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ABSTRACT
English Activities in International Understanding Lessons
in a Japanese Public Elementary School
Naoko Monoi-Yamaga
Doctor of Education
Temple University, 2010
Doctoral Advisory Committee Chair: Dr. David Beglar

This study was an investigation of public elementary school students’
affective changes through English Activities of international understanding lessons
at Japanese public elementary school. The learners’ expected affective changes
were regarded as International Posture, Self-esteem, Collective Self-esteem, and
Interest in Foreign Affairs based on theoretical perspectives and the goals specified
by Ministry of Education.

International Understanding Questionnaire for Children (IUQC), a written
instrument to measure elementary school students’ International Posture, Self-
esteem, Collective Self-esteem, and Interest in Foreign Affairs was developed for
the study. After the [UQC was validated in terms of its dimensionality, rating scale
functioning, and item fit using factor analyses, and Rasch-based analyses, it was
administered to 105 public elementary school students (61 fifth graders and 44
sixth graders) at the beginning and end of international understanding lessons in

2006.
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Results of the two-way mixed factorial ANOVA analyses (trial x grade)
indicated that the elementary school students in this study increased their
International Posture to a statistically significant degree after taking the
international understanding lessons for one academic year. The more experienced
sixth grade learners performed better on the International Posture items on the
IUQC than the less experienced fifth graders. The sixth grade participants’ Self-
esteem did not change, while the fifth grade participants’ Self-esteem decreased. All
participants’ Collective Self-esteem was not influenced by the lessons. Their
Interest in Foreign Affairs remained the same both in the beginning and end of the
lessons.

The influence of classes on the four affective constructs was not shown by
the two-way mixed factorial ANOVA analyses (trial x class). However, the
qualitative analyses indicated that the elementary school students whose teacher
actively supported the international understanding lessons showed a number of
positive effects in the classroom.

This study contributes to affective research in the field of early English
education at Japanese public schools. The results of the study partially confirmed
the value of English Activities in the international understanding lessons. Further, it
demonstrates the effective use of factor analyses and the Rasch-based model to
develop a reliable instrument to measure elementary school students’ affective

constructs.
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CHAPTER 1

INTRODUCTION

Background of the Issue

In 2002, the Japanese Ministry of Education, Culture, Sports, Science and
Technology (MEXT) introduced international understanding education to public
elementary school students as part of the Period for Integrated Study. The concept
underlying the Period for Integrated Study was innovative in the Japanese educational
system at the time of its introduction. Each elementary school administrator selects one of
four subjects when implementing this course: international understanding, information
technology, environmental studies, or health and social welfare. International
understanding was chosen at 97.1% of the public elementary schools as of 2007 (MEXT,
2008c). Their choice of the international understanding lessons was linked to the
popularity of English education in Japan. In the international understanding lessons,
students take part in international exchange activities, student research project activities,
and English Activities (MEXT, 2001). MEXT explicated the activities as follows:

“International exchange activities” allow students to further their appreciation for

international aspects through exposure to other languages and cultures during school

activities or through exchanges with people from abroad who are living in the area.

“Student research project activities” are one in which students, based on their

interests, research life and cultures in other countries and present their findings (p.

123).



English Activities meant simple English conversation activities as specified by the
Ministry:

“In elementary schools, classes are adjusted to the developmental stages of students

and centered around activities in which students can hear and speak simple English

expressions and English expressions that they already have learned, while singing,

playing games, doing quizzes, or participating in make-believe play activities....

English conversation activities undertaken during the “Period for Integrated Study”

will be referred to as “English activities” (MEXT, 2001, p. 123).”

Thus, English Activities were intended to be experiential activities that take place in
English and that are accurately attuned to the students’ English proficiency as well as their
cognitive developmental stages.

In 2009, the English Activities component of the curriculum was replaced with the
period of Foreign Language Activities for fifth and sixth grade students as a trial. It will be
officially initiated in public elementary schools in 2011, at which time students will be
required to study 35 lessons of Foreign Language Activities (45 minutes per lesson),
approximately once a week (MEXT, 2008d).

In the Report of the 15™ Central Council for Education published in July 1996, the
following three goals were established for the international understanding course in the
Period for Integrated Study (MEXT, 2001): (a) develop an attitude to understand and
accept other cultures, (b) establish a sense of self and sense of being Japanese, and (c)

develop basic foreign language skills.



The goals for Foreign Language Activities established by MEXT were for
elementary school students to: (a) develop the understanding of languages and cultures
through various experiences, (b) foster a positive attitude toward communication, and (c)
become familiar with the sounds and basic expressions of foreign languages. All three
goals were to be achieved through the use of a foreign language.

Foreign Language Activities still places a greater emphasis on cultivating children’s
attitudes toward communicating than on acquiring the foreign language; in other words,
the priority is given to cultivating positive attitudes or motivation to communicate with
people from other societies, and developing an interest in other cultures and languages
(MEXT, 2001, 2008a, 2008b, 2008d; Monoi-Yamaga, 2009; Yamaga, 2007a, 2007b).

Because the Foreign Language Activities lessons are more frequent than the English
Activities lessons in the elementary school curriculum, the international understanding
lessons that were conducted in Japanese public elementary schools for seven years should
be evaluated, as this will allow MEXT to initiate the new Foreign Language Activities
curriculum after gaining a clear understanding of the effectiveness of the international

understanding lessons.

Statement of the Problem
The introduction of English Activities at public elementary school was a
revolutionary event because it involved curricular change in 21,974 public elementary
schools (MEXT, 2009). However, the trials of English Activities in the international

understanding lessons resulted in heated debates about English education among



authorities in the field of language education, elementary school teachers, and the parents
of elementary school aged children. The debate occurred for many reasons. One is that
although MEXT specified goals for the international understanding lessons and stated that
cultivating children’s affective changes toward other countries and cultures as well as
toward their own self should precede the acquisition of a foreign language, few studies of
whether such affective changes were possible or were occurring have been carried out.
There are two problems associated with this issue: researchers have not reached a
consensus concerning which affective factors to focus on and reliable instruments designed
to measure the attitudes of elementary school students have not been developed, and this
has created a serious barrier to investigating the affective changes potentially engendered
through the international understanding lessons.

Furthermore, the English Activities course will be replaced with Foreign Language
Activities; as a result, fifth and sixth grade students’ involvement in English Activities will
increase from an average of once a month to once a week. Until the effectiveness of
English Activities in the international understanding lessons is established in terms of their
effect on promoting positive affective changes, the value of the period of Foreign
Language Activities will be open to question.

According to MEXT (2008c), more than 90% of the English Activities classes were
administered by homeroom teachers (95% for fifth graders and 94% for sixth graders).
Assistant Language Teachers (ALT) frequently participated in the classes and team taught
with the Japanese teachers (65.9% for fifth graders and 65.4% for sixth graders). Therefore,

the importance of elementary school teachers was repeatedly discussed in many workshops



and conferences regarding the international understanding lessons, and a point that arose
repeatedly was that Japanese elementary school teachers are not trained to teach English.
In sum, two serious gaps in our understanding of the English Activities are that the

program’s effectiveness has little empirical support, and the elementary school teachers’

role in conducting effective lessons in the English Activities course is unclear.

Purposes of the Study

The first purpose of the study is to investigate the degree to which eight affective
factors, Intercultural Friendship Orientation in English Learning, Intergroup Approach-
Avoidance Tendency, Interest in International Vocation/ Activities, Interest in Foreign
Affairs, Self-esteem, Public Collective Self-esteem, Private Collective Self-esteem, and
Membership Esteem and Identity, change in elementary school students after they
experience the international understanding lessons for one academic year. These affective
factors are directly related to the goals specified by MEXT.

The second purpose of this study is to introduce a self-evaluation instrument for use
with elementary school students that is designed to measure the eight affective factors
listed above. The validity and reliability of the instrument will be established with the
elementary school children who participated in this study. The self-evaluation instrument
was developed based on instruments used in the fields of psychology, second language
acquisition, and communication studies.

The third purpose of this study is to investigate the role of four elementary school

teachers in English Activities in the international understanding lessons. The effects of their



degree of engagement in the lessons on the students’ performance and behavior will be
observed in order to determine their influences on the effective functioning of the class

activities.

Significance of the Study

This study contributes to the discussions concerning the introduction of English
Activities or Foreign Language Activities at public elementary schools in Japan. When a
new curriculum is introduced in schools, it is necessary to provide empirical evidence that
the new curriculum is better than the one it is replacing. When what to be regarded as
elementary school students’ affective changes is defined, the discussions above can be
better organized and become more productive.

