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Abstract

This paper hegan with the premise that eack (sub)eulture containg kath verbul and
nonverbal comminication norms that are commonly adopied specifically for the foreign
lapiprage classrome Conseguently, in clagsroom contexts when the instractor gnd stu-
dents have different cultural backgrounds, there is potential for friction baved wpon di
verging culturally-conviructed expectations between wacher and students for “appropri-
ate” student role behavior Based on previous research that identifivd the communication
norms among Jupanese students thai are most commondy the focus of misunderstandings
berween native Enplish speaking (NES) instructors and thelr Jupanese students, o inter
view wes administered to iwenty NES teachers ar Japanese universities w delermine how
they tend to respond to these classroom behaviors thit are typically interpreted negtively
in their native cultures, but that may not gngender such meanings in Japan.

A maodel was inductively constructed from the data, consisting of four different cop-
ing styles employed by NES instructors: Malaise, Accommodarion, Coerciol, and Con-
sciouy Inrercutiural Change Ageniry (CICA), The features of each eoping sivle were
described, particularly in terms of the atfitudes, attribution styles, and rypes of teaching
methodologies that educators utilizing them took toward students and their divergent
commmnicalive norms for the clussroom.  Furthermeore, the principles and instrictional
technigues were detailed that underlie CICA, an innovative means of teaching classroom
communicative norms that are compalible with those commonly found in the instructor'y
mative culture,

Ay thiv model is nonkierarchical, each coping style has its own contextual appropri-
aleness. Consequently, instructars can view these styles as teaching methods that they
consciously, selectively, and stravegicelly wilize in order 1o reach their educational ob-
Jectives, Tn order to aid reachers in making decisions about which coping siyle to employ

in different contexts, @ summary was provided of the factors recommendeid in the inter-
cultaral education literature for deciding If and how (o teach one’s native classroom
culture in foreign lunguage classes,

i3



Jowrnal of ntercultural Communicatind No3, 2002

Introduction

Colure can be a powerful influcnce upan communicalion berween teachers and slo-
dents in the classroom, Jin and Cortazzi (199%) frameid this relationship, atilizing
soplture™ 1o refer to “socially transmitted patterns of behavior and mleraction” which
cngender an interpretalive aspect, or “the frameworks of cxpectations and nogms of
imerpretation through which coltures mediate leaming and classroom COTIUUILCH-
tion™ (. 98). Morgover, such porms for hebavior and interpretation form sssenlial
components of “culluces of lcaming,” which exist in (subjcultures specifically for the
forcign language classroom {Anderson, 1993; Tin & CortazzD). These norms ragulate
ponverbal and verbal communication hetween students and the instroetor, for example,
whether or not students cXpress their opimions, ask cuestions dunng class, of maintain
proloiged eye conlact with the teacher (Brooks, | 997 Galloway, 1984, Hofstede, 1986,
Jin & Cortazzi; Skow & Stephan, 2000},

Conscgoently, when students and their instructor have heen cnculturated in diver-
gent foreign language classroom cubiores, students may enact comimunication normes
that inadvericatly violate Lhe tcacher s notions of how the archetypical role of sludent
sy hould” he enacted. Treviously Komisarof & Komisarof (2001) identificd through a
{iterature review the hehaviors that native-Fnglish-speaking (N Li§) instructors fend o
find most challenging among their Japanese students due 0 culturally divergent con-
cepts of approprialc student norms lor verbal and ponverbal communication in the
classroom. According to the Titeralue, Japanese students generaly: (a) hesitate 10
speuk Fnglish in front of large groups (Brislin, 1993: Dayon, 2000; Hofstede, 1956;
McConnell, 20003, (b) do not challenge the instruclor’s statcinents (Anderson, 1993,
Brislin, Feiler, 1991, Hofsiede:; McConnell, Noziki, 1693; Rohlen & LeTendre, 1996;
Skow & Stephan, 2000 Ting-toomey, 1988, Wwurzel & Fischraan, 19943, (c) hesitate
o imiliate discussions or ask quostions about topics of interest (Anderson; Hofstede;
McConnell; Nozaki: Ting-Toomey: warzel & lischman), () do not volunteer responscs
Lo questions posed to the class {Anderson, Hofstede: MeConnell; Muro, 2000; Skow
& Stephan), {2) &g reluctant to demonstrate cxtraordinary ahility or knowledge
(Hofstade; MeConnell; Skow & Stephan; Ting-Toomc.y), (f) are Toathe to disagres
with or correct each other (Barniund, 1989; Lristin; Hofslede; Ting-Toomey: Wurzel
& Fischman, (g) are reluctant 1o ask questions for clarificution {Andefso Nozaki),
(h) feel uncom forable in unstructured Jearning situations (Loyon; Hofstede; Skow &
Stephany, (1) make infrequent eye contact will the professor {Capper, 2000 MNozaki),
(j) cngage in prolonged periods of silence when called upon (Veller; MeConnell; Min-
istry of Jciencc, Sports, and Culture, 1994; Muro; Noraki; Wurrel & Fischmun), and
(k) have less demonsirarive facial cxpressions {han students in many NES teachers’
countrics {Muro; Feiler).

Conversely, according to Anderson (1993), Doyon (2000, Hofslede (1980},
MeConnell (2000), Skow and Stephan (2000), and Wurzel and Pischiman (1994), NES
teachers tend to prefer that students behave contary 1 these eleven nomms, ¢.2., 10
speak Hoglish in front of large groups without hesitation, challenge the instructor’s
statements, initiate discussions, ask quesions of intercst, cte. While the rescarch off
Komisurof and Komisarof {2001) indicated that such culwural expeclations may he
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more flid and complex, one cal gencralize that a5 a resuli of these divergent commi-
nicative norms, NES teachers may expect students (o hehave and communicale in
manners which the slodents find incmnprchunsihke, anreasonable, and ultimately dif-
{icull to perform.

