as "the analysis and understanding of the patterned conduct and social 

processes of society, and of the bases in values and attitudes on which individual and 

collective participation on social life rests." A case study includes "intensive, holistic 

description and analysis of a single unit or bounded system," and can be combined with 

ethnography, phenomenology, or grounded theory (Merriam, 1998). I assume that 

"classroom" is a social construct and the language program itself is a language 
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community. People in the community develop some ideology toward particular themes, 

toward each other or toward the community itself with or without their conscious 

awareness. 

I mainly adapted grounded theory as research methodology, as originally 

formulated by Glaser & Strauss (1967). In this research methodology, the use of 

grounded data is emphasized and theory-building or theory-elaboration based on the 

grounded data is a primary focus. However, Strauss & Corbin (1994) stated that Glaser 

& Strauss (1967) "overplayed the inductive aspects" (p.277). Further, they emphasized 

more realistic and balanced modifications of the theory as follows; 

Researchers carry into their research the sensitized possibilities of their 
training, reading, and research experience, as well as explicit theories that might 
be useful if played against systematically gathered data, in conjunction with 
theories emerging from analysis to these data. (Strauss & Corbin. 1994. P.277). 

I used this evolved perspective of the grounded theory in my study. My research 

perspective is based on the grounded data in conjunction with my own experiences, as 

well as explicit theories. I examined the grounded data in conjunction with Ruiz' (1984, 

1998) theories of "orientations" as the research process. Ruiz conceptualizes two types 

of orientations - descriptive and evaluative orientations. Descriptive orientations suggest 

a sense of what language is and what role it actually plays in social and public life; 

evaluative orientations portray a normative stance or attitudes toward what language 

should and can do in public life. 
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Table 3.1 Orientations 

Orientations 
"predispositions about the role that language plays in social and public life" (Ruiz, 1984) 

Descriptive Evaluative 

Language as a tool Language as problem 
Language as means Language as right 
Language as a mediator of culture Language as resource 

To start with, I gathered data by card-sorting activities in which most of the entire 

population in the program participated. Then, I analyzed the data by using 

multidimensional scaling (MDS) and hierarchical cluster (HC) analyses and confirmed 

the results with the participants in the community. Since the data were gathered 

inductively and the participants and I analyzed the data together, I assumed this process 

was applied to the grounded theory even though the adaptation of this theory with the use 

of MDS and HC analyses was unique. Straus & Corbin (1994) did not particularly 

mention the use of MDS and HC analyses; however, they listed some possibilities of 

combining quantitative methods and computer programs with grounded theory as 

follows: 

• Adaptations will include combining it with other methodologies 
(hermeneutical, phenomeological, for instance). It will also be combined with 
quantitative methods on predominantly quantitative or predominantly 
qualitative projects, or on projects of equal emphasis. 

• An increasing number of computer programs will include the possibility of 
utilizing the methodology, and these programs will become more 
sophisticated and will be used increasingly for this purpose. 

(Strauss & Corbin, 1994. P. 283). 
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Based on the previous questionnaire study (a pilot study), the descriptions of 

language were gathered and, further, used for card-sorting activities. The present 

research used MDS and HC analysis methods to describe the descriptive orientations. 

The results from those analyses as well as learning/teaching scenarios were used to elicit 

the participants' perceptions about what language is (descriptive orientations) and their 

normative stances or attitudes toward the role of language in the Japanese classroom 

(evaluative orientations) during interviews. Also, classroom observations and other 

information sources were used to discover evaluative orientations. In addition, the 

scenario studies highlighted the important areas on the cognitive maps (created by MDS 

and HC analyses), which revealed teachers' and students' descriptive orientations, and 

further, helped to make a transition to some classroom incidents that led to the evaluative 

orientations. There were two kinds of interviews; confirmatory and exploratory 

interviews. By "confirmatory" I mean that I used some interviews to confirm or discuss 

with the participants some results of the cognitive maps and others; by "exploratory" I 

mean that I used the other interviews to elicit the participants' opinions or ideas about 

language and foreign language education. During the exploratory interviews, both the 

cognitive maps and the scenarios were partially used as tools to evoke the participants' 

memories, to bring up some of the issues about which they usually are not conscious, and 

to let the participants reconsider/reevaluate what they feel about language and foreign 

language education and how they value them. 

Interviews with the participants, classroom observation and other sources were 

transcribed and coded. I used the dimensions and cluster categories which emerged from 
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the MDS and HC analyses as well as the existing theories (Ruiz, 1984, 1998) as potential 

coding schemes. However, I left those schemes open to change or modification since 

data analysis is a process of interaction between the data and theories (Glaser & Strauss, 

1967), and the coding process itself is part of theory-building or theory-elaboration. 

In my research, language is treated as a psychological construct, and the 

participants' perceptions on language have been explored using various research 

techniques as a case study. 

My study is also compatible with the critical approach in LeComte &. Preissle 

(1993) (Table 3.3). My approach to the research was "educative, collaborative, 

transformative and active" (LeCompte & Preissle, 1993). In other words, my research 

was done with the participants, rather than to the participants. I tried to create an 

atmosphere in which the participants felt comfortable enough to collaborate with me and 

to develop a good rapport between me and the participants. I asked for their feedback to 

my research process, and I gave them my feedback fi-om time to time. At the end of the 

research, I felt that the participants moved toward me as much as I moved toward them. 

My research was an on-going process, and the research itself was developed and evoked 

through the collaborative effort of both the participants and myself. For example, the 

results of Multidimensional scaling and hierarchical cluster analysis provided visual maps 

that I then shared with the participants. I especially chose these techniques for this study 

so that I could discuss the interpretations together with the participants. Part of the 

ongoing auditing process to ensure trustworthiness and appropriateness in the findings 

involved sharing and discussing results with the participants (Lincoln & Guba, 1985). 
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Table 3.2 A comparison of ways knowing and inquiring (LeCompte & Preissle, 1993, 
pp.24-25) 

Critical approaches 
Role of 
researcher 

Educative, analytic, transformative; Active teacher/learner 

Role of 
researched 

Educative, collaborative; Active teacher/learner 

Procedures Definition of terms (researcher and subject) 
Description (researcher and subject) 
Enumeration 
Correlation/association 
Interpretation (researcher in conjunction with subject) 
Communication (by researcher) 
Action/transformation (researcher and subject) 

Gk>als 1) Analysis of results to unmark inequities in processes and 
phenomena 
2) Development of emancipatory stance toward determinants of 
human behavior 

Concern Self as defined by the structure of domination (i.e., what's going on 
within and between individuals as a consequence of their given 
material and historical conditions) 

Process Achieving change in structure and behavior by exposing hidden 
patterns of meaning, communication, and control 

Origins of 
knowledge 

From differential access to knowledge regarding historical context 
and political, economic, and social conditions 

Focus Structural asymmetries, critical consciousness, hidden meanings, 
and assumptions, patterns of oppression. Exposing variance and 
bias 

3.1.2 Review of the Research Questions 

There are four main research questions, and each main research question has 

several operational questions. The table below shows how each question relates to the 

data-collection method and analysis. I will provide some explanations of data collection 

and data analysis procedures for each of the questions. 
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3.1.2.1 Question l:What descriptive orientations do the participants 

(teachers and students in the language community) have? 

I was interested in how teachers and students in the language classroom perceive 

language since language must be a central theme for them, and how those perceptions are 

reflected in language learning and teaching. Card-sorting activities were chosen in order 

to explore the participants' descriptive orientations. I had asked the program director for 

permission to do the activities in class, and all of the students and teachers who were in 

class on the day I collected the data, participated in the activities. The results were 

analyzed by MDS and HC analysis techniques, the use of a combination of MDS and HC 

analyses helps to explore the descriptive orientations of teachers and students in the 

language classroom. Some diagrams and cognitive maps were presented detailing the 

results. I interviewed about 20 percent of the participants who had participated in the 

card-sorting activities and asked them to assess the appropriateness of the interpretations 

of the diagrams and maps (Structured Confirmatory Interviews). 

Prior to the study a pilot study was conducted through a questionnaire with 

accompanying interviews. The purpose of the pilot study was to collect descriptions of 

language from teachers and students in the same language community. The number of 

descriptions was reduced to a moderate number through several data-reduction 

procedures, and those descriptions were used for the card-sorting activities mentioned 

above. 

The diagrams and maps were further used as interview tools in the structured 

interviews in order to elicit more responses to language from the participants who also 
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had participated in the card-sorting activities (Structured Exploratory Interviews). About 

20 percent of the entire population were chosen as participants on a volunteer basis. The 

interview results were transcribed and coded. The Constant Comparison Method was 

applied as a data analysis technique. 

Classroom and other observations (e.g., at the TA meetings or at a cafeteria) were 

conducted as well. The information was transcribed and coded, and the constant 

comparison method was used as an analysis technique as well. 

3.1.2.2 Question 2: What overall evaluative orientations do the participants 

(teachers and students in the language community) have? 

Structured Exploratory Interviews and classroom observations were my main 

data-collection techniques. The transcripts of the interviews and observations were 

coded, and the constant comparison method was used as a data-analysis technique. 

During the interviews, two interview tools were used in order to elicit the 

participants' responses. The tools are the cognitive maps where descriptive orientations 

appear and the scenario exercises (please refer to the next section). I showed the 

cognitive maps, and asked what areas were emphasized in the classroom or what areas 

might be important for the participants. During the scenario exercises, I asked the 

participants whether they had had any similar experiences in their classrooms or if they 

thought similar incidents might actually occur. 

3.1.2.3 Question 3: How are descriptive orientations and evaluative 

orientations related to each other in this community? 
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Two data-collection procedures and analyses helped to explore the relationships 

between descriptive orientations and evaluative orientations. 

Ail the interviews and other observations mentioned above were transcribed and 

coded based on both descriptive and evaluative orientations. At the same time, the coding 

schemes were developed through the process of checking appropriateness by three inter-

coders. The final coding schemes of descriptive and evaluative orientations were 

examined to see how those two were related to each other. The Constant Comparison 

Method was used as a data-analysis technique. 

Secondly, the teaching/learning scenario exercises were conducted as a data-

collection technique. Prior to the exercises, nine actual episodes were rated based on 

evaluative orientations by five coders and six episodes were chosen based on their 

validity (two language-as-problem oriented scenarios, two language-as-right oriented 

ones, and two language-as-resource oriented ones). About 20 percent of the entire 

population participated in the activities, and correlated each scenario with items or 

categories on the cognitive maps. The results of correlation were presented on the 

cognitive maps as a visual analysis tool. 

3.1.2.4 Question 4: What are possible pedagogical implications for foreign 

language classrooms? 

This last question was explored by synthesizing the information above. The 

participants' orientations revealed their expectations of the program and foreign language 

education. In addition, in the additional interviews, all the final results and most of the 

cited interviews and coding schemes were confirmed with five students and two 
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instructors who had participated in the study for two years (Structured Confirmatory 

Interviews), and future implications and suggestions for the programs were discussed 

(Structured Exploratory Interviews) with those participants as well. 

The following table summarizes the research questions, data collection and data 

analysis methods (Table 3.3). 
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Table 3.3. Research questions, data-collection strategies and analyses 

Research Questions Data Collection Analysis 
1. What descriptive orientation(s) do the 
participants (teachers and students in the 
Japanese as a Foreign Language classroom) 
have? 

• Do these descriptive orientation(s) have 
any specific features on the cognitive 
maps? 

• How do the participants interpret their 
own orientations on the maps? 

• What aspects of descriptive orientations 
the interviews, classroom observation 
and the other information sources reveal? 

Card-sorting activities 

Structured Confirmatory 
Interviews 
Structured Exploratory 
Interviews, classroom 
observation and the other 
information sources 

MDS & Cluster analyses 

Focused content analysis 

Coding 
Constant Comparative Method 
(CCM) 

2. What overaQ evaluative orientation(s) do 
the participants (teachers and students in the 
Japanese as Foreign Language classroom) 
have? 

• Do the scenario exercises trigger the 
participants' memory about classroom 
incidents that relate to three evaluative 
orientations? 

• If so, what memories do the scenario 
exercises trigger? 

• Do the cognitive maps help to uncover 
the participants' evaluative orientations? 
If so, what are they? 

• What aspects of evaluative orientations 
do the interviews, classroom observation 
and the other information sources reveal? 

Structured Exploratory 
Interviews 

Structured Exploratory 
Interviews 
Structured Exploratory 
Interviews 

Structured Exploratory 
Interviews, classroom 
observation and the other 
information sources 

Coding (CCM) 

Coding (CCM) 

Coding (CCM) 

3. How are descriptive orientation (s) and 
evaluative orientation (s) related to each other 
in this community? 

• How are coding schemes of descriptive 
and evaluative orientations related to 
each other in the transcripts of the 
interviews and other observations? 

• How do the participants correlate 
evaluative orientation items in the 
teaching/learning scenarios with their 
own descriptive orientationCs)? 

Structured Exploratory 
Interviews, classroom 
observation and the other 
sources 

Teaching/learning scenarios 

Coding (CCM) 

Correlational studies 
(Maps and graphs) 

4. What are possible pedagogical 
implications for foreign language classrooms? 

• What do the participants' orientations 
reveal their expectations toward the 
program as well as foreign language 
education? 

• Does foreign language policy in the US 
include the particular situation of this 
language program? How? 

Structured Exploratory 
Interviews 
Information of all the above 

(written sources) 

Synthesis of all the analyses 

Focused content analysis 
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3.1.3 Participants and Setting 

One hundred students were enrolled in the Japanese as a Foreign Language (JFL) 

program at a university in the Northwestern United States (as of October 23^^ in 1998). I 

use 'Northv^est University' as a pseudonym in my dissertation. Three professors and 

nine graduate teaching assistants were team teaching the classes including the four-year 

language classes. Methodology classes, Japanese literature classes, and so forth. All of 

the teachers and students in the program were the participants in my study. I conceived 

of the language program as a language community, and the teachers and students 

participated in my study on a volunteer basis. I asked them to volunteer for several 

separate activities. Since my pilot study was done in June, 1998, several people 

participated continuously over the period of time. For example, four students volunteered 

to participate in the interview for my pilot study, in card-sorting activities in class, in 

confirmatory as well as exploratory interviews, and they were also in the classes that I 

observed. 

The program started about ten years ago in order to provide opportunities for 

college students to leam Japanese as a foreign language and has used the textbook 

Japanese as Spoken Language. Students can take Japanese classes as a major or minor 

with some other Japanese related course such as Japanese linguistics or Japanese 

literature. Approximately 100 students are studying Japanese as a major/minor or as a FL 

requirement at Northwest University. There is a practicum course for the students who 

are interested in helping in Japanese classes, doing activities such as grading or partial 

teaching (as teaching assistants). In addition, the program provides students who would 
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like to have a certificate in teaching Japanese as a foreign language (TJFL). The 

certificate course requirements include theoretical and applied linguistics, Japanese area 

studies (history, literature, anthropology, etc.) and TJFL methods courses. 

The university is located in a metropolitan area and serves nearly 15,000 students. 

As an urban university, it has a culturally mixed student population with widely varying 

backgrounds. Historically there has been much contact with Japanese culture in this area. 

Japanese students constitute the biggest population among international students. 

Including the students who were enrolled in the ESL Program at this university, there 

were 277 Japanese students as of October 30^ in 1998. The total number of international 

students was 1,903, fi-om seventy-nine countries. Japan Town was changed into a 

Chinatown after World War 11; however several historical sites still remain. Oregon 

Historical Society keeps historical records such as newspapers and microfilms of 

Japanese Americans as well as Native American Tribes in Oregon. There are several 

Buddhist temples that support the Japanese and Japanese American communities. They 

have provided some support for maintaining traditional cultures and Japanese language. 

The language support for children has been provided in Sunday schools by temple 

associates, most of who came to the United Sates and served the temples as missionaries. 

Those temples function as a "center for culture" to the Japanese community (personal 

communication with Katayama, S., one of the missionaries who served Buddhist temples 

in the United States). Also, those missionaries often teach Japanese for children at 

Sunday schools. 
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Japanese teachers are also diverse: there are four professors (one Japanese, two 

Americans and one Korean) and several graduate teaching assistants, most of whom are 

Japanese and have been through a teaching workshop for te=aching Japanese with the 

textbook. 

There is a team-teaching system, with the classes diwided into two sections: Fact 

and Act classes. One professor is mainly in charge of teachiing Fact classes that include 

grammar explanations and culture explanations mainly in Ernglish; several Japanese TA s 

are in charge of Act classes that lead the students to conversation practices in class. 

Basically the students interact with a different teacher (eithesr a Fact teacher or an Act 

teacher) every day. 

The textbook is written by Eleanor Jorden and Man Noda. There are some 

supplementary materials such as audiotapes, videotapes and! laser discs that are also 

developed by the same authors. Students are required to maake a copy of a series of 

audiotapes and to listen to them. The videotapes or laser discs are used in class. 

Some of the participants in my study also participatesd in my master's thesis 

research on the concept of a good teacher (Kono, 1996), anci overall my relationship to 

this community has lasted more than seven years. I feel thatt my long-term involvement 

with the community is a great advantage in doing a case-stu.dy research as Fox (in 

personal communication) stated, "The longer you know the community, the better you 

can research." Also, I recognized my personal development as a language teacher 

together with this community. I started my teaching as a teaching assistant and did some 

classroom-oriented, action research there. My perspectives on the community have been 
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changed over time from an international student to an active participant as a teaching 

assistant, to a teacher-researcher, and to a teacher trainer or to a language-planning 

researcher as a critical-pedagogy practitioner. These multiple perspectives are reflected 

my research. For example, I was interested in students' expectations toward their 

language teachers, mainly because I often heard about the students' voices as a teaching 

assistant rather than as a professor or a lecturer. I sometimes felt that the position of the 

teaching assistant makes easier to be on students' sides, and the aspect of listening to 

students' voices has been reflected all through my study. As a critical pedagogy 

practitioner, I have been trying to go back to the participants' expectations, voices and 

interpretations. The aspect of language planning/policy helps me to approach the 

language community from the macro-level including socio-political aspects of language. 

3.2 PILOT STUDY 

3.2.1 Questionnaire with Interviews 

The purpose of the pilot study was to collect the descriptions of language from the 

participants in the language community. Those descriptions were used for card-sorting 

activities in the main study. In order to collect descriptions of language from teachers 

and students in the program, a pilot study was done in June, 1998. Originally I planned 

to do intensive interviews by using videotapes and audiotapes; however, the participants 

didn't feel comfortable about being videotaped in their classes. Therefore, I used a 

questionnaire with interviews as an alternative research instrument. In this way, I could 
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pose more detailed questions concerning the participants' responses during the 

interviews. 

The questionnaire was given to four teachers and twenty-one students who 

volunteered to participate in the study. I randomly chose one class from each year, and 

went to the classes for observation. During the session, I asked the class for interview 

volunteers. In addition, the four teachers who were in charge of those classes were asked 

to be interview volunteers. I set up an interview appointment individually and spent 

between 50 to 90 minutes with each interviewee. Most of the interview sessions were 

audio taped with participants' permission. One of the participants did not feel 

comfortable with being audio taped, so I did not use the tape recorder with that 

participant. 

First, I asked them to write down their responses to the questionnaire (Appendix 

3-1), and asked them to talk about each question. Most of the questions for the 

interviewees were confirmations such as "what does it mean?" and "Could you give me 

more details?" The detailed information was used to help understand what the written 

responses meant. The definitions of language appearing in the questionnaire were used 

for card-sorting activities. Since I assumed that language and culture might be compound 

factors, both definitions of language and culture were questioned as follows. Please 

define language and culture or list words associated with language and culture. This 

could be a word or a phrase or a sentence. Your definitions might fit in both categories. 

(Appendix A). 
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One of the participants wrote the exact same definitions for both language and 

culture, and some participants repeated one or two responses for both definitions. Besides 

definitions of language and culture, the relationship between language and culture was 

explored in the questionnaire. Three out of the four instructors answered that language 

and culture were closely related, and one instructor said that language and culture were 

partially related. The results are shown in Table 3.3. 

Table 3.3: Responses to the Pilot Study Questionnaire: The relationship between 
language and culture 

Number of the responses The reasons why... 
I. They are closely related. *T-3 

**S-14 
• Language is a conveyer and culture is 
content, they don't mean much without eac 
other. 
• Language is used in culture and each 
forms the other. 
• As culture changes so does language. 
• A person's native language is the produc 
of his/her culture. 

2. They are partially related. T-1 
S-4 

• Language often functions in content 
(culturally). 

• Language is part of culture. 
• Culture- cross-overs happen more fi'eely 

with the same language. 
• Culture is more than just language. 

3. The are not related at all T-0 
S-0 

*T= teachers; ** S= students 

Two students answered that all the answers seemed right and could not choose one 

answer. Among their answers they wrote: They are closely related because "the way 

someone will or will not taUc is a reflection of personal culture"; they are partially related 

because "the language accent identifies with demography"; and they are not related 

because "language is speaking, culture is ways, roles and customs." 
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The results seem to show that the respondents consider the relationship between 

language and culture seriously. A couple of students mentioned that they would not be 

interested in learning culture if they had not taken the Japanese Language class. In 

addition, the textbook author Elenor Jorden mentioned "language in culture" in her article 

(Jorden, 1992). Considering those, I assumed that this Japanese program had been 

emphasizing the teaching/learning culture portion as well as language teaching/learning. 

In addition, the respondents' answers seem to depend on how they look at 

language/culture. In my dissertation, I am focusing on the language dimension (language 

orientations); however, the culture dimension (definitions of culture or what part of 

culture should be emphasized in the language classroom, and so forth) needs to be closely 

examined as well. 

Besides the questions concerning language and culture, I asked several other 

questions in order to get more information about what would force the participants to 

learn Japanese. For example, "please tell me about your language learning/teaching 

experiences", or "please describe your favorite/uncomfortable memories about 

teaching/learning" (Appendix A). In those questions, the participants provided rich 

information about how and what could influence them inside and outside of the language 

classroom. One of the students said that his father recommended that he do something 

unusual such as learning Japanese, and he decided to challenge himself when he was at 

high school. Several students mentioned either positive, memorable, even difficult 

experiences when they hosted a Japanese student at home, when they were in Japan as 

exchange students or as missionaries, or when they interacted with Japanese students in 
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the US. A couple of students mentioned their own experiences as Japanese- Americans. 

The information shows that the people in the language classroom are influenced not only 

by language classes (micro) but also their family and the society (macro) itself. These 

results confirmed the importance of considering language learning/teaching at both micro 

and macro levels, it also helped me to generate demographic questions for the 

participants in my main study. 

3.2.2 Definitions of Language (Descriptions for Card-sorting) 

Ninety-two descriptions of language were gathered from the questionnaires, from 

both the grammar instructors and students. Several descriptions appeared repeatedly, 

suggesting an overlap in meaning. Thus, I narrowed down the descriptions from ninety-

two to sixty-one. It is possible to sort sixty-one cards; however, sorting sixty-one cards 

requires a long time and is cognitively demanding work. Therefore, I decided to have a 

smaller number of cards in order to fit in available time for activities in class (15 to 20 

minutes). 

Two different groups of three people participated in the activity at different times 

and at different places. They were handed 62 pieces of cards (each card had a description 

of language). In a round-robin fashion, one person took out one paper and put it on the 

table. The second person took another paper out of the stack and put it together with the 

previous paper or made a new group. The three people continued this activity until they 

finished all the pieces of paper. During this activity, the three people were encouraged to 

share their thoughts and at least two persons needed to agree with the decision in order to 
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make categories out of the descriptions. After finishing this activity, they were asked to 

re-examine the categories that they made and to name each category. The first group 

consisted of three graduate teaching assistants who had taught or were teaching foreign 

languages. The second group consisted of three people who had experiences with card-

sorting activities or those of doing research using this method. I adapted this method 

fi-om another study (Maeda, 1997). 

The first group decided to have seventeen categories and the second group 

decided to have twenty categories. Comparing the two categories, fifteen out of the 

seventeen categories of the first group overlapped with those of the second group. The 

differences were mainly in the scale of the categorizations fi"om group to group. For 

example, where the first group divided "culture norms" into three different categories 

("expressing cultures - talk, gestures; using culture norms, standards; and learning culture 

norms, standards), the second group had only one category culture norm. On the other 

hand, the second group had additional dependent categories such as fluency/proficiency, 

power/privilege and slang/humor. Since the number of cards was small enough for card-

sorting at that point, I decided to include those precise categories that appeared in both 

groups since I thought that people might react differently to those categories. Finally 

twenty-six descriptions were made into cards (Table 3.5). One graduate teaching 

assistant who was teaching a foreign language at university and one undergraduate 

student in the Japanese program were asked to do card-sorting in order to check the 

wordings, the instruction and time needed for the activity as pilots. 
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Table 3.5; 26 descriptions of language for card sorting 

1. fun 2. fluidity/change 

3. identification of 
people 

4. expressing cultures 

5. learning culture 
norms, standards 

6. formal study 

7. self-identity 8. using culture norms, 
standards 

9. nonverbal aspects 10. words, vocabulary 

11. rule-governed 12. writing system -
kanii(orthography) 

13. international, foreign 14. express individual feelings — 
medium for expression 

15. spoken language, 
speaking 

16. grammar, word-order 

17. fluency/proficiency 18. slung, humor 

19. power/privilege 20. politeness 

21. background characteristics 
(personality, gender, age) 

22. individual languages 
(Japanese, English) 

23. means of communication 24. tool to convey values, 
beliefs, and thoughts 

25. communication 26. helping you in job 
career 
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3.3 RESEARCH METHODOLOGY 

3.3.1 Card-sorting activities 

Participants are handed a stack of cards that have descriptions of language in 

words or sentences. Instructions are given in a written format, and the participants 

receive the instruction sheet that includes a participant-background questionnaire 

(Appendix B). The participants are asked to sort the cards into groups that they think are 

together, thinking about aspects of language they associated with each card. Each card 

has a number. After sorting, the participants write down the numbers of cards onto the 

distributed sheet, and they are also asked to give appropriate names for the groups that 

they have. 