The instrument used for elementary school students in this study provide researchers
and teachers with a tool to investigate the effectiveness of the international understanding
lessons in terms of the students’ affective development; it can be potentially used at more
than 20,000 public schools in Japan, can enable researchers to compare one school to
another, and can help teachers maximize the educational effects on the elementary school
curriculum by allowing them to better understand the degree to which their students are
growing in specific affective domains.

Lastly, this study can influence the training for elementary school teachers to conduct
English-based activities. If this study indicates that particular types of involvement in the
activities increases elementary school students’ positive affective changes, elementary

school teachers will better understand the importance of their role in the international



understanding lessons and be more positive and confident in leading the international

understanding lessons regularly.

Audience for the Study
The primary audiences for this study are researchers in the field of English education,
administrators at public elementary schools, members of boards of education in towns,
cities, and prefectures, who oversee policy at elementary schools, officials at MEXT,
teachers working in elementary schools, junior high schools, and high schools, university
professors involved in teacher training, and Japanese citizens who are interested in English

education at public elementary schools.

Delimitations

There are two main delimitations to this study. First, the international understanding
lesson that the participants experienced in this study were team taught by college students
and homeroom teachers at a public elementary school. The college students were majoring
in Early English Education at a private Japanese college in the Tokyo area. The elementary
school teachers were informed by the college professors that the college students were not
teaching as part of the regular four-week teaching practicum, which is a requirement for
elementary school teacher certification in Japan. Therefore, the elementary school teachers
were not requested to instruct the college students as they normally did in their period of
practice teaching because they were not trained to teach English Activities and did not

have sufficient English teaching experience. The college students were equal to the



elementary school teachers and their efforts to implement the English-based activities were
supported by the elementary school teachers. At the same time, the elementary school
teachers shared their knowledge of how to teach elementary school students with the
college students and they supported their efforts to manage the students during the lessons.
This pairing of a student teacher and experienced elementary school teacher is unusual and
may have exerted strong effects on the outcome of this study. Thus, the results should be
generalized carefully to elementary school students who are studying in more traditional
settings.

Second, this study does not include a control group. That is, the participants all
experienced the international understanding lessons. Therefore, it is impossible to
differentiate the effect of international understanding lessons from other factors that are
assumed to have influenced the participants’ affective changes during the study. These
factors include influences from their parents and siblings, the contents of other school
subjects, and television programs, and the fact that fifth and sixth grade students are
maturing rapidly, so some of their changes may have been the result of maturation rather
than the curriculum they were exposed to. For this reason, the influence of the international

understanding lessons on the participants is still unknown.

Organization of the Study
Chapter 2, the Review of the Literature, is made up of four sections: International
Understanding in Japanese Elementary Education, Learning from the Past (previous

research on International Understanding Lessons and Early English Education),



Components in the First Two Goals of International Understanding, and Team Teaching.
In Chapter 3, Methods, the participants, instrumentation, and procedures are described.
Chapter 4, Preliminary Analyses presents the detailed process of validating the instrument
designed by the author. The statistical results of the study are presented in Chapter 5. In
Chapter 6, Analyses and Results Regarding Teachers’ Class Participation, qualitative data,
which include descriptions of four elementary school teachers’ participation in the
international understanding lessons, are analyzed. Chapter 7 is a discussion of the results
based on both the quantitative and qualitative results. In Chapter 8, the conclusion,
implications of the study, pedagogical implications, limitations of the study,

recommendations for future research are stated.



CHAPTER 2

REVIEW OF THE LITERATURE

International Understanding in Japanese Elementary Education
Integrated Study

The Integrated Study program was introduced in the 1998 Course of Study and

implemented in every public school in 2002. Tanaka (2001) specified five salient features

of the Period of Integrated Study:

1.

Every primary school and junior high school set the Period of Integrated Study.
Primary schools have allocated 105-110 hours per year (an average of 3 hours a week),
and junior high schools have allocated 70-130 hours per year (an average of 2-3 hours
a week) (see Appendix A for the elementary school subject course load).

Integrated Study is defined as lessons in which the school is able to conduct its own
special, individually crafted educational activities that respond to the circumstances of
the community, school, and children.

Integrated Study represents opportunities for children to learn about interdisciplinary
subjects, including international understanding, information technology,
environmental studies, welfare and health.

These classes are not for instilling knowledge, but for helping students to cultivate the
ability to discover and study issues independently, and to learn and think for

themselves.

10



5. A further aim of these classes is for students to acquire the skills of learning and

investigating, including how to collect, research, and collate information.

The Period of Integrated Study is unique in the history of Japanese educational
curricula due to the introduction of the above goals. A certain amount of time in the
curriculum was allotted to the Period of Integrated Study, which was not defined as an
academic subject, but as lessons that could be devoted to interdisciplinary studies.

As stated above, the activities in the lessons were supposed to be crafted in response
to the particular needs of the children, school, and community by the teachers in charge.
Thus, there were no authorized textbooks or guidebooks in the course. This is a distinctive
feature of the Period of Integrated Study because regular academic subjects, such as
mathematics and social studies, have textbooks, the contents of which are revised
approximately every ten years. The textbooks are published by private companies after
they have been authorized by MEXT.

The curriculum used in elementary schools was organized by academic subject prior
to the introduction of the Period for Integrated Study. Subsequent to the introduction,
however, broader fields covering several academic subjects, such as Social Studies,
Science, and Arts and Crafts or covering the area that is not treated in the existent subjects,
could be studied by elementary school students in the period. The students were expected
to integrate a wide range of information skillfully by the end of elementary school.

In the next section, I explain the advent of international understanding in greater

detail.

11



International Understanding

The United Nations Educational, Scientific and Cultural Organization (UNESCO)
has advocated International Education through its Education for International
Understanding program since 1947 (Tanaka, 2001). International Education includes peace
education, education for human rights, understanding each country, and understanding the
United Nations. It was at the 18" session of the General Conference of the United Nations
Educational, Scientific and Cultural Organization, meeting in Paris in 1974 that UNESCO
adopted the “Recommendation Concerning Education for International Understanding,
Cooperation and Peace and Education relating to Human Rights and Fundamental
Freedoms.” In this recommendation, a form of international education composed of four
areas--peace and disarmament education, education for human rights, development
education, and environmental education--was proposed.

According to Tanaka (2001), in the same period, a concept similar to international
understanding education, Global Education or Global Perspectives in Education, appeared
in the United States. After the Cold War period, the United States was strongly criticized
by many other leading countries in the world for the degree to which ethnocentrism,
ideology, and American culture were emphasized in that country. In order to counteract
these trends, multi-racial and multi-ethnic communications were emphasized in global
education, which covered almost the same areas as international education.

The concept of international education gained popularity with both the general public
in Japan and Japanese educators in the late 1980s. One example of the Japanese

government’s attempt to play a greater role in international affairs can be seen by the fact

12



that Japanese Official Developmental Assistance (ODA) became the largest in the world in
1989 (Tanaka, 2001). In the same year, terms such as international understanding,
international perspectives, international cooperation, and environmental education were
included in the Courses of Study for many subjects. In particular, there were numerous
practical reports on education focused on developing international understanding through
Japanese, Social Studies, Moral Education, Special Activities, and Homeroom Activities
(Miura, 1994). As an example, the following is the goal of an academic subject, Japanese,
in the 1989 Course of Study:
To develop in pupils the ability to accurately comprehend and properly express the
Japanese language, to develop the ability to think and imagine and sense of language,
to deepen interest in the Japanese language, and to develop an attitude of respect for
the Japanese language.
[[EFE 4 EMECHM LEENCRBLT 2N EHFE TH L L big, BENH0EE
NMOFFEER ZED, EREICHT L2 ROERLEET LBELH T
%o ]
The last chapter of the Course of Study is Syllabus Design and Handling the Content. In
the tenth recommendation concerning choosing teaching materials, the following advice is
found: “teaching materials should be selected with due consideration to be instrumental in
cultivating the spirit of international cooperation, with an understanding of the civilizations
and cultures of the world” (Ministry of Education, 1989). The exact same goal was present
in the 1998 Course of Study and the 2008 Course of Study. I did not find any other words

or phrases regarding international education.

13



The next example shows how international understanding was treated in Social
Studies in the 1989 Course of Study:

To develop in pupils the understanding of social life, to cultivate the understanding

of the national land and history and develop a sense of nationalism, and to develop

the basis for good citizenship to become a former of a democratic and peaceful

nation and community in the international society (translated and italics added by the

author).