In this paper, the eleven nogms identificd m the lilerature review serve as the
framework for characterizing the archetypical role of Japanese students in the foreign
lunguage clussroom. However, this 13 not L0 say {hat Japancse classroom culture is
pailorm or static. According 1o the educators interviewed for this study, students maorc
frequently acted contrary to these norms if they were confident it their English speuk-
ing skills, had positive previous experiences being taught by NES tcachers, knew the
corrent instructor well, and shared a “chemistry” with the Leacher which facilitared
enjoyuble, relaxed interactions. Small class size had the same effects (Komisarol &
Komisarof, 2001}, Therelore, while patlerns of stadcat behavior could be ohserved
and described by the NES teachers iterviewed tor this study, cxecptions are report-
edly commor, as Japancse classroom culture is dynamic, uid, and defics simplisic
Aeseriptions.

‘The Jileralure review also reveuted that scholars investigating intereultural covil-
munication il classroom contexts tended Lo describe common misunderstandings
hetween students und teachers of divergent cultural hackgrounds, us well as (he cul-
(qrat differences at the 10018 of such conflicts, such as Holstede s original fout
dimensions of cultre (Hofstede, 1986: Skow & Stephan, 2000 wurzel & Fischimai,
1994), high and low context copmmunication styles (Ting-Toomcy, 19%%: Wurzel &
Vischman), and in the speeific cuse of Yapan, stodent shiyness cesulting [rom a culare
of shame prevalent in oral Foglish classes {Anderson, 1993: Doyon, 2000, MoeConnell,
2000; Mure, 2000, Nozaki, 1993). However, few wrltcrs acldressed with the same
degree of thoroughness the critical issue of how teachers adapt, both psyclmlogically
and behaviorally, to the intercultural differences in Lheir gludents’ classToom culture,
and 111 50ME CAsCSE 10 heyond a polen lia) cutture clash to gngender intercoliural learn:
ing, rather than reseptment, on both sides. Therefore, Lhe poal of Lhis heuristic paper s
to examine how NES instructors it pniversitics responded when they were faced wilh
classeoom hehavior that is ypically interproeted negatively in theit native culmres, but
that may not cagender such meanings in Japan. specifically, common poinis aTRONE
teacher responses will be identified, and then seneral coping styles defined aceording
to discernible patterns in NUS euchers’ attitades, actributions, and types of teaching
methodulogies adopred toward their students and their divergent communicative nOTms
in the oral English classrooml.

Methodology

Interview Construction and Implementation

A guestionnaire was administercd to a network sample of twenty NLS instrielors cur
rently employed at Japancse upiversitics, Papticipants wote asked if they observed
among their gtudents the cleven kehaviotal paltems identified in the lierature taview,
and then to describe bow they typically responded to at least five norms that they
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commonly perceived. Since some educators deseribed thelir reactions 1o more than
live norms, the total number of responses for each instuctor varied (sec Table Al in
the Appendix).

Population Demographics

Teachers imtgrviewed originated from the United States (eleven participants), Greal

Britain (seven), Canada (one), and South Africa (one). Their university teaching ex-
perience in Japan ranged from four months Lo lwenly-one years. with 4 mean of seven
years, cleven months, and a median of seven years.

Daia Analysis
The interviews were transcribed, and the participants’ coping reiponses 1o the studeni
norms were cxamningd for underlying patterns in behavior (in terms of the teaching
methodologies adopled) and perceplions of their students” clas<room nomms, Two
hchavioral patterns wers identified: instructors cither uried w chanve their studenls’
behavior, or they refrained from doing so. Percepruzally. parmicipanrs either accepted
student norms as appropriale for classes in oral English. or they deemed rthem undesir-
able. Whether or not teachers accepted such norms as approprizie in studenls’ daity
lives was not the point. Rather, the focus was whether they accepted them in the
context ol the oral English classroom. For example, during his inferview, one instroc-
tor criticized his students’ silence in class, bul went on Lo cxtil the aesthetics of silence
in lhe Japanese tea ceremony. For the purpose of this study. he was categorized as not
accepting sludent silence, sinee he disparaged i existence in classroom contexts, From
these variations obsceved in participants” behavioral and perceptual patterns, o model
of teacher coping styles was inductively consirueted (see Table T below . After ereat-
ing these categories, the educators’ responses were coded according o coping siyle.
The namber of responses [or cach participant that 11t cach coping <tvle was also tabuo-
lated—the results of which are displayed in Table AT rsee Appendis).

Results and Discussion

Model of Four Coping Siyvles

Four coping styles desertbing how leachers lended o respond o students” elassroom
communication norms in the classroom were inducts ely conceptualized from the data.
These styles may be visualized utilizing two overlapping axes (see Table 1 below).
The horizontal axis characterizes the instruetor’s propensity to change students’ cul-
turally conditioned classroom norms, while the vertical axds classifies teachers’
tendencies to accept or not accept these behaviors as appropriawe lor classes in oral
English. '

Descriptions of Each Caping Style

in the following subscclions, several points about each coping stvle are discussed: first,
the teachers” allitudes and ultribution patterns regarding students” classroom norms
ara outlined, including the common eaching strulegies adopled. Then, sinee this model
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Table 1
Coping Styles of NES Teachers Toward Japanase University Classroom Behaviors

Change Student Behaviors?

| )
i No Yes |

— — ==

No MALAISE COLRCION ‘

Accepl ‘

Student S — T e ‘.