After the card-sorting activities, they fill in the demographic data section in the 

questionnaire, and they are asked to leave their contact information in the case that they 

would like to know the results and would like to participate in the fiirther research 

including interviews. 

3.3.2 Interviews 

I conducted interviews for two reasons: to confirm the data that I had fi^om the 

previous activities (the card-sorting activities), and to elicit more information fi^om the 

participants by using the results of those previous activities. I defined the former as 

confirmatory interviews and the latter as exploratory interviews. 

All interviewees were volunteers. When the card-sorting activities were 

conducted, I asked the participants to write down their names and phone numbers so that 
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I could keep in touch with them if they were interested in my research or the research 

results. Approximately 40 students and teachers who participated in the card sorting 

volunteered for the interviews. 

3.3.2.1 Structured Confirmatory Interviews 

I asked twenty-two participants for their interpretations of the outputs from the 

card-sorting activities. This t5T)e of interview is called a confirmatory interview. There 

were two kinds of output: cognitive maps and word clusters. They were produced by 

multidimensional scaling and cluster analysis techniques. The results of the cluster 

analysis were superimposed onto the cognitive maps and were presented to the interview 

participants. During this interview session, I explained the results and asked them how 

they felt about the results by asking the following questions: 

[General] 
• Do you think that those results could represent you and your classmates? 
• Do they make sense to you? 

[For interpretation of word clusters in particular] 
• About 90 students and teachers in the program including you participated 
in the card-sorting activities, and the statistical procedure indicates there might 
be five clusters (groups). Would you help me in defining five clusters (groups)? 
Or 
• Here are some category names for five groups. Do you agree with them? 

If not, could you help me in defining their category names? 

[For interpretation of cognitive maps in particular] 
• About 90 students and teachers in the program including you participated 
in the card-sorting activities, and the statistical procedure indicates there might 
be three-dimensional maps. Are those maps making sense to you? 
• If there are some meaningfiil dimensions in the three-dimensional space, 
could you find where they are and what possible meanings they might have? 
• Here are some possible meaningful dimensions on the cognitive maps. Do 
you agree with them? If not, could you help me in finding and defining them? 
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3.3.2.2 Structured Exploratory Interviews 

After I confirmed the results of the cognitive maps and the word clusters, I then 

conducted exploratory interviews. The purpose of these interviews is to explore the 

students' and teachers' values and attitudes toward language and foreign language 

learning. The exploratory interviews consist of three parts. First, after I asked the 

participants to do scenario exercises (to connect the pre-categorized scenarios with the 

cognitive maps), I asked the participants some questions using the scenarios as a tool that 

would trigger their own learning and teaching experiences and flirther would trigger the 

participants' values and attitudes toward language and language learning. In order to 

examine these, I asked several questions: 

• Can you relate any of the scenarios to your Japanese classes? 
• Have any of similar events happened or could they happen in your Japanese 

classes? 
• Would you tell me any stories that came to mind after reading these scenarios? 

Second, the cognitive maps were used to explore the students' and teachers' 

expectations toward foreign language education as a tool. I addressed the following 

questions to the participants in the interviews: 

[For the student participants] 

• Please use any information that you have now. (The participants and I had done 
either of two things: we had discussed our respective interpretations of the 
cognitive maps or cluster analyses; or I had explained how to read maps and 
clusters.) Which areas do you emphasize in the classroom? Why? 

• Which areas do you think need to be focused on in the classroom? Why? 

[For the teacher participants] 
• Please use any information that you have now. (The participants and I had done 

either of two things: we had discussed our respective interpretations of the 
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cognitive maps or cluster analyses; or I had explained how to read maps and 
clusters.) Which areas do you think are emphasized in the classroom? Why? 

• Which areas do you think need to be focused in the classroom? Why? 

Finally, the questions concerning the participants' goals of foreign language were 

asked: 

[For the student participants] 

• What is your purpose in learning a foreign language? 
• Does learning a foreign language help you or other people? If so, in what ways? 
• Do you have any suggestions or how to improve foreign language education? 

[For the teacher participants] 
• What is your purpose in teaching foreign language? 
• Does teaching a foreign language help people? If so, in what ways? 
• Do you have any suggestions or how to improve foreign language education? 

3.3.3 Learning/Teaching Scenario Exercises 

Language orientations underlie every society, school policy, program 

policy and curriculum. Individual teachers and students in the classroom, also, bring 

tlieir own language orientations (values and attitudes toward language) to the classroom. 

Ricento & Homberger (1996) stated that every teacher was also a language policy maker 

("Language teachers as language planners"). For example, an ESL teacher could decide 

to restrict the use of language (e.g. not allowing the students use their own language at 

all), and could create English Only situation in the individual language classroom. Or 

varieties of the language might be introduced into the class to create a 

multicultural/multilingual situation instead. Language Orientations underlie not only the 

social level (macro-level), but also exist in individuals (micro-level). 

Learning/teaching scenario studies come from this micro-level of analysis. Every 

classroom, every teacher, every student in the classroom, and every interaction between 
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the teacher and the student are socially constructed, and each of them is integral in 

Language Orientations as well. 

I collected several scenarios (stories) that had actually taken place in various 

situations and ethnographic studies, and asked five participants, who were familiar with 

the notions of Orientations, to categorize the scenarios into three Evaluative Orientations 

(Language-as-problem, Language-as-right, and Language-as-resource). After I tried out 

several scenarios with faculty who had been teaching multicultural education at a 

university as a pilot study, I modified the instructions and some wordings in the 

scenarios. I first chose nine scenarios: two fi"om personal email messages; one scene that 

I actually observed; two stories fi^om an interview with the instructor at community 

college; and the others were fi^om various texts (Wink, 1997; Robinson-Stuart & Nocon, 

1996) (Appendix C). For example, one of the scenarios that I used follows: 

Several graduate teaching assistants were discussing the curriculum. One of the 
Assistants said, "Well, I really think that Japanese people should simplify their 
writing systems. (There are four writing systems in Japanese, and the Japanese 
use them for different purposes.) Think what China or Korea did! China 
simplified their Chinese characters, and Korea abolished their formal complicated 
writing system and invented new phonetic alphabets. Japanese writing systems 
should be simplified as well, so American students can leam them easily." 

I will discuss all of the scenarios that I used in Chapter Four. 

Out of the five participants, the three were faculty members who had been 

teaching Language planning and education, bilingual education, and multicultural 

education and the two were graduate students who previously took those classes firom 

those professors. They had also used the article written by Ruiz (1984) on Orientations in 
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their classes. The other two were doctoral students who had taken one or two courses 

above, and had also read the article in the previous course. 

Based on the pilot study, I found that the classroom situation might include both 

teachers' and students' points of view, and each different agent could have a different 

Orientation. Therefore, I added extra questions to three scenarios, in which I thought 

they might include different ways of perceiving the event (Question 3, 4 & 6 in Appendix 

C). I requested the participants to look at the event in two ways: from the teacher's point 

of view and from the student's point view. 

The results from the five participants follow; 

Participant 
A B C D E 

Agreement 
(percentage) 

I Problem Problem Problem Problem Prob./Resou ^Problem 90% 
2 Resource Resource Resoiu-ce Resource Resource ••Resource 100% 
3.1 Resource Resource Resoiu-ce Resource Right •Resource 80% 
3.2 Problem Problem Problem Problem Right •Problem 80% 
4.1 Problem Problem Problem N/A Problem •Problem 80% 
4.2 N/A Right N/A Right Problem Right 40% 
5 Resource Resource Resoiu'ce Right Resource •Resource 80% 
6.1 Problem Problem Problem Problem Problem ••Problem 100% 
6.2 Problem Right N/A Right Right Right 60% 
7 Problem Problem Problem Problem Problem ••Problem 100% 
8 Right Right Right Right Right ••Right 100% 
9 Right Right Right Resource Right Right 60% 
• indicates more than 80 % agreement; and •* indicates 100% agreement 

Based on the result above, I tried to choose two scenarios for each category with higher 

agreement (more than 80%): 6.1 and 7 for Language-as-problem; 2 and 5 for Language-

as-resource; and 8 for Language-as-right. Since I did not get enough agreement on 

Language-as-right scenarios, I considered some with lower agreement: 4.2, 6.2, and 9, 

and discussed the possibility of modifying three scenarios. Two of the participants 
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suggested that changing the voice in Scenario 4.2 could improve the quality; therefore, I 

decided to change the voice and modify Scenario 4.2. Finally six scenarios were ready 

to use in the interviews (Appendix D). 

The learning/teaching scenario studies were used in two ways during my studies 

(interviews). First, I asked the interviewees to read the pre-rated six scenarios and to 

connect them with the items on cognitive maps or clusters. Next, I asked them if any of 

the scenarios would trigger their memories in the classroom or if there is any possibility 

that those events could happen in the classroom. The details of interviews will be 

described later in this chapter. 

3.3.4 Classroom and Other Observations 

I went to the classroom about 10 to 15 minutes early and tried to situate myself 

unobtrusively. Being there earlier, I had a chance to observe how the students were doing 

before the class, how the teachers came into the classroom and how they interacted with 

their students before the class. I also tried to exchange some conversation with all the 

teachers after I finished observing their classes. I could get more information from this 

chat-like conversation with the teachers, and developed rapport with them. 

The program adopted a team teaching approach; and three professors and six 

graduate teaching assistants shared classes. That made it difficult to focus on individual 

teachers. Instead, I tried to observe every section equally: the first year had three 

sections, the second year had two sections, and the third year and the fourth year had one 

section each. Besides those language classes, the program offered a teaching 
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methodology course and Japanese literature course this term. I observed all different 

kinds of classes in order to get a sense of how this program was run. 

During the classroom observation, I used only handwritten notes to record 

information. This was by mutual agreement with the program director since I began the 

pilot study. I adapted the note-taking techniques created by Hubbard & Power (1993). 

They describe four categories of note taking: Field notes. Methodological notes. 

Theoretical notes and Personal notes. Those notes were taken in the classroom as well as 

outside of the classroom. Field notes were direct observations of what I saw in the 

classroom and in the other sites. Methodological notes were observations involving the 

research methods, including any changes of the methods, the technology that I was using 

in my research, or how I worked with the participants. Theoretical notes included 

"notations involving theories about what is happening in the field" (Hubbard & Power, 

1993, p.20). Personal notes were taken in order to record either events or my mental and 

physical state that might have influenced the research and the relationship to the 

participants. 

The main focus of the observation was to examine Evaluative Orientations in the 

classroom setting. In the classroom, I mainly kept field notes and theoretical notes. I 

recorded what I saw and heard in the classroom as field notes [FN]. The field notes also 

included the theoretical notes [THQ that were recorded as soon as I saw or heard any 

events that could imply Orientations. In addition, I wrote down which activities of the 

class, the teacher, or the student could be interpreted as Evaluative Orientations 

(language-as-problem, language-as-right, or language-as-resource), and also wrote down 
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short memos explaining which elements led me to interpret the activity as the orientation. 

I tried to pay attention to all events in the classroom as much as possible as well as to any 

participants' concerns about the classes. Some teachers asked me to give them feedback 

after the classes, and some students discussed their classroom concerns with me. After 

one or two weeks they started to recognize me as part of the class, and I was asked to 

participate in some discussions and was sometimes used as a cultural informant. 

Therefore, even though I tried not to be distinct in the classroom, my presence in the 

classroom influenced their learning or teaching in some ways, and I realized that I 

participated in the classes with or without my intention. 

3.3.5 Other Information Sources 

Besides card-sorting activities, scenario exercises, classroom observation and 

interviews, other sources of information included the program policies, historical 

information about the region, the textbook that they were using in the program, TA 

meetings, and daily activities in the cafeteria or hallways. I basically used any source of 

information. Some information supported findings from the previous research activities. 

I collected all the information in order to discover the evaluative orientations in the 

community. 

I took notes while I was present or after I had left the scene. For example, it 

seemed to be insensitive to take notes during TA meetings or cafeteria activities, so I 

wrote down some notes later. These include personal and theoretical notes. (Please refer 

to Section 3.5 in this chapter.) 



95 

3.4 Data analysis 

3.4.1 Multidimensional Scaling and Cluster Analyses 

3.4.1.1 Introduction to Multidimensional Scaling (MDS) and Cluster 

Analyses 

This section introduces the basic concepts of MDS and cluster analyses for those 

who are not familiar with these methods. 

3.4.1.1.1 Multidimensional Scaling (MDS) 

MDS is a mathematical tool that analyzes and identifies the underlying 

dimensions of psychological objects as well as physical objects. The primary purpose of 

MDS is to produce a parsimonious spatial representation of objects - a cognitive map of 

participants' judgments of similarity or preference within a set of perceptual or mental 

objects. "Psychological objects can be tangible, such as chairs and postcards, but they 

can be also almost anything that is perceived by the senses that results in some cognitive 

affect" (Dunn-Rankin, 1983, p.4). Psychological objects can be pictures, colors, words, 

tones, and also sentences or statements about which participants have some perception or 

attitude. Those psychological objects (statements) might evoke different responses 

among people but still remain generally evaluative in nature or dimensionality. First, the 

psychological objects have to be chosen. The responses to the objects must be either (1) 

judgments of similarity or (2) choices (preferences). Next, in order to assess participants' 

judgments or choices about psychological objects, several tasks can be utilized: Placing 

(grouping); naming (categorizing); ordering; quantifying; and combinations of any of 
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these. A card-sorting exercise is one of the more common placing (grouping) tasks that 

allow the participants to determine the similarity between objects. 

The method is applicable to a wide number of measures of similarity or 

dissimilarity and "unlike factor analysis can be used on data derived from a small number 

of subjects and with few assumptions about the data" (Dunn-Rankin, 1983, P. 190). For 

example, DUlon and Goldstein (1984) list the following applications for MDS; 

1. Political scientists have used MDS to understand voters' perceptions of 
political candidates; 

2. Anthropologists have used MDS in the study of cultural differences; 
3. Psychologists have used MDS for the study of individual and group 

differences in perception and personality; and 
4. Sociologists have used MDS to determine perceptions of organizational 

structure. 

I will mention some of the relevant studies that explored some crucial concepts in Section 

3.2.3. 

Now I will introduce a few key points to understanding MDS procedures, with 

some examples. The purpose of MDS is to construct a map of the locations of objects 

relative to each other from data that identify how different the objects are. It is similar to 

a road map that shows locations of cities and the roads between them. Usually those 

maps come with a table of driving mileages between major cities. In order to construct 

an MDS map, it is necessary to gain all the data that show how far cities are separated 

from each other, and where the cities are located. The first step for an MDS map is to 

construct this similarity or dissimilarity matrix. 

The following Illustration (Illustration 3.1) shows the actual flying mileages 

between 10 American cities, which is a dissimilarity matrix. The cities represent the 
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"objects" and the mileages represent the "dissimilarities" in the actual table. For 

example, Atlanta and Chicago are 587 miles apart, and the dissimilarity between Atlanta 

and Chicago is 587. So, the flying mileage table contains the data that specify how 

different objects are (in this case, distance in miles). 

Illustration 3.1. Flying mileages between 10 American cities 

Atlanta Chicago Denver Houston LA Miami NY Sanfran Seattle DC 

1 0 
2 587 0 
J 1212 920 0 
4 701 940 879 0 
5 1936 1745 831 1374 0 
6 604 1188 1726 968 2339 0 
7 748 713 1631 1420 2451 1092 0 
8 2139 1858 949 1645 347 2594 2571 0 
9 2182 1737 1021 1891 959 2734 2408 678 0 

10 543 597 1494 1220 2300 923 205 2442 2329 0 

This flying mileage table is actually a matrix of dissimilarity data entered using the SPSS 

Data Editor. The SPSS Multidimensional Scaling procedure analyzes the dissimilarity 

data and from that emerges a map, which represents distance relationships among cities 

in a two-dimensional space. Cities that are more similar (that are geographically closer) 

appear close together on the map; on the other hand, cities that are dissimilar (that are 

farther from each other) appear far apart on the map. 
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Illustration 3.2 The MDS map of relative locations of the 10 cities 
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In general, the data can be analyzed by three commonly identified levels of 

measurement: ordinal, interval, or ratio. For example, the data taken from card-sorting 

activities are assumed as the ordinal level of measurement. On the other hand, the flying 

mileages are at the interval level. Even though there is a difference in levels of 

measurement, the flying mileages example could be analogous to some other MDS 

procedures: similarity or preference sort activities. Therefore, I will continue to use this 

example and to explain how the researcher would decide the number of dimensions and 

stability of the outcomes (maps). 

In order to decide the appropriate number of dimensions, "the goodness-of-fit" 

measure, termed "stress," is also calculated for each solution" (Rosenberg & Sedlak, 

1972, p.243). A measure of fit — "stress" in MDS — is the square root of a normalized 

"residual sum of squares (RSQ)" (BCruskal &Wish, 1978, p.49). Stress is a measure of fit 

ranging from 1 (worst possible fit — 100% stress) to 0 (perfect fit—0% stress). The 



99 

following SPSS procedure (Diustration 3.3) shows Kruskal's stress measure (0.002) and 

the squared correlation coefficient (r-squared = 1.000) between the data and the distances 

(SPSS Inc., 1994, p. 163). According to Kruskal and Wish (1978), a stress of 10 % is fair 

and a stress of 5 % is good. Therefore, the two-dimensional solution describes the flying 

mileages accurately (Stress = .002; RSQ = 1.000). 

Illustration 3.3 Iteration history for the two-dimensional model for the flying mileages 

Iteration history for the 2 dimension: solution (in squared distance) 
Young's S-stress formula 1 is used. 
Iteration S-stress Improvement 

1 .00308 
2 .00280 .00029 

Iterations stopped because 
S-stress improvement less than .00100 

Stress and squared correlation (RSQ) in distances 

RSQ values are the proportion of variance of the scaled data (disparities) 
In the partition (row, matrix, or entire data) which is accounted for by their 
corresponding distances. Stress values are Kruskal's stress formula 1. 

In addition, the relationship between input and output distances also are 

represented in a scatter plot of raw data (horizontal axis) versus the distances (vertical 

axis). In this model, the raw data have already been standardized. Illustration 3.4 shows 

the two-dimensional solution model of the flying mileages. In the Illustration, the two-

dimensional solution model shows that there is no scatter and no departure from a perfect 

linear fit. That means this solution describes the flying mileages very accurately. 



100 

Illustration 3.4 Scatter plot of raw data versus distances 
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In order to find the appropriate number of dimensions, researchers usually explore 

several possible dimensions (from one to four) and compare the stress values as well as 

the RSQ values and the condition of scatter plots. Besides the discussion of the technical 

stability of maps, Kruskal and Wish (1978) mention other factors that also should be 

taken into consideration as foUows: 

Since MDS is almost always used as a descriptive model for representing and 
understanding the data, the other considerations enter into decisions about the 
appropriate dimensionality, e.g., interpretability, ease of use, and stability 
(Kniskal and Wish, 1978, p.48). 

The number of stimuli (e.g., the number of cards in card-sorting activities) influences 

dimensionality as well. Kruskal and Wish (1978) define the relationship between the 

number of stimuli and the dimensions as follows: 

1 - 1 > 4R 
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In this formula, I is the number of stimuli, and R is the number of dimension. For 

example, if the researcher has 17 cards for sorting, the number of dimensions should be 

smaller than four (R < 4). However, more than three-dimensional solutions are difficult 

to interpret. In addition, reaching more acceptable levels of fit with higher number of 

dimensions "does not mean that higher dimensional solutions are necessarily correct in 

the sense of uncovering the true structure underlying the set of original proximity data" 

(Dillon & Goldstein, 1984, p. 118). In other words, stability and interpretability of the 

outcomes are often traded off The goal is to achieve "the lowest dimensionality with an 

acceptable level of fit" (Hare, et al., 1992, p.328). One way to consider stability is to 

look at the so-called "elbow pattern" that examines the relationship between stress and 

number of dimensions. The following example shows an "elbow pattern," and the line 

between dimension one and dimension two indicates the notable improvements of fits 

and the elbow point suggests the preferred number of dimensions. 

Illustration 3.5 Stress versus the number of dimensions in city distances 
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In short, the researcher investigates interpretability and stability in order to 

determine the appropriate number of dimensions. Interpretability often plays an 

important role. For example, even though the elbow shows the best solution at four 

dimensions, the researcher might choose a two- or three-dimensional solution for a 

couple of reasons. First, adding another dimension might not be helpful in interpreting 

the data. Second, the more important two dimensions (out of four) abready appear in the 

two-dimensional solutions. Last, more than three dimensions are hard to visualize as 

well as to represent as data. For example, if participants sorted 17 cards into piles, there 

could be a possibility of having 16 dimensions in space theoretically and there must be no 

stress in those 16 dimensional spaces because all the items can be plotted in any 

dimensional space. However, it is difficult to visualize and interpret 17 dimensional 

spaces. Given those reasons, researchers are likely to choose two- or three- dimensional 

solutions along with considerations of stability. 

In the example of flying mileages, the distance between two cities is represented 

in distance — miles (Illustration 3.1). How do you measure distance between 

psychological objects? For example, card-sorting tasks are used to determine the 

similarity or dissimilarity of objects. The number of co-occurrences between two objects 

represents their similarity, which is plotted on a map as a distance. The more fi-equently 

the participants sort the two cards (containing names of psychological objects) into the 

same group, the more psychological objects are considered to be similar. By counting the 

number of co-occurrences between two cards, a co-occurrence matrix is built. Cognitive 

maps are constructed by building this co-occurrence matrix, which constructs a 
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hierarchical cluster analysis as well. Richde and Good (1993) conceptualized 

participants' interpretation of knowledge by using MDS and cluster analysis. In their 

study, the words or phrases associated witlh the meaning of knowledge were treated as 

objects. The MDS techniques helped to measure psychological distances among the 

objects and to build cognitive maps by counting co-occurrences among the words. 

According to Kruskal & Wish (I9'78), "structure can be observed in the 

multidimensional space in addition to or instead of that provided by dimensional 

interpretation" (p.43). One of the traditional uses is the combination of MDS and cluster 

analysis. Adding cluster analysis to MDS techniques sometimes helps in the 

interpretation of multidimensional spaces, especially when a two-dimensional solution 

contains data whose appropriate dimensio*iality is higher. Kruskal & Wish (1978) explain 

the reason why a cluster analysis can reveal other patterns in the data, stating "that its 

focus is primarily on the small distances (llarge similarities), while a dimensional 

approach attends most to the large distances" (p.44). 

Next, I will introduce cluster analy sis, which can be used along with MDS. 

3.4.1.1.2 Cluster Analysis 

Hierarchical cluster analysis (HCA.) is one tj^e of cluster analysis that forms 

groups of similar objects. Distance is a measure of how far apart two objects are, and 

closeness measures similarity. HCA also Iielps to measure psychological distance among 

the psychological objects. The same co-occurrence matrix, by doing HCA, produces 

several kinds of visual representations thati show distances between each word and the 

other words as well as a cognitive map by doing MDS analysis. 



104 

In order to form clusters, agglomerative HCA is commonly used. In this method, 

clusters are gradually formed by grouping cases into bigger clusters and eventually into a 

single cluster. For example, two of the cases considered most similar are merged into a 

cluster. Next, either the third case is added to the cluster that includes the two cases, or 

two other cases are merged into the new cluster (Norusis, 1994). 

A dendrogram is one of the representations in a hierarchical clustering solution. 

The dendrogram produced by SPSS does not plot actual distances but rescales them to 

numbers that do correspond to actual distance values. Illustration 3.6 shows a 

dendrogram for a four-beer example. The participants sorted the four kinds of beer into 

groups based on their similarity. 

Illustration 3.6 A dendrogram for a four-beer (Norusis, 1994, p.93) 

Dendrogram using Complete Linkage 

In the dendrogram above, Budweiser and Old Milwaukee were made into one 

cluster at one unit from the origin, and Becks and Kirin were merged into another cluster. 

Combining HCA with MDS techniques provides the researcher with a more meaningful 

map to be interpreted. 

Label CASE 
Rescaled Distance Cluster Combine 

0 5 10 15 20 25 
Seq + + + + + + 

Budweiser 
Old Milwaukee 
Becks 
Kirin 

1 
2 
3 
4 
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3.4.1.2 Application of MDS and Cluster Analysis to Language Orientations 

None of the prior research using MDS or HCA has specifically explored the 

concept of language or culture; however, there were relevant studies that used MDS to 

explore the ethnic identities of French and English Canadians (Taylor, Bassili & Aboud, 

1972 &1973), the ethnic and language identities of Welsh versus non-Welsh people in 

England (Giles, Taylor & Bourhis, 1974; Giles, Taylor, Lambert, & Albert, 1975), and 

the ethnic and language identity among Vietnamese-Americans in the US (Peterson, 

1997). Those studies have shown that there is a complex but strong relationship between 

ethnic identities and language(s), and have indicated that language or culture is also a 

theme that is determined by human perceptions, and further those perceptions could be 

described as schemata. In other words, individuals are assumed to have their own 

interpretations of language in their minds or memories. Therefore, my research is based 

on the assumption that people might perceive or define a language in many ways, such as 

linguistically or politically. I was especially interested in how teachers and students who 

were in the language classroom would perceive a language since a language must be a 

central theme for them, and how those perceptions would reflect language learning and 

teaching. Use of a combination of MDS and HCA helps to explore the Descriptive 

Orientations of teachers and students in the language classroom. The outcomes of the 

analyses would answer questions such as what language is and what language means to 

the students and teachers in the language classroom. 

3.4.2 CODING AND THE CONSTANT COMPARISON METHOD 
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The results of the interviews, field notes, and other information were coded. For 

the further analysis of the coded data, I used constant comparison methods (Glaser & 

Strauss, 1967). The process of category coding is continuously refined throughout the 

process of analysis. By doing systematic coding, social incidents are constantly 

compared, and new relationships and new theories are discovered. Systematic coding is 

one of the techniques of grounded theory. By conceptualizing and diagramming a 

"conditional matrix" (Corbin & Strauss, 1988), researchers can visualize "every level of 

scale from the most macro to the micro and integrate them into the resulting theory." 