[FEEAEFIZHOWTORRZB Y, FAEOE 1 & BRIk 5 Bifig & i

BT, EERERICEZT 2RI, I RES - HEOBRE & L THE

IMARWEEDOEMEEE S, ]

The exact same goal is present in the 1998 and 2008 Courses of Study (Ministry of
Education, 1998; MEXT, 2008d). In addition, one of the three objectives for Grade 6
mentioned “a sense of being Japanese in the world” as follows:

2. To enable pupils understand the role of politics in our daily lives, the political
system in Japan, the relationship between Japan and intimate countries, and the
role of Japan in the international society, and to develop in pupils a sense of
being Japanese in the world (translated and italics added by the author).

[2. BEAFIZB T 2BHEOB & L B EOBHR DA ARLE 2 07 O3

& BRDIRWE O F-PEER AL O o T h o T % Fes B o #E 2 BE T

EHLo1CL, HADTORARKANL LTOAEREE TS, |

Almost the same expressions are found in the objectives for Grade 6 in the 1998 and 2008

Courses of Study (Ministry of Education, 1998; MEXT, 2008d).
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In addition to trials in school subjects (e.g., Japanese and Social Studies) and in
class-size activities (e.g., Moral Education, Special Activities, and Homeroom Activities),
some schools developed an international exchange program with elementary school
students at an elementary school in the United States or Australia. Other schools opened a
Japanese language classroom for non-Japanese students living in the community around
the schools. There was another group of schools that actively received Japanese “returnee”
students who had lived in a foreign country for several years and who therefore needed
special care not provided by the regular school curriculum (Miura, 1994).

The 1998 Course of Study introduced the Period of Integrated Study, which provided
school administrators with the opportunity to include international understanding as one
core component in their curriculum based on the needs of the school and the surrounding
community. As mentioned above, the idea of international understanding itself had already
been introduced in the Course of Study in 1989 and many attempts to help elementary
school students understand international perspectives and cooperation have been begun by
elementary school teachers and administrators since then. However, after the Period of
Integrated Study was introduced, international understanding education was treated as an
independent category in the elementary school curriculum.

In the next section, I explain the goals of international understanding in greater detail.
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Three Goals of International Understanding
As stated above, the 15™ Central Council for Education established three goals which
demand special attention when promoting education on topics related to

internationalization (MEXT, 2001, p. 121):

1. Open-mindedness and understanding regarding other cultures, and the development of
an attitude that is respectful of these cultures and qualities, and the development of the
abilities necessary for living together with people from different cultures.

[[RNHEF 2R D, B ZFET 2L L bic, TNEEETLIBESRERD
Xtz ol Ax EIRIZEZT TS EECRRIOBHREZMND Z &, ]

2. Establishment of a strong sense of self and sense of being Japanese to better appreciate
the concept of international understanding.

[ EEEEAEDIZOICS, BARANE LT, AL LTOHCOMLEZX S Z
Eo ]

3. Development of basic foreign language skills, the ability for self-expression, and other
communication skills for the purpose of expressing one’s own thoughts and intentions,
while respecting the positions of others in an international society.

[EFEt=IC BN T, HHFEOMGEZME L DD, ADOBERVCEE LRI TE
D HEER 2 NN BT DBAD D SNERERE ) OIS EH I FEDO I 2 =
F—va VRENOBEMEKD Z L, ]

Why had the Ministry of Education chosen these three goals? The history of global

and international education promoted by UNESCO is helpful in understanding their
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selection of the first goal. The development of curricula that included global issues had
been discussed in a number of United Nations’ (UN) conferences: the World Conference
on Education for All in Jomtien in 1990, the UN Conference on Environment and
Development in Rio de Janeiro in 1992, the World Human Development in Cairo in 1994,
the World Summit for Social Development in Copenhagen in 1995, the Fourth UN
Women’s World Conference in Peking in 1995, and the UN Conference on Human
Dwellings in Istanbul, in 1996. After these six conferences were held by the UN, in 1997,
the Development Education Council of Japan (DECJ) defined development education as a
form of education that aims to create students who understand various developmental
issues, consider how better development can be achieved in the future, and participate in a
fairer global community in which everyone can live together peacefully. Tanaka (2001)
explained it in another way, “development education seeks fairness and justice among
members of the global community, and for the co-existence of races and nations” (p. 5).
The focus on the co-existence of races and nations reflected the primary goal, the
development of the abilities necessary for living together with people from different
cultures.

Through international understanding education, MEXT expected children to develop
their sense of self and sense of being Japanese, which was the second goal specified by the
Ministry. Knowing other cultures provides individuals with opportunities to reflect on their
own culture as they increase their awareness of the similarities and differences between
their own culture and other cultures. Therefore, developing a sense of self and sense of

being Japanese are reasonable goals of international understanding.

17



This second goal can be better understood by considering the position taken by
Tanaka (2001), who stated that whenever MEXT mentions education for international
understanding, it has been always followed by “respect of Japanese culture,” which could
be interpreted as a form of nationalism because “global education was ‘rootless’ and not as
clear as national identity in Japan” (Tanaka, 2001). This conceptualization was clearly
stated in the 1989 Course of Study as “to enhance international understanding, and raise
the attitude of respecting the culture and tradition of our nation” (p. 5). The fact that
MEXT specified the “sense of being Japanese™ as one of the goals of international
understanding might have been a proper way to have Japanese internalize international
understanding. This is because “globalism, global education, and international
understanding do not have a stable basis in the Japanese educational community” (Tanaka,
2001). I assume that in order to help people more easily understand the concept of
international understanding, which had been ambiguous and unclear to them, MEXT
inserted the notion of “nationalism” between the goals of international understanding.

The third goal of international understanding education is to develop basic foreign
language skills, especially oral communication skills; thus, language education is one, but
not the only goal of international understanding. The fact that MEXT set the goal of
language skill development in the third place suggests that they did not strongly intend that
English Activities in international understanding education would develop elementary
school students’ oral communication skills. MEXT (2001) also specified that English
Activities should not be focused on the introduction of reading and writing instruction:

“Communication takes place primarily through verbal and written means. Nevertheless, it
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is too much to ask elementary schools students to communicate using both means, and
doing so may cause them to develop a dislike for English” (p. 124). MEXT (2001)
suggested that public elementary school teachers help elementary school students develop
basic speaking and listening skills involving “simple English terms that students know
from their daily lives” (p. 124). MEXT also strongly cautioned that “jumping ahead to
address topics for junior high school must be avoided” in consideration of both the
different developmental stages of junior high school students and elementary school

students, and the purposes of this Period.

Learning from the Past
International Understanding Lessons

Few researchers have provided evidence that the goals of the international
understanding lessons in the Period for Integrated Study are being achieved for the
following reasons. First, only seven years have passed since the Period for Integrated
Study was officially initiated; thus, the opportunity for researchers to complete studies has
been limited.

Second, researchers have been unable to compare international understanding
lessons among individual public schools easily because administrators in each school
decide how the Period for Integrated Study will be conducted. Although MEXT (2001)
published one practical handbook for international understanding called Shogakko Eigo
Katsudo Jissen No Tebiki, schools do not have to follow the ideas described in the book

because the book is not a course of study. As for the contents of the lessons, some
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administrators have emphasized teaching English, whereas others have concentrated on
developing a positive attitude in students towards communicating with others (Japan
Institute of Lifelong Learning, 2003). Moreover, because the contents of the lessons differ
from one school to another, no specific pedagogical approaches were used, a characteristic
of the classes that attracted frequent complaints from the incumbent teachers involved in
international understanding education in public elementary schools (Japan Institute of
Lifelong Learning, 2003). What is more, little attention had been paid to the relationship
between what was taught through English-focused international understanding lessons in
elementary schools and what was taught in English classes in junior high schools
(Watanabe, 2005). A long-range vision had neither been discussed fully nor shared among
administrators and teachers in these two institutions (Watanabe, 2005). In addition,
identifying qualified teachers for the international understanding lessons had been a serious
problem. Because English Activities were part of the lessons, many elementary school
teachers experienced some degree of difficulty implementing them successfully because
they had not been formally trained to teach English. MEXT (2001) recommended that
schools use Assistant Language Teachers (ALT), volunteers who have a good command of
English in the community, and international students who speak English and who study at
a university close to the elementary school (pp. 136-137). According to a survey
administered by the Japan Institute of Lifelong Learning (2003), team teaching between a
Japanese elementary school teacher and a native English speaker dispatched by the board
of education is the most common approach to teaching English in the international

understanding lessons (91 responses, 64.1%). The second most frequently used approach is
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team teaching between a Japanese elementary school teacher and a Japanese teacher of
English dispatched by the Board of Education (16 responses, 11.3%), and the third most
common approach is for an elementary school teacher to teach the lessons alone (15 replies,
10.6%) (see Table 1).