Behaviors? ‘ ‘ ) CONSCIOUS ‘
Yes | ACCOMMODATION INTERCULTURAL

O | CHANGE AGUNTRY |

is nonhicrarchicat, the advantages and disadvantages of cach copimg slyle are described.
These ate utilized o lustrate the conlexiual appropriateness of each coping strategy.

Malaise: Frustration or Confusion

When non-acceplance of students’ ¢lasstoom norms converged with an inertia that
precluded change, participants in this study eypically felt malaise, hence the terminol-
opy chosen for this coping style. Malaise took two forms: frustralion or conlusion,
Tnsiructiors in Malaise did not usually reatize that their cxpectations for behavior were
in conflict with Japangse classroom norms and thal they were expericncing a clash of
deep cullure. As atesult, they hecame angry of confused because of the gap between
their cxpectations for student hehavior and reality. For example. when asked about s
students’ hesitation to answer guestions posed to the whole class, a frustrated partici-
pant explained, “1 vsually just alswer oy own guestions, hecause T know that nonc ol
them will do it, They are too passive to do otherwise.” A confused educalor, when
asked about what the silences be endured in class meant and what he could do about
them, mumbled helplessly, “I really have noidea what they mean. | haven't really
thought about how Lo change them.” Insfructors in Malaise usually continued to uti-
lize (he same reaching techniques, suspicious that something was askew, yel unsure as
to what was wrong or how to fix it. Such cachers were stuck in pattems ol [rastrating
ot confusing encounters with students, yet had little insi ght as to how these cycles
could be escaped ot even that a change was possible.

The attributions that NLS teachers in Malaise made ahout their students were
strikingly ditferent from instructors cimploying other coping styles. They either made
negative personal atlributions (c.g.. “Students don’t raisc their hands because they are
passive™) or were s0 confused about the incaning ol their classtoom dynamics thal
they could only express diffuse negative affect toward students (e.g., “Y have no ides
why my students don’t raise their hands, but T feel very uncomfortable at those times™),

Most of the participants in this study cxperienced Malaise at some puing, most
frequently at the beginming of their carcers as educators in lupan, However, Malaise
periodically resurfaced when they began new lecarning cycles aboud the meanings be-
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hind their students” communication norms, Malaise typically decreased with time if
cducators continued 1o learn about Japanese culture, yel a [ew wachers did not appear
to be gaining such insight and expressed a profound sense of helplessness and/or anger
about their students” behavioral patleens that had built up over years. Considerable
stress and negativity resulted from such unresolved, perpetual Malaise,

Contrary to those stuck perennially in Malaise, seme of the Instructors leamned
from the discomlort that they [elt in this state, vsing it as a scll-promping indicator
thal something was awry and needed fixing, Tn other words, when the teachers inter-
viewed became conscious of their confusion or anger, they could bepin to discern
which student behaviors were causing thern stress, which of their associated expecta:
tions aboui studenl communicatiye norms were being disconfinmed, and in some cases,
whal were the meanings of the students” behavior W the students themselves, Partici-
pants often discovered thit the students alributed different meanings to their hehaviors
than the teacher, us detailed in Komisarof and Komisarol (2001). Only upon making
these realizations could instructors take action in the form of one of the other three
coping stvles. In this sense, Malaise can be cducational for the educator, as mtercul-
tural leaming occurs. Viewed [rom this perspective, Mulaise, as all of the coping
styles, has both functional strengths and weaknesscs.

Accommeodation

lnstructors employing Accommodation, the next coping style, chose not to attenipt
change in student norms either out of respeel lor maintaiting Japanese coltural tradi-
tions, or because they assumed thal their students would be uncomfortable amd possibly
unable Lo hehave any dilTerently, As a result, these educators tricd o work around
such norms. For example, if students febl nervous speaking in front of large groups,
then they were simply never asked to do so. Accomumodative reachers typically made
situational, rather than personal attributions aboul. their students such as, "Students
don't raise their hands because they have not been trained to do so in the Japanese
educational system.” However, they lended (o view such externally imposed cultural
characteristics as either immuluble and/or undesirable to change, As one parlicipanl
cxplained, “1 don't try to make my students debate with me because they usually don't
have any experience doing thal with their other teachers, and I want to respecl. thal
aspect. of Jupanese cullure.”

Utilizing Accommadation was advintageous in thal witd it, teachers conld avoid
conflict and often build harmonious snd comlortable classroom atmospheres, Fur-
thermore, some participants prefemed Accommodation becanse they could demonsirale
respect for Japanese culture by preserving students’ communication norns and avoid-
ing the imposition of their own, Comversely, some educators alse criticized this style,
as it dees not commonly foree studenis W engage in intercultural adaptatiom. They
worried that overaccommodation to Japanese behavioral norms could sacrifice the
teacher-student communication style that provides cultural context for English lan-
guage nse. As Jin and Cortazzi (1998) wrpucd:

I the teacher uses the students’ own culture of communication . . . this
malkes it easy for the students, but it risks the fact that the medivm may
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deny the message: the culture of communication may be dissonant with
that of the target limguage. This would deprive students of the opporlu -
nity of learning intercultural skills. (p. 100)

Therefore, if wachers exclusively employ Accommadation, then their students
may never learn to raise their hands and volunteer tesponses to questions, challenge
the instructor’s opinions, or cngage in other behaviors that could help them to theive in
classes if they studicd sbroad.