(Strauss and Corbin, 1994, p.275). 

The nature and use of the comparative methods are different to some degree. 

Comparing incident to incident (as in Glaser & Strauss, 1967) has been used in social 

science research for a long time. Strauss and Corbin (1994) also included theoretical 

comparisons in order to stimulate researchers' thinking about dimensions and properties. 

Theoretical comparisons are tools (a list of properties) for looking at something 
somewhat objectively rather than naming or classifying without a thorough 
examination of the object at the property and dimensional levels (Strauss & 
Corbin, 1994, p. 80) 

Coding methods are also different to some degree. According to Strauss and 

Corbin (1994), three possible coding methods are suggested: 1) open coding; 2) axial 

coding; and 3) selective coding. Open coding has been widely used and suggested by 

many social science research methodoiogists such as Glaser and Strauss (1967), Lincoln 

and Guba (1985) and Merriam (1998). In essence, researchers examine a data source 

(transcripts) several times, and define units or categories by establishing the criteria of 
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relevance and independence (Lincoln & Guba, 1985). Then, some independent themes 

are generated in the process by comparing the defined units and categories. Finally, a 

theory emerges in the process of comparing and verifying those themes that are grounded 

in the data. The researchers are encouraged to use their own intuitions and familiarity 

with the context rather than using existing literature and theories. 

The axial coding has been perceived as relating categories to subcategories along 

the lines of their properties and dimensions. The emphasis of this coding method is not 

on labeling but on relating categories. In axial coding, categories are systematically 

generated and linked with subcategories. Also, linking categories should occur at a 

conceptual level not at a descriptive level. 

The last coding is called selective coding. The purpose of this coding is to 

integrate and refine the theory. The first step of this coding method is decoding a central 

category. This central category might "evolve out of the list of existing categories", or "a 

researcher may study categories and determine it" (Strauss & Corbin, 1994). Creating 

central category names is encouraged, rather than using existing concepts in the literature. 

However, when a researcher has an "existing concept describe so aptly what is going on 

that it is fortuitous to use it", s/he might "decide to use it as a centralizing concept, 

although modifying and extending it" (Strauss & Corbin, 1994). In the process of 

comparing the data and categories, a gap in the theory can be filled in and the theory can 

be refined. Criteria for choosing a central category follows: 

1. It must be central; that is, all other major categories can be related to it; 
2. It must appear fi-equently in the data. This means that within all or almost 

all cases, there are indicators pointing to that concept; 
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3. The explanation that evolves by relating the categories is logical and 
consistent. There is no forcing of data. 

4. The name of phrase used to describe the central category should be 
sufficiently abstract that it can be used to do research in other substantive 
areas, leading to the development of a more general theory; 

5. As the concept is refined analytically through integration with other 
concepts, the theory grows in depth and explanatory power; 

6. The concept is able to explain variation as well as the main point made by 
the data; that is, when conditions vary, the explanation still holds, although 
the way in which a phenomenon is expressed might look somewhat 
different. One also should be able to explain contradictory or alternative 
cases in terms of that central idea. (Strauss, 1987, p.36). 

I chose orientations as a central theme, and used two coding schemes: descriptive 

orientations I and evaluative orientations (Critical Pedagogy) (Please refer to Chapter 2) 

as subcategories. To some degree, I used axial and selective coding methods by selecting 

a central theme and subcategories before the coding activities. I used coding for refining 

and extending a theory rather than developing a new theory. After I coded the data, the 

other four individuals who have linguistics and language teaching backgrounds coded the 

sample data in order to examine appropriateness of the coding schemes. Twenty-nine 

sample scenarios were taken out of the data and coded by myself and four other raters. 

Our purpose was to check on the extent of agreement in our coding. Based on the first 

results of coding as well as the results of Cluster Analysis, the advanced version of the 

coding scheme was suggested (Descriptive Orientations 11) and the process was repeated 

to check the appropriateness of the coding scheme. Since my purpose in this study was 

to examine the community as a whole, the analyses were undifferentiated as to type of 

individual participant. I started with cross-case analyses of descriptive and evaluative 
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orientations. Then, categorical analyses (descriptive orientations vs. evaluative 

orientations) were performed. I list the sample matrices below: 

Step 1. Cross-case analysis within Descriptive and Evaluative Orientations 

Descriptive Orientations 

Interviews 
Teachers 

Interviews 
Students 

Class 
observation 
& Others 

Total 
(percentage) 

Descriptive ~ Tool 

Means 

Culture 

Evaluative Orientations 

Interviews 
Teachers 

Interviews 
Students 

Class 
observation 
& Others 

Total 
(percentage) 

Evaluative — Problem 

Right 

Resource 

Step 2. Categorical Analysis of Descriptive and Evaluative Orientations 

Problem Right Resource 

Tool 

Means 

Culture 
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3.5 CHAPTER SUMMARY 

I began this chapter with a conceptualization of the research methodology. The 

research questions were revisited with some descriptions of data-collection methods and 

data-analysis procedures. Then the participants and the setting were introduced. 

Prior to the main study, definitions of language were collected in a pilot study. 

Section 3.2 described the pilot study and introduced the 26 descriptions of language for 

the card-sorting activities that took place in the main study. 

Section 3.3 introduced the research methodology. Card-sorting activities, 

interviews, learning/teaching scenario exercises, classroom and other observations were 

explained in detail. Then, the data-analysis procedures were introduced in Section 3.4. 

Multidimensional scaling and cluster analyses were used to examine the card-sorting 

data, and the Constant Comparison method was used to analyze the interview and 

classroom observation data. The results of the learning/teaching scenario exercises were 

represented in graphs. 

The next chapter will show findings fi'om the above analyses. 
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4. FEVDBVGS 

This chapter will present the results of my research in the following order. First, 

the outcomes of the card-sorting activities will be introduced. The results of card-sorting 

activities were analyzed by multidimensional scaling and cluster analyses. These results 

will be presented in the format of cognitive maps and work clusters. This part includes 

the confirmatory interviews. Second, I will summarize the coding results based on 

classroom observation, interviews and other sources. In this part, I will introduce some 

of the events by narrating them in order to explain some of the results. These reflections 

will continuously be presented and discussed in the next chapter as well. Last, the 

relationship between the participants' descriptive orientations toward language and the 

pre-categorized learning/teaching scenarios will be presented on the cognitive maps. 

This will highlight the areas/concepts that are important to the participants. Most of the 

results were either discussed with the participants or confirmed with several people in 

order to ensure their trustworthiness and appropriateness. These processes show my hope 

that my study reflects the participants' voices as much as possible; my intention was to 

describe the phenomena in the community. Therefore, most of the results and analyses in 

this chapter remain descriptive as I intended. However, critical analyses and discussions 

will be attempted in the next chapter based on those descriptive results. 

4.1 RESULTS OF CARD-SORTING ACTIVITIES 

The results of both cluster analysis and the MDS were discussed with 22 

participants who volunteered for further discussions after the card sorting. After I had 
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analyzed the card-sorting data by using SPSS for Windows 7.5.1 and had examined the 

data by myself, I presented the data from the first analysis and discussed the results with 

the participants (confirmatory interviews). Each discussion took from 30 to 50 minutes. 

Except in one case, all of the interviews were conducted individually. I conducted one 

group interview with three participants. The three participants and I discussed the results 

together for about an hour. 

First, I will present the demographic information of the students and teachers who 

participated in the card-sorting activities. Then, I will introduce the results of the cluster 

analysis and finally the MDS results. 

4.1.1 Descriptions of Participants 

The total number of the participants for card sorting was 88 (80 students and eight 

instructors). The number of the students who were enrolled in the program was 100. 

Therefore, about 80 % of the students and eight out of nine instructors (88.9 %) 

participated in the activities. The activities took from 20 to 25 minutes. I had asked the 

program director two months ahead of time to use the last ten minutes of the class time. 

The program director and I had talked about how she was going to introduce me as a 

researcher to the class and how I was going to use the class time before the activities. 

Since this was a volunteer activity, I told the students that the activity would take more 

than 10 minutes and might use up the break time; I told them that they could leave the 

classroom if they didn't want to participate in the activity. I explained the procedures of 

the card sorting and emphasized that the descriptions on the cards came from my pilot 

study, which took place in the same program in June 1998. Those descriptions were 
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gathered, therefore, from either the participants' potential classmates or colleagues. 

About half of the previous participants still remained in the program and participated in 

the card-sorting activities. Even though 80 students participated in the activity, the data 

of eight out of 80 students were not used for the statistical analyses since too many data 

were missing. Therefore, the data of 72 students were used for the MDS and cluster 

analyses. Table 4.1 shows the number of student participants: 

Table 4.1 The student participants 

Year: Section Participating students (enrolled) 
First year; 001 16 (21) 

002 9 (15) 
003 13 (18) 

Second year: 001 9 (9) 
002 4 (9) 

Third year: 001 11 (17) 
Fourth year: 001 10 (11) 
Total 7 sections 72 (100) 

Table 4.2 shows the results of the student demographic information questionnaire, 

which was attached to the card-sorting answering sheet. 

Table 4.2 Student demographic information 
1" 
year year 

3rd 
year 

4m 
year 

Total 

Age (average) 25.54 23.3 26.5 22.9 24.86 
Gender Male 20 I 5 0 41 

Female 18 8 6 7 31 
Family/relative who speaks JPN Yes 8 5 5 3 15 

No 30 2 1 4 57 
Live with the family/relative Yes 3 11 10 6 6 

No 35 1 1 1 66 
Frequency speaking JPN with Very often 1 12 10 9 3 
family Sometimes I 1 I 2 

Rarely 6 1 10 
N/A 30 1 1 2 57 

Friend who speaks JPN Yes 23 11 10 6 53 
No 15 11 10 9 19 

Frequency speaking JPN with Mend Very often 1 2 1 1 1 
Often 1 8 
Sometimes 6 3 3 1 21 
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Rarely 13 3 5 7 21 
First language English 32 5 2 I 61 

Chinese 12 9 8 3 
Korean 1 1 1 1 2 
Arabic 1 1 1 
Spanish 1 1 
Bahasa/Indonesia 1 I 
EnglisliAAetnamese I 1 
English/Chinese 1 1 
Interesting, 2 2 5 2 11 
Very foreign 

Reason Culture 6 3 1 10 
Heritage 3 3 1 7 
Relative 1 1 2 
Visit Japan 5 2 7 
Job 5 1 1 7 
Many JPN &iends 2 3 1 6 
Learn another 3 3 
language 
Requirement 1 1 1 3 
Teach English to 2 2 
Japanese 
DifBcult language 1 1 2 
Beautiful language 1 1 
Rectifying 1 I 
N/A 4 1 3 1 9 

Studied JPN before Yes 13 10 9 5 37 
No 25 3 2 5 35 

Place of previous study High school 5 1 3 9 
Community C. 2 2 
University 2 3 2 7 
Others 4 4 1 4 13 
Japan I 1 
N/A 26 5 3 6 40 

Length of previous study Less than 1 year 3 1 4 
1—2 years 5 4 6 2 17 
More than 2 years 4 4 2 3 13 

Visit Japan Yes 20 6 8 8 42 
No 18 7 3 1 29 
N/A 1 1 

Length of visit Less than 1 month 5 1 3 1 10 
Less than 1 year 10 1 2 1 13 
1—2 years 2 2 2 6 12 
More than 2 years 3 2 1 6 
N/A 17 7 3 2 30 

The average age of the student participants is 25.54. Since this university is 

located downtown and had characteristics of an urban university including many part-

time students, the average age is rather high. Thirty-one female students and forty-one 
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male students are taking Japanese classes. About half of the students have studied 

Japanese at various places. 42 students (58.3%) have visited Japan, and the length of 

their stay was mostly for less than 2 years. Fifty-two students (72.2%) answer that they 

have a Japanese friend. Nine students say that they are taking Japanese classes because 

of their heritage and two students because of their Japanese relatives. Many students say 

that they are taking the classes because of the interest in the culture (10), the foreigimess 

(11), different aspects of language - beautiful or difficult (4), visits to Japan (7), and 

communicating with friends (6). Some students are taking it for job-related purposes — 

teaching English to Japanese (2), job (7) and majoring language in trade/business. 

Interestingly only three students answer that they are taking Japanese classes because of 

the university foreign language requirement. 

Besides the student participants, eight instructors (two professors and six teaching 

assistants) participated in the activities. Two instructors participated in the activities with 

their students in class, and six instructors as a group for their convenience. Table 4.3 

shows the instructor demographic information. 

Table 4.3 Instructor demographic information 
Age (average) 32.75 
Gender Female 7 

Male 2 
Highest degree earned Ph.D 3 

MA student 6 
Level that they are teaching l®' year 5 

2"'' year 5 
3"  ̂ year 2 
4^  ̂ year 2 

Length of teaching Japanese less than 1 year 4 
2 years 1 
More than 5 years 2 
More than 10 years 2 

Teaching JPN workshop Exchange Japan 4 
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Oregon workshops 1 
ACTFL 2 

Methodology classes TJFL 4 
TESOL 4 

Length of using the current textbooks Less than 1 year 2 
1 year 2 
2 ~3 years 2 
More than 5 years 3 

First language Japanese 7 
English 2 

The average age is 32.75. More female instructors (seven) are teaching Japanese classes 

than male instructors (two). Four out of eight instructors experienced the teaching 

training workshop for their textbook (Exchange Japan), which was designed for the 

teachers who use the textbook (Spoken Japanese) by the textbook authors. The other 

four instructors (i.e. teaching assistants) took the teaching preparation course offered by 

the professors at this institute. They have a consensus and commitment to use the current 

textbook and teaching methodology. Japanese is the first language for seven instructors 

and English for the other two. 

4.1.2 Three-dimensional Solution for HC and MDS Analyses 

The results of the card sorting were presented in one to four dimensions. Table 

4.4 shows stress for each dimension and Illustration 4.1 presents a scatter plot of stress 

and the number of dimensions. 

Table 4.4: Stress and RSQ 

Dimensions Stress RSQ 
1 .39850 .52205 
2 .25246 .65266 
3 .80034 
4 .09794 .88764 
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Illustration 4.1: Scatter plot of stress and number of dimensions 
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"Stress" represents the goodness-of-fit measure and is calculated for each 

dimensional solution. Considering the improvement of the stress level, the third-

dimensional solution was chosen. There is a bigger jump from the second-dimension to 

the third-dimension (0.10202) as contrasted with the jump from the third-dimension to 

the fourth-dimension (0.05250); also the value of RSQ did not show much improvement 

in the fourth-dimension. Therefore, though the scatter plot did not show a clear elbow 

line, the third-dimensional solution was chosen for the interpretation. (Please refer to 

Methodology chapter for the detailed explanations of the technical terms.) 
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4.1.3 Results of Hierarchical Cluster Analysis 

4.1.3.1 Five Meaningful Clusters 

The coordinates of the three-dimensional solution were entered into SPSS and a 

hierarchical cluster analysis was performed using a Ward's Euclidean distance model. 

Illustration 4.2 shows the final interpretation of the outcome of the hierarchical cluster 

analysis. There were several possibilities of groupings based on the outcome, and I 

decided to examine five meaningfiil clusters. There could have been four (Cluster D and 

Cluster E together); however, I took five in the hope that the detailed model would 

provide more meaningful discussions among the participants. After I decided on the five 

clusters, I examined the participants' questionnaires in order to familiarize myself wdth 

the contents. I had asked the card-sorting participants to write down the group names 

after they had done the activity. I looked through all the categories to see what categories 

were more fi-equently chosen by the participants. However, I did not force myself to use 

those category names since each individual category is not necessarily correlated with the 

major categories. I rather chose tentative categories and later I discussed the 

appropriateness of the categories and category names with the participants. Again, my 

approach was to ask their cooperation to help me to decide categories and category 

names. I hoped that the categories and category names would come out of the 

community and reflect their voices as much as possible. 
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Illustration 4,2: Hierarcliical cluster analysis (Ward) 

Label Num + — + - +  +  +  +  

Learning culture norms 5 -+ + 

Using culture norms 7 -+ +--+ 

[A] Politeness 21 1—^ I 

Culture Backgr characteristics 22 —+ +-

Identification of people 3 -+-+ I I 

Expressing cultures 4 - +  + - —  - + +  + 

— Self-identity 9 f. I I 
[B] — International, foreign 14 -+ -+ I I 

Power/ Power/privilege 20 -+ + + + 
Use language Fluidity/change 2 +---- + I I 
to get ahead — Helping you in job 26 —+ I I 

— Fun 1 -H -+ I I 

Slang, humor 19 - +  +- I 
[C] Means of communication 11 -+- +  I I 

conununication Tool to convey values 24 -+ +— - +  I 
Medium for expression 15 - + -  +  I 

— Two-way communication 25 -+ I 
[D] — Fluency/proficiency 18 -H—h I 

speaking Individual languages 23 -+ H - + I 

— Spoken language 16 h I I 
— Formal study 6 -H •  +  + - - + 

[E] Rule-governed 12 - +  I I 

Formal study/ Words, vocabulary 10 -  +  +---  + 
structure Grammar, word-order 17 _-l -  +  I 

Writing system -kanji 13 -  + +--+ 
— Nonverbal aspects 8 - +  
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When I examined the category names in the questionnaire, some participants had 

similar groupings. Some of the choices were, for example, [A] self-identity, 

identification of people, culture, and acts of culture expression; [B] power, use of 

language to get ahead, and effect of language learning; [C] fun, communication, verbal 

socialization, and positive aspects of language learning; [D] speaking, proficiency, social 

interaction, and tools; and [E] formal study, rule-governed aspects, structure, structural 

framework of communicative devices, and tools. Then, I discussed naming each group 

with the fifteen interviewees who volunteered for this task, and decided on the following 

categories: [A] culture-, [B] power/use of language to get ahead', [C] communication, 

[D] speaking-, and formal study/structure. I chose the words based on frequency— 

the words which were chosen more than six times by the participants. Then, I confirmed 

the results with the five participants including three instructors. 

Category A (culture) includes some culture-related concepts such as learning 

culture norms, using culture norms, and expressing cultural concepts. Ruiz (1998) 

conceptualizes two types of orientations: descriptive and evaluative. One of the 

descriptive orientations is 'language as a mediator of culture', and Category A (culture) 

fits well into this type of orientation. However, two different discussions emerge in this 

category. The first discussion seems to represent 'learned culture.' In other words, 

participants seem to capture culture as something they are learning in the class. The first 

part includes learning culture norms, using culture norms, politeness and backgrotmd 

characteristics. Background characteristics (personality, gender, and age) and 

politeness are closely linked to culture concepts in the Japanese classes, where the 
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relationship between language and culture is heavily emphasized. Students are taught 

that they need to change language behavior depending on the relationship between the 

speaker and listener. Age, social roles, social status, and gender make every spoken 

interaction different. The students in this program are taught about those subtle 

differences in grammar classes in English, and then they practice with native instructors 

in drill classes. They call the grammar and culture classes "Fact classes" and the drill 

classes "Act classes". In Act classes, the students are required to perform their own role 

in each drill. The instructors assign the students some roles and let them practice different 

levels of speech. Politeness is one of the key factors they need to learn and to utilize in 

the Japanese class. Therefore, it seems quite natural for them to put those terms together 

(learning culture norms, using culture norms, politeness, and background 

characteristics). 

The second discussion of this category includes identification of people, 

expressing cultures, and self-identity. A couple of interviewees addressed the differences 

between the two parts wondering why 'culture' and 'self-identity' are combined in this 

category, even though most of them decided to name it as 'culture.' The second part of 

this category was not addressed in the textbook, or observed in the classroom. In the 

pilot study (June 1998), those terms were brought into the survey by several students who 

had different backgrounds. One of the interviewees said that she had learned how 

important the language could be, especially to minority language communities (e.g.. 

Native Americans in the United States) in the Anthropology class that she took 

previously, and how closely language and identity were connected. She also emphasized 
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the tight relationship between language and culture. A couple of other students said that 

they were learning Japanese because they wanted to know their ancestors' culture more, 

and to search for their own identity. One student, who was bom in the United States and 

whose mother is Japanese, said that language would differentiate ethnic groups and 

suggested the term ''identification of people.^ Those students all suggested a strong 

relationship between language and culture. I assume that's how the second part 

('identity') was connected to the culture category; however, the orientation of the second 

part seems very different from that of the first 'learned culture' part. The students can 

leam and use the learned culture norms, whether they are visible or invisible. How you 

express culture as your own and how you connect the culture (or language) with your 

identity are different from just learning something in the classroom. I will discuss this 

difference further in the next chapter. 

Category B represents power/use of language to get ahead. This category 

includes the following terms: international, foreign, power/privilege, fluidity/change, and 

helping you in job/career. Most of the terms explain how much benefit students can get 

from learning (foreign) languages. Additional languages help the students to have more 

effective communication with those from other countries, which gives them more power 

and privilege. By learning a language the students might gain different perspectives or 

more flexibility (ability to change). Being fluent in more than one language might help 

the learners get better careers or job positions. All of those elements indicate the 

instrumentality of language. In other words, this category shows that language can be a 
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powerful tool in society. By using this tool, learners can get ahead and gain more power. 

This category indicates an aspect of another descriptive orientation — language as a tool. 

Category C (communication) shows some aspects of language-as-means. This 

category includes the following terms: means of communication, tool to convey values, 

beliefs and thoughts, medium for expression, and two-way communication. Those 

elements show that language is used as a means of communication to express values, 

thoughts and so on. Interestingly, the participants put two other cards {fun and slang, 

humor) together into this communication category. The Japanese classroom places a lot 

of emphasis on communication activities. Japanese teaching assistants seem to spend 

much energy and time inventing fim activities to facilitate learning in the classroom. 

Students learn Japanese not only in the classroom; but the program also provides some 

opportunities for students to speak Japanese with native Japanese speakers in tutoring 

sessions. If the students are interested in working with somebody, they can have a 

conversation partner. Some exchange students from Japan and students in ESL classes 

also participate in these activities. Both the students in Japanese classes and the students 

learning English interact and facilitate their respective learning. I also observed more 

student-facilitated activity in one of the cafeterias. There was a group of people who 

spent some time together for lunch, tea, chats and study. They seemed to come together 

voluntarily and to enjoy each other's company. The group members included some 

Japanese teaching assistants, first year students in Japanese classes, Japanese students in 

ESL as well as exchange students from Japan, and a few other non-Japanese. The 
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students seemed to try their learned Japanese outside of the classroom and to seek out 

more humor, slang and a lot of flin. 

Category D represents speaking. It seemed strange when I first looked at this 

particular category. However, the program puts so much emphasis on speaking, I assume 

that it would be natural that this came out as an independent category. This category 

includes the terms; fluency/proficiency, individual languages (English, Japanese), and 

spoken language. One of the interviewees said that the program emphasizes fluency as 

well as proficiency, particularly in speaking. 

The last category is E: formal study/structure. It includes the following terms: 

formal study, nde-govemed aspects, words & vocabulary, grammar & word-order, 

writing system-kanji and nonverbal aspects. Most of the terms strike me as "the things 

that the students leam in the classroom" and most of the interviewees' answers indicated 

the same. In the confirmatory interviews, a couple of students, as well as myself, 

questioned why nonverbal aspects were included here and not in the communication 

category. A couple of other interviewees in the first year answered this question. In the 

role-playing dialogue use in their classes, non-verbal aspects were emphasized. For 

example, when you introduce your wife/husband to your boss, how do you use your 

hands to indicate people? When you give a present to a host, how do you do it? These 

nonverbal details were introduced to the students in many ways. First, the grammar 

teacher might show the lesson video that includes the dialogue and explains why the 

actors are behaving that way. Second, the drill teachers actually show the students how 

to perform; and finally the students practice their role-plays. I observed one scene in a 
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classroom where a drill teacher explained to one student how deeply he needed to bow in 

the particular situation. Since the drill classes were conducted in Japanese, the instructor 

imitated the student' gesture and showed her own several times with some explanations 

in Japanese. The student tried to imitate his teacher several times. 

Category D (speaking) could be merged into one category with Category E 

(formal study/structure) (Illustration 4.2). This is an interesting phenomenon. I thought 

that Speaking would be connected closely to communication-, however, speaking ended 

up being closer to formal study based on the result of HCA. This seems to indicate that 

speaking activities are something that the students need to do/leam in the classroom 

whereas communication would occur inside the classroom as well as outside the 

classroom. Many of the interviewees mentioned "communication." "I want to 

communicate with my Japanese friends," "... with my girlfriend," "... with my family in 

Japan," "... with my son in law," etc. Their desires for communication seemed very 

strong, and led the students to leam Japanese. A couple of interviewees showed me their 

girlfriends' pictures and explained how much they wanted to leam Japanese. The fact 

that 53 students out of 82 said that they had Japanese friend(s) (see Table 4.2) also tells 

how much they want to be able to communicate in Japanese and why they want to leam 

Japanese. The resulting cluster implied that the participants are aware that they practice 

"speaking" in the classroom in order to be able to "communicate" in Japanese. It also 

shows the commitment of the program and the participants to focus on "speaking" in the 

classroom. 
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Another interesting point is where culture and power/use of language to get 

ahead were merged into one joint (Illustration 4.2). Culture is another important element 

emphasized by the program, as well as by the students. "Language in culture" (Jorden, 

1987) is expressed everywhere in the textbook and in the curriculum. The textbook 

includes detailed explanations of culture — small 'c' culture that appears in daily life, and 

those elements were emphasized in the classroom. Additionally students' motivation 

toward learning culture seems strong. According to Table 4.2, the second principal 

reason they are taking Japanese is to understand the culture. Many of the students 

expressed their feelings toward Japanese culture. One of the interviewees said, "Japanese 

culture is so foreign to me and it made me very interested to leam the language as well." 