Whether school administrators could find the right persons to teach the lessons was
never guaranteed. In addition, no specific plan was formulated by MEXT for conducting
incumbent teacher training programs and pre-service teacher education at the national level
(Watanabe, 2005). In 2007 MEXT finally started to provide training sessions to area
leaders, and launched in-service training for two designated teachers (one teacher in 2008
and the other in 2009) who were supposed to promote Foreign Language Activities
(English Activities) in each school in 2008. The training programs for area leaders and
designated teachers at each school were held five hours for five consecutive days. These
teachers will be in charge of providing approximately 30 hours of training to the rest of the
elementary school teachers in their schools in 2009 and 2010 (MEXT, 2009). MEXT also
sent a request in January 2009 to universities that offer elementary school credential
courses asking them to provide a class to prepare teachers to teach Foreign Language
Activities. The timing of this directive has been questioned, as these in-service and pre-
service teacher training programs should have been offered as soon as international
understanding lessons through English Activities were introduced in elementary schools in

2002.
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Table 1. Who Taught English Activities in International Understanding Lessons in 2003?
(Multiple Answers Allowed)

Replies %

Team teaching with a Japanese elementary school teacher and a 91 64.1
native English speaker dispatched by the board of education

Team teaching with a Japanese elementary school teacher and a 16 11.3
Japanese English teacher dispatched by the board of education

A Japanese elementary school teacher 15 10.6
A Japanese elementary school teacher and a student’s guardian or 9 6.3
volunteer who has a good command of English in the
community
A Japanese elementary school teacher and an English teacher at 2 1.4

junior high school or high school

Others 9 6.3

Total 142 100

Note. From the Japan Institute for Lifelong Learning (2003).

Third, it was difficult to find individuals who had participated in international
understanding lessons through English Activities at a public elementary school because the
international understanding lessons through English Activities started in 2002. Because the
number of suitable participants was limited, some authorities specializing in English
education conducted research with people who studied English as one academic subject,
not international understanding, in a private elementary school for a certain number of
years. They then utilized the research findings as indirect support or opposition for
teaching English at elementary school in Japan (Higuchi, Kitamura, Moriya, Miura &
Nakayama, 1986; Higuchi, Kitamura, Moriya, Miura, Nakayama & Kunikata, 1987,

Megumi, Yokokawa, & Miura, 1996; Takada, 2003a, 2003b, 2004).
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Fourth, the participants in these lessons were young and this posed particular
challenges where collecting reliable data was concerned. The length of time that children
can concentrate is relatively short, so researchers must develop ways to gather reliable data
from them. Past researchers chose junior or senior high school students as participants in
order to gather more reliable responses (e.g., Higuchi, Kitamura, Moriya, Miura &
Nakayama, 1986; Higuchi, Kitamura, Moriya, Miura, Nakayama & Kunikata, 1987;
Higuchi, Kunikata, Miura, Kitamura, Nakamoto, & Moriya, 1994; Megumi, Yokokawa, &

Miura, 1996; Shirahata, 2002; Takada, 2003a, 2003b, 2004).

Early English Education

As mentioned above, few researchers have provided evidence that the goals of the
international understanding lessons in the Period for Integrated Study have been achieved.
However, because international understanding lessons were introduced with English
Activities by MEXT (1998), some researchers specializing in English education researched
the effectiveness of the introduction of English education in elementary schools, despite
the fact that MEXT had not especially aimed to develop English language competence
through the international understanding lessons with English Activities. In the following
section, I review those studies in order to clarify the differences in the research goals of
this study and those previous studies.

Overall, little research supports the value of early English education in Japanese
elementary schools. Most studies in the area were focused on the development of English

proficiency such as listening, speaking, and reading skills (e.g., Higuchi, 1987, 1997;
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Higuchi, Kitamura, Moriya, Miura & Nakayama, 1986; Higuchi, Kitamura, Moriya, Miura,
Nakayama, & Kunikata, 1987; Shirahata, 2002; Takada, 2003b, 2004).

Shirahata (2002) investigated the value of international understanding lessons at
public schools from the standpoint of the development of English communication skills.
He selected two groups of students at one public junior high school. One group (N = 115)
had studied international understanding at a public elementary school (Experimental
Group) and the other group (N = 122) had no experience studying international
understanding at elementary school (Non-Experimental Group). He measured the
participants’ listening comprehension, pronunciation, and speaking fluency. In order to
investigate their listening skills, he administered a test in which the participants were
required to distinguish 27 phonemic contrasts (e.g., /s@nk/ vs. /6znk/). A one-way
ANOVA was calculated for the test results of the two groups. No statistically significant
difference was found, F (8, 106) = .40, p > .91. Next, 20 students were randomly chosen
from each group and their pronunciation of individual words was tested. Test words
included segmental phonemes including two vowels (/o/ and /&/) and six consonants (/6/,
/0/, I/, / v/, /t/ and /1/), and suprasegmental phonemes at the word level (e.g., apple and
breakfast) and at the sentence level (e.g., What is that? It’s our school.). The participants’
pronunciation was evaluated by five native English speakers and the average scores of the
two groups were compared with an independent 7-test. The results were not statistically
significant, ¢ (38) = .10, p > .66. The same 20 students were given another test to measure
their speaking fluency. The Experimental and Non-Experimental Groups were shown eight

questions and given three minutes to think about their answers. They then answered the
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eight questions in five minutes. The maximum and minimum numbers of words in both
groups’ utterances were counted and compared (Experimental group: 157 words maximum
and 52 words minimum, Non-Experimental group: 159 words maximum and 48 words
minimum). In addition, the average number of words in both groups’ utterances was
compared with a ¢-test. The results showed no statistically significant difference, 7 (38)
=.33, p > .74. In sum, the international understanding lessons at the elementary school did
not help the Experimental Group develop greater speaking fluency compared to the Non-
Experimental Group. Moreover, the Experimental Group did not appear to possess a more
positive attitude to speak English than the Non-Experimental Group. Shirahata concluded
that the approach used to implement English education at public elementary schools that he
investigated was ineffective.

Higuchi, Kunikata, Miura, Kitamura, Nakamoto, and Moriya (1994) administered a
questionnaire concerning early English educational experiences to 1,417 participants (333
seventh graders, 365 ninth graders, 416 eleventh graders, and 303 university students). The
primary goal of this study was to investigate how English learning experience at an early
age affects learners’ attitudes and motivation toward English learning at junior high school
and their attitude toward foreign cultures and tradition. The researchers divided the
participants into two groups: One group (Experimental Group) started studying English
before entering junior high school (N = 645; 191 seventh graders, 175 ninth graders, 219
eleventh graders, and 60 university students). The other group (Non-Experimental Group)
started studying English when they entered junior high school (N = 772; 142 seventh

graders, 190 ninth graders, 197 eleventh graders, and 243 university students). The
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participants in the Experimental Group had different early English education experiences
in terms of their starting age (N = 635; 398 participants from pre-school age to the third
grade and 237 participants from the fourth to sixth grade) and their teachers (N = 634; 313
participants were taught by Japanese teachers and 321 were taught either by native
speakers of English or by both Japanese teachers and native speakers of English). The
researchers administered a 25-item questionnaire using a 5-point Likert scale that ranged
from +2 (strongly agree) to -2 (strongly disagree) and that was based on work by Gardner
and Lambert (1972). It was composed of four categories: attitudes and motivation toward
learning English (nine items), motivation toward learning a foreign language in addition to
English (seven items), attitudes toward and interests in foreign cultures and traditions in
addition to those of America and England (six items), and the influences of English
learning on their identity and own culture (three items). A chi-square analysis was used to
investigate whether there was a relationship between early English educational experiences
and the four categories listed above. When 25 chi-square analyses were conducted for each
item, two items in the first, five in the second, three in the third, and one in the fourth
category were statistically significant between the Experimental and Non-Experimental
Groups (p < .05). The researchers also conducted a chi-square analysis within the
Experimental Group for the 25 items in terms of their starting age of studying English
(before the third grade and after the fourth grade). One item in the first and second
categories and two in the third category were statistically significant (p < .05). Lastly, the
researchers conducted a chi-square analysis within the Experimental Group for the 25

items in terms of their teachers (either Japanese or non-Japanese/non-Japanese and
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Japanese), but no statistically significant results were found. Overall, the authors
concluded that English education at elementary school played an important role in the
students’ developing attitudes and motivation for language learning and knowing more
about other cultures and their values.