Coercion

leachers who did not accept students’ communication norms, and tried W change them
Into culturally familiar lorms, engaged in the coping style of Coercion. o paraphrase,
these instructors commonly assumed, “Students must adapt W my educational slyle
and act how studemts do in my country,™ They also tended to view Japancse classroom
norms s harriers t he overcome and ultimately replaced. For example, when one
teacher wanled reluctant students to correet cach other, she presumed that they mcrely
lacked the linguistic knowledge 1 do so. She provided them with a list of cxpressions
for disugreeing, and aller 4 quiz the next day, expected students to use Lthese cxpres-
sions appropriately. Another teacher felt frusirated when students were silent for lomg
periods in respomse to his questions, Therelore, he tavght them conversational fillers,
such as a protracled “Huom™ or “Please wait a mowent while Tthink.” Students practiced
these expressions in a role play and were strongly encouraged 1o use them from then on,

Ameong participants who employed this coping style, two patlems of attribution
emerged. Some educators made negative personal attributions about their students,
such as, “My students don’t understand leadership, so | tey 10 teach them to be lcaders
by raising their hands.” There were few participants who made such pointedly mega-
tive conunents, but those who did so trled 1o replace student communicative norms,
which were viewed us somehow lackin g, with their native cultural norms, which were
thought to overcome the pereeived student “deficiencies.”

Onher instructors made situalionsl attributions like those made in Accommoda-
tion, for example, “Siudents don't raise their hands because they have nol been trained
to do 0 in the Japancse cducational system.” However, they chose to change student
hehavior [or pedagogical teasoms—of which two types were ciled, First, in order o
improve oral language proficicncy, some participants reasoned that students need (o
speak Linglish as much as possible, Many of the behaviors discussed during the inter-
views (e.g., hesitation to volunteer responscs, initiate conversations about topicy of
interest, ete,) were viewed as causing lost opportunilics to use English and hence bol-
ster orat proficiency. Therefore, educators employed Cocrcion to replace these nooms
with those that wonld encourage mare speaking time in class.

Other teachers assumed a lundamentally symbiotic relationship between their nutive
culture of communication, of which classroom commumicative norms arc one example,
and English lunguage proficiency, They subscribed to the definition of conmunica-
tive competence offered by Bricre (1980), who wrole, “Communicative competence ...
includes not only the concept of grammaticality but also the concept of appropriate-
ness. In other words, communicative compelence includes comsiderations of who is
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saying what to whom m what circomstances and under what conditions” {p. #4). Con-
sequently, these instructors belicved it was their duty Lo teach communicative
copetence through inculcating Lheir Owil CHSsTOOmM COMmmumcation ROms, which
would in turn promote students” English proficiencics.

When Cocreion was suecessfully employed, students tearned new behavioral rep-
ertoires and hence engaged in a form of intercultural adaptation. Such an immediate,
{horough immersien ¢an provide students with a realistic environment for exlendad
sojourns abroad, where one oflen experiences socletal pressure 10 adupt 1o mialnstrean
cultural norms. Such cultural immersion can be of areat benefit, and also well re-
ceived, among highly motivated students with plans to study or work abroad.
Converscly, Cocrcion ulso has drawhacks, as teachers who make negative judgments
aboul the vltimate utility of their students’ classroom norms risk falling into ethnocen-
trism. Also, Coercers may push students 10o far and too fast in coltural adaptation;
subsequently, they may altogether reject the instruetor’s expectations, especially if
they have not reached a level of comfort with their wacher and classmates in which a
suppottive almosphere toward risk-taking cxists.

Conscious Intercultural Change Ageniry

Educators who combined an accepling allitude roward students” behavior, along with
4 method ot incremental change of common Japanese classroom norms hased on 4
deep understanding of prevalent values, unconscious assumptions, and comumunica-
tive norms in Japancse culture, eagaged in the fourth coping style: Conscious
ntereultural Change Agentry (CICA). Such teachers wilized their knowledge of Japa-
nese culture to cnable students to adapt to the instructor™s culture of learning and
teaching. Thse insiructors also mude situational attribulons about students, assum-
ing (hat their classroom norms bad been inculeated through the Japancse educational
system, hul that such norms werce witimalely modifiable.

When employing CLCA, teachers creatcd contexts for students to practice aod
gradually adopt a verbal and nomverbal communication style in the classroom that i
compatible with Loglish as it is spoken in the instructor’s nalive culture, These situa-
tions were consclously created for sludents o reach attainuble goals in a comtortable
atmosphere; this attainabilily and comforl were the results of cducators strucluring
learning enviromments in manners that were compatible with Japancse values {e.q.,
sironger collectivism and higher power distance compatad w the participants’ native
cultures) and commurication styles (¢.g., face maintenance strategics), yet at the same
time stretched and transformed them.

CICA is characterized by the acceptance of students’ conupunicative classroom
norms, despile the sceming paradox that the instructor wants students ultimately to
enact differcnt ones. ‘This desire for change differs from Coercion in that Cocrcion
involves the inmediate, imposed replacement ol the students’ previous COMMUuLC-
(ive norms with thase of the teacher, CICAis usnally a sradual process where stadents
are seen as willing partners in change. Therefore, patience 15 critical for the instructor.
While Cocreers typically view students’ communicagon norms as barmicts to be over-
come, such norms arc an essential starting point of the CICA process; without fully
understanding them, CICA would not be possitle. Only by wrrking with Japanese
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NOTITE Cat a teacher lacilitate thelr transformation, Also, some Coercers, alheil not all,
make ethnocentric judgments about their students’ classroom behavior. When teach-
ers employ CICA, such value judgments are nol made. Therefore, CICA involves a
level of acceptance not evident in Cogrciorn.