Another student said, "I am very interested in Bonsai (small trees which are formed in a 

particular Japanese way), and that's how I got interested in Japanese language." And 

another said, "I want to know my ancestor's culture and where I came from." Again, I 

submit that there is a difference between the two parts in the culture categories; culture 

and identity. It seems that a majority of the class assumed that Japanese culture and 

language were very foreign, rather than connecting the language and culture to their own 

identity. That's why many of the interviewees suggested identifying this category as 

culture, not as self-identity. Consequently, they assume that learning something different 

makes them international, will help them get ahead in a job or career, and that they will 

gain in privilege and power. Knowing and learning another culture is thus joined to the 

power category. 

I summarize the interpretations of Five Clusters in the table below: 
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Table 4.5: Five Clusters (The phrase in italics are the actual items that appeared in the 
five clusters.) 

Five clusters Interpretations 
Culture Pertaining to culture and identity, for example, learning 

culture norms, using culture norms, politeness, 
background characteristics, identification of people, 
expressing cultures or self-identity 

Power/use language to get 
ahead 

Powerful aspects of language and usefulness for 
personal benefit, for example, international, foreign, 
power/privilege, fluidity/change, helping you in job 

Communication Communication aspects of language, for example, 
slang, humor, means of communication, tool to convey 
values, medium for expression, two-way communication 

Speaking Aspects of speaking, especially in the language 
classroom, for fluency/proficiency, individual 
languages, spoken language 

Formal study/structured Structured aspects of language or some aspects that you 
get in language classroom, for example, nde-governed, 
words, vocabulary, grammar, word-order, writing 
system 

4.1.3.2 Comparison of Five Clusters and Descriptive Orientations 

I compare Five Clusters (Table 4.5) and Descriptive Orientations I that were 

discussed in Chapter 2 (Table 2.1), and there are extensive overlaps between the two. 

Table 4.6: Comparison between Descriptive Orientations (DO I) and Five Clusters 
Descriptive Orientations (DO I) Five Clusters 

Language as a tool Power/Use language to get ahead 
Language as means Communication 

Speaking 
Formal study/Structure 

Language as a mediator of culture 
(Emphasis on first language and culture) 

Culture 
(Emphasis on cultures in general) 
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The POWER/USE LANGUAGE TO GET AHEAD cluster is easily related to the 

LANGUAGE AS A TOOL category in DO L Speaking Japanese or other languages helps 

the participants to feel "foreign" or "international", and they believe that these aspects 

might help advance their career or help them get a job. This view has in origin a very 

instrumental orientation, as articulated by a couple of interviewees: 

• As an international person by learning a foreign language, you can advance 
yourself by speaking another language. 

• [By being able to speak Japanese, I'll get] prestige, credibility. I could go to a 
Japanese construction company or could be an administrative manager. 

The COMMUNICATION cluster corresponds the LANGUAGE AS MEANS 

category in DOI. The participants seem to have an orientation that sees language as a 

medium of thoughts, feelings, and expressions. The items such as Means of 

communication. Tool to convey values. Medium for expression, and Two-way 

communication were sorted into the Communication Cluster and seem to reflect this 

view. One of the interviewees emphasized this communication aspect in foreign 

language education. "People [who leam a foreign language] will be able to communicate 

with a better understanding of each other without miscommunications..." Also, one of 

the instructors believed that foreign language teaching might contribute to world peace by 

reinforcing world-wide communication. 

The CULTURE cluster overlaps with the LANGUAGE AS A MEDIATOR OF 

CULTURE category in DOI; however, DOI's definition seems to emphasize the 

relationship of "language and identity" (i.e., the view that language is tied up with 

identity, family, community or society" in Table 4.2) whereas the CULTURE cluster 
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includes elements of both first and other languages as they relate to culture and identity. 

To me DOI's definition explains LI situation well, but not L2 or LX situation. Also, it 

was difficult to code using this system (please refer to the 4.4.1 section for the coding 

results). Consequently, the new version of the LANGUAGE AS A MEDIATOR OF 

CULTLTRE category shows two different emphases; [CI] first language and culture (i.e., 

the view that mother or heritage language is essential for development of ethnic identity); 

and [CX] any language and culture (i.e., the view that cultural aspects are essential in the 

first or second or any language) (Table 4.7). 

The LANGUAGE AS MEANS category has two themes, and the coders reported 

the difficulty of coding for that reason. Therefore, I decided to develop new definitions 

extending the LANGUAGE AS MEANS category into two different emphases; [MC] 

communication and [ML] linguistics (Table 4.7). In this way, the modified version can 

include the aspects of the SPEAKING and FORMAL STUDY/STRUCTURE clusters. 

The SPEAKING cluster appears closer to the FORMAL STUDY/STRUCTURE cluster 

than to the COMMUNICATION cluster. The analyses support this categorization based 

on the semantic proximity obtained using hierarchical cluster analysis. This is consistent 

with the teaching methodology used in the program. "Speaking" is emphasized so much 

in the classroom because of their teaching methodology. Moreover, most of the 

interviewees separate SPEAKING fi-om COMMUNICATION in terms of "instrumental" 

versus "sentimental" strands. "Speaking" is something that you need to practice in the 

classroom although "communication" has been a goal in the program. For example, one 

of the interviewees said, "Right now, my girlfiiend is Japanese and she doesn't speak 
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very much English and I don't speak very much Japanese, so we help each other." His 

desire to "communicate" with his girlfriend furnished his motivation toward learning 

Japanese. On the other hand, the Formal Study/Structure Cluster seems to emphasize 

more structured aspects of language such as words, grammar, word-order, and writing 

system. I defined these aspects as [ML] linguistics: the view that objectifies the language 

or would emphasize linguistic components, and is differentiated from [MC] 

communication: the orientation which sees language as a medium for the communication 

of thoughts, feelings, and expressions (Table 4.7). This view is reflected in arguments on 

linguistic competence versus communicative competence articulated by Hymes (1972). 

The distinction generates opposing approaches toward language and language teaching: 

the view that sees language as a linguistic system, and the view that sees language as a 

means of communication. In the latter view, effective language means the competence to 

communicate effectively rather than to demonstrate grammatical accuracy or fluency. 

The LANGUAGE AS MEANS cluster indicates that the participants in this study retain 

both views. 

I conducted classroom observations and structured interviews with the students 

and teachers, specifically focusing on the role of language, but in a broad context 

including the role of foreign language education related to perceptions of language and 

the role of language. After the examination, I used 82 events for coding, and chose 

twenty-nine representative transcripts. Four individuals who have linguistics and 

TESL/TEFL backgrounds were asked to check the appropriateness of the coding 

schemes. After I modified the descriptive orientations, the average agreement among the 
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coders was improved from 49.7 % to 60 % in the Kappa formula (from 67.2 % to 77.5 % 

in raw agreement). Please refer to Section; 4.4.1.for the detailed coding processes. The 

changes in conceptualization of orientations and the cluster formations that resulted from 

informant responses led me to change my formulation of descriptive orientations as 

presented in table 4.7. 

Table 4.7; Descriptive Orientations; the Second Version (DO IE) 
Descriptive Orientations (DO H) Definitions 

Language as a tool The orientation which sees language as 
enabling people to complete a task or 
achieve a goal; the view which would 
utilize the language, for example, as a tool 
to get a job or to complete a task. 

Language as means: 
Language as means of 
Communication (MC] 

Language as linguistic means [ML] 

The orientation which sees that language as 
a medium of communication of thoughts, 
feelings, and expressions. 

The view which would objectify the 
language and would emphasize linguistic 
components such as pronunciation, lexicon, 
grammar, and writing systems. 

Language as a mediator of culture 

Two different emphases: 
First language and culture [Cl] 

Any language and culture [CX] 

The orientation which sees language as 
conveying culture aspects; the view that 
language is tied up with identity, family, 
community or society. 

The view that mother or heritage language 
is essential for development of ethnic 
identity. 

The view that culture aspects are essential 
in the first, second or any language 



132 

4.1.4 Results of Multidimensional Scaling Analysis 

Three-dimensional solutions were chosen based on the stress-level. (Please refer 

to Section 4.1.2.) Three-dimensional maps shov/ some characteristics of the participants' 

perceptions of language. In addition, the results of cluster analysis (five clusters) were 

superimposed onto the three-dimensional maps. Those clusters helped the participants 

interpret meaningful vectors. 

I chose a one- and two- dimensional map (Illustration 4.3), and a one- and three-

dimensional map (Illustration 4.4) for presentation purposes. First, I examined these 

two spatial maps by myself and tried to find meaningful directional vectors in them. In 

order to avoid confusion, I call spatial dimensions "dimensions" and interpreted 

directional vectors as "vectors." I identified three directional vectors and wrote down 

some possible interpretations of these vectors. There were either 1) formal/informal or 

classroom language/self-language continuum for Vector 1; 2) an instrumental/expressive 

continuum for Vector 2; and 3) fluidity/ governed aspects or norms continuum for Vector 

3. I asked twelve participants about their interpretations of the vectors and then 

confirmed the results with the other eleven participants. First, I showed the two kinds of 

spatial maps without giving my interpretations, and asked for their explanations. I used 

the following guideline for my own interpretation as well as for confirming the 

participants' interpretations. 

1. Find out an initial interpretation of the vector and also at the same time the 
direction of the vector; 

2. Look at individual labels that are located at the extreme ends of the 
coordinates on the vector; 
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3. Check if the initial interpretation of the meaning of the vector makes sense 
to explain the ordering of labels along the proposed vector; 

4. Look at the ordering of labels within the cluster to see if the 
interpretation of the vector explains how the labels are ordered along a 
vector within the clusters; and 

5. Look at the labels in each quadrant of the geometric space and examine if 
the content of each quadrant is consistent with the proposed 
interpretations. 
(Nishishiba, 1998, p.82) 

My approach to the participants was to ask their help v/ith and opinions of the 

interpretations since my intention was to hear the participants' voices as much as 

possible. I found the discussion sessions with the participants very useful. They were 

very patient; also several of them were very creative and gave me something that I had 

never thought about before. One participant taught me how to find the directions of the 

possible vectors. He was examining the arrangements of plots and found strong 

candidates. I also had one group discussion with three students in the advanced Japanese 

class. I had asked them to try to come to a group consensus for interpretations of 

meaningful vectors if possible. Their conclusions were clear in Vectors 1 and 2, and they 

suggested several possible examples for Vector 3. 

The interpretation examples that the participants gave me for Vector 1 were; 

learning inside of the classroom/learning out side of the classroom; structured or non-

original/original; objective/subjective; boring/fun; limited/expanded; logical/emotional; 

practical utilitarian/intuitive continuum; and five participants suggested a formal/informal 

continuum, which coincided with mine. In addition, several participants suggested the 

vector itself might represent learning. Considering the examples that they gave me, it 

seems that the participants all agreed that Vector 1 shows a meaningful direction. Most 
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of them made sense to me and I decided to choose the formal/informal continuum for 

Vector 1 since five out of the twelve participants and I agreed on it. After that, I 

confirmed the interpretation with the other eleven participants. A couple of them thought 

that some other interpretation might be more appropriate, for example, structure/less 

structure or cognitive/affective; however, most of them (seven) agreed on the original 

interpretation of Vector 1: formal/informal continuum. 

The distinction between formal and informal learning has been documented in the 

language learning literature (McNamara, 1973). BCrashen (1982), 
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Illustration 4.3 Multidimensional Map (Dimension 1-2) 
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Illustration 4.4 Multidimensional Map (Dimension 1-3) 
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distinguishes between acquisition and learning by suggesting that "acquisition" takes 

place subconsciously in the process of communication, and this tj^je of learning is 

associated with informal learning. "Learning" requires conscious effort to pay attention 

to linguistic forms, and the process is likely to happen in a formal situation like the 

classroom. 

In my study, the participants' perceptions seem to fall into the two categories of 

formal learning and informal learning. The learning vector looks almost identical to 

Dimension 1 and shows the formal/informal continuum (see Illustration 4.3 & 4.4). 

Based on the results of MDS, Self-identity appears on the left (informal) end, and Formal 

study and Grammar/word-order appear on the right (formal) end. The participants 

interpret Self-identity as the item with which they would deal in the informal learning 

setting whereas Formal study and Grammar/word-order would be the items in the formal 

learning settings. In second/foreign language learning, identity and ethnicity issues have 

been explored in the areas of attitudinal and motivational studies (Gardner, 1985; 

Gardner and Lambert, 1972; Gardner & Mclntyre, 1991). However, most of the studies 

were either self-report studies or correlational studies using questionnaires, and in-depth 

studies have been left for ftirther investigation in the second/foreign language learning 

areas, although these areas of studies are recognized to be important. In my study, the 

participants seem to consider Self-identity to be the issue that students and teachers deal 

with, especially in the informal learning settings. During the interview, many of the 

students said that "the identity issues are something that you leam or occur privately or at 
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home, and they don't see those elements in the classroom {formal) settings." Also, the 

participants have a clear idea about "what should be taught in the classroom." Most of 

the interviewees said that they started with the items that appear in the formal study such 

as grcanmarAvord-order and speaking, and gradually would move toward the informal 

study direction where the communication, culture and identity clusters are located. I saw 

a consensus between students and teachers on this matter as well. Many of the students 

whom I interviewed said that "ideally we want this (Communication Cluster) but we need 

to be patient and leam more basic stuff before we get there." In the next chapter, I would 

like to provide further discussions about the identity issues in the language classroom. I 

will argue that Self-identity also needs to be considered in formal learning settings from a 

critical point of view. 

The possible interpretations for Vector 2 from the participants were; language as 

object/language as identity; instrument/content of expression; objective/subjective; tools/ 

susceptible, human tendencies; technical/appreciative; communication/products. Three 

of the participants mentioned an instrumental/expressive-sentimental continuum and two 

of them suggested a collective/individual continuum for Vector 2. It seems many of the 

participants suggested that Vector 2 has either a "tool" dimension or a "language use" 

dimension. Also, I noticed that there were two strong choices that were actually common 

to the participants. It seems natural to me to keep both categories since some of the 

participants agreed upon each category. Therefore, there are two interpretation labels for 

Vector 2: Label A: collective (societal) /Individual; and Label B: 

instrumental/expressive (sentimental). 
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The use of "instrumental" terminology is found in two areas: motivational studies 

in second language acquisition research and language planning. There is a close 

connection between language use and learners' motivation since some values and 

attitudes are easily attached to some dimensions of language use. For example, if 

someone speaks a major language such as French, it might make the speaker seem like a 

privileged person or a pov^^erflil person. The underlying characteristics of language use 

also show some characteristics of learning motivation. In the area of second language 

research, Gardner and Lambert (1972) studied how attitudinal and motivational factors 

influence language learning. They treated motivation as a factor in different kinds of 

attitudes and recognized two types of motivation: instmmental and integrative. Although 

the definitions of these are not entirely clear (according to Crookes, 1989), instrumental 

motivation refers to motivation to acquire a language as a means for attaining 

instrumental goals: advancing a career, reading technical material, translation, and so 

forth. On the other hand, integrative motivation refers to learner's desires for integration 

into the culture of the second language group in order to identify as a part of the society. 

Although Vector 2 represents use of language, it seems to explain some elements 

that appear in the motivational studies. On the instrumental end of the continuum, the 

POWER cluster and FORMAL STUDY cluster appear. The POWER cluster especially 

explains instrumental use of language that would lead to a student's instrumental 

motivation. For example, several aspects in the POWER cluster show how language use 

could lead to instmmental goals such as International/Foreign, Power/Privilege, and 

Helping you in job/career. On the opposite end — expressive/sentimental on the 
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continuum seems to show aspects that might lead to another type of motivation, for 

example. Self-identity^ Humor/Slang, Medium for expression. Pride (1978) suggested 

the three types of motivation: expressive, adaptive (earlier: integrative), and instrumental. 

He added the third type, expressive motivation that represents learner's desires to leam 

languages in order to express elements of one's own culture. The expressive/sentimental 

end seems to show some evidence that could lead to the expressive motivation category 

as Pride suggests rather than the instrumental/integrative dichotomy as claimed by 

Lambert and Gardner. This is probably because the setting of my study is a foreign 

language classroom. In this setting, most learners study Japanese as a foreign language 

rather than a second language. In other words, there is less need for many of them to 

adapt to or integrate into the second society, although some heritage learners in the 

Japanese class might want this perspective even though they are in the foreign language 

classroom. My dissertation study implies that Pride's suggestion might be more useful 

for the foreign language settings. In addition, the words/phrases associated with 

instrumental or integrative (adaptive) appear on the three-dimensional spaces. In other 

words, concepts such as instrumental or integrative (adaptive) or expressive should be 

captured on the continuum and these concepts are not exclusive to each other. It would 

be misleading if people treat these concepts as discrete points. 

In the area of language planning, Tauli (1968) emphasized the aspect of 

instrumentality of language. His stance toward language planning is more rational and 

his scope of the purpose of language planning is to improve languages. His perspectives 

focus on linguistic forms (phonology, words or grammar), and also on economical and 
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international aspects of language. His arguments on expressiveness appear in their 

entirety in his book, and his view of expressiveness is more toward an instrumental 

purpose. For example, he discusses how to express a particular meaning economically in 

different languages including a discussion about which language is better or more 

convenient to use. His assumption about language is that everybody wishes to "improve" 

language and use "better" language. 

In my study, this view appears on the instrumental end on the language use 

vector (Vector 3). Most of the linguistic aspects of language (words, grammar, speaking) 

and power aspects of language (international, foreign, helping you in job/career) appear 

in the instrumental areas. The students who major in business mentioned how helpful it is 

to be able to speak Japanese in order to market a job in the international business field, 

and they were hoping to use Japanese for that specific reason. However, the language-

use vector suggests another orientation at the opposite end of the vector, which is defined 

as expressive/sentimental orientation in the confirmatory interview. Most of the students 

who have Japanese heritage expressed their hopes to be competent in Japanese for the 

following two reasons. First, they want to communicate with their relatives in Japan or in 

the US and also feel that studying Japanese and learning Japanese culture empower them. 

Second, they want to use their ability to speak Japanese for an instrumental reason, for 

example, getting an English teaching job in Japan (being able to live in Japan as well). 

This opposite view of the use of language is also found in the language planning 

literature. Kelman (1972) discusses the sentimental attachment to language. According 

to Kelman, "an individual is sentimentally attached to the national system to the extent 
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that he sees it as representing him as being, in some central way, a reflection and an 

extension of himself." This view toward language has been found in the studies of 

minority, indigenous, and heritage languages from critical perspectives. In the United 

States, those perspectives have also been combined with some of the educational 

practices such as bilingual and multicultural education. Those studies and perspectives 

usually focus on the strong relationship between language and culture, or between 

language and identity. Language is treated as a symbol of identity, specifically ethnic 

identity, and language planning strongly contributes to nation building and development 

in this former view. "Language is an important aspect of self-expression and self-

identification" (Ruiz, 1984, p.5). This latter view, however, has been less applied to 

foreign language education. 

In my study, the aspects of culture and identity appear in the CULTURE cluster 

and ""expressive/sentimental" orientation. The results show both orientations; 

instrumental and expressive/sentimental in the foreign language learning/teaching 

setting. In other words, the results empirically show the usefulness of the theories in 

language planning and also confirm the strong relationship between language and culture, 

and language and identity in the area of sentimental orientation. It should be noted that 

the participants separate the COMMUNICATION cluster from the SPEAKING cluster. 

The participants have a very strong desire to be able to communicate in Japanese, 

especially for their friends and families, and they consider this kind of communication to 

happen on a private and individual level, although most of the interviewees including 

teachers and students say that they are aiming to reach this communication aspect in the 
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classroom. For this reason, the COMMUNICATION cluster appears in the 

expressive/sentimental area whereas the SPEAKING cluster appears in the instrumental 

area. The participants think that "speaking" is something they practice in the classroom; 

thus fluency/proficiency is categorized in the SPEAKING cluster. Their interpretation of 

"communication" seems more than technical. They want to understand what their friends 

or family members say. 

Also, the language-use vector (Vector 2) shows that those two types of 

orientations should not be captured as a dichotomy. Instead we should consider the two 

types to be on a continuum. The research results imply that people might have mixed 

orientations, and both of them should be in the scope of any language learning and 

language planning situation. Vector 2 is also interpreted as a vector that has the 

collective/societal and individual continuum, representing labels of language use. 

Several interviewees mentioned that the instrumental aspects of language use go together 

with a collective and societal view whereas expressive and sentimental needs are on a 

more individual base. In other words, instrumental aspects of language use reflect more 

societal and collective views while expressive/sentimental aspects of language use reflect 

individual views. 

The participants gave me some possible examples for Vector 3 as well. They were 

structured-rigid/flexible; norms/extra values; things that you should know/extra 

experiences; not change/benefits by learning language; tools of spoken, linguistic 

power/effects; aspect of language/effect of language; cause/effect continuums; four 

people suggested naming this vector a concrete/abstract continuum. Therefore, I decided 
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to call Vector 3 the concrete/abstract continuum based on the suggestion. Although 

there was agreement among the participants, I had a big question in my mind while I had 

discussions with the participants. The item "nonverbal aspects" appears on the bottom of 

the map. It means that the participants who did card-sorting activities interpreted 

"nonverbal aspects" as a concrete item rather than an abstract one. Since I was curious 

about this interpretation, I questioned it during the discussions. Interestingly, several first 

year students described some of the nonverbal behaviors in the classroom as very 

concrete phenomena. For example, they learned how to bow when they meet people in 

Japan. The descriptions were written in the text and they also appear in the video. Also, 

the students received explicit explanations from the grammar instructor and actually saw 

how their teaching assistants bowed. Finally, they practiced the series of greetings in 

their role-plays in the classroom. When I observed the class, the teaching assistant let the 

students practice the introduction scene including gestures. She first showed the model 

by herself and let the students practice many times. Based on the interviewees' responses 

and my classroom observation, I concluded that the card-sorting participants interpreted 

that "nonverbal aspects" are more concrete than abstract. This seems to show the peculiar 

characteristics of activities in the foreign language classroom since nonverbal aspects of 

language are usually interpreted as more individual and flexible elements of everyday 

conversation. 

After I considered the above situation, I feel more comfortable to call Vector 3 

the concrete/abstract continuum, and this vector seems to suggest some characteristics 

of language. The distinction between concrete and abstract appears in Kellerman's series 
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of studies in prototypicality (1977; 1979; 1989). Kellerman investigated learners' 

perceptions of the structure of their own language. He hypothesized that some structures 

are transferable while others are not, and learners' perceptions of those influence what 

they actually transfer. In his study, he found two major dimensions of learner-

perceptions of language structure: core/non-core and concrete/abstract. Based on his 

rank-order study (1979), he argues that native speakers' intuitions about semantic space 

predict transferability and "coreness," but he could not find a strong correlation with the 

"abstract/concrete" order. I would argue that Kellerman dealt only with the sentence 

level and not the whole language, and I further assume that the result would be different 

if he considered both linguistic and non-linguistic aspects in his study. In my dissertation 

study, ail elements appear in terms of language and the spatial maps describe learners' 

perceptions of language. It seems that Vector 3 represents their perception of language 

structure and to show that the abstract/concrete continuum is significant to the 

participants. 

Table 4.8: The MDS results: Three vectors 
Vectors Continuum 

Vector I: Learning Formal — Informal 
Vector 2: Language Use A: Collective (Societal) — Individual 

B: Instrumental — Expressive (Sentimental) 
Vector 3: Language Characteristics Concrete —Abstract 

I argue that the interpretation of vectors is a higher level of argument than 

Descriptive Orientations (DOl) or Five Clusters (see Table 4.8). I previously argued that 

the Five Clusters represent the situation of how the participants currently describe the 
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role of language that relates to the descriptive orientations in the community. What the 

three vectors represent are values that underlie the participants' perceptions toward 

language. The participants might not be aware of the existence of those vectors or of the 

continuity of the vectors; however, based on the results of multidimensional scaling 

analysis, those aspects are always present in the community. It therefore makes sense 

that Vector 2 (Language Use) shows some characteristics of the theories in language 

planning: Instrumental and Sentimental/Expressive (Kelman, 1974). The distinction 

between social/collective and individual also appears in the language planning literature, 

for example, social rights vs. individual rights (Skutnabb-Kangas & Phillipson, 1995). 

I would suggest there are several levels of those categories, and the Five Clusters 

and Three Vectors show the complex relationship within the categories. What evaluative 

orientation does this community have? How do these evaluative orientations relate to the 

descriptive orientations? I approached these questions 1) by analyzing the contents of 

interviews and classroom observations; and further 2) by examining scenarios. The next 

section explains the first approach: analyzing the contents of interviews and classroom 

observations with coding techniques. 

4.2 

4.2.1 

4.2.1.1 

INTERVrEWS AND CLASSROOM OBSERVATIONS 

Constant Comparison Method 

Participants and Settings 
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I feel that my long-term involvement with the community is of great advantage in 

doing qualitative research. As Fox (personal communication) stated, "The longer you 

know the community, the better you can research, especially in a qualitative research 

paradigm." Also, I recognized my personal development as a language teacher together 

with this community. I started my teaching as a teaching assistant and did classroom-

oriented, action research there. My perspectives of the community have changed over 

time from being an international student to being an active participant as a teaching 

assistant, a teacher-researcher, and a teacher trainer, and a language planning researcher 

as a critical-pedagogy practitioner. I feel that I am always part of this community, and 

wish my research to contribute to the people in the community. As a critical pedagogue, 

my relationship to the community is particularly important. My research is for people 

and also with people in the community. My research processes should reflect this 

perspective that can be seen in Freirean philosophy. 