Otsu and Torikai (2002) asserted their opposition to the introduction of English
education in their critique of Higuchi et al.’s (1994) study. The authors’ primary criticism
was that participants who had different English learning experiences were categorized as
one group who had early English education. Some participants might have been taught
English as an academic subject by a Japanese teacher at a private elementary school, while
others might have studied English from a native English teacher at a private language
school. Otsu and Torikai concluded that little evidence strongly supported the belief that
there were advantages to introducing English education at elementary school rather than at
junior high school in terms of the development of positive affect. However, if the
researchers had carefully categorized the participants into groups in terms of their English
learning experiences (e.g., place, starting age, and instructor), there is a possibility that the
effectiveness of English Activities in international understanding lessons might have been

identified.

Components in the First Two Goals of International Understanding
There are several components demanding special attention in the two goals of
international understanding. The components in the first goal are open-mindedness and

understanding regarding other cultures, an attitude that is respectful of these cultures and
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qualities, and the abilities necessary for living together with people from different cultures.
The components in the second goal are the development of a strong sense of self, and a
sense of being Japanese. MEXT expected elementary school students to cultivate these

qualities through their participation in international understanding lessons.

The Primary Goal of International Understanding
When the components in the first goal are carefully considered, it appears that MEXT
(2001) expected children who had taken international understanding lessons to show an
interest in knowing about other cultures and to develop a degree of familiarity with them as
well as to cultivate an attitude of valuing these cultures instead of ignoring or downgrading
them. In this way, MEXT expected the children to obtain the abilities necessary for living
together with people from different cultures. Several researchers have investigated changes

in children’s attitudes as a result of taking the lessons.

Integrativenes
\ — Language Learning Outcomes
Motivation > o
Attitudes (e.g., taking in the L2)
toward the
Learning
Situation

Figure 1. Gardner’s (1985) socio-educational model.

Gardner (1985) proposed the socio-educational model, which has been the most

influential model of second language learners’ affective factors as shown in Figure 1. He
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proposed that two basic attitudes, integrativeness and attitudes toward the learning
situation, promote motivation to learn a target language. Integrativeness is “comprised of
attributes that reflect a positive outlook toward the other language group or out-groups in
general” (Gardner & Maclntyre, 1993, p. 2). Another crucial affective construct is attitudes
toward the learning situation, which refers to affective reactions toward the language-
learning situation. “It could involve attitudes toward the instructor, the class, the textbooks,
the language laboratory, etc.” (Gardner & MaclIntyre, 1993, p. 2).

Gardner (1985) affirmed that these two attitudes lead to increased motivation for
second language learning in both formal and informal settings and that increased
motivation leads to more positive language learning outcomes. Integrativeness includes an
interest in people from other countries and their culture, and the desire to know and
communicate with them; thus, this attitude is similar to part of MEXT’s first goal. If
international understanding lessons can contribute to the achievement of the goal, they
might lead elementary school students to have stronger language learning motivation in the
future.

Based on Gardner’s socio-educational model, Maclntyre and Charos (1996)
conducted a study that helped establish the importance of affective variables. The three
purposes of this study were to investigate the relations among affective variables, such as
attitudes, motivation, perceived competence, and anxiety, to examine how the variables
advance the frequency of second language communication, and to examine the roles of
global personal traits. The participants were 92 Anglophone college students studying

French in Ottawa, Canada. The researchers used a path analysis to investigate the
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predictability of the participants’ success in second language learning and communication.
They investigated the relationship between affective variables (Integrativeness, Attitudes
toward the Learning Situation, Language Learning Motivation, and L2 Anxiety),
communication-related variables (Perceived Competence in L2, Frequency of
Communication in L2, and L2 Willingness to Communicate (L2 WTC)), and personality
trait variables (Extroversion, Agreeableness, Conscientiousness, Emotional Stability, and
Intellect) as shown in Figure 2. The results indicated that L2 WTC (r = .16) and Language
Learning Motivation (r = .24) directly influenced Frequency of L2 Communication. L2
WTC was defined as “a stable predisposition toward communication when free to choose
to do so” (MaclIntyre & Charos, 1996, p. 7; McCroskey & Richmond, 1987, 1990).
Perceived Competence in L2 (r = .24) and L2 Anxiety (r = .24) were predictors of the
development of L2 WTC. In addition, the development of Language Learning Motivation
was affected by Integrativeness (r = .72) and Attitudes Toward the Learning Situation (r
=.19). These four affective variables indirectly influenced the Frequency of L2
Communication. Third, the four personality traits (Intellect, Extroversion, Emotional
Stability, and Conscientiousness) influenced each affective variable, and the last variable,
Agreeableness, weakly affected L2 WTC. In this study, personality tended to influence the
increase of L2 WTC. Further research is required in this regard. Integrativeness (r = .72)
and Attitudes toward the Learning Situation (r = .19) played an important role in
increasing Language Learning Motivation. Although no theory was endorsed, the data

suggested that Integrativeness influenced Attitudes Toward the Learning Situation (r = .60).
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Yashima (2002) applied MacIntyre and Charos’ (1996) Model to formal language
learning in Japan and proposed a concept called International Posture, which she defined
as “attitude toward the international community” (p. 56). Yashima explicated the necessity
of this concept in Japan, “...in a context in which there is not much daily contact with
native speakers of English, learners are not likely to have a clear affective reaction to the
specific L2 language group” (p. 124). International Posture is comprised of four
subcategories: Intercultural Friendship Orientation in English Learning, Intergroup
Approach-Avoidance Tendency, Interest in International Vocation or Activities, and
Interest in Foreign Affairs as shown in Table 2.

Yashima (2002) examined the relations between International Posture and other
affective and L2 learning variables with 297 Japanese university students. The study
provided several findings supporting the socio-educational model (1985) and MacIntyre
and Charos’ (1996) WTC model. One of the findings was that International Posture
directly influenced L2 Learning Motivation (r = .73). A distinctive difference between
Yashima’s and MacIntyre and Charos’ models is that International Posture directly

influenced L2 WTC (r = .22) in the former model, whereas neither /ntegrativeness nor
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Figure 2. Maclntyre and Charos’ (1996) model of personality, attitudes, and affect as a
predictor of second language communication.

Attitudes toward the Learning Situation had a statistically significant relationship

with L2 WTC in the latter model. Yashima’s model supported the idea that when Japanese
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students develop positive attitudes to the international community, it leads to strong
increases in L2 Learning Motivation (r =.79), and to modest increases in L2 WTC (r = .22).

This increase then promotes L2 Proficiency (r = .41).

Table 2. International Posture Scale Items

Intercultural Friendship Orientation in English Learning
As areason to study English:
1. It will allow me to meet and converse with more and varied people.
2. It will allow me to get to know various cultures and peoples.
3. T will be able to participate more freely in the activities of other cultural groups.
4. I’d like to make friends with foreigners.

Intergroup Approach-Avoidance Tendency

1. I want to make friends with international students studying in Japan.

2. Ttryto avoid talking with foreigners if I can.

3. I would talk to an international student if there were one at school.

4. I wouldn’t mind sharing an apartment or room with an international student.

5. 1 want to participate in a volunteer activity to help foreigners living in the
neighboring community.

6. 1 would feel somewhat uncomfortable if a foreigner moved in next door.

7. Twould help a foreigner having trouble communicating in a restaurant or at a

station.

Interest in International Vocation/Activities
1. Iwould rather stay in my hometown.
2. T want to live in a foreign country.
3. I 'want to work in an international organization such as the United Nations.
4. D’minterested in volunteer activities in developing countries such as participating
in Youth International Development Assistance.
I don’t think what’s happening overseas has much to do with my daily life.
6. I’d rather avoid the kind of work that sends me overseas frequently.

e

Interest in Foreign Affairs
1. T often read and watch news about foreign countries.
2. T often talk about situations and events in foreign countries with my family and/
or friends.

Note. From “Willingness to Communicate in a Second Language: The Japanese EFL
Context,” by Yashima, T., 2002, The Modern Language Journal, 86(i), 66.
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Figure 3. Yashima’s (2002) L2 communication model in the Japanese EFL context.
N =297, All path coefficients are significant at p <.01; x %(49) = 62.63, n.s.; GFL = .97;
AGFI=.95; CF1 = .99; RMSEA = .031.
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The Secondary Goal of International Understanding

The two components of the secondary goal are a strong sense of self and a sense of
being Japanese. Before discussing each component, the measuring of self should first be
clarified. The selfis defined as “all of the characteristics of a person” (Santrock, 2004, p.
368). In the context of this study, elementary school students’ self is expected to be simpler
than adults’ self because of differences in cognitive development. In this section, first,
what self-understanding means to elementary school students is described from the
viewpoint of cognitive development. Next, the two self-related components of the second
goal of international understanding are discussed in consideration of the degree of self-

understanding possible for most elementary school-aged children.