Underlying principles and dynamics of CICA. When analyzing CICA and how it
operales, three underlying dynamics were identificd. Each onc 1s based on assump-
tivms about change agentry, which were deseribed by Stewart and Bennett (1991) when
the change agent is foreign o the affected culture, Such chunge agentry involves:

.. the consciousness and control of cultural differences, the use of
empathy, and the comprebensiveness of the understanding of both decp
and procedural culture. Wilh this conscions understanding. - . . change
agents [are] able Lo commuiicate in un appropriate style, their message
congruent with the perception and understanding of [the other cultural
group|. (p. 173)

watzlawick, Weakland, and Fisch (1974) concurred- positing that change is mo-
tivated by relraming the change itscll in a manner “congenial to the person’s way of
thinking and of categorizing reality™ (p. 103). Similurly, educators engaged in CTCA
work with the studenls” culture of leaming and communication in order to affect change,
i.c., teach the instructor’s native communication norms for the elassroom. This is
facilitated through introducing familiar communication norms (Le., procedural cul-
ture) and values (i.e., deep cullurc) [rom other Japancese cultural conlexts into the oral
Linglish classroom. The rationale and cliectiveness of such cducational methodology
is supporicd by Kramsch's (1997) constructivist theory of learning:

[A] person’s thinking is not completely fluid, it is channelized fauthor’s
itadics]. li follows the channcls the person has laid out for himsell or
hersell, and only by recombining old channels cun one create new oncs.
These channels rolule the axes of once’s thinking and limil one’s access
to the ideas and culture of others. {p. 463)

‘Therefore, by comprehending and utiliving as a point of departure the students’ reper-
Wire of norms and values that they have leamed through sociatization in Japan, educators
can teach novet ways of behaving und Lhinking in the classroom,

The lirst of the three means of employing CICA is to transfer comnmon Japanese
communication norms that stadents have typically enacted in non-academic conlexts
into oral English classes, These nonms approximate those in the instruelor’s native
classroum culture, For example, in extracurricular club activities, Tapanese university
students tend to readily voluntzer opinions and speak before large groups (Anderson,
199%). Therefore, lcuchers create opportunities for students to ransfer these behav-
ioral patterns into the classroom, thus leveraging Japanese notms 10 create novel forms
of interaction that more closcly resemble the native classroom culture of the instruc-
tor—in this case, one in which students readily volunteer opiniens and speak helore

Jarge groups.
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The effectivencss of this method rests upon the crucial recognition of the diversily
of cultural characteristics and communication norms within any given cullure, As
Stewart and Bennett (1991) asserted:

A cultural characteristic represents only onc of a number of possible
assumptions, values, or nomms of hehavior, Allemative churucteristics
will be found in the same culture, options that can be found in other
cullures, but the emphasis on particular characteristics will differ (rom
culture Lo cultuee. (p. 175)

Therefore, 4 norm in the NES teacher’s classroom culture ey diverge from the equiva-
lent partern typically observed in Japan, but actually resemble a norm found in other
Tapancse social conlexts,

Haslew’s (1989) rescarch on “universal communicative needs” complements and
clahorates upon this tdea. She reasoncd that sach needs exist in cvary cullure, yet are
satisficd through different communication norms in dilferent contexts. For exumple,
the universal need 1o cxchange inlormation was (rustrated arnong many of the instruc
lors interviewed in this study when Jupunese students did nol volunteer opinions or
debate with thewm in class. This does not mean that the same students never volunicer
opinions or debate in other conlexts: on the conirary, they may do so with more inl
mate relations such as family or fricnds, Whal diverges is the appropristeness of
atlempting o Mulfill these needy within the reacher-student redattonship ip a classroom
conteal. Since the communicalive practices associated with this need wre not typicafly
sanctioned in English lessons in Japan, NES teachers are challenged to creale class-
foom environinents in which sludents undersimd that it s desirabic (o fubfill the need
10 exchange informalion,

Awarengss of both the multiplicity and contexiual approprigteness of communica-
Lion norms in 4 colture also informs a seeong technigue, sitilur 1o the first, which was
utilized by some Leachers engaged in CLCA: tran sferring commaon communication rituals
from other sehool contexts into the ordd English classroom. Lor example, group work,
it which students monitor and assist with cach others practice, is # form of coopera-
live learning commonly employed in Japancse clementary schools. One participant
encouraged students (o use this eehnique to tach each other how to use new grammar
lorms in conversation, correct {ellow group members” mistukes, and disagree with
each other when required o build a group consensus throy gh sharing opinions. This
mstructor averred thal her students were comforiable with correcting each other's work
through couperative learning, and when required to discuss issucs, the relative privacy
of a small group reduced inhibitions conumon among Japanese toward expressing dis-
agreament publicty.