Interviews 

The confirmatory interviews were conducted in order to confirm the results of 

MDS and cluster analyses. The exploratory interviews were used to elicit the 

participants' descriptions of evaluative orientations. About eighty teachers and students 

participated in the card-sorting activities, and I asked those participants to write down 

their names and phone numbers for further interviews if they would be willing to 

volunteer in my study further. Overall, forty-two teachers and students offered their time 

for follow-up interviews (fifteen first-year, six second-year, eight third-year, seven-fourth 

year students and five teaching assistants). I listed their names and phone numbers, and 
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called them to schedule the interviews. Out of forty-two volunteers, fifteen students (six 

first-year, three second-year, three third-year, three fourth-year students), three teaching 

assistants, and three professors participated in the interviews. The interviewees were 

selected purely based on their availability for my interview schedule. The interview was 

scheduled for about an hour for each participant; however, several participants spent 

extra time for the continuation of our conversation. In addition, five students and three 

professors who had previously participated in the pilot study again participated in this 

interview. It was very nice to have the participation of these eight interviewees for this 

interview in order to get to know the community better. These five students and three 

professors participated in both studies: a pilot and the main study. The three professors 

also participated in my master's thesis research about the concepts of a good teacher 

(Kono, 1996). Overall, my relationship with these professors has lasted for more than 

seven years. As an addition, I interviewed five students and two instructors in order to 

confirm the overall findings, the cited interviews, and my interpretations, and discussed 

some pedagogical implications. Three out of the five students participated in my study 

throughout the two-year period. 

Classroom Observation 

Since the program has adopted a team-teaching approach, several instructors 

teach one class together. For example, the first year has three sections, two daytime 

classes and one evening class, and each section has four or five instructors. For both 

classes, a professor who is a native speaker of English teaches a grammar and culture 

class one day a week. The second year has two sections, one daytime and one evening 
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class and five instructors including the same grammar/culture instructor. The third year 

has only an evening class, and five instructors are in charge. The fourth year has only 

one daytime class and two instructors are co-teaching. Besides language classes, one 

Japanese literature class is offered by an American instructor. In addition, there are a 

methodology class and a class for teaching assistants, both of whiclt were organized by 

the professors. Before I started to observe classes, I asked the program director to send a 

notice to the participants about my classroom observations and inteirviews. Then, I sent a 

note to all of the instructors about my classroom observation and co'ntacted them before 

their classes started to get permission fi-om them individually. I tried to be in the 

classroom about ten minutes ahead of time and avoided any location that might interfere 

with learning circumstances. It was helpful for me to observe the students before and 

after the instructor arrived. In addition, I tried to exchange conversation with each 

instructor after the class for two reasons. First of all, I wished to get some immediate 

responses about the teaching from the instructors. Second, I noticed that some of the 

teaching assistants were nervous about having me in their classes because they might 

have mistaken my intent regarding the classroom observations as a form of evaluation. I 

tried to explain the purpose of my classroom observations to individual instructors on 

multiple occasions whenever the issue came up. Knowing my teaching background at this 

institute, a couple of teaching assistants asked me to give them some feedback after my 

classroom observations. I gave my comments and suggestions fi-om time to time as one 

of their colleagues. 
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I observed all the classes that were offered. My focus of classroom observation 

was not on the particular instructors, but on the program in general. I was there from a 

little before eight o'clock in the morning when the first Japanese class started until eight-

twenty in the evening at the latest. Consequently I observed all of the instructors in the 

different classes, in other words, the same instructors with different students. I got 

involved v^th this community more and more as the time passed by. The instructors and 

students seemed comfortable to talk about many things including their problems and 

feelings about their learning and learning situation over time. Although only classroom 

observations and interviews were transcribed, attending the TA meetings, observing 

students' activities in the hallway and cafeteria, conversation exchanges with the 

participants at the bus stop, etc., basically everything I saw and heard helped me to 

understand this community and supported overall my interpretations. 

4.2.1.2 Coding Schemes 

I examined the transcripts of interviews and classroom observation, and 

summarized the events that are related to perceptions of language and the role of 

language. There were 82 transcripts that seem to convey events related to evaluative 

orientations. Based on the observations and interviews, I used those 82 transcripts for 

coding. After I coded, I analyzed the content of the 82 transcripts and chose 29 sample 

transcripts out of 82 in order to reduce the time required for four coders. I first sorted the 

82 transcripts into 19 categories based on similarity, chose one transcript from each 

category, and then added ten more transcripts from the categories which contained more 

than five transcripts in order to make sure I had enough samples. I tried to choose 
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transcripts with different contents as much as possible in order to make sure that the 

samples represented the range of issues in the transcripts. 

I asked four individuals who have backgrounds in linguistics and teaching a 

second or foreign language to check the appropriateness of coding schemes. The four 

coders examined the 29 transcripts based on three coding schemes: Descriptive 

Orientations I (DO I); Descriptive Orientations II (DO H); and Evaluative Orientations 

(Critical Pedagogy). After DO I was examined by the coders and I examined the resuhs 

of Cluster Analysis (Five Clusters), I proposed the new coding scheme: DO n. The 

agreements for each coding were: 1) Descriptive Orientations (DO I): 49.7 % (67.2 %); 

2) Descriptive Orientations (DO II): 69.0 % (77.5 %); 3) Evaluative Orientations (CP): 

71.7 % (89.7 %) (Table 4.9). The agreements were calculated by Kappa (SPSS, 1994), 

and the parentheses show raw agreements. Each coder took between an hour and an hour 

and half for coding, and I was available for any questions from the coders. In addition, I 

spent some time with them to discuss any difficulties or problems that they had after their 

coding. 

Table 4.9: Inter-coder agreements 'percentages] 
Coder A Coder B Coder C Coder D Average 

Descriptive I 54.7 (72.4) 34.0 (55.1) 53.1 (69.0) 56.8 (72.4) 49.7(67.2)% 

Descriptive n 71.6 (79.3) 76.3 (82.7) 64.3 (75.9) 63.9 (72.2) 69.0 (77.5) % 

Evaluative (CP) 57.0 (82.8) 90.3 (96.5) 49.3 (82.8) 90.3 (96.5) 71.7(89.7)% 

Average 61.1(78.2)% 66.9(78.1)% 55.6(75.9)% 70.3 (80.4)% 

* The parentheses show raw agreements. 
** The formula: CTotal amount of raw agreement — Maximum chance agreement) 

(1 — Maximum chance agreement) 
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I observed some difficulty in coding Descriptive Orientations (DO I). Most of the 

coders reported that there was extensive overlapping among the items, especially between 

language as means and language as a mediator of culture, and also between language as 

means and language as a tool. I started to look for better descriptions for language as 

means, and decided to try out two separate categories within the language as means 

category: 1) one that is closer to the tool dimension; and 2) one that is closer to the 

culture dimension. This analysis is consistent with the cluster results. The cluster results 

show that there are distinctions between the COMMUNICATION cluster, the FORMAL 

STUDY/STRUCTURE cluster and the SPEAKING cluster. Based on the MDS analysis 

and interviews, the latter two are interpreted as linguistic and formal aspects that convey 

instrumental orientations. Therefore, I developed new categories for language as means: 

[MC] communication-, and [ML] linguistic. I also found a possibility for dividing 

language-as-a-culture-mediator into two categories based on the discussion with the 

coders and on the cluster results. The first version of Descriptive Orientations (DO I) 

seems to have "ethnicity" and "culture" elements; however, it stresses first language 

acquisition, but not second or more language acquisition. Since my study had taken place 

in the foreign language setting, I need to include this situation as well. In addition, the 

cluster results show that there is a distinction between 'ethnicity' and 'culture' in the 

participants' perceptions. Therefore, I divided Icmguage as a mediator of adture into two 

small categories: [Cl] first language, and [CX] any language. In this way, I could 

differentiate the things that are related to the first language matters and those that are 

related to the language in general. This process of developing categories was reported in 
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the previous sectio-n (4.1.3.2). With the results of the cluster and MDS analyses as well as 

the insights from tlie coding process, the new categories were proposed (DO II), and the 

same four coders eixamined them again. The average agreement among the coders was 

improved from 49. 7 % to 60.0 % (Table 4.9). It shows that the new model. Descriptive 

Orientation n (DO* II) fits the situation better than the previous one (DO I). Therefore, I 

used Descriptive Orientations n for fiirther analysis. On the other hand, the last coding 

scheme Evaluative- Orientations (CP) shows high agreement on average: 71.7 (89.7) % 

(Table 4.9). There^fore, I feel comfortable using this coding scheme even though this 

scheme has been taken only from the previous literature. 

4.2.2 Step 1. Cr-oss-case analysis 

I examined the scripts of individual interviews and classroom activities and coded 

them according to ttwo coding schemes. The process of case analysis was not reported in 

my study since the focus of this study was rather the community as a whole. However, 

some individual ca-ses are described when explanations for some characteristics are 

needed. 

I summarized the numbers of cases that convey descriptive and evaluative 

orientations as cross-case analyses in the next two sections. 

4.2.2.1 Cro»ss-case Analysis within Descriptive Orientations 

Based on time coding scheme of Descriptive Orientations 11 (DO II), I examined 82 

events: 57 events fiirom student interviews; eleven from teacher interviews; and fourteen 

from classroom and other observations. The classroom observations included the 
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teaching methodology classes taught by the program director and guest speaker sessions 

in the language class. I also included some other events that I observed outside of the 

classroom such as student activities in the cafeteria, a TA meeting, some community-

involved activities off campus, and some opportunities that are available to students for 

research and study in Japan. The coding results were summarized in Table 4.10. below: 

Table 4.10: Cross-case Analysis of Descriptive Orientations 
Descriptive 

Orientations 
Interviews 

with 
Students 

Interviews 
with 

Teachers 

Classroom 
& other 

Observations 

Total 
(percentage) 

Tool 8 4 2 14 (17.1) 

Means/MC 13 2 1 16 (19.5) 

Means/ML 5 0 4 9 (11.0) 

Culture/Cl 7 1 1 9 (11.0) 

Culture/CX 24 4 6 34 (41.5) 

Total 57 11 14 82 

Student Interviews 

I examined the student interview scenarios and found 57 descriptive orientations. 

All of the five types of descriptive orientations were found in the student interviews; 

eight for language-as-a-tool; thirteen for language-as-means-of-communication [MC]; 

five for language as linguistic means [ML]; seven for language as a mediator of culture 

(its emphasis on first language and culture [CI]); and twenty-four for language as a 

mediator of culture (its emphasis on any language and culture [CX]) (Table 4.10). The 

students seem to contain strong CX orientations. Compared with the teacher, classroom 

and other observations, the students seem to emphasize more the MC and the CI. I will 

discuss the general characteristics of emphasizing the CX as a program later in this 
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section, and I would like to focus on the MC and the CI, since based on the interviews, 

the teachers do not seem to emphasize these orientations. 

Based on my observation, some students have strong desires to communicate with 

their relatives, friends or girlfriends. Being in the Northwest United States, I have 

noticed a cormection between the United States and Japan, and several people there 

mentioned that they need or want to speak Japanese because they have business trips to 

Japan, or relatives, friends or spouses to communicate with. One of the second-year 

students said that he chose this university because he wanted to leam Japanese in the 

program. His motivation for learning Japanese was his relationship with his mother, who 

is Japanese and lives in the United States. After having struggled as a teenager, he finally 

came to the conclusion that he appreciates his relationship with his mother, and he tries to 

study Japanese more because he knows that learning Japanese makes her happy and 

reinforces their relationship. He continued to explain that learning Japanese also 

empowers him as a person who has Japanese heritage. When he was doing a card-sorting 

task, he picked up the card "identity" out of the card stack and said, "This is the reason 

why I am studying Japanese." To him, learning Japanese reinforces communication with 

his mother and empowers his identity as well. Thus, he seems to have both orientations 

(MC and CI). 

In the follov^^ng interview, another student who has Japanese heritage explains 

how his heritage influences him as a person: 

Before I went to Japan I would tell everybody that I'm half foreign. I was 
embarrassed to tell people I was Japanese. Because Japanese women in America 
are portrayed as beauti&l and it's ok to be a Japanese woman, but Asian men, 
whether you're Japanese, Korean or Chinese, in America are portrayed as being 
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nerdy, uncoordinated... And I think I was ashamed to tell people I was quarter 
Japanese because of that, you know. Now I'm proud to tell people. And I tell 
them I'm Okinawan. My grandma prefers it that way. My great grandfather was 
just a poor farmer in Naha and he rode a really rickety old boat over to Maui so 
he could harvest sugar cane and, you know, he had 10 children they've all 
become just great people and real successful. And my dad was raised very 
Japanese. I didn't realize that until I went to Japan and I was like, "oh, my dad 
does that". When I graduate and get a job, in my free time I'd like to learn 
Aikido or Kempoo. Not to fight but just, cause that's part of what I am, you 
know. 

It would be very difficult to imagine those students' struggles and expectations of the 

Japanese program by just observing the class activities. Both students' Japanese 

proficiency/fluency was much better than the other students, and it is hard to tell if those 

students are satisfied in class or if their proficiency is not based on classroom 

performances. The first student was very quiet in the class, and I would imagine nobody 

knew that he had such a strong motivation toward learning Japanese and the program at 

this institute. The latter student was very cheerful and was always joking in the class. 

Again, it was hard to imagine how much this student had been through, and behind his 

smile how much effort he was putting toward Japanese classes, just by observing him in 

classes. 

Heritage language education in higher education, especially in the foreign or 

modem language departments has received attention recently. The most recent effort in 

this area is called Heritage Language Initiative, whose members held the first national 

conference at Long Beach, California in 1999, through the joint effort of the Center for 

Applied Linguistics and the National Foreign Language Center. National Standard 

includes brief descriptions of heritage language learners; however, many of the issues are 

still left to be articulated, described, questioned, and improved. 
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I Started to wonder about the above students. Are they foreign language learners 

or heritage language learners? Does it matter for them how they describe themselves? I 

could not pose these questions during the interview. However, the issue here would be to 

see if these students have a place to let their voices be heard. It seems obvious that the 

program provides further learning opportunities for those students to explore. I would like 

to discuss this issue fiirther in my implication section. 

Teacher Interviews 

Teacher interviews contained eleven descriptive orientations: four for language-

as-a-tool, two for the MC category, one for the CI category and four for the CX category. 

I could not find any item for the ML category. The teachers seem to emphasize the 

language-as-tool orientation as well as the CX orientation. 

One of the Japanese professors stated that foreign language education (teaching 

Japanese) plays an important role in internationalization, which leads Japanese learners to 

power in the long run; 

Internationalization is hidden in the curriculum when you look at the 
program in the long term. Maybe students don't get a message directly not now, 
but maybe tomorrow or several years later or sometime when they visit Japan. 
When you refer to classes as well as a big curriculum at university level, if you 
ask why foreign language is important, I would say because of 
internationalization... The more you know expressions, the more choices you 
have. That leads to power. 

This view, language as a tool, is widely seen in the program. Especially students 

majoring in international studies and business would like to use their Japanese ability for 

future jobs or career advancement. Despite the corruption of Japanese economy, this view 

still seems to remain among the students. 
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The classroom observations and other activities included fourteen: two for 

language as a tool; one for the MC category; five for the ML category; one for the CI 

category; and six for the CX category. Among the four categories that appear in 

classroom observations and other activities, I would like to note the issues of standard 

Japanese in the program, which are categorized as the ML. Even though the textbook 

introduces only standard Japanese (Tokyo dialect), the students expose Japanese 

variations through interactions with Japanese instructors and teaching assistants who 

come from all over Japan. In the first and second year classes, the students access four 

teaching assistants who come from different regions of Japan. Also, I observed that the 

students in the third year class had a session for learning Osaka dialect during the class 

break since the instructor comes from that region. Those activities seemed to blend into 

daily classroom teaching and enrich the program. 

The total percentage shows that the MC category appears most frequently (41.5 

%), and this result seems significant compared to the other categories: language as a tool 

(17.1%); MC (19.5%); ML (11.0%); and CI (II.0%). Overall, this community seems to 

have all of the descriptive orientations and to emphasize language as a mediator of 

culture [MC]. This analysis is consistent through the student interviews, teacher 

interviews, and classroom observations/others. The program language policy underlines 

this. One professor who is teaching Japanese culture (big "C") says that the program 

clearly emphasizes culture (small "c") in general. The textbook author emphasizes the 

culture aspect as "acquired culture" or "mindset": 

Acquired culture is the driving force that determines attitudes toward time 
and space, styles of analysis and interaction, and identification of self, among 



159 

Others, as the determination of appropriate behavior. Japan, for example, has a 
culture in which context plays an important role in determining generally 
approved behavior, including language: In other words, conformity is highly 
valued and rules and regulations are expected to be followed by the majority. ... 
Rather than language and culture, it is language in culture that should be our 
concern, for acquired culture, the deep culture of native, is the dominant force 
that drives all behavior, including linguistic behavior. (Jorden, 1992, p.145). 

This author's ideology toward language and language teaching reflects the 

commitment of the community to the program of the teaching methodology and 

philosophy. I observed that the program director was passing this philosophy to the 

students and teaching assistants explicitly in the teaching methodology and grammar 

classes. Teaching assistants implicitly convey the message through facilitating drill 

activities. They are assigned to be a reflection of culture inside and outside of the 

classroom, and utilize Japanese as much as possible. Sometimes this causes frustration 

for the students; however, the students leam Japanese culture implicitly and this part of 

the teaching philosophy influences greatly their classroom culture. One of the first-year 

students describes this situation as a "culture hybrid". 

The most interesting part to me is that the program director is attempting 
to create a Japanese situation in the class but these are American students, but 
you have Japanese national instructors who are used to Japanese teaching, which 
is very different, so the way the class runs is sort of half-way in between. It's a 
little bit Japanese but you can only make students so much Japanese and then 
they start getting into trouble. So you have a Japanese-American dimension. 

I found this culture hybrid phenomenon interesting and it became one of the 

significant elements as my observations went forward. I included some questions about 

this issue in the interview. I was curious if the students and instructors in the program 

were aware of this issue and if so, what they thought about it. 



160 

Most of the students stated that they were aware of this classroom culture issue 

and their responses varied. A couple of students particularly seemed frustrated about 

this because they felt that they could not pose questions in English promptly in the drill 

class or could not address their complaint to the Japanese instructors. On the other hand, 

some other students seemed to appreciate their opportunities for learning Japanese culture 

through the interaction with the Japanese instructors. My impression was that half the 

students complained and the other half was satisfied with this approach. At the end of 

my research in the community, I posed a question to the program director after I 

explained some of these interview results. Without knowing who said it, she seemed 

very impressed by the student's remark that I cited above: 

I'm really impressed that the students saw it. I haven't told the language 
students but the teachers are all aware. . I mean that the students very often think 
that it's little Tokyo, you know, that it's all Japanese. So if a student saw that it's 
a kind of mixture, a hybrid, I'm really impressed. That's very sophisticated. 

The director's flexible and open attitude toward the students reflected the entire 

language program. I observed how she was trying to approach students' problems in a 

TA meeting. Prior to the meeting, she had received a couple of email messages from 

students who expressed their appreciation of learning Japanese and also some 

uncomfortable feelings about specific events in the classroom. The students described 

the difficulty of the learning process and frustration that they thought was caused by 

restriction of English use in the drill class. She shared the email messages with the other 

instructors and discussed the issues openly. Several practical solutions were proposed 

during the meeting. After the meeting, I happened to interview the same students who 
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sent the email messages, and had a chance to hear their feelings about these issues. They 

seemed happy about their email exchange with the director and said that the classroom 

activities began to go smoother than before. 

This concept of "culture- hybrid" appears in the literature of culture learning in 

the language classroom. Kramsch (1993) suggested a term "third culture" in an effort to 

look for boundaries between cultures, not to diminish differences between students' 

culture and the target culture. Based on Bakhtin's dialogic philosophy, Kramsch 

described the third culture as "a conceptual space that recognizes the language classroom 

as the site of intersection of multiple worlds of discourse" (Robinson & Nocon, 1996, 

p.434). Language learners are encouraged to create a critical, interpersonal intersection 

in the classroom, rather than assimilate the target culture. The instructors and students in 

the community seem to create successfully the critical intersection in their learning space, 

negotiating meanings in their multiple worlds of discourse. 

The concept of "hybridity" appears as a transformative aspect in the critical 

pedagogy literature as borderlands or marginality (hooks, 1990, 1994; McLaren, 1997). 

Gutierrez (1992, 1995) approached "hybridity" as a resource for learning in the third 

space. Based on Bakhtin as well, Gutierrez, Baquedano-Lopez & Alvarez (1998) 

conceptualizes the third space as "a discursive space in which alternative and competing 

discourses and positionings transform conflict and difference into rich zones of 

collaboration and learning" (p.5). 

Both instructors and learners are provided opportunities to engage with and negotiate the 

presented problem, and this process helps them to think critically about their ways of 
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leaming and their roles. This process, consequently, could change dynamics of 

interaction between instructors and students and could help contribute to create classroom 

culture. 

As BCramsch and Gutierrez describe, I observed instructors and students engaged 

in the problem-solving activities, negotiating the meanings, and creating the third place, 

hybrid culture in their community. I will describe this classroom culture more in the next 

section by examining related events from evaluative orientations, and will continue to 

discuss this in the next chapter. 

4.2.2.2 Cross-case Analysis within Evaluative Orientations 

Next, I examined the 82 events according to evaluative orientations. I 

summarized the cases that contain evaluative orientations in Table 4.11 below; 

Table 4.11: Cross-case Analysis of Evaluative Orientations 
Evaluative 
Orientations 

Interviews 
of 

Students 

Interviews 
of 

Teachers 

Classroom 
observation 

& others 

Total 
(percentage) 

Problem 7 1 1 9 (11.0) 

Right 3 0 1 4 (4.9) 

Resource 47 10 12 69 (82.9) 

Total 57 11 14 82 

Most of the cases fell into the language as resource category (82.9 %). I found 

nine cases (11.0%) that I categorized as the language as problem category, and four cases 

(4.9 %) that I categorized as the language as right category. Overall, I conclude that there 

are many aspects of language-as-resource orientation in this community. There also 

some cases which are assumed as language-as-right and language-as-problem 
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orientations, and I would like to attempt more detailed analysis by combining evaluative 

orientations with descriptive orientations in the next section. 

4.2.3 Step 2. Categorical Analysis: Descriptive vs. Evaluative Orientations 

The next table (Table 4.12) explains the relationship between descriptive- and 

evaluative-orientation cases, which have been found in the language community. Again, 

language-as-resource orientation underlies this whole community; however, there are 

some other orientations as well. I will examine some of the cases in detail category by 

category. 

Table 4.12: Categorical Analysis of Descriptive versus Evaluative Orientations 
Problem Right Resource Total 

Tool 2 0 12 14 

Means/MC 1 2 13 16 

Means/ML 4 0 5 9 

Culture/Cl 2 2 5 9 

Culture/CX 0 0 34 34 

Total j 9 4 69 82 

I have found fourteen cases categorized in the Tool orientation, and most of them 

fall into the Resource orientation. It illustrates a major view toward foreign language 

education. For example, some of the participants stated that foreign language education 

(teaching/learning Japanese) would lead to internationalization and power. Others 

predicted that speaking Japanese would advance their careers or would lend credibility or 
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prestige. However, there are a couple concerns about foreign language education in 

general including Japanese education. The program director and one of the students in 

the fourth year felt that foreign language education had been underrated. 

The program director expressed her concern as follows: 

We have two free completely funded programs for two students at Hokkaido 
University and we have a hard time filling them. People don't have a real 
commitment to language education, to the depths of what that means. 

One of the four-year students who seems devoted to learning Japanese from my 

observation, came to my interview: 

My mother told me that I should consider going to med school. (Sigh). 
People with foreign language degrees, unfortunately I think it's really 
underrated... I'm planning to go on doing post-graduate work, whether it's 
my MBA or going to law school, or may be med school. Probably not. But I 
basically know that I can't get a good job with just Japanese. And I'm 
grateful that I majored in Japanese, but I think it's really underrated. 

These views contain a language-as-a-tool orientation and reflect the negative view toward 

foreign language education in general. Doctors or lawyers usually earn more money than 

educators or professors, and it requires a strong commitment to pursue foreign language 

education as an advanced degree or a profession. This must be a serious concern for this 

community since professors have the educational philosophy that foreign language 

education is a life long commitment. 

The analysis above seems in agreement with Ruiz' Twelve Theses on Language 

Planning in the United States (1996). He states that 'Toreign language policy planning 

proceeds within a language-as-resource orientation." My study shows that this program 

has been run within a language-as-resource orientation overall. However, those two 
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voices from the interviews also show the societal view toward foreign language education 

as a language-as-problem orientation. 

The MC category also shows many aspects of the Resource orientation. Most 

of the students seem to enjoy learning how to communicate in Japanese. Also, they seem 

to leam the communication style differences between Japanese and Americans. One of 

the first year students expressed his excitement and expectations as follows; 

We do have a lot of fun I think in class. But a lot of it is, at least at this 
point in the class, is learning the instructional aspects. But then again, as far as 
what I can tell, Japanese isn't as outwardly as expressive. The Japanese culture 
isn't as outwardly expressive as it is in the English culture. . So I think that we 
might leam a little bit more how to express ourselves in the class later on, but the 
main focus of the class is to be able to communicate effectively in Japanese, and 
the most powerful form of communication I think in Japanese is respect and 
knowing what to say to a certain person. 

His last utterance reveals how much the program emphasized "context" in the 

classroom. In the teaching methodology class, bringing "context" into the classroom was 

repeatedly emphasized. In order to contextualize language exercises, all instructors bring 

many visual aids such as objects, pictures, videos and so on. 

Although the language-as-resource orientation underlies the whole community, 

there are also a couple of concerns in terms of communication aspects. Some students 

expressed their concerns toward communication difficulties in the classroom. The 

program follows the methodology that only Japanese be spoken in the drill classes. One 

of the students saw this issue as a communication problem and had a suggestion: 

I think that the rule is that we use only Japanese in the class, which I think 
is a good idea but if there were, if you could devise some way for students with 
inadequate vocabulary to ask rather complicated questions without getting into the 
habit of relying only on English in the class, I think that would be a big help. 
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This seems to be a methodological constraint, and the instructors discussed this issue at a 

meeting, and derived some practical suggestions. 