Self-understanding

How much and how deeply do elementary school students understand self? Santrock
(2004) defined self-understanding as “the individual’s cognitive representation of the self”
(p. 368). In the first phase, infants develop a sense of visual self recognition at
approximately 18 months of age (Hart & Karmel, 1996). For example, Amsterdam (1968)
investigated whether infants would recognize their ordinary appearance by having the
mother put a dot of rouge on her infant’s nose and seat him in front of a mirror. When he
watched himself in the mirror, he touched his nose and tried to rub the dot off frequently.
Amsterdam concluded that infants recognized their own images at two and a half years of
age. In childhood, pre-school children start to describe themselves in physical terms and

material attributes (Santrock, 2004). For example, “I am different from Jennifer because I
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have brown hair and she has blond hair.” or “I am different from my sister because I have a
bicycle.”

In middle and late childhood, after children enter elementary school, the following
three characteristics emerge in their self-understanding (Santrock, 2004). The first
characteristic is that children at this age define themselves by internal characteristics (e.g.,
I’m smart; I’m popular) in addition to physical terms and material possessions. The second
characteristic is that children begin to describe themselves by including social aspects (e.g.,
I’m in the Girl Scouts, I’'m Catholic, or I have two close friends). The third characteristic is
that children often make social comparisons (e.g., what they can or cannot do in
comparison with others). They distinguish themselves from others in comparative rather
than in absolute terms. For example, when children were asked for their self-descriptions,
many children older than seven included socially comparative information while children
younger than seven produced no information about other children’s performances (Ruble,
1983).

Piaget (1954) categorized cognitive development into four stages. In the third stage,
which he called the concrete operational stage, seven to eleven year old children shift
away from egocentrism so that they can differentiate their perspective from others’.
Selman (1980) focused on this feature and proposed the role of perspective taking. He
differentiated persons’ cognitive development into five stages: egocentric viewpoint (ages
three to five), social-informational perspective taking (ages six to eight), self-reflective
perspective (ages eight to 10), mutual perspective taking (ages 10 to 12), and social and

conventional system perspective taking (ages 12 to 15). At the third stage of self-reflective
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perspective taking, children are aware of their own and others’ perspective and know that
their own perspective influences others’ views, and vice versa. Children can coordinate the
different perspectives, but cannot abstract from this process to the level of mutuality; in
other words, they cannot take a third-person’s view at this stage. At the fourth stage, on the
other hand, children are able to coordinate different perspectives and then abstract the
perspectives to the level of mutuality. In sum, elementary school children understand
themselves by perceiving their own internal and social characteristics, comparing

themselves with others, and differentiating their thoughts from others’.

A Strong Sense of Self

Many kinds of self-related constructs have been proposed in the field of psychology,
but areas in which psychologists have broadly agreed are scarce. Butler and Gasson (2005)
identified four themes regarding self within the psychology literature: (a) the global over-
arching view of self might be regarded as self concept; (b) the evaluative aspect relates to
self worth and self esteem; (c) the descriptive facets referring to characteristics available to
an individual in defining self might be understood as self image; and (d) a notion of
competency in terms of how effective a person considers they will be in undertaking a task,
has been referred to as self efficacy (p. 2). James (1890) defined self-esteem as a self-
feeling that is determined by how successful we are in accomplishing tasks or reaching
goals that we value. Woolfolk (2004) defined self-esteem as “an affective reaction—a
judgment about who you are, for example, feeling good about your basketball skills. If

people evaluate themselves positively—if they “like what they see”—we say that they
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have high self-esteem” (p. 71). When using the expression strong sense of self, MEXT
probably intended to focus on the degree to which elementary school students evaluate
their own characteristics positively or feel good about themselves, in other words, self-
esteem or self-worth.

Self-esteem has been measured both in academic (e.g., Tropp & Wright, 1999;
Wright & Taylor, 1995) and clinical and therapeutic fields (e.g., Strauss, 2000). In addition,
scales measuring self-esteem have been developed for use with people at different ages.
The Rosenberg Self-esteem Scale (Rosenberg, 1979) and the Self-worth subcategory in
Harter’s Perceived Competence Scale for Children (Harter, 1982) are major examples.

Rosenberg published his Self-esteem Scale in 1965. He considered self-esteem as “a
judgment about the self as a whole” (Butler & Gasson, 2005, p. 4), whereas he considered
self-concept as “an organization of parts, pieces and components... hierarchically
organized and interrelated in complex ways” (p. 73). This scale measures self-esteem with
five positively stated items (e.g., On the whole, I am satisfied with myself) and five
negatively stated items (e.g., At times I think I am no good at all) that are answered on a 4-
point Likert scale that ranges from strongly agree to strongly disagree. The age of
expected respondents is over 11 years. Because this scale focuses on one relatively clear
construct and can be easily implemented, it became a commonly used questionnaire.

As shown in Table 3, Harter’s Perceived Competence Scale for Children (1982) is
composed of four subscales: (a) cognitive competence, which emphasizes academic
performance (e.g., doing well at school work), (b) social competence vis-a-vis one’s peers

(e.g., having a lot of friends), (c) physical competence, which focuses on sports and
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outdoor games (e.g., doing well at sports), and (d) self~worth, which focuses on how much

the individual likes himself or herself as a person (e.g., doing things fine). Each of the four

subscales is made up of seven items.

Table 3. Harter’s Perceived Competence Scale for Children

Cognitive Competence

1. Good at schoolwork
Like school, doing well
Just as smart as others
Can figure out answers
Finish schoolwork quickly
Remember things easily
Understand what read

Nonbkwbd

Social Competence

1. Have a lot of friends
Popular with kids
Easy to like
Do things with kids
Easy to make friends
Important to classmates
Most kids like me

NNk

Physical Competence

1. Do well at all sports

2. Better at sports

3. Do well at new activity

4. Good enough at sports

5. First chosen for games

6. Play rather than watch

7. Good at new games
General Self-Worth

1. Sure of myself

2. Happy the way [ am

3. Feel good / way I act

4. Sure am doing right thing

5. Ama good person

6. What to stay the same

7. Do things fine

Note. From The Perceived Competence Scale for Children, by Harter, S., 1982, Child

Development, 53, 87-97, 91.

As shown below, this scale uses a “structure alternative format” design (Item 6 in the

Cognitive Competence subscale):
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Really true  Sort of true Sort of true  Really true

for me for me for me for me
m| O Some kids But Other kids can m| O
often forget remember
what they things easily
learn

Respondents are asked to decide which kind of person they are most like by
selecting one of the two phrases (Some kids often forget what they learn. or Other kids can
remember things easily.). Once they make this decision, they decide whether the
description is sort of true for me or really true for me (Harter, 1982, p. 89). One strength of
this format is that respondents tend not to consider whether their answers are socially
desirable or not when answering questions. Harter (1982) utilized this structure alternative
format design and interpreted respondents’ responses on a 4-point scale. In the example
above, respondents who select the far right choice (Other kids can remember things
easily/Really true for me) receive a score of 4, which indicates high self-worth. On the
other hand, respondents who select the far left blank (Kids often forget what they
learn/Really true for me) receive a score of 1, which indicates low self-worth. Scores are
summed and then averaged for each subscale. Thus, four subscale means are calculated.
The highest possible score is 28 points and the lowest possible score is 7 points for each
subscale. Pintrich and Schunk (1996) stated that “a four-point scale may provide all the
precision needed with children in the early to middle elementary grades” (p. 94).

One purpose of Harter’s (1982) study was to investigate whether children make
heterogeneous evaluations for individual domains and interpret the sum “as an index of

global self-regard” (p. 87). Harter hypothesized that children at age eight and older make
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distinct judgments about their competence in three domains and their self-esteem is placed
higher than the domain-specific perceived competences in the self-evaluation process. This
hypothesis was contrary to the rationale that existing scales, such as the Coopersmith Self-
esteem Inventory (Coopersmith, 1967), were based on. The rationale was that children do
not make distinctions among domains. Harter administered the scale to four samples in the
United States: (a) a combined Connecticut-California sample of 341 third to sixth graders,
(b) a New York sample of 714 third to sixth graders, (c) three separate Colorado samples
of 470 students from the third to sixth grade, and (d) a California sample of 746 students
from the third to ninth grade. There were approximately the same numbers of male and
female students in each grade. These participants were all drawn from middle and upper-
middle class populations. Table 4 shows the factor loading pattern for the combined
Connecticut-California sample of 341 elementary school students.