Whether teachers enabled students to transler norms from educational or other
social contexts, all instances of C1CA shared a common denominator {which is the
third leature of CICAY: they included activilies which required students to engage in
classroonm norms cormmon to the instructor’s culture, yet were comgrent cnough with
common Japanese values that the students were comfortable engaging In risk-taking
behaviors. By working with swdents’ habiluated communication DOTMS, O proce-
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dural culture, as wel] us their assumplions and values, or deep culture, instructors
engaging in CICA were engineering change at hoth lovels. Consequently, these cdu-
cators created successiul bridge activities that, in the words of Anderson ( 1993), “cuse
the transition irom the students’ interactional norms to those of the Leacher™ (p. 109,

These dynamics can be seen at work in the lollowing example of CICA given by
a purticipant in this study, He played a game with his students, patterncd afler a tele-
vision game show, in which students were organized in small teams that compeled
with one unother, The tcacher asked a tivia question, and the first person to raise his
or het hand and answer comrectly received u predetermined number of points based on
the queslion’s difficully. Before responding, the stydents were encouraged o conler
with each other to formulate thejr HNEWLT,

This gume is simple in desigm, yet includes 1l three components of CICA provi-
ously discussed, Intergroup competition, which virtually all Japunese students have
experienced in annual sports festivals in primary snd secondary sehool (as well us
many other comexts), provided (he interactional norms associaicd with team competi-
tion. ‘These norms were trunsferrad from outside the classroom context, as English
classes in universities do not eommonly utilive these norms on a daily hasts. Tnter-
group competition, which could have heen perceived s a threat (o group harmon y and
ndividual face, was accepted by the students. This is because it wits counterbalanced
with ntragroup cooperation, which allowed stedents to enact 4 repertoire of hammony-
and fuce-promoting communicative norms that are observable in contexts hoth inside
and outside of schools in Japan. Another inferactional norm appropriated {rom schoal
conlexts was the opportunily to cn 2age in consensus checks with group members,
which is conunonly practiced in Japanesc university classes {Anderson, 1993).

Also, the students® pritary colleclive was reframed from the class to their team in .
the competition, 'This feature, as opposed to g competition hetween individuals, pre-
served the integrity of the students’ collectivistic value orientation —also widespread
amony Japanese stdents (Hofslede, 1986: Skow & Stephun, 2000), Therelore, throy ch
atlentiveness o the studan iy’ decp cullure (i.e., concerns abour face maintenance and
cstablishing strong social bonds within a collective), us well as procedural egliure
(Le., working toward common goals in groups- -in this case to win- through 1 con-
sefsus-oriented decision muking style), the instructor was ahle to co-creale an

atmosphere in which students were willing 1o engage in novel behaviors that are on-
demic to his classroom culture, such as voluntecring ungwers, speaking English in
front of Yarge groups, and demonstrating extraordinary knowledge in response to ditfi-
cull guestions. ‘

Vurthermore, as illustrated in this example, CI1CA operates by creating a dynamic
lension between (wo sets of seemingly conllicting values and homms, i.e., those of the
students and their instructor. However, in order 1o successlully complete the CICA
activity, students must adopt the role behuvior common to the wacher's cullore, Through
Lhis paradoxjcal process, students' habituated communicative norms are recognized
and 10 & cerlain extent enacted, but also tran sformed. '

Managing value orientation shifts and perceived threats tp identity with CICA:
The importance of challenge and support, Some of the participants believed that
when they engaged in CTICA, they initiared not only a process of behavioral changes in
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students, but also shifts in values, cspecially it such behavioral modificalions were
engaged in [requendy over an extended period of ttme. This notion was supported by
Haslell {1989} and Hofstede (1986). According to Iofstede, “Dillerences in murual
role exprelations between teacher and student . ., are determined by the way the
archetypical roles ol leacher and studant tend (0 be played in the actors® (sub)cuitores,
and they are guided by values rooted in these cultures™ (p. 305). Therefore, con-
versely, i such roles are altered, the values that underlie them might also change,

Similarly, s assumptions aboul appropriate classroom behavior and their sup-
porting values are questioned, students may feel that their identity is belng threatened
(in & Cortazzi, 1998; Morgan, 1998; Ortuno, 2000), Chapman (20000 proposed that
students have different “identity statuses,” which constitute their degree of seeurily in
their values, commilment to actively search for u personal identity, and willingness 1o
explore other world views and value systems. In this sense, cach student’s comfort
and motivation to enpage in CICA will vary, and the risk of losing some participants
during a course must be safeguarded against.

Tn order to do su, & proper balance of challenge und support, in terms of the educa-
tivnal program’s content and process, is key (1. Bennetr, 1993). 1f studenis are overly
challenged by CICA, they might not retur Lo the class or permanently withdraw psy-
chotogically. Tlowever, challenge and support cannot be balanced until their sources
arc properly tdentifisd. When leachers engage in CICA, some promincenl challenges
to the students #re performing behaviors novel to the classroom, absorbing new inlor-
mation, discussing issues to which they have negative emational reactions, and
doveloping new attiludes. Sources of support lnclude engaging in Familiar forms of
comemunication and activitics that are al least partially congroous with students” val-
ues, as well as the ereation of a positive sociv-crnotional classroom climate, 1o fact,
several of the participanls who wiilized CICA emphasized that establishing and main-
laining an atmasphete that supported risk-taking behavior was a primary objective of
their elasses throughout the erm. 11 stndents did not trust the teacher and/or cach
other, CICA was much riskier and moie difficult w implement.

In sum, instructors who employ CICA are constantly balancing the cellurally fa-
mitiur (i.c., support) and unfamiliar (.., challenge) in terms of bath content and process.
When this process is clicetive, reachers are able to create a salc foruom for identity
negotiation, rather than identity assault, which some students lear il they participate in
Ihe process of learmng 1o identily with others' cultural meanings and norms, There-
fore, equilibrium hetween challenge and suppont is eritical when attempling 1o munuge
changes and perceived threats to students’ values and identities.