There seem to be opposing views toward the ML category. Four cases fall into 

the Problem orientation and five show the Resource orientation. Some of the students 

articulated the importance of learning linguistic features in the class, even though their 

ultimate goal is self-identity. Some students stated that their main focus of learning in 

class would be on grammar and words. On the other hand, a couple of students feel that 

the structured and linguistic-focused classroom learning could prevent communication. I 

could not find any items fi-om teachers' point of views concerning this issue. The study 

shows there are some variations among students. 

The CI category also shows the opposing views. There are two items in the 

Problem orientation, two in the Right orientation, and five in the Resource orientation. 

Some students who have Japanese heritage expressed positive experiences of learning 

about who they are, and their ancestors. The next example illustrates the complexity of 

orientations. I will take one example and explain how the example sentence is divided 

into some categories below: 

Just <leaming about mv grandma and mv great grandpa and their culture 

[Cl/identity]> and everything has been a real <positive experience for me 

[resource]>. If <I got a job that I could speak Japanese [Tool]>, that would be 

just a bonus. 

His comment shows appreciation towards learning Japanese, but also includes his 

expectations about getting a job by speaking Japanese (the Tool orientation). Both the 
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CI and Tool orientation are combined in the Resource orientation. This shows that some 

of the orientations might co-exist in individuals as well as in society. 

A couple of students told me some similar events that had happened in the 

classroom when we were examining the pre-made scenarios together. One student 

recalled that one of her classmates had a problem about how to write his name in 

Japanese, and another student remembered that one of his classmates was embarrassed 

because she was speaking Okinawa dialect that was different from the instructor's 

Japanese. 

As I mentioned in the previous section, it seems that the CI orientation has not 

been brought to the people's awareness in the community. There are some hopeftil 

indications from my interviews with Japanese heritage students but also there are some 

risks if the instructors are not aware of this issue. I would like to encourage the 

community to increase possibilities of this aspect. 

The CX category contains only the Resource orientation, and this is the major 

category (the CX and the Resource) in this community. Both instructors and students 

seem to look for rewards from learning Japanese, especially through the culture aspects. 

Many students mentioned gains in personal growth, sympathy, patience or wider points 

of view through learning other cultures. One of the professors stated the importance of 

learning Japanese (foreign language) because learning Japanese might help the students 

be constantly aware of their home language and culture, and help them gradually learn 

how to communicate in their first language as well. 
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4.3 ANALYSIS OF TECE SCENARIO EXERCISES 

Six scenarios extracted from some real discourse corpus include the ethnographic 

studies, email exchanges, and an interview with the instructor at a community college. 

Prior to the real exercises, the scenarios were examined by five individuals who were 

familiar with orientations and language teaching, and each scenario has been categorized 

into three evaluative orientations by the five individuals. Please refer to the methodology 

chapter about this process. Twenty-one participants read each scenario during the 

interviews and were asked to correlate them to any items on the conceptual maps 

(Illustration 4.3 & 4.4) or any event that had happened in the classroom. The second 

parts of the interviews were scripted and used for the cross-case and categorical analysis 

of orientations on which I reported in the previous section. 

4.3.1 Scenario I 

A student who is doing an ethnography project in her Spanish class: "I have 
learned more about the Mexican way of life through Olga.. She does not get 
fioistrated with my verbs that are conjugated wrong, or my verbs that are totally 
wrong, instead she helps me and makes my learning Spanish all worthwhile. 
Olga has a passion for her culture that I lack and when I talk with her I no longer 
feel privileged to be "white." .. She has shown me that a little courage and 
determination can take you a long way." 

The first scenario below was taken from the ethnographic study by Robinson-

Stuart & Nocon (1996); Second culture acquisition: Ethnographv in the foreign language 

classroom (P.442). This scenario was categorized into the resource orientation. Sixteen 

interviewees associated the scenario with culture and self-identity domains. Four 

categorized it into the communication domain and one person associated it with items 

such as international, foreign and using cultures. 
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This scenario reminded one of the participants of his learning culture process 

through learning Japanese language. His deep interest goes to "bonsai trees" and he sees 

himself "seeking out information regarding bonsai in Japanese, and going beyond what is 

actually being taught in class". It seems that his deep interest of bonsai motivates him to 

learn Japanese language and culture: 

I guess it's directly related with my interest in the bonsai and I'm sure that I can 
study without having understanding of Japanese and still study that but it seems 
very more through to have learned Japanese and then study bonsai through 
Japanese, or they're complimentary to have the language as well as the art. 

I was fascinated by his learning process and wondered if the instructors 

recognized it. I mentioned his interest to several instructors, and one of the teaching 

assistants said, "I was sometimes wondering what motivated him to be in the Japanese 

class, and I can use some materials that relate to bonsai in the class." 

I further asked this student about the current classroom situation in the interview 

because I was curious about how he would integrate his learning into his interest in a 

practical manner. His answer shows patience and integrity: 

I guess I feel I trust that it will eventually fill up the whole, all the aspects. So I'm 
patiently waiting. The fluency, proficiency, spoicen language are probably the 
most important and would blend to ever3^hing else. 

Scenario 1, which underlies the language-resource orientation, reveals the 

participant's culture learning process, which also indicates another process in how the 

student would integrate his interest and his culture learning process into the language 

learning. 
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4.3.2 Scenario 2 

A Mexican student in the ESL class: "Several Mexican students have D or F 
grades on papers. I often forget to put subjects in the sentences, and put the 
objects and conjugated verbs. Since I speak my language (Spanish) in that way. 
Our teacher was a Mexican American (he spoke Spanish). Once he read my paper 
and torn it off in class. He said, "This is not English." Usually we don't get any 
comments on our D or F papers." 

The next text is taken from an interview with the instructor at a community 

college. The interview was conducted in June 1998. Scenario 2 was categorized into the 

language-as-problem orientation by the five individuals. Seven participants associated 

this scenario with culture and self-identity areas, eleven categorized it into structure, rule-

governed, and formal study areas, and three participants thought that this scenario 

indicated the power domain. According to the last three participants who associated this 

with power, the ESL instructor overpowered the students in the class by showing his 

condescending attitude toward the less proficient students. 

A couple of participants in my interviews mentioned the instructor's personality 

in their classes or in general. Also, they mentioned that it was hard for them to imagine 

that their Japanese instructors would tear up the students' papers in front of them. 

Instead, they expect language instructors to show patience for the students and their 

mistakes in the class, and yet run the classes rigorously at the same time. One of the 

participants, who is also a teacher, also mentioned that he would be doing similar things 

in his class by subtracting grammar points from students exams. 

Even though most of the participants categorized this scenario into two groups: 

culture and identity domain, and formal and structured domain, their choice of this 
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grouping seems to show overlapped elements between the two. Some of the participants 

said that the Mexican American teacher emphasized grammar and mle-govemed 

elements too much, and that that fact actually contributed to the problem in the culture 

and identity areas. In other words, because of the teacher's overemphasis on the 

grammar and writing system (language-as-problem), the student in the scenario felt that 

his dignity and identity was disregarded (language-as-right). By emphasizing the 

teacher's voice and attitude the scenario highlights the language-as-right orientation. 

Scenario 2 shows, therefore, the language-as-right and language-as-problem orientations 

conflicting in the classroom. Teachers and students in the language classroom are also 

negotiating the meanings of the role of language and those of learning language, and the 

relationship between the language and culture, thus, is interwoven into the classroom 

teaching and learning, explicitly and implicitly. 

4.3.3 Scenario 3 

Several graduate teaching assistants were discussing the curriculum. One of the 
Assistants said, "Well, I really think that Japanese people should simplify their 
writing systems. (There are four writing systems in Japanese, and the Japanese 
use them for different purposes.) Think what China or Korea did! China 
simplified their Chinese characters, and Korea abolished their formal complicated 
writing system and invented new phonetic alphabets, Japanese writing systems 
should be simplified as well, so American students can learn them easily." 

The third scenario was abstracted from comments made by one of my classmates 

enrolled in the language methodology class in Spring 1998. This scenario was 

categorized into the language-as-problem orientation. I received various responses to this 

scenario from the participants. Five participants said this was related to culture and 

identity, three related it to power, four to communication, two to fluency/proficiency, and 
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seven to the writing system and rule-govemed aspects. This scenario indicates that the 

language-as-problem orientation relates to various aspects of language. 

In the scenario, my classmate discussed the writing system as a communication 

medium; however, the content went beyond the linguistic aspects and was categorized 

into culture, identity and power issues as well. A couple of participants mentioned that 

this discussion emphasized the rule-govemed and linguistic aspects too much and lacked 

culture aspects. It indicates complex aspects of language, and the language-as-problem 

orientation could underlie all aspects of language. It also indicates that a lack of the 

balance among the five descriptive orientation aspects might create a language-as-

problem orientation. In both Scenarios 1 and 2, the participants pointed out that too 

much emphasis on linguistic features (grammar or writing system) might cause a lack of 

attention toward the culture aspects. 

4.3.4 Scenario 4 

A Japanese student in the English class in Japan: " I think that my name is Tanaka 
Koji, not Koji Tanaka. Because we say family names first and first names second 
in Japanese. But every time I say, "My name is Tanaka Koji," my English teacher 
corrected me without any explanation. Could I use my name in the Japanese 
order?" 

Scenario 4 was taken from an email message that I received fi-om a language-

related listserve in November 1998. (I changed the name in the scenario.) Illustration 4.8 

below demonstrates the participants' responses. This scenario was associated with 

language-as-right orientation. Eighteen participants associated this scenario with the 

culture and self-identity issues, one participant identified it as a power issue, and two as 
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the nile-govemed and structured aspect. It seems that there is a strong relationship 

between the language-as-right orientation and the culture and identity elements. The 

participants identified this issue especially as self-identity and using culture norms. 

Jemudd (1995) focused on name issues concerning linguistic human rights. In the 

article, he examined several cases in different countries and found out that "human rights 

are likely to be violated when the state intervenes in the relationship between individuals' 

names and group identity" (p. 130). Many of the cases demonstrated the conflicts 

between individuals expressing their names in their own dialects and states or 

governments imposing the names written in a standard language. 

This kind of conflict can be seen in classroom activities as well. The teachers and 

students follow conventional classroom rules that are supposed to guide them into a safe 

space. However, sometimes value differences embedded in the belief system concerning 

culture, race or gender might cause some conflict. 

One of the participants recalled a very similar case that had occurred in her 

classroom. One of her classmates could not understand why he had to follow the 

instructor's cultural classroom convention, not his cultural way. To the instructor, the 

name issue might be an issue of classroom convention, whereas it might threaten the 

student's identity. I assume that these incidents might be identified as miscommunication 

events between the instructors and the students. Explicit explanations of the classroom 

convention and follow-up discussions might help to resolve these issues, and this type of 

effort could lead to the constructive classroom culture where both teachers and students 

equally contribute. 



174 

4.3.5 Scenario 5 

One of our most memorable teaching/learning experiences had taken place when I 
was a freshman in high school. One of the classmates had innocently asked: how 
to say, "I love you" in Spanish? In French? In German? In Swahili? .. That was 
the turning point for all of us because we stopped whatever we were covering and 
began to research answers to the questions... Of course we learned more about 
languages, and cultures, and geography than anything else could have taught us. 
The students also established a list of 25 different ways to say, "I love you." 

The fifth scenario was taken from Wink's (1997) Critical pedagogy: Notes from 

the real world (p.94). This scenario was identified as language-as-resource orientation, 

and the participants' reactions summarized as follow: eleven participants associated it 

with learning or using culture issues; one participant identified it as an international issue; 

and nine as the communication domain. The responses were superimposed onto the map 

(Illustration 4.9). Four out of twenty-two participants mentioned the fim item from the 

communication domain on the map, and many participants associated this scenario with 

fun aspects in their classroom. One of the instructors explained two kinds of fun: 

There are two kinds of fun. Somebody says that using technology is not a good 
thing. Rather than using technology, teaching (human interaction) should give 
deeper meanings like a value of life or something like that. If you think that 
learning is that way, learning seems hard at first but the real learning happens. 
So, letting learners remember words or grammar through an invader game is more 
superficial fim. On the other hand, the different kind of fun in a deeper sense 
happens through teaching (human interaction)." 

One of the third year students describes fun in its deeper sense during the interview. He 

described his personal growth in learning Japanese as follows: 

First-year students start out, you know, they see Japanese as sort of a thing that's 
far away, they don't' really know about yet. But as you get into third year, it's like you 
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already kind of, you're much closer to learning or you know about it. It's like fist year 
you're at the door to knowledge and the third year you're inside the door... I started out 
taking this culture [one of his goals of learning Japanese is to learn about different 
culture] mainly because I wanted to be able to understand what was going on in "Anime 
(animation)" I was reading. But now I've grown. I want to know more about the whole 
language. 

It seems that "Anime" is one of the factors that bring students to the Japanese 

classes. Another student associated Scenario 5 with a cartoon he saw as well. He started 

to question the difference between "I fell in love" and "I love you" in Japanese after he 

saw the cartoon. The language program provides not only Japanese language classes but 

other culture classes such as Japanese films, contemporary as well as traditional 

literature, and traditional drama classes. This student thinks that he learns about Japanese 

culture more in the film or drama classes. He also thinks that "Anime" is fiill of culture 

information since imaginary worlds in the Anime extend culture elements even more. 

I observed many fun moments in the classroom. Teaching assistants brought 

interesting objects or drew humorous cartoons to make their classes fun, and the students 

seemed willing to engage in those activities guided by the teachers. The lighthearted 

moments seemed to be triggered by small signals such as an instructor's humorous 

gestures or students' witty responses in Japanese. Two-way communication efforts from 

both teachers and students were, thus, interwoven into classroom culture and created 

leamable and teachable moments. 

4.3.6 Scenario 6 

A Japanese American student in Hawaii; "In my Japanese class, my teacher told 
me to write my name in Katakana (which has been used for foreign words) since 
I'm a san-sei (third generation Japanese). He thinks that we need to distinguish 
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the difference between mainland Japanese (Japanese nationals) and American 
Japanese (American citizens) in orthography. But I know how to write my family 
name in Kanji (Chinese character). Can I use Kanji for my family name?" 

The last scenario was taken from an email message that I received from one of my 

colleagues in Spring 1998. This one was categorized as the language-as-right orientation. 

Eighteen participants identified this scenario as issues of self-identity or identification of 

people, one participant as power, and two participants as a writing system. As examined 

in Scenario 4, the language-as-right orientation seems to have a strong relationship to 

identity issues. Jemudd's discussion about linguistic human rights in the previous 

scenario analysis is relevant to this scenario as well. 

During the interview one of the students who has Japanese heritage gave me some 

insightful comments. His concerns were more about Japanese people's perceptions 

toward Japanese Americans regarding the name issue. Based on his own experience in 

Japan, he thought that the student should write his name in Katakana until he gets more 

proficient in the language, although he would like to encourage the student not to forget 

how to write his family name in Kanji. He gave me the example of giving a talk to a 

public audience in Japan: "Everybody, a whole room full of Japanese that come to hear 

you talk but you don't speak Japanese but because your name is in Kanji, nobody got an 

interpreter, so you're stuck." His advice came from his real experience and warm 

consideration for the student, who shares the common concerns for this matter. He 

identified this scenario as both writing system and culture and identity issues. 
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4.3.7 Summary of the scenario exercises 

The responses from the participants are accumulated according to each of the 

orientations (Illustration 4.5, 4.6, 4.7), and then are combined in one map (Illustration 

4.8). The descriptive orientations II are also superimposed onto those maps. 

Illustration 4.5; The language-as-resource orientation: Scenarios I & 6 
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Formal study 
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The participants' responses to Scenarios I & 6 were combined and superimposed 

onto the dimensions I & 2 map. Please refer to Illustration 4.3 for more detailed 

descriptions of this map. I simplified the map and also superimposed the DO 11 onto the 

map. In the scenario studies, the [ML] orientation (the speaking and the 

formal/structured clusters) does not show in the scenarios that underline a language-as-

resource orientation. Twenty-seven participants associated this scenario with the areas of 
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[CX] and [CI] (the culture cluster), two with those in the area of the [Tool] (the 

power/use language to get ahead cluster), and thirteen with those in the areas of the [MC] 

(the communication cluster). 

Illustration 4.6: The language-as-problem orientation: Scenarios 2 & 3 

The responses of the participants to Scenarios 2 & 3 were accumulated and were 

superimposed onto the map (Illustration 4.6). Twelve-two participants identified these 

scenarios with the items in the areas of [CX] and [CI] orientations (the culture cluster), 

six with those in the area of the [Tool] orientation (the power/use language to get ahead 

cluster), four with those in the area of the [MC] orientation (the communication cluster), 

two with those in the area of the [ML] (the speaking cluster), and eighteen with those in 

the area of the [ML] (formal study/structured cluster). A couple of participants stated 
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that the scenarios could be associated with several descriptive orientations. For example, 

the writing system can be categorized as the [ML] orientation and at the same time it 

includes aspects of culture and identity issues (the [CI] orientation). This statement 

might explain the reason why the participants associated these scenarios with the [ML] 

orientation and the [CI] or [CX] orientations equally, and also could imply that 

descriptive orientations could explain the causal relationships of some cases' evaluative 

orientations. For example, emphasizing too much the structured features (ML) might 

cause disgrace to somebody's self esteem or identity. 

Illustration 4.7: The language-as-right orientation: Scenarios 4 & 6 

The responses of the participants to Scenarios 4 & 6 were combined (Illustration 

4.7). Thirty-six participants associated the scenarios with the areas of [CI] and [CX] (the 

culture cluster), two with the area of the [Tool] (the power/use language to get ahead 
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cluster), and four with the area of the [ML] (the formal study/structured cluster). The 

[MC] orientation was not found in these scenarios. 

Out of thirty-six responses to the [CI] or [CX] orientations, twenty-five participants 

identified the scenario as the identity issue. Scenarios 4 & 6 are especially associated 

with the first language and culture [CI]. There seems a strong association between the 

language-as-right orientation and the CI descriptive orientation. 

Illustration 4.8: Scenarios 1, 2, 3, 4, 5, & 6 

Overall many participants associated the scenarios with culture or identity issues. 

Seventy-five participants associated the scenarios with the areas of [CI] orientation or 

[CX] orientation or both orientations. Ten participants associated the scenarios with the 

items in the area of the [Tool] orientation, seventeen with those in the area of [MC] 

orientation, and twenty-four participants with the items in the area of the [ML] 
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orientation; two participants identified it as fluency/proficiency in the speaking cluster 

and twenty-two participants associated it with the area of formal study/structured cluster. 

It seems that the descriptive orientations could help to explain some causal relationships 

for the evaluative orientations, and the relationship between the descriptive and 

evaluative orientations are complex. According to the findings, several language 

elements are mingled and are related to the evaluative orientation. 

In addition, the six scenarios evoked the participants' memories concerning the 

issues included in the scenarios. Some of the statements in the interviews provided more 

precise analyses of each issue, and the participants' comments also reaffirmed the 

appropriateness of each orientation, which was pre-examined by five individuals. 

4.4 CHAPTER SUMMARY 

This chapter described the research findings. I began with the card-sorting 

results, which were analyzed using MDS and HC analyses. The three-dimensional 

solution was chosen based on the MDS analysis. The three-dimensional maps represent 

the participants' perceptions of language (descriptive orientations), and the five clusters 

were superimposed onto the maps as a result of HC analysis. The three-dimensional 

solution suggests three meaningful vectors: learning, language use and characteristics of 

language. The five clusters are communication, culture, power/use language to get 

ahead, formal study/structured, and speaking. The two clusters {communication and 

culture) are overlapped with the direction of the National Standards for Foreign 

Language Learning (1996), which also emphasizes Communication, Cultures, 
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Comparison and Connection (five Cs). Based on the results of cluster analysis, speaking 

appears closer to formal study/structured, while communication rather, is linked to 

informal interaction, for example, some of the factors in culture and power/use language 

to get ahead. This shows that the participants distinguish the speaking practice in the 

classroom with their communication events in real life. Those results were confirmed in 

the interview activities below. 

Section 4.2 introduced findings firom the interviews and classroom observations. 

The interviews and classroom observations were transcribed and coded. The process of 

developing coding schemes was reported in Section 4.1.3.2. 

Section 4.2.2.1 introduced the coding results regarding descriptive orientations. 

Overall, the community seems to have all of the descriptive orientations and to emphasize 

language as a mediator of culture [CX]. 

Section 4.2.2.2 showed the coding results regarding evaluative orientations. 

Overall, the community seems to have a language-as-resource orientation; however, 

several transcripts show some tendencies toward the language-as-problem and language-

as-right orientations. 

In Section 4.2.2.1 (Table 4.12) shows relationships between descriptive 

orientations and evaluative orientations in this community. 

Finally the results of scenario exercises were presented in Section 4.3. There 

seems to be strong correlations between language-as-resource orientation and language-

as-culture [CX]; between language-as-right and language-as-culture [CX] orientations; 
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and between language-as-problem and language-as-means [ML] orientations. These 

results were consistent with coding results (Table 4.11). 

The next chapter will begin with a detailed summary of the findings according to 

my research questions, and will introduce final discussions with the participants and 

future implications. 



184 

5. DISCUSSION 

5.1 SUMMARY OF THE FINDINGS 

I will summarize the findings based on the research questions below. 

S.I.I Research Question 1 

Research Question 1 asks about descriptive orientations in the language 

community. Specifically, I look at the results of the card-sorting activities and those of 

coding regarding the descriptive orientations. 

About 80 % of the entire population (80 students and 8 instructors) participated in 

the card-sorting activities, and I discussed the categories and category names with 20 

participants. 

The hierarchical cluster analysis (HCA) shows that there are five meaningful 

clusters: [A] Culture; [B] Power/Use of language to get ahead; [C] Communication; [D] 

Speaking; and [E] Formal study/structure. These five clusters extensively overlap with 

Descriptive Orientations (DO I) — the taxonomy that I developed based on the interview 

with Ruiz. The POWERAJSE OF LANGUAGE TO GET AHEAD cluster overlaps with 

the LANGUAGE AS A TOOL category in DO I. The COMMUNICATION, 

SPEAKING, FORMALSTUDY/STRUCTURE clusters overlaps with the LANGUAGE 

AS MEANS category in DO 1. The CULTURE cluster overlaps with the LANGUAGE 

AS A MEDIATOR OF CULTURE category in DO I. 

The coding process also suggests some need for detailed categories. I divide the 

LANGUAGE AS MEANS category into two; Language as means of communication 
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[MC] which sees that language is a medium of communication; and Language as 

linguistic means [ML] which views language as linguistic components. In addition, the 

LANGUAGE AS A MEDIATOR OF CULTURE category has two emphases: First 

language and culture [CI], and any language and culture [CX], The revised version of 

descriptive orientations appears in Table 4.7 (Descriptive Orientations EI). 

Three-dimensional maps emerged from the multidimensional scaling analysis 

(MDS), and three directional vectors were found: Vector 1: Learning [formal/informal 

continuum]; Vector!: Language use [Label A; Collective (social)/individual; Label B: 

Instrumental/expressive (sentimental)]; and Vector 3: Characteristics of language 

[concrete/abstract]. The interpretations of vectors seem to represent a higher level of 

argument than Five Clusters. Five Clusters indicates the current situation of how 

participants describe the role of language, while the three vectors represent values that 

underlie the participants' perceptions of language. One of the crucial differences 

between Five Clusters and Three Vectors is that Three Vectors needs to be interpreted as 

a continuum, and the characteristics of the three vectors should be overlapped in three-

dimensional space, while Five Clusters could show some boundaries as groups. 

Furthermore, interviews and observations were transcribed and coded based on 

DO n in order to see which descriptive orientations underlie this language community. 

Overall, this community seems to have all of the descriptive orientations and to 

emphasize language as a mediator of culture [CX]. This conclusion is consistent 

throughout the student interviews, teacher interviews, classroom and other observations, 

and the program language policy. 
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5.1.2 Research Question 2 

Research Question 2 explores evaluative orientations in the community. Scenario 

exercises, the three-dimensional maps and open-ended interview questions were used to 

elicit participants' memories. The interviews and classroom observation were transcribed 

and coded. The coding results indicate that there are many aspects of the language-as-

resource orientation in this language community. It seems that this JFL language 

program provides many opportunities for students to see language and culture as 

resource. There are also some cases that are coded as language-as-right and language-as-

problem orientations. 

The six scenarios evoked the participants' memories of past classroom events. 

Each type of scenario (language-as-problem, language-as-right, and language-as-

resource) was consistent with the results of coding. For example, a scenario that is 

related to the language-as-problem orientation elicited also the language-as-problem 

oriented stories, and a scenario related to the language-as-right orientation evoked the 

same type of stories by the participants. 

5.1.3 Research Question 3 

Research question 3 searches for the relationship between descriptive orientations 

and evaluative orientations within this community. The categorical analysis based on 

coding and scenario exercises reveals the relationship between the two. 

The categorical analysis indicates that the language-as-resource orientation 

underlies the whole community and relates to all of the descriptive orientations. It also 

shows that the language-as-resource orientation especially relates to language-as-tool. 
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language-as-means [MC], and language-as-a-mediator of culture [CX], Language-as-

means [ML] relates to both language-as-problem and language-as-resource orientations. 

Too much emphasis on linguistic features might cause some problems. For example, 

students might lose sense of communication if the instructor focuses only linguistic 

features. Also, language-as-a-mediator of culture [CI] relates to language-as-problem, 

language-as-right and language-as-resource. The first language and identity issues are 

closely related to language rights. If the agents feel that their rights are violated, a 

conflict arises, and language-as-problem and language-as-right orientations characterize 

the circumstance. Consequently, if the agents feel that their rights are protected, the 

language-as-right orientation will recede—although it is always there— and language-as-

resource orientation will emerge. 