The factor pattern was also stable in the other samples throughout the third to sixth
grades. The two samples were retested after three months and nine months respectively;
and the test-retest reliability was found to range from .69 to .80. The results of the study
supported the idea that children at the age of eight and older made discrete judgments
about their competence in academic, social, and physical competence domains and their
general self-worth as a person. The middle elementary grade students showed less
congruence between the social and cognitive subscales (.26 < r <.45) and more congruence
between the social and physical subscales (.46 < r <.58) across the four samples. In
addition, the study revealed that the general self-worth subscale correlated with the three

perceived competence subscales from .40 and .58 in all the samples. Based on these
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Table 4. Factor Pattern, Item Means, and Standard Deviations for a Sample of 341 Pupils
in the Third through Sixth Grades in Connecticut and California

Item Cognitive  Social =~ Physical General Item Item
Abbreviation I 1T 111 v M SD
Cognitive competence
1 .64 2.7 .93
2 .63 2.8 1.02
3 .67 29 1.00
4 45 2.8 .93
5 .50 3.1 .80
6 42 29 1.01
7 .69 28 .92
Social competence
1 .61 30 .93
2 .66 32 1.00
3 40 25 .99
4 .60 29 1.06
5 42 2.7 107
6 43 2.8 .98
7 49 29 .89
Physical competence
1 .79 29 1.06
2 .62 2.5 1.20
3 45 28 .95
4 75 2.7 .98
5 .55 32 1.03
6 .60 28 91
7 46 2.5 1.06
General self-worth
1 .64 26 1.12
2 41 3.0 .89
3 .55 2.8 .99
4 .39 30 .85
5 .69 3.0 1.00
6 A48 29 .93
7 35 2.7 .95

Note. Loadings less than .27 are not presented for the sake of clarity. From The Perceived
Competence Scale for Children, by Harter, S., 1982, Child Development, 53, 87-97, 91.
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findings, Harter claimed that the structure of self of elementary school children is multi-
dimensional and hierarchical.

In Japan, Sakurai (1983) published a Japanese version of Harter’s Perceived
Competence Scale for Children (1982) (see Appendices D and E for a whole description of
the Japanese version and its translation). He administered the Japanese version to 229
Japanese third to ninth graders. He did not specify how many students were in each grade.
The results suggested that Japanese third to sixth graders were able to evaluate their
competence in academic, social, and physical competence domains and their general self-
worth as a person. However, the Japanese elementary school students showed less
congruence between their self-worth and perceptions of competence in individual
academic domains (» = .31 for cognitive competence, » = .31 for physical competence, and
r = .36 for social competence) than the American elementary school students in Harter’s
(1982) study. Sakurai conducted a linear trend analysis for the four subscales for use with
students at different grades. The results showed that the declines of the general self-worth
subscales (F=2.97, df = 6,222, p < .01) and cognitive competence (F = 4.62, df = 6, 222,
p <.001) were statistically significant.

When children go from elementary school to middle school, their self-esteem usually
decreases (Furusho, 2007, 2009; Harter, 1982; Robbins, Trzesniewski, Tracy, Gosling, &
Potter, 2002). One distinctive feature of self-esteem in middle and late childhood is that
children who are younger than seventh graders can not clearly relate their self-perception
in each domain with their real competence. The gap decreases around the seventh grade

(Harter, 1982, 1999; Pintrich & Schunk, 1996). As an example, older elementary school
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children who report high physical competence are also evaluated as good at sports by their
classmates (Santrock, 2004). Younger elementary school children’s self-perceived
competence does not match their real competence as closely. Therefore, researchers should
be aware that cognitive abilities develop rapidly after children become eighth graders.
Children’s responses to the scales should be interpreted in consideration of their cognitive

abilities.

A Sense of Being Japanese

Ethnic pride refers to “a positive self-concept about one’s racial or ethnic heritage”
(Woolfolk, 2004, p. 161). Cultural and ethnic identity indicates “which part of the world or
country the person is from and how intensely the person identifies with his or her cultural
heritage” (Santrock, 2004, p. 383). These terms are used in the fields of social and
educational psychology. Tajfel and Turner (1979) defined social identity theory, which is
the proposal that there are two distinct aspects of self concept: personal identity and social
identity. Personal identity concerns how each individual evaluates/values him or herself as
a whole person. Social identity, on the other hand, is “part of an individual’s self-concept
which derives from his knowledge of his membership in a social group (or groups)
together with the value and emotional significance attached to that membership” (Tajfel,
1981, p. 255). Social groups are defined by gender, family, occupation, race, ethnicity, and
nationality (Luhtanen & Crocker, 1992).

Tajfel and Turner (1979) used the term social identity when referring to the part of

the self-concept that relates to a group membership(s), a usage that was preferred by
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European social psychologists. In contrast, some American social psychologists
categorized self-concept into personal, social and collective aspects (Luhtanen & Crocker,
1992, p. 302). Personal identity indicates the part of the self-concept that is most heavily
involved in personal domains, such as one’s perception of competence, talent, and
sociability. Social identity indicates the part of the self that is involved in interpersonal
domains; for example, one’s popularity, attractiveness, reputation, and mannerisms.
Collective identity is similarly considered as social identity of the social identity theory. It
is the part of the self-concept that develops in the context of a community, such as one’s
feelings of race, ethnic ground, and religion.

Expressions of collective self-esteem or collective self were frequently utilized in
contrast to dimensions of personal self-esteem or independent self by American social
psychologists. These concepts indicated that individuals define the self as a member of a
family, peer group, ethnic heritage, class, or team (Wright & Taylor, 1995). Tajfel and
Turner critiqued previous researchers for using self-esteem measures that were constructed
to assess people’s evaluation of personal self and individual self only. They proposed that
the other crucial aspect of self-concept, social identity, should be included in the existing
measures.

These contrasts between social/collective and individual/personal in social identity
theory and self-related constructs parallel two components of the second goal set by
MEXT, the development of a sense of self and a sense of being Japanese. Therefore, the
development of the sense of being Japanese can be interpreted as the growth of social

identity in line with European terminology and collective identity in line with American
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terminology. As Tajfel and Turner (1979) strongly advocated, both collective and personal
aspects should be taken into consideration when individuals’ self-related constructs are
discussed. In this regard, the second goal set by MEXT properly reflects the two primary
self-related constructs.

Luhtanen and Crocker (1992) designed the Collective Self-esteem Scale, a self-
evaluation instrument that is used to measure the value that an individual places on social
groups. This scale assesses four aspects of collective self-esteem: Membership Esteem,
Public Collective Self-esteem, Private Collective Self-esteem, and Importance to Identity.
Table 5 shows the sixteen items that make up the instrument.

Luhtanen and Crocker (1992) administered the Collective Self-esteem Scale to
approximately 887 introductory psychology students at a large American university (755
White (91.2%), 30 Black (3.6%), and 43 Asian students (5.2%)). Approximately 51% of
the sample was female. The participants also completed the Rosenberg Self-esteem Scale
(1965) in order to investigate whether self-esteem and collective self-esteem are different
constructs. A principal components analysis using varimax rotation showed that the four
aspects of collective self-esteem accounted for 60.7% of the variance (p. 306). The
researchers conducted confirmatory factor analysis. Each item loaded on the designated
factor from .54 to .83 although five items also loaded on an undesignated factor, whose
loadings exceeded .30. They also examined four models of the Collective Self-esteem
Scale factor structure using confirmatory factor analyses: (a) a one-factor model, (b) a
four-factor model with uncorrelated factors, (c) a four-factor model with correlated factors,

and (d) a hierarchical model where four first-order factors are subsumed by a
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Table 5. The Collective Self-Esteem Scale Items

Membership
I am a worthy member of the social groups I belong to. (1)
I feel I don’t have much to offer to the social groups I belong to. (5)
I am a cooperative participant in the social groups I belong to. (9)
I often feel I’'m a useless member of my social groups. (13)

Private
I often regret that I belong to some of the social groups I do. (2)
In general, I’'m glad to be a member of the social groups I belong to. (6)
Overall, I often feel that the social groups of which I am a member are not worthwhile. (10)
I feel good about the social groups I belong to. (14)

Public
Overall, my social groups are considered good by others. (3)
Most people consider my social group, on the average, to be more ineffective than other social
groups. (7)
In general, others respect the social groups that I am a member of. (11)
In general, others think that the social groups I am a member of are unworthy. (15)

Identity
Overall, my group memberships have very little to do with how I feel about myself. (4)
The social groups I belong to are an important reflection of who I am. (8)
The social groups I belong to are unimportant to my sense of what kind of a person I am. (12)
In general, belonging to social groups is an important part of my self-image. (16)

Note. The number in parentheses indicates the sequence of items in the scale. From “A
Collective Self-Esteem Scale: Self-Evaluation of One’s Social Identity,” by Luhtanen, R.,
& Crocker, J., 1992, Personality and Social Psychology Bulletin, 18, p. 307.

second-order factor. None of the models showed a good fit according to the chi-square
statistic and chi-square/degrees of freedom ratio; however, (c) the four-factor correlated
and (d) the hierarchical models had the best fit indexes. The internal consistency reliability
of the four subscales was » = .73 for Membership Esteem, r = .74 for Private Collective
Self-esteem, r = .80 for Public Collective Self-esteem, and r = .76 for Importance to
Identity. Lastly, correlations between the Collective Self-esteem Scale and the Rosenberg

Self-esteem Scale were calculated (V = 666). The total Collective Self-esteem scale and
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the Rosenberg Self-esteem Scale moderately correlated at » = .36. In terms of subscales,
the Membership subscale showed the highest correlation with the Rosenberg Self-esteem
Scale at » = .42, while the Identity subscale showed the lowest correlation at » =.12. The
finding that only about 10% of the variance of Collective Self-esteem was accounted for by
the components of Rosenberg Self-esteem Scale supported the idea that identity is made up
of two distinct parts, personal and collective identity.