Advantages and disadvantages of CICA, One advamtage of CICA is that the
instruclor ideally acts as a patient guide for students to learn new behaviors in the
foreign language classroom. Students can receive intercultural education through care-
fully planned activities which, when enacted within s positive socig-emaotional
environment, often resudt in 4 pleasant process of enculturation to the instructor’s class-
room cuilure. Furthermore, CLICA promoles students' communicative compelence.
As a result, students cun grow more interculturally competent, which Jin and Cartazzi
{1998} defined as “soclal and educattonal cffectiveness across cultures™ (p. 117).

CHCA also engenders a dynamic underlying notion of culture, Cuolture was por-
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trayed by some participants in this study as a stutic enlity thal wiglds deterministic
elfeets on students, for example, “Japanese students are colleetivistic, so they won't
demonstratc cxceptional knowledge because they don’t want to stick out.” While
such statements might be rue about some students, teachers who utilize CICA treat
culture ax 4 vibrant construct thal transforms when introduced w new norms s long
a3 those behaviors wre intraduced in 4 conscious, strategic manner.

CICA also has limitations. Participants described il as @ time-consuming process;
those: who employed CICA usually did so in classes thal mel al least emee a week for a
full academic year (about forty-live contact hours). This docs not enlitely preclude
using CICA in classes that meet less frequently, but attests to the lengthy time required
to cetublish bonds of trust and then facilitate the cnucting of novel classroom norms.
Lurtherrnore, utilizing CICA can create sn idealized environment that is Himited by its
artificiality. Muny intercultural interactions do not unfold smoothly; with a classroom
environment that 1s Gilled with CTC A activitics, o Wacher could greate an over-reliance
amaong students upon a sale, comivrahle aunosphere for intercultural leaming, When
living abroud, such learning can be emotionally taxing and displays of competence
abruptly demanded. To prepare students [or such challenges, teachers might morc
appropristely use Coercion, the dynamics of which resemble the expecled conformity
to cultural norms that is often expericnced when living abroad.

Caveats of the Model

Two caveals are necessary aboul this coping siyles model, First, participants in this
study did not typically deseribe teaching strategics characterized exclusively by one
coping style. While some participants appeared to emyploy a predominant mode along
with ancillary ones, others drew regularly from various styles. Therefore, these siyles
often seem (o cocxist within an individual’s pedugogy, thus reflecting an celeclicism
within language teaching. However, the exact range and frequency of styles employed
by cach participant cannot be precisely analyzed from the data. As explained previ-
onsly, lnstructors were required to recount in depth (heir strategies for any of the Japanese
classroom norms identificd by Komtisarof and Komisarol (20013, with at least five
descriptions required, Since participants cxplained their responscs o dillerent sets of
classroom norms {both in terms of the nwmber of norms and which items were djs-
cussed), the data [or cach participant is not enlirely equivalent. Consequently, the data
in this experiment is not conclusive, but can suggest thal an interesting line of inguiry
for future rescarch would be to deicrmine the range and frequency of styles chosen by
study participants, and also to discern patllerns of which coping styles tend o be uti-
lized in combination by individuals,

The second caveat is that this mode] is nonhierarchical. "The aim of this study has
not been to compare the effectiveness ol cach coping style, which would be necessary
in order to make claims that one style is superior o the others, Rather, both advan-
tugres und disadvantages of cach coping style have been delineated in order to illustrale
each style™s contextual, rather than absolule appropriateness. Conscquently, instme-
lors can view this matrix ol coping styles, particularly Accommodation, Cocrcion, and
CICA, as providing a potential repertoire of teaching methods which they consciously
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and strategically utilize in order to reach their educational objectives, By idenfilying
their preferred coping style(s), cducaters can evafuate how their habllual choice(s)
compare(s) wilh the allernatives, and then decide upon the most appropriate style in a
delibarate manner, rather than a haphavard onc. Therelore, each coping style has ils
own specific utility.  Similarly, in order w be used constructively, Malaise is not 50
much a volunlary choice of action as a state in which many cducators periodically find
themselves. Onee made consclous, it can serve us an essential component of the learn-
ing cycle about the form and meaning of anuther cubture’s classroom normes.

While a large portion ol this paper has been devoted to analyzing the assump-
tions and dynamics of CLCA, this does not imply that CICA is always supetior to the
other styles. Such a lengthy explanalion has been partially undertaken due 1o the
complexity of CTCA. The dynamics of Malaise, Accommaodation, und Cocrcion are
relalively casy Lo conceptualize, 1lowever, CTCA requires not only knowledge abour
Japanese communicative narms and values, but also the design of lessons fhat are
based on this understanding and curciully structured to transition students inlo another
¢lassroom culture. Therelore, it is more abstruse than the other siyles and its analysis
necessilales more space. Moreover, once understood, CICA oflers caciting opportu-
nities for intercultural learming on the parts ol both students and teachers. While CICA
might not always be the best oplion in a particular educational context, its promise as
a culturally scnsitive means of engaging in change agentry is clear, and therefore wor-
thy of thorough discussion.