The scenario exercises show some different aspects of the relationship between 

descriptive and evaluative orientations. The scenarios associated with the language-as-

resource orientation evoked the areas of language-as-means-of-communication [MC], 

language-as-a-mediator-of-culture, and language-as-tool. There is a strong relationship 

between language-as-resource and language-as-a-mediator-of-culture. The scenarios 

associated with the language-as-problem orientation evoked all of the descriptive 

orientations; however, language-as-means [ML] and language-as-a-mediator of culture 

orientations seem to be tightly related to the language-as-problem orientation. Finally, 

the language-as-right oriented scenarios seem to relate to the language-as-a-mediator-of-

culture, language-as-means [ML] and language-as-tool orientations. It should be 

especially noted that there seems to be a strong relationship between the language-as-



right orientation and language-as-a-mediator-of-culture [CI]. Many participants 

associated the language-as-right oriented scenarios with the issues of the first lamguage 

and culture. 

Although the two activities above are different in nature, there are significant 

similarities in the findings. Table 5.1 summarizes the findings: 

Table 5.1: Summary of Scenario and Coding Findings on Orientations 
SCENARIOS CODEP>rG 

Resource Culture FCX. C11 27 
Means [MC] 13 
Tool 1 

Resource Culture fCXl 34 
Means [MC] 13 
Tool 12 
Means [ML] 5 
Culture [CI] 5 

Rieht Culture fCl] 18 
Means [ML] 4 
Tool 2 

Risht Culture fCll 2 
Means [MC] 2 

Problem Means [ML] 20 
Culture [CX, CI] 12 
Tool 6 
Means [MC] 4 

Problem Means [ML] 4 
Culture [CI] 2 
Tool 2 
Means [MC] 1 

* The items that fall into both categories are in BOLD. 
** The distinction between CX and CI is not clear in the scenario exercises except in tEie 
language-as-right section, because the exercises were conducted before the creation of IJlie coding 
schemes. In the language-as-right oriented scenarios, the participants associated the scenarios 
with the "identity" label specifically. 

In short, language-as-resource orientations have a close relationship witl* 

language-as-a-mediator-of-culture, language-as-means-of-communication, and probably 

with language-as-tool orientations. Language-as-right orientations are closely related to 

language-as-a-mediator-of-culture [CI] orientations. Language-as-problem orie:ntations 
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are related to language-as-linguistic means [ML], language-as-a-mediator-of-culture, 

language-as-tool, and language-as-means-of-communication [MC] orientations. 

5.1.4 Research Question 4 

The last question seeks pedagogical implications based on the findings. I will 

discuss the aspects of each orientation and some implications based on the each aspect. 

5.1.4.1 Aspects of Language-as-Resource Orientation and Pedagogy 

The orientation underling this community is language-as-resource. The 

participants' expectations with regard to aspects of culture and communication are 

extremely strong (Table 5.1). Many students seem to have idealistic feelings toward 

Japanese culture and capture it as difficult but beautiful and foreign. Furthermore, many 

of the participants stated that learning a foreign language would help them grow as 

persons by learning different values and systems. This aspect seems crucial to foreign 

language education in the 21^ century. Several participants stated in my interviews that 

Americans would need to learn foreign languages and cultures. A couple of students 

shared their feeling: "The people in the United States tend to have the ideology that 

America is No. 1. But we are the nation who can't speak other languages, too." One of 

the first year students said, "Learning a language is hard but I believe that there is 

something important in this process." The fourth year student said, "I became more 

patient and tolerant. Learning a foreign language makes people empathetic for others or 

people who can't speak English." Many of the participants' comments, and many aspects 

of the language-as-resource orientation support the notion that foreign language 

education makes one more humane. Through learning language, students leam about 



190 

Other people's values and about themselves. As one of the professors said, "Learning a 

foreign language is releaming our own language." The ideas of multiple literacies, 

multilingual and multicultural education are embedded in hidden curricula. These 

ideologies are invisible, and some students who stayed in the program only for a short 

period of time might overlook these aspects. However, by listening to individual students 

and instructors, I could hear the voices searching for these aspects. Taking foreign 

language classes is part of a search for meaning in their lives. As for the pedagogical 

implications, the culture learning aspects might be even more important in the language 

classroom. As Andersson (1964) stated, "Cultural insight is, if anything, more important 

than language skills, with which it is so intimately related that our future teacher-training 

programs will have to take account of both" (p.319). Mantle-Bromley (1992) suggests 

that, in order to prepare students to leam a culture, the process of learning culture needs 

to be included as part of curriculum: 1) the role of attitudes; 2) the process of 

acculturation; 3) the need for readiness; and 4) the need for self-awareness. Furthermore, 

using ethnography as a culture learning tool in the advanced classes or working with 

community projects might be effective for advanced students. 

The students' motivation toward communication is also strong in this community. 

Fifty-eight percent (58%) of the students have visited Japan before, and seventy-two 

percent (72%) have a Japanese friend. Some students stated in the interviews that they 

have Japanese girlfriends/boyfriends, spouses or relatives, and their relationship drives 

them to leam Japanese, specifically in order to have smooth communication with those 

people. The program already provides opportunities for the students to speak with 
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Japanese students or among themselves outside of the classroom ("conversation partners" 

or "language table"). These activities should be encouraged. 

The language-as-tool orientation is another hidden orientation in curricula. While 

it is not explicitly stated in the program, students expect that learning Japanese might 

help them get a better job or make them more marketable ("linguistic marketplace"). On 

the other hand, there are some concerns that foreign language education is underrated and 

learning Japanese is not conductive to landing a promising job. Giving the students 

guidance concerning job-markets might be effective in giving students a realistic view. 

Or, as one of the instructors in the program is already doing, conducting one-on-one 

interviews with the students might be very effective in order to listen to students' needs, 

to mentor their process of learning, and to give appropriate guidance including job 

counsel according to their needs. In addition, I have seen one advanced student visit the 

first year classes and talk about her own learning experience. These kinds of 

opportunities are encouraged. Perhaps some graduate students who previously 

participated in the program could visit classes and share their learning and career 

experiences with the current students. 

5.1.4.2 Aspects of the Language-as-Right Orientation and Pedagogy 

Table 5.1 explains the close relationship between the language-as-right orientation 

and aspects of first culture and language. A couple of students' stories demonstrate the 

relationship between the language-as-right orientation and the students' first language 

and culture. I also observed that some students had difficulty because of limited use of 

English allowed in the classroom: "Some of the more fine points, we don't have enough 
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Japanese to ask the question. And so as a resu3t, just earlier a lot of the questions get 

unasked." The perceived need of the students to have more English used in the 

classroom was conceived of as language-as-right - that is, the right to use the LI to gain 

greater access to the L2. However, this issue h»ad been solved by negotiation between the 

students and the instructors. I see some aspects of critical pedagogy in this event. Some 

students posed a problem to the director (instructors) and brought their awareness to the 

surface. The teachers and students carried on tihis negotiation process in a dialogic 

communication. In the process, the relationship between the teachers and students was 

subject-subject, rather than subject-object. Judging from the students' email messages 

after the negotiation, they seemed satisfied ab»ut the situation after the discussion. The 

reciprocal efforts from both sides resulted in thie empowerment of both teachers and 

students. Critical pedagogy seems to play an important role especially when some 

problems emerge in the classroom, and helps to construct healthy classroom culture. 

5-1.4.3 Aspects of Language-as-Probliem and Pedagogy 

Table 5.1 indicates that the language-as-problem orientation is related to the 

language-as-linguistic means [ML], language-as-a-mediator-of-culture [CI], perhaps 

communication issues, and language-as-tool orientations. Many students identified the 

language-as-problem oriented scenarios as language-as-linguistic means and/or language-

as-a-mediator-of-culture [Cl] issues. Several students explained that too much emphasis 

on linguistic features or too strict a focus on the stmctured aspects in the classroom could 

cause some problems. For instance, too much emphasis on structured aspects could lead 

to lack of attention to or respect for the student's first language and culture. 
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The case of a girl who speaks an Okinawan dialect of Japanese as a heritage 

language might give us important pedagogical implications in foreign language education 

as multicultural education. Very often immigrant parents speak dialects that they pass on 

to their children. Without more extensive contacts for these second-generation Japanese, 

they are likely to speak only the dialects. Most of the students whom I interviewed in this 

community did not receive formal Japanese instruction in bilingual or heritage language 

programs when they were small. They learned their heritage language from their mothers 

or relatives, and began to leam Japanese in higher education. A couple of the Japanese-

heritage students stated that they had difficult teen-age years because of their ethnic 

identity. It took a long time for them to recognize their own identity but once they 

recognized it, they began to have positive attitudes toward the language. Recognizing 

each student's process and current stage of language development is not easy. Each 

individual acquires language in a slightly different way, and it might require close 

attention to understand these processes. Both of the heritage students whom I 

interviewed stated clearly that their purpose for learning Japanese related to the issue of 

"identity." These heritage students are likely to speak Japanese better than other 

students, but it does not mean that they will feel comfortable speaking in public. 

The Heritage Language Initiative, which is supported by the National Foreign 

Language Center and Center for Applied Linguistics, has begun to seek pedagogy and 

curriculum reform for heritage language students. Spanish departments in the Southwest, 

French in Louisiana, German in the Midwest, and Asian language departments in 

California have begun to create and offer heritage language courses in higher education. 
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Heritage students' motivations, expectations, and evaluations in the classroom should be 

distinguished from those in foreign language classes. If the program has a high enough 

number of heritage students, the program could offer the heritage language class. Even 

though the number of these students is small, it is very important to identify the students 

in the classroom implicitly or explicitly depending on the student's stage. It is crucial to 

identify their language variation in the classroom and to support their learning stages. 

The student might speak a dialect or might use an interlanguage, whatever it is that is the 

students' mother tongue and is closely related to the student's identity. The "dignity" of 

language variation and of language learners should be honored in the classroom. The 

more that globalization is promoted, the more immigrants the language classroom may 

have. Students' and teachers' demographic information requires more attention in the 

multicultural classroom, and pedagogy and curricula might need to be reconsidered 

according to students' needs. 

5.2 CLASSROOM CULTURE REVISITED 

5.2.1 How do critical pedagogy, multicultural education, teacher/student belief 

system, and language orientations relate to the classroom culture? 

Both teachers and students bring their own beliefs into the classroom, and these 

compose a large part of classroom culture. Multicultural education and critical pedagogy 

could make important contributions to foreign language classrooms, and help to construct 

healthy classroom cultures. These classroom cultures are largely invisible unless some 

conflicts emerge. Language orientations help to identity the teachers' and students' 

beliefs about the role of language and their attitudes toward language. Identifying 
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descriptive orientations helps in recognizing various areas and aspects of language issues, 

and examining evaluative orientations helps in identifying people's underlying normative 

stance toward language. Furthermore, exploring the relationship between descriptive and 

evaluative orientations helps to understand the complexity of language issues and to 

provide more practical implications. 

5.3 LANGUAGE ORIENTATIONS AS A CRITICAL PERSPECTIVE 

5.3.1 Micro and Macro Perspectives of Language Orientations 

Language orientations are mostly used to describe the "assumptions and 

implications of alternative language policies" (Crawford, 2000, p. 109). Most of the 

language policy researchers focus on the "macro" level of analysis, rather than minute 

levels of analysis. 

In my study, the "micro" or discourse level of analysis is what I have attempted to 

utilize. As I explained in an earlier chapter, this micro level analysis is truly needed in 

language policy areas. As Lo Bianco claimed, the discourse of policy makers should be 

closely examined. One purpose of this study is to extend his idea by examining the 

discourse of ordinary people such as teachers and students in real classroom situations. 

One of the merits of doing "micro" analysis is to be able to avoid over-

generalization. Based on my study results, several orientations are overlapped in many 

cases. The microanalysis should contribute to resolving complex policy situations, which 

are like those in the real world. 

5.3.2 Using Language Orientations as a Research Tool 
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In my study, I used language orientations as a tool to analyze policy as well as a 

research tool. I developed coding systems of both descriptive and evaluative orientations, 

and used them for examining the discourse level. Furthermore, I examined the 

relationship between descriptive and evaluative orientations in the same context. 

Descriptive orientations help to identify areas that lead to evaluative orientations. In 

other words, a combination of descriptive and evaluative orientations makes it possible to 

examine the causative relationship between the evaluative orientations and factors. This 

is a new aspect of orientations, which was previously lacking. "Ruiz' categories are less 

useful in explaining causality — that is, in analyzing the political and ideological factors 

that go into language policy decisions" (Crawford, 2000, p. 109). 

5.4 SOME CONCERNS AND LIMITATIONS IN TECE STUDY 

The fact that all research activities and tools are different makes it difficult to 

generalize the findings. For example, both coding activities and scenario exercises dealt 

with real incidents, but there is some difference between them. The categorical analysis 

was performed by using only events in the community. On the other hand the scenario 

exercises came from outside of the community. The usefulness of the scenarios is that 

they evoke the participants' own comparable memories in the classroom situation. 

These kinds of activities have limitations as well. In a way I forced the 

participants and the raters to choose one answer out of several options. I noticed that 

some of the events could cover more than one choice and it is hard to choose one definite 

answer. My purpose with these tasks was not to discover a definite generalization or 

conclusion. Rather, I looked for more general ideas or possibilities within the complex 
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situation. I always chose the participants' first answers that came from their own 

intuition. The real situation is always complex, and each person has a different 

interpretation of that each situation. It is their perception. I believe that the most 

important beliefs or values come out in their first answers, and I trust and respect their 

feelings and intuitions. All of the activities were conducted in interviews—in my 

dialogue with the participants. 

The theory construction process of my study is complex. First, descriptive 

orientations emerged with the community though HC and MDS analyses and they were 

compared with DO I. In other words, the coding schemes of descriptive orientations (DO 

n) were bora in the interplay of data and theory. However, the coding schemes of 

evaluative orientations came directly fi-om the literature; they did not emerge from the 

community. Even though they showed very high inter-rater agreement, the results are 

limited. This limitation may come from the researcher as a human being. My familiarity 

with the existing theory might have deterred me from considering other possible research 

processes. 

My final concern is a common one regarding perceptual studies in general. How 

much do the participants' perceptions influence real actions? What is the relationship 

between their beliefs and their actions? In order to reduce the risks of relying too much 

on their perceptions, I conducted classroom and other observations and tried to get an 

overview. In addition, I tried to go back to the participants and to ask for their 

interpretations as much as possible. 

5.5 FURTHER AREAS OF INVESTIGATION 
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The JFL classroom context that I used for my study is a specific one. Hence, the 

findings are not necessarily transferable to other situations. Only abstract levels of the 

findings and theories could apply; however, these theories would need to be reexamined 

in each context. Different JFL programs or other foreign language programs might have 

different orientations. 

The research tools and methodologies that I used for this study are unique. The 

use of the HC and MDS analyses made it possible to share the research processes visually 

with the participants, and also fits the purpose of developing theories and examining the 

interplay of theory and data. Both MDS and HC analyses are very data-driven methods 

(in a way, data-reduction techniques), and the results could be abstract enough to allow 

for examination of a theory. The card-sorting activities were interwoven with the 

classroom observations and interviews. Further research of many of the perceptual 

studies with the use of those research tools would be fiaiitflil. 

5.6 CONCLUSION 

The JFL program in the Northwest reflects many aspects of the language-as-

resource orientation. Most of the participants' voices and hopes are explicitly included in 

the program policy or in foreign language policy, but some are not. Heritage language 

and identity issues are not explicitly discussed in this community. This language 

community already has a place for heritage language students; however, those students' 

voices are seldom heard. One of the students of Japanese heritage said, Identity is the 

main reason for me to leam Japanese. That's why I came to this university." I have been 
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wondering how much his classmates or instructors realize this student's hope and dream, 

and how much this student is getting out of the program. 

Another student who is an English-Chinese bilingual answered my question about 

his goal of learning a foreign language: 

So I have felt long time that I am, you know that my background, the different 
cultures, makes me unable to actually belong to any culture because I see that 
things are done differently in different cultures, the same thing, and what one 
culture would consider very important the other culture thinks is nothing. So 
actually I think that's been good for me because I have been able to personally see 
what's important to life and what's not important in life. 

In addition, I conducted five interviews with the students and two interviews with 

the teachers who had participated in my study for about two years. The purpose of the 

additional interviews was to ask them to audit my research paths, the findings including 

coding schemes and coding results, and to ensure the appropriateness of my interview 

quotes and my interpretations of those. Thus I intentionally chose the participants who 

appeared in my study earlier, since I wanted to know how they felt about my quotes and 

interpretations. I also intentionally conducted those interviews in a rather informal 

manner over a cup of coffee without any recording device. My interviews were very 

structured but the atmosphere was extremely pleasant and friendly. It was like a closing 

ceremony of our interviews over the two years. They were very glad to see the final 

analyses. I asked them which category they would choose from each of the descriptive 

and evaluative orientations categories. This was the first time for any of the participants 

to hear the word ^^orientations however, the results were very clear. First, all of the 

teachers and students reconfirmed that the research results made sense to them. Second, 

all of those teachers and students except for one student answered that they thought the 
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language-as-resouTce orientation would fit their situation. As for descriptive orientations, 

they seemed to choose either or both language-as-a-mediator of culture [CX] and means 

of communication. However, one student Japanese heritage clearly stated that his 

orientation is language-as-right in terms of evaluative orientations, and the language-as-a-

mediator of culture [CI] in the categories of descriptive orientations. I also addressed the 

question that I previously omitted in my interviews: which title for the class would be 

more appropriate. Foreign or Heritage. He answered, "It's not a name. It comes from 

personal motivation." I also discussed some classroom implications and suggestions 

with him. We thought that it might be appropriate if the program could offer one 

Japanese heritage course as an elective. In this course, culture aspects would be 

emphasized moving beyond reading, speaking and writing since culture and identity 

aspects of language are so important for these students. Also, he suggested that it would 

be a good idea to connect Japanese-American communities including public activities. 

The stronger connection with the community might help to bring more opportunities for 

jobs in the future as well. When I had this interview with him, he was about to finish his 

degree in Japanese, and to look for a job. He seemed a bright student but he also seemed 

to be struggling in the job market. Most of his remarks coincided with the previous 

literature and also with the theories of orientations. 

As language teachers, we need to keep asking the question: what is language, and 

what does language mean to students. And further, we need to look for appropriate 

pedagogy depending especially on students' orientations in the classroom. Focusing on 

culture/identity issues should be central in the heritage language education, and further 
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minute analyses of heritage language learners' language development are needed in the 

future. 

This study examined the foreign language classroom through the language 

planning point of view and identified different types of language orientations of the 

classroom participants. It is essential for language educators/researchers to have such a 

broader framework in order to construct multicultural/multilingual language (language-as 

-resource) classroom. Existence of heritage language learners in the foreign language 

classroom implies the importance of viewing language education as a whole. It is 

important to see first, second, foreign, intercultural, multicultural, bilingual or 

multilingual education as a continuum in people's real life rather than to distinguish them. 

I would like to close with the participant voices that were central to my whole 

study. 

Cao-san told me in the final interview that learning another language would be 

like adding a third universe as a bilingual/bicultural person. (He moved to the United 

States from Taiwan when he was seven.) 

Travis said that he should emphasize the aspects of the language-as-resource 

orientation, especially cultural, spiritual and educational growth, and also emphasize the 

relationships to personal interests and daily life. (He dropped out after the second year. 

He could not really connect his personal, cultural interests with the classroom context.) 

Fred had finished the fourth year. To him, studying Japanese is more fiin. (He was 

recently seeing a Japanese girl.) 



202 

Kasey also has finished the fourth year and is looking for a job. He was thinking 

about applying to be a police officer and eventually FBI. I heard the following remarks 

during my second interview with him (after he told me about his struggles as a Japanese 

American and his determination to learn Japanese, I left the room for a while. When I 

came back, I was shocked since his facial expression was dark and he looked sad.) 

"I just realized that I never told my true feelings about my identity" - he kept 

telling his friends in junior high that he was half foreign, not Japanese American or 

quarter Okinawan — "to anybody. Well, nobody would be interested in listening to me 

anyway." 

I don't think that I said anything to him at that moment, but I will say something 

now; I heard your words. This dissertation is my promise to you. 
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APPENDIX A 
Questionnaire for the Pilot Study 

Questions for Students 

Please tell me about your language learning experiences. 
1. Describe your favorite memory about learning language(s). 

2. Describe your uncomfortable memory about learning language(s). 

Please define language and culture or list words associated with language and culture. 
This could be a word or a phrase or a sentence. Your definitions might fit in both 
categories. 
A. language 1. 

2. 
3. 
4. 
5. 

B. culture 1. 
2. 
3. 
4. 
5. 

What is the relationship between language and culture? Choose one that most closely 
reflect your beliefs and explain why. 

a. Th^ are closely related because.. 
b. They are partially related because.. 
c. They are not related at all because.. 

Let's assume that you're a language teacher, so you have freedom to teach what you 
want Now.. 
1. What would be your goal of language teaching? 
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2. What student accomplishments are you most proud of? 
(Under what circumstances are your students most enthusiastic about learning 
languages?) 

3. What aspects of language would you like to introduce in the foreign language 
classroom? 

4. What aspects of culture would you like to introduce in the foreign language 
classroom? 

5. How much time would you devote to the teaching culture? 

Questions for teachers 

Please tell me about your language learning experiences. 
1. Describe your favorite memory about learning language(s). 

3. Describe your uncomfortable memory about learning language(s). 

Please tell me about language teaching experiences. 
1. Describe your favorite memory about teaching language(s). 
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2. Describe your uncomfortable memory about teaching language(s). 

3. What is the most important aspect of language learning for student to learn? 
Why? 

4. What items do you emphasize when teaching a foreign language? 

Please define language and culture or list words associated with language and culture. 
This could be a word or a phrase or a sentence. Your definitions might fit in both 
categories. 
A. language 1. 

2. 
3. 
4. 
5. 

B. culture 1. 
2. 
3. 
4. 
5. 

What is the relationship between language and culture? Choose one that most closely 
reflect your beliefs and explain why. 

a. They are closely related because.. 
b. Th^ are partially related because.. 
c. They are not related at all because.. 

Let's assume that you're the director of the successful language program and can do 
anything that you would like to in the language classroom. (All time and money is 
yours!) 
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What would be your goal of language teaching? 

What student accomplishments are you most proud of? 

What aspects of language and culture would invest your time and money? 

What aspects of culture would you like to introduce in the foreign language 
classroom? 

How much time would you devote to the teaching of culture? 

Thank you very much for your cooperation. If you have any comments, please 
share with me here! 
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APPENDIX B 
Instructions for Card-Sorting 

Now pick up the cards that were handed out. Each of the words or phrases on these cards 

has to do with beliefs about language in the language classes. Please sort the cards into 

groups that you think go together, thinking of the aspect of language you associate with 

each word or phrase. There is no right or wrong way to sort these cards! I'm 

interested in how you think about them. Use between two and ten groups, and put 

however many cards you want into each group. There is one thing that you cannot do: 

Don't put words together just because they are nouns, adjectives, or verb phrases, 
or because of any other grammatical similarity. 

You will notice an identification number printed on the left hand comer of each card. 

When you have sorted the cards to your satisfaction, assign a letter, A through J, to each 

group of words, and enter the numbers for the cards in each group in the spaces on the 

corresponding line, below. Please be sure to use a separate line for each group. 
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^ > t a ^ ^ ^ a ^ a t a ^ ____ 

Now I would like to know which descriptions you think are most important for you in 

different situations. 

Please choose three most important descriptions from the cards and rank them. Please 

write the number of the card that you chose. 

1. When you talk with your family or friends, 

<1> 

<2> 

<3> 

2. When you learn a foreign (second) language in the classroom, 

<1> 

<2> 

<3> 

Thank you very much for your help. If you would like to make any comments or 

suggestions, feel free to write here. 
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APPENDIX C 
Scenario Exercises (Draft) 

Please circle the item that you think might be associated with each scenario. 

1. We were discussing how assessment of bilingual children often does not lead to 
programs that serve the needs of these students. "But in our school we even have two 
levels of ESL instruction. One section is for the high-limiteds, and the other class is 
for the low-limiteds," a graduate student proudly told us. "I teach the low-limiteds." 
Silence hung in the room, as we internalized the meaning of discourse." How would 
you describe the graduate student orientation? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

2. One of our most memorable teaching/learning experiences had taken place when I 
was a freshman in high school. One of the classmates had innocently asked; how to 
say, "I love you" in Spanish? In French? In German? In Swahili? .. That was the 
turning point for all of us because we stopped whatever we were covering and began 
to research answers for the questions... Of course we learned more about languages, 
and cultures, and geography than anything else could have taught us. The students 
also establishing a list of 25 different ways to say, "I love you." 

Which orientation might describe this class activity? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

3. The students were studying the Preamble to the constitution. The textbook was 
written in English. "Rewrite the Preamble using your own languages. Look at 
the Preamble, pick it apart and put the thoughts back together with any language 
that you want to use. Words like everyday talk at home, or language if you want. 
Use any language, but just demonstrate English so that I can understand." 
How would you describe this teacher's orientation? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

3. "Some teachers don't understand about the language. So sometimes, my language, 
they say it sounds funny. And sometimes, all the languages sound fiinny. 
Sometimes, [the teacher] doesn't let us speak Vietnamese, or some people speak 
Cambodian. Sometimes, she already knows some Spanish, so she lets Spanish speak. 
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But because she doesn't know about Vietnamese language, so she doesn't let 
Vietnamese speak." How would you describe this teacher's orientation? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

4. A Japanese instructor addressed to her colleague in a letter; "How do you go about 
writing Japanese Americans' names in Japanese? As you know, there are a lot of 
Japanese ni-sei (second generation of Japanese), san-sei (third), and yon-sei (fourth) 
in Hawaii. One of my colleagues insists that American Japanese students' 'family 
names' be written in Katakana (which has been used for 'foreign' words) so we can 
distinguish the difference between mainland Japanese (Japanese nationals) and 
American Japanese (American citizens) in orthography." 

4.1 How would you describe her colleague's orientation? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

4.2 Which orientation might describe the American Japanese students in 
the class? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

5. A student who is doing an ethnography project in her Spanish class: "I have learned 
more about the Mexican way of life through Olga.. She does not get frustrated with 
my verbs that are conjugated wrong, or my verbs that are totally wrong, instead she 
helps me and makes my learning Spanish all worthwhile. Olga has a passion for her 
culture that I lack and when I talk with her I no longer feel privileged to be "white." 
.. She has shown me that a little courage and determination can take you a long way." 