Criteria for Choosing a Coping Style

Civen that this model is nonhierarchical, upon what busis do instructors choose one
coping style over another? This is un important topic for future research, ay the dala
yielded in this study did not divectly addrass this issue. However, the literature on
intercultural education is extensive which questions when and how culture should he
taught. While a detailed review ol this lilerature is beyond the scope of this paper, a
summary of the primary factors recommended when teachers are deciding il and how
1o feach (heir native classroom culture is provided to wid cducators in making deci-
sions abowt which coping style to employ in diflerent contexts,

When choosing a coping slyle, teachers need first to determine which one is most
appropriate, or fit, for each class and situation. Such appropriateness is determined by
a coping style's potential to be educationally effective, which is a funcetion of the
lcacher’s goals, environment (Byram, Morgan, and colleagues, 1994; Chapman, 2000);
Garrett, Giles, & Coupland, 1989; Mantle-Bromley, 19973, and the limits of his or her
personal capacily to successfully engage in different coping styles (Wasilewski &
Seelye, 1997). By caretully considering cach of these factors, educators can gauge
sotirces of challenge and support Cor their students, as well as themsclves, and then
determine the most appropriate coping style for their unique set of circumstances.

liirst, educators need to clearly deline goats for which aspects of their native class-
room culture that they want students 1o learn. Goals should be attainable  based on
considerations of logistics such as the course time frame, numbcer of students, and
physical layout of the classroom, Then, teachers should consider their environment,
which consists primarily ol the students and their reactions to lessons. Such reactions
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are shaped by the students’ cducational goals, feelings about the target language and
culture, and developmental capacity for enculturation. By thoroughly assessing stu-
dent readiness to learn aboul lorcign elassroom cultures, instructors can make conscious
decisions about whether and how 10 engage in this process, Such needs assessment is
an important {irst skep- - for in change agentey, belore iniliating change (or consciously
deciding against it), il is csscntial first to determine a group’s capacily Tor change, as
well us the type of change thut the members desire and/or are willing to participate in
(Adler, 1997 Moss Kanter, Stein, & Tick, 1992; Rogers, 1995; Watzlawick, Wealdand,
& Fisch, 1974).

Students’ education:l gouls cun be clarified by considering such questions as: “1Do
students just want o learn encugh English (o pass out of a required course so they can
Joyfully end their cocreed study of a foreign language™ “Or do they sincerely want to
master the language and adapl behaviorally so as to improve their communicative
competence?” In classes thatl primarily it the former profile. teachers would be more
inclined 1o ulilize Accommodation or a gradual, mild form of CICA, while in the latter
case, Coercion or CICA would Tikely be more approprialc.

Students’ feelings about the target Timgoage and culture are influcnced by a com-
plex arruy of faetors. For example, if they have sirongly negative perceptions of the
group whose tonguc they ure learning due to historical, ideological, and/or political
reasoms, they might resist learning the language and its assoctated communicative
norms (CGrarrett, Giles, & Coupland, 1989). Feelings about the target language and
culture are also tied to studenrs’ developmental capacily for enculturation. Many models
have been proposed o conceptualize such student readiness. Some [ocus apon iden-
ity salicnce factors, Le., students” sceurily in questioning their identity and exploring
those comanonly found in other cultures (Chapiman, 2000; Manile-RBromley, 1997, Ting-
Toomey, 1989), Other maodels are based upon motivational factors, such as students’
desires (o participate in enculluration (Mantle-Bromley, 1997). Also, some develop-
mental models categotize learners” readiness 0 empathize with other perspectives and
accept cultural differences (M. Bennett, 1993; Byram, Morgan, and colleagues, 1994).

Finally, the capacily of cducators to strategically employ intercultural coping styles
will vary according to the extent of their previous experience using different styles and
their flexibility Lo cxperiment with new ones (Wasilewski & Scelye, 1997). A teacher's
willingness and ability w utilive a diversity of styles may also related w ihe complex-
ity of the style itsell (Wasilewski & Seelye), with complex styles being utilized less
frequently.

In sum, the [uctors that teachers could potentially consider when choosing a cop-
ing sinutegy are abundant and their interplay complex. This underscores the need lor
future rescarch into instructors’ decision-making processes about how and when to
train students in performing new classrocmn norms, and also the reaction (o these peda-
gogical cholces among students, Such research should gencrate imsight into which
coping styles are advisable, as well as the desirability of affecting change, in various
cducational contexts,
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Conclusion

NES teachers of Japanese students face many challenges arising from interculiural
differcnces in classroom norms for both verbal and nonverbal commumcation, When
responding to such challenges, a conscious, syrategic approach, employing a variety of
coping styles, 18 recommended i order 1o facilitate student learming, as well 15 posi-
tive intercultural contact between the students and instructar. Furthermore, CICA merits
allention as & promising meuns of cullurally sensitive adycation with a congurrent
cinphasis upon studeat adaptation to foreign clussroom TIOITiLS,

Appendix

In Table A1, the total number of responses to Japanese Classroom norms that fit each
coping style i5 tabutated for every participant. When interviewad, teachers ware asked
1o address at least five norms, and some discussed up 10 aleven. Therefore, the total
number of responses for each instructor varied. Ina few cases, participants recounted
two responses to the same student behavior that fit two different coping styles. When
this ceourred, two different coping styles were recorded for the same behavior.

Table A1 :
Frequency of Coping Style Utilizatlon Among Particlpants

Partigipant # ~ Malaise Accommodation  Coercion OICA  Total Responscs

i 0 3 o] 2 5

2 4 2 1 1 3]

3 3 2 5] 0 ia|

4 1 2 4] 2 5
o5 _ 0 o _ 0 - _o_ _2_ 5 _ _

[ D 0 0 & [

7 3 5 1 1 10

g D 4 1 2 7

a 1 4 4] 1 4]
_1_0__.0_‘__3.___o___B.__u__

1" 0 3 0] 2 5

12 0 0 0 5] 6

13 3 2 0 1 5]

14 0 4 0 1 5
[ £ T — 2 _ 2 [ R — 5

16 0 4 0 1 5

17 0 2 1 4 7

18 1 4 0 2 7

19 1 5 0 1 7
__20___4___1.___‘__i__7___

Total Tallies 23 58 11 45 134
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