Which orientation might describe this class project? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

6. A Mexican student in the ESL class: "Several Mexican students have D or F grades 
on papers. I often forget to put subjects in the sentences, and put the objects and 
conjugated verbs. Since I speak my language (Spanish) in that way. Our teacher was 
a Mexican American (he spoke Spanish). Once he read my paper and torn it off in 
class. He said, "This is not English." Usually we don't get any comments on our D or 
F papers." 
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6.1 How would you describe this teacher's orientation? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

6.2 Which orientation might describe this student? 
[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

7. Several graduate teaching assistants were discussing the curriculum. One of the 
Assistants said, "Well, I really think that Japanese people should simplify the 
writing systems. (There were four writing systems in Japanese, and Japanese use 
them in different purposes.) Think what China or Korea did! China simplified 
their Chinese characters, and Korean abolished the formal complicated writing 
system and invented the new phonetic alphabets. Japanese writing systems 
should be simplified as well, so American students can leam them easily." 
How would you describe this T As orientation? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

8. A Japanese student in the English class in Japan: " I think that my name is Kitaroo 
Ryota, not Ryota Kitaroo. Because we say family names first and first names second 
in Japanese. But everytime I say, "My name is Kitaroo Ryota," my English teacher 
corrected me without any explanation. Could I use my name in the Japanese order?" 

Which orientation might describe this student? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 

9. "We have a parent day once a month. All our parents come to school to talk about 
many things. My parents used to hate to go meetings since they don't speak English 
well. (We came from Cambodia.) In our class, there are many families like us. 
Some came from Vietnam, China, etc. So, our teacher has decided to have tutors 
(interpreters) for the day. Five bilingual people who speak five different languages 
help the meetings. Our parents don't feel bad any more." 

How would you describe this situation? 

[a. language-as-problem orientation, b. language-as-right orientation 
c. language-as-resource orientation, d. N/A ] 
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APPENDIX D 
Scenario Exercises (Final) 

1. A student who is doing an ethnography project in her Spanish class: "I have 
learned more about the Mexican way of life through Olga.. She does not get 
frustrated with my verbs that are conjugated wrong, or my verbs that are totally 
wrong, instead she helps me and makes my learning Spanish all worthwhile. 
Olga has a passion for her culture that I lack and when I talk with her I no longer 
feel privileged to be "white." .. She has shown me that a little courage and 
determination can take you a long way." 
Which dimension or word cluster might relate to this class activity? 

2. A Mexican student in the ESL class: "Several Mexican students have D or F 
grades on papers. I often forget to put subjects in the sentences, and put the 
objects and conjugated verbs. Since I speak my language (Spanish) in that way. 
Our teacher was a Mexican American (he spoke Spanish). Once he read my paper 
and torn it off in class. He said, "This is not English." Usually we don't get any 
comments on our D or F papers." 
Which dimension or word cluster might relate to this teacher's behavior 
(attitude")? 

3. Several graduate teaching assistants were discussing the curriculum. One of the 
Assistants said, "Well, I really think that Japanese people should simplify the 
writing systems. (There were four writing systems in Japanese, and Japanese use 
them in different purposes.) Think what China or Korea did! China simplified 
their Chinese characters, and Korean abolished the formal complicated writing 
system and invented the new phonetic alphabets. Japanese writing systems 
should be simplified as well, so American students can learn them easily." 
Which dimension or word cluster might relate to this T As belief (attitude)? 

4. A Japanese student in the English class in Japan: " I think that my name is Kitaroo 
Ryota, not Ryota Kitaroo. Because we say family names first and first names 
second in Japanese. But every time I say, "My name is Kitaroo Ryota," my 
English teacher corrected me without any explanation. Could I use my name ia 
the Japanese order?" 
Which dimension or word cluster might relate to this student's concern? 
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5. One of our most memorable teaching/learning experiences had taken place when I 
was a freshman in high school. One of the classmates had innocently asked: how 
to say, "I love you" in Spanish? In French? In German? In Swahili? .. That was 
the turning point for all of us because we stopped whatever we were covering and 
began to research answers for the questions... Of course we learned more about 
languages, and cultures, and geography than anything else could have taught us. 
The students also establishing a list of 25 different ways to say, "I love you." 
Which dimension or word cluster might relate to this class activity? 

6. A Japanese American student in Hawaii; "In my Japanese class, my teacher told 
me to write my name in Katakana (which has been used for foreign words) since 
I'm a san-sei (third generation of Japanese). He thinks that we need to distinguish 
the difference between mainland Japanese (Japanese nationals) and American 
Japanese (American citizens) in orthography. But I know how to write my family 
name in Kanji (Chinese character). Can I use Kanji for my family name?" 
Which dimension or word cluster might relate to this student^s concern? 



214 

REFERENCES 

Andersson, T. (1964). Tool-communication-culture-style: The faces of language. The 
Graduate Journal 4 (2). University of Texas. 

Anderson, G., & Irvine, P. (1993). Informing critical literacy with ethnography. In C. 
Lankshear & P.L. McLaren (Eds.), Critical literacy: Politics, praxis, and the 
postmoderti. New Work: State University of New York Press. 

Bachman, L. (1990). Fundamental considerations in language testing. Oxford: Oxford 
University Press. 

Banks, J. (1994). An introduction to rmdticidtural education. Boston: Allyn and Bacon. 

Banks, J. (2001). Multiethnic education: Theory and practice. Boston: Allyn and 
Bacon. 

Baker, K. (1996). Foundations of bilingual education and bilingualism. Second Edition. 
Multilingual Matters. 

Bennett, J. M. (1993). Cultural Marginality: Identity issues in intercultural training. In 
R. M. Paige (Ed.), Education for the intercultural experience. Yarmouth, ME: 
Intercultural Press, (pp. 109-135). 

Belmehri, F., & Hummel, K. (1998). Orientations and motivation in the acquisition of 
English as a second language among high school students in Quebec city. 
Language Learning 48 (2): 219-244. 

Berlin, L. (2000). Toward a "working definition" of effective language instruction in the 
multicultural ESL classroom. Unpublished script. A dissertation submitted to the 
faculty of the graduate interdisciplinary program in second language acquisition 
and teaching in partial fulfillment of the requirements for the degree of doctor of 
philosophy. The University of Arizona. 

Boulding, K. (1956). The image: Knowledge in life and society. Ann Arbor: University 
of Michigan Press. 

Brown, H. (1994). Principles of language learning and teaching. Englewood Cliffs, NJ: 
Prentice Hall Regent. 



215 

Byrnes, H. (1992). Testimony to the interior and related agencies subcommittee, 
committee on appropriations of the House of representatives, 9 April 1992. 
ADFL Bulletin 24 {\y. 5-7. 

Byrnes, H. (Ed.) (1998). Learning foreign and second languages: Perspectives in 
research and scholarship. New^ York; The Modem Language Association of 
America. 

Byram, M. (1990). Language learners' perceptions of a foreign culture: The teachers' 
role. ERIC Document Reproduction Service No. ED 324961. 

Byram, M., Esarte-Sarries, V., & Taylor, S. (1991). Cultural studies and language 
learning: A research report. Philadelphia, PA: Multilingual Matters, Ltd. 

Callege, M., Cole, M., & The Laboratory of Comparative Human Cognition, (in press). 
In V, Richardson (Ed.s), The handbook of research on teaching. Washington, 
DC: AERA. 

Clement, R., & Kruidenier, B. (1983). Orientations in second language acquisition: 1. 
The effects of ethnicity milieu and target language on their emergence. Language 
Learning 5i: 273-91. 

Corbin, J., & Strauss, A. (1988). Unending work and care: Managing chronic illness at 
home. San Francisco: Jossey-Bass Publishers. 

Crawford, J. (2000). Language politics in the United States: The paradox of bilingual 
education. In Ovando & McLaren (Ed.s) Multicidturalism and bilingual 
education: Students and teachers caught in the cross fire. Boston: McGh^aw Hill. 

Crookes, G. (1989). Plarming and interlanguage variation. Studies in Second Language 
Acquisition 7 (4) :367-83. 

Cummins, J. (2000). Language, power and pedagogy: Bilingual children in the crossfire. 
Bilingual education and bilingualism 23. Multilingual Matters. 

Darder, A. (1991). Culture and power in the classroom: A critical foundation for 
bicultural education. New York: Bergin & Garvey. 

Davis, J., & Markham, P. (1991). Student attitudes toward foreign language study at 
historically and predominantly black institutions. Foreign Lcmguage Annals, 24 
(3), 227-237. 

Dewey, J. (1922). Human nature and conduct. New York: Holt. 



216 

Dilon, J. & Goldstein, M. (1984). Multivariate analysis. NY; John Wiley & Sons. 

Djite, P. (1994). From language policy to language planning: An overview of languages 
other than English in Australian Education. Australian Capital Territory. 

Domyei, Z. (1990). Conceptualizing motivation in foreign language learning. Language 
Learning 40\ 45-78. 

Dunn-Rankin, P. (1983). Scaling Methods. Hillsdale, NJ: Lawrence Erlbaum 
Associates. 

Ellis, R- (1994). The study of second language acquisition. New York: Oxford 
University Press. 

Freire, P. (1970/1993). Pedagogy of the oppressed. New York: The Continuum 
Publishing Company. 

Freire, P.,& Macedo, D. (1987). Literacy: Reading the word and the world. Westport, 
CT: Bergin & Garvey. 

Gardner, R. (1985). Social psychology and second language learning: The role of 
attitude and motivation. London: Edward Arnold. 

Gardner, R., & Lambert, W. (1972). Attitudes and motivation in second language 
learning. Rowley Mass: Newbury House. 

Gardner, R., & Maclntyre, P. (1991). An instrumental motivation in language study: 
Who says it isn't effective? Studies in Second Language Acqidsition IS: 57-72. 

Giles, H., Bourhis, R., & Taylor, D. (1977). Towards a theory of language in ethnic 
group relations. In H. Giles (Ed.), Language, ethnicity, and intergroup relations 
(pp.307-348). London: Academic Press. 

Giles, H., Taylor, D., & Lambert, W., & Albert, G. (1975). Monograph. McGill 
University. 

Giroux, H. (1988). Schooling and the struggle for public life: Critical pedagogy in the 
modem age. The University of Minnesota Press. 

Glaser, B., & Strauss, A. (1967). The discovery of grounded theory: Strategiesfor 
qualitative research. Chicago: Adine de Gruyter. 

Gutierrez, K. (1992). A comparison of instructional contejcts in writing process 
classrooms with Latin children. Educational and Urban Society, 24 (2), 244-62. 



217 

Gutierrez, K. (1995). Script, counterscript, and underlife in the classroom: James Brown 
versus Brown v. Board of education. Harvard Educational Review 65 (3): 445-
471. 

Gutierrez, K., Baquedano-Lopez, P., & Alvarez, H. (1998). Building a culture of 
collaboration through hybrid language practices. Paper presented at AERA: San 
Diego, California, April 16, 1998. 

Heath, S. B. (1977). Social history. Jn Bilingual Education: Cierrent perspectives. VoLI: 
Social science (pp.53-72). Arlington, VA: Center for Applied linguistics. 

hooks, B. (1990). Yearning: Race, gender, and cultural politics. Boston, MA; South 
End Press. 

hooks, B. (1994). Teaching to transgress: Education as the practice of freedom. NY: 
Routledge. 

Homberger, N. (1989). Continua of biliteracy. Review of educational research, 59 (3), 
271-296. 

Homberger, N. (1994). Literacy and language planning. Language education 8 (1-2): 
75-81. 

Horwitz, E. (1985). Using student beliefs about language learning and teaching in the 
foreign language methods course. Foreign Language Annals, 18 (4), 333-340. 

Horwitz, E. (1988). The beliefs about language learning of beginning university foreign 
language students. Modem Language Journal, 72 (3), 283-294. 

Hubbard, R. S., & Power, B. M. (1993). The arts of classroom inquiry: A handbookfor 
teacher-researchers. Portsmouth, NH: Heinemann. 

Huebner, T. (1999). Sociopolitical perspectives on language policy, politics, and praxis. 
In T. Huebner & K. Davis (Eds.) Sociopolitical perspectives on language policy 
and planning in the USA. Studies in Bilingualism, Vol. 16. Philadelphia, PA: 
John Benjamins Publishing Company. 

Huebner, T., & Davis, K. (Eds.) (1999). Sociopolitical perspectives on language policy 
and planning in the USA. Studies in Bilingualism, Vol. 16. Philadelphia, PA: 
John Benjamins Publishing Company. 

Hughes, E. C. (1971). The sociological eye: Selected papers. Chicago: Aldine. 



218 

Jin, L., & Cortazzi, M. (1993). Cultural orientation and academic language use. In D. 
Graddol, L. Thompson, & M. Byram (Eds.), Language card culture. Multilingual 
Matters LTD. pp.84-97. 

Jorden, E. (1992). Broadening our traditional boundaries: The less commonly taught 
and the truly foreign languages. In W. Rivers (Eds.), Teaching languages in 
college: Curriculum and content. Lincolnwood, Illinois: National Textbook 
Company. Pp. 141-156. 

Jemudd, B. (1995). Personal names and human rights. In T. Skutnabb-Kangas, & R. 
Phillipson (Eds.), Linguistic human rights: Overcoming linguistic discrimination. 
New York: Mouton de Gruyter. 

Kachru, B. (1992). The other tongue: English across cultures. Q<5Xi\Qx\. Urbana, 
IL: University of Illinois Press. 

Kellerman, E. (1977). Towards a characterization of the strategies of transfer in second 
language learning. Interlanguage Studies Bulletin 2:58-145. 

Kellerman, E. (1979). Transfer and non-transfer: Where are we now? Studies in 
Second Language Acquisition 2:37-57. 

Kellerman, E. (1989). The imperfect conditional. In K.Hyttenstam & L. K. Obler (Eds.) 
Bilingualism across the life span: Aspects of acquisition, maturity, and loss. 
Canbridge UP: 87-115. 

Kelman, H. (1972). Language as an aid and barrier to involvement in the national 
system. In J. Fishman (Ed.) Advances in the sociology of language, Vol.11 
(pp. 185-212). The Hague: Mouton. 

Kem, R. (1995). Students' and teachers' beliefs about language learning. Foreign 
Language Annals, 28 (1), 71-90. 

Kono, N. (1996). American students' expectations of teaching in the Japanese language 
classroom. Unpublished manuscript. A thesis submitted in partial fulfillment of 
the requirements for the degree of Master of Arts in TESOL. Portland State 
University. 

Kontra, M., Phillipson, R., Skutnabb-Kangas, T., & Varady, T. (1999). Conceptulizing 
and implementing linguistic human rights. In M. Kontra, R. Phillipson., T. 
Skutnabb-Kangas, & T. Varady (Ed.s) Language: A right and a resource: 
Approaching lingidstic human rights. Central European University Press. 



219 

BCramsch, C. (1993). Context and culture in language learning. Oxford: Oxford 
University Press. 

Kramsch, C., & Hoeve, L.V. (1995). The dialogic emergence of difference: Feminist 
explorations in foreign language learning and teaching. University of Michigan. 

Kramsch, C., & Nolden, T. (1998). Redefining Literacy in a Foreign Language. In H. 
Byrnes (Ed.) Learning foreign and second languages: Perspectives in research 
and scholarship. New York: The Modem Language Association of America. 

Krashen, S. (1982). Principles and practice in second language acquisition. Oxford: 
Pergamon. 

BCruskal, J. B., & Wish, M. (1978). Midtidimensionalscaling. Series: Quantitative 
applications in the social sciences. Newberry, Cal: Sage. 

Kuhn, T. (1970). The structure of scientific revolutions. Chicago: University of 
Chicago. 

Kumaravadivelu, B. (1991). Language-learning tasks: Teacher intention and learner 
interpretation. ELT Journal Volume, -^5(2). 

LeCompte, M., & Preissle, J. (1993). Ethnography and qualitative design in educational 
research. Second edition. San Diego, Cal: Academic Press. 

Lervold, J. D. (1994). The classroom as a third-culture: Contemporary perspectives 
regarding multicultural communication education. Paper presented at the 79''* 
Annual Meeting of the Speech Communication Association: Miami Beach, FL, 
November 18-21, 1994. 

Lincoln, Y., & Guba, E. (1985). Naturalistic inquiry. Beverly Hills, Calif: Sage 
Publications. 

Lo Bianco, L (1999). The language of policy: What sort of policy making is the 
officialization of English in the United States. In T. Huebner & K. Davis (Eds.) 
Sociopolitical perspectives on language policy and planning in the USA. Studies 
in bilingualism, Vol.16. Philadelphia, PA: John Benjamins Publishing Company. 

Luppescu, S., & Day, R. (1990). Examining attitude in teachers and students: The need 
to validate questionnaire data. Second Language Research, 6(2), 125-134. 

MacKay, S. L. & Homberger, N. (1996). Sociolinguistics and language teaching. The 
Cambridge Applied Linguistics Series. NY: Cambridge University Press. 



220 

McNamara, J. (1973). Nurseries, streets and classrooms: Some comparisons and 
deductions. Modem Language Journal 57:250-55. 

Maeda, E. (1997). A lay theory of relational satisfaction with best fnends in Japan. 
Unpublished manuscript. A thesis submitted in partial fulfillment of the 
requirements of the degree of Master of Science in Speech Communication. 
Portland State University. 

Maher, F. A., & Tetrault, MK.T. (1994). The feminist classroom. New York: Basic 
Books. 

Mantle-Bromley, C., & Raymond, M. (1991). Effect of multicultural lessons on attitudes 
of students of Spanish. Modem Language Journal, 75 (4), 418-425. 

McAlpine, L., Eriks-Brophy, A., & Crago, M. (1996). Teaching beliefs in Mohawk 
classrooms: Issues of language and culture. Anthropology and Education 
Quarterly, 27 (3), 390-413. 

McCarger, D. (1993). Teacher and student role expectations: Cross-cultural differences 
and implications. Modem Language Journal, 77(2), 192-207. 

McLaren, P. (1997). Revolutionary multicidturalism: Pedagogy of dissent for the new 
millennium. Boulder, Colo: Westview Press. 

McLaren, P. (1999). A pedagogy of possibility: Reflecting upon Paulo Freire's politics 
of education. Educational Researcher, March'. 49-56. 

Merriam, S. (1998). Qualitative research and case study applications in education. 
Jossey-Bass. 

Mori, Y. (1999). Epistemological beliefs and language learning beliefs: What do 
language learners believe about their learning? Language Learning 49 (3), 377-
415. 

Muller, T. (1993). Student attitudes in the basic French course at the University of 
Kentucky. Modem Language Journal, 55 (5), 290-298. 

Murry, H. (1990). Tracing the development of language awareness in EFL teacher 
trainees. Bulletin CILA, voL51, 21-28. 

Nepor, J. (1987). The role of beliefs in the practice of teaching. Journal of Curriculum 
Studies, 19, 317-328. 



221 

Nieto, S. (2000). Affirming diversity: Sociopolitical context of multicultural education. 
Third edition. NY: Longman. 

Nishishiba, M. (1998). The concept of trustworthiness: A cross-cultural comparison 
between Japanese and U.S. business people. Unpublished script. A thesis 
submitted in partial fullBllment of the requirements for the degree of Master of 
Science in Speech Communication. Portland State University. 

Nunan, D. (1993). From leaming-centeredness to leamer-centeredness. Applied 
Language Learning, < 1-18. 

Ortega, L. (1999). Language and equality: Ideological and structural constraints in 
foreign language education in the U.S. In T. Huebner & K. Davis (Ed.s), 
Sociopolitical perspectives on language policy and planning in the USA. Studies 
in bilingualism, vol.16. Philadelphia: John Benjamins Publishing Company. 

Ortega, L. (2000). Rethinking foreign language education: Political dimensions of the 
profession. In K. Davis (Ed.) Foreign language teaching and language minority 
education. Second Language Teaching and Curriculum Center. University of 
Hawaii at Manoa. 

Oxford, R. (1989). Language learning strategies: What every teacher should know. 
Boston, MA: Heinle & Heinle Publishers. 

Pajares, F. (1992). Teachers' beliefs and educational research: Cleaning up a messy 
construct. Review of ElducationalResearch, 62 (3), 307-332. 

Paulin, D. (1994). From Language Policy to Language Planning: An Overview of 
Languages Other Than English in Australian Education. National Languages 
and Literacy Institute of Australia LTD. 

Pennycook, A. (1994). The cultural politics of English as an international language. 
New York: Longman. 

Peterson, J. (1997). Ethnic and language identity among a select group of Vietnamese-
Americans in Portland Oregon. Unpublished script. A thesis submitted in partial 
fulfillment of the requirements for the degree of Master of Arts in TESOL. 
Portland State University. 

Pride, J. (1978). Communicative needs in the learning and use of English. Paper 
presented at a conference on English as an International Auxiliary Language 
(Honolulu, Hawaii.) 



222 

Ricento, T., & Horaberger, N. (1996). Unpeeling the onion: Language planning and 
policy and the ELT professional. TESOL Quarterly 30 (3) Autumn-. 401-427. 

Richardson, V. (1994). The consideration of teachers' beliefs. New York: Teachers 
College Press. 

Ritchie, D., & Good, L. (1993). The concept of knowledge in communication contexts; 
inter-group differences. Paper presented at the annual conference of International 
Communication Association, Chicago, EL. 

Roberts, L. (1992). Attitudes of entering university freshman toward foreign language 
study: A descriptive analysis. Modem Language Journal, 76 (3), 275-283. 

Robinson-Stuart, G., & Nocon, H. (1996). Second culture acquisition: Ethnography in 
the foreign language classroom. Modem Language Journal, 80 (4): 431-49. 

Rokeach, M. (1968). Beliefs, attitudes, and values: A theory of organization and 
change. San Francisco, CA: Jossey-Bass Inc., Publishers. 

Ruiz, R. (1984). Orientations in language planning. NABE Journal 8 (2): 15-34. 

Ruiz, R. (1990). Official languages and language planning. In K.L. Adams & D.T. 
'Br\s\<i(^ds.) Perspectives on official English Qp'p.W-lA). New York: Mouton. 

Ruiz, R. (1998, September). Theoretical Perspectives on Language Planning. Talk 
presented at Second Language Acquisition and Teaching Colloquium, the 
University of Arizona, Tucson, Arizona. 

Samimy, K., & Tabuse, M. (1992). Affective variables in a less commonly taught 
language: A study in beginning Japanese classes. Language Learning, 42 (3), 
377-398. 

Scarecella, R., & Oxford, R. (1993). The tapestry of language learning. Boston: Heinle 
& Heinle Publishers. 

Schulz, R. (1996). Focus on form in the foreign language classroom: Students' and 
teachers' views on error correction and the role of grammar. Foreign Language 
Annals, 29 (3), 343-369. 

Seidman, I. (1998). Interviewing as qualitative research: A guide for researchers in 
education and the social sciences. Second edition. Teachers College Press. 



223 

Shavelson, R., & Stem, P. (1981). Research on teachers' pedagogical thoughts, 
judgments, decisions, and behavior. Review of Elducational Research, 51 (4), 
455-498. 

Shor, I. (1992). Empowering education: Critical teaching for social change. Chicago: 
University of Chicago Press. 

Skxitnabb-Kangas, T., & Cummins, J. (1988). Minority education: From shame to 
struggle. Multilingual Matters (series) 40. Philadelphia: MM. 

Spolsky, B., & Shohamy, E. (1999). Language in Israeli society and education. 
IntemationalJoumal of Sociology, 137:93-114. 

SPSS, Inc. (1994). SPSS for windows: Professional statistics, release 6.1. Chicago: 
SPSS Inc. 

Standards, National. (1996). Standards for foreign language learning: Preparing for the 
21^ Century. National Standards in Foreign Language Education Project. 
Lawrence, KS: Allen Press, Inc. 

Strauss, A., & Corbin, J. (1994). Grounded theory methodology: An overview. InN.K. 
Danzin & Y.S. Lincoln (Eds.), Handbook of qualitative research. Thousand 
Oaks, CA: Sage Publications. 

Strauss, A., & Corbin, J. (1998). Basics of qualitative research: Techniques and 
procedures for developing grounded theory. Second edition. Thousand Oaks, 
CA: Sage Publications. 

Tauli, V. (1968). Introduction to a theory of language planning. Sweden: Uppsala. 

Taylor, D., Bassili, J., & Aboud, F. (1973). Dimensions of ethnic identity: An example 
from Quebec. Journal of Social Psychology 89\ 185-192. 

Wildner-Bassett, M. (2000). Positionality, cognition and complexity as research 
ideologies for explorations in interlanguage pragmatics. In C. Riemer (Ed.) 
Cognitive aspects of foreign Icmguage learning and teaching (pp.119-136). 
Gunter Narr Verlag Tubingen. 

Wilder-Bassett, M. & Meerholz-Haerle, B. (1999). Postional pedagogies and 
understanding the other: epistemological research, subjective theories, narratives, 
and the language director in a "web of relationships." In S. Maggan (series ed.) & 
K. Heilenman (vol.ed.). AAUSC: Research issues in language program 
direction (pp.203-243). Boston: Heinle & Heinle. 



22-4 

Wiley, T. (1996). Language planning and policy. In S. L. McKay & N. Homberger 
(Ed.s) Sociolinguistics and language teaching. Cambridge University Press. 

Wink, J. (1997). Critical pedagogy: Notes from the real world. New York: Longma:.n 
Publishers. 

Woolard, K. (1998). Introduction: Language ideology as a field of inquiry. In B. 
Schieffelin, K. Woolard, & P. Kroskrity (Eds.) Language ideologies: Practice 
and theory. Oxford. 

Zephir, F. (1997). Haitian Creole language and bilingual education in the United States: 
Problem, right or resource? Journal of Multilingual and Multicidtural 
Development, 18 (3); 223-37. 