In Japan, Watanabe (1994) developed the Japanese version of the Collective Self-
esteem Scale by translating 43 items that Luhtanen and Crocker (1992) administered to
their participants. He utilized the 46 items and added three new items, all of which were
measured on a 7-point Likert scale. He then administered the questionnaire to 347 Japanese
university students (90 male and 255 female students). The data were analyzed with a
principal component analysis. The first four, five, and six components accounted for less
than half of the variance of Collective Self-esteem (38.2%, 40.9%, and 42.8% respectively).
Because the values did not change greatly when the number of components were increased,
the first four components were selected as subcategories of the Japanese version of the
Collective Self-esteem Scale: Negative Collective Self-esteem (Items from the original
Public Collective Self-esteem and Private Collective Self-esteem were combined.),
Membership Esteem, Positive Collective Self-esteem (Items from the original Public
Collective Self-esteem and Private Collective Self-esteem were combined.), and
Importance to Identity. In Luhtanen and Crocker’s (1992) study, Membership Esteem,
Public Collective Self-esteem, Private Collective Self-esteem, and Importance to Identity

were considered as four components of Collective Self-esteem. One major difference
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between these two sets of subcategories was that the subcategories of the Japanese version
included two contrastive perspectives of Collective Self-esteem, the participants’ negative
and positive evaluations of a certain social group, while those of Luhtanen and Crocker’s
version emphasized public and private perspectives of Collective Self-esteem. Based on the
former four components, Watanabe (1994) created four items in each subscale. The 16-
item Japanese version differentiated between the lowest and highest 25% of the
participants regarding collective self-esteem total scores on an independent #-test (p < .05).
The internal consistency reliability of the four subscales was @ = .78 for Negative
Collective Self-esteem, & = .68 for Membership Esteem, & = .66 for Positive Collective
Self-esteem, and & = .78 for Importance to Identity. The reliability of all 16 items was «
=.80.

The Japanese version of the Collective Self-esteem Scale and the original Collective
Self-esteem Scale strongly correlated at » = .94. Lastly, correlations between the 16-item
Japanese version and the Rosenberg Self-esteem Scale were calculated with the same
participants (N = 347). The scales correlated weakly at » = .26. With the exception of
Identity, the three subscales correlated weakly with the Rosenberg Self-esteem Scale (the
exact values were not stated). The finding that only 6.7% of the variance of Collective Self-
esteem was accounted for by the components of the Rosenberg Self-esteem Scale
supported the idea that identity is made up of two distinct parts, personal and collective
identity. Although the scale needs to be adjusted for use with other age groups, this
instrument can potentially be used to assess the sense of “being Japanese,” the second goal

of international understanding education listed by MEXT.
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Identity in Middle or Late Childhood

Santrock (2004) defined identity as “who a person is, representing a synthesis and
integration of self-understanding” (p. 368). In other words, self-understanding provides the
foundation for the development of identity. Identity is composed of many aspects such as
vocational/career, political, religious, relationship, intellectual, sexual, interest, personality,
physical, and cultural/ethnic identity (Santrock, 2004). From the cognitive developmental
point of view, adolescents become sensitive to the cultural and ethnic features of identity
(e.g., Erikson, 1968; Marcia, 1980, 1994). In addition, “questions about cultural identity
make adolescence a special juncture for many ethnic minority individuals” (p. 386). Ethnic
minority groups face struggles to maintain or develop their cultural/ethnic identities. At
this point in time, the majority of Japanese children who live in Japan have few
opportunities to develop an awareness of their cultural/ethnic identity. Thus, when they
think of memberships in social groups in terms of collective identity and Collective Self-
esteem, they generally think of family, school class, or peer groups at school rather than
race or ethnicity.

The Collective Self-esteem Scale (Luhtanen & Crocker, 1992) focuses on the aspect
of self-concept that is acquired by belonging to an ascribed group such as gender, racial, or
ethnic group, not to an acquired group, such as a company, club, and peer groups
(Watanabe, 1994). Membership in an acquired group is strongly related to individual
abilities and demands. In this regard, measuring the Collective Self-esteem of the acquired
group makes it possible to measure individual or personal Self-esteem. However, at public

elementary schools in Japan, membership in a school class and peer groups in class does
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not relate to elementary school children’s abilities and demands. Thus, because of Japanese
elementary school students’ presumed ability to easily imagine the social groups
mentioned above, how Japanese elementary school children perceive being Japanese is
regarded as the Collective Self-esteem of an ascribed group, such as their membership in

their family, school class, or peer groups at school in this study.

Team Teaching

The Japan Institute of Lifelong Learning (2003) administered a survey concerning
how English activities were conducted in international understanding lessons as shown in
Table 1. Team teaching was the most common approach to conducting the activities
(82.9%). Team teaching involved Japanese elementary school teacher teaching with either
an English teacher or a volunteer who had a good command of English. The importance of
the elementary school teacher’s role, and in particular, the homeroom teacher’s role, has
been frequently pointed out in articles and conferences of English Activities at public
schools. Naoyama (2005, 2008) reported that elementary school students normally engage
in English Activities with an elementary school teacher, and particularly with a homeroom
teacher, more actively and freely than with a native speaker of English or a Japanese
teacher of English dispatched from outside of their elementary school.

Mitsuo and Yamaga (2004) conducted a study that was designed to investigate the
cooperation of elementary school teachers, college students, and college professors in
international understanding lessons at two public elementary schools in Tokyo. This was

part of the “School Internship” program held at public elementary and junior high schools
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for university students by the City Board of Education in 2002. There were 21 universities
and colleges in Hachioji as of 2005. The City Board of Education requested major
universities and colleges located in the city to participate in the School Internship program.
Approximately 400 university students from seven universities visited 40 public
elementary and junior high schools in 2003. Through this program, university students
have a chance to work for a public educational institution, such as an elementary school or
junior high school, for one school year. By doing so, they are able to consider the teaching
profession as one of their prospective occupations. In addition, the university students
receive university credits by participating in the teaching practicum program, which is
offered not only as regular classes but also remedial classes or supplemental courses
(Hachioji City Council, 2003). The participants majored in Early English Education at
Ichoo Women’s College (a pseudonym). The college students pioneered team teaching
English Activities used in international understanding lessons with elementary school
teachers in the Period for Integrated Study through the “School Internship” program
(Zenshigaku Online Newspaper, July 13, 2001).

In the study, the authors stated that individual elementary school teacher’s
involvement in the lessons was a constant and difficult issue to solve. Some teachers
viewed English Activities in international understanding lessons positively, while others
were reluctant to attend the lessons. In addition, the form of involvement differed across
the lessons. Some teachers participated in one activity with interest, but not in another
activity. Other teachers gradually changed their attitude to English Activities in the

international understanding lessons as the lessons went on. For example, one teacher did
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not consider the activities important for the students and graded the students’ mathematics
exams at his desk instead of participating in the classroom activities in the beginning of the
school year; however, he sat with his elementary school students and enjoyed the activities
with them and the college students at the end of the school year. In the study, the
researchers visited 17 classrooms on a regular basis (approximately once a month) and
observed the team taught lessons between the homeroom teacher and one or two college
students throughout one academic year. They identified four patterns of the homeroom
teachers’ involvement in the lessons: (a) homeroom teachers who participated in the
English Activities in the same way as the elementary school students, (b) homeroom
teachers who instructed the elementary school students along with the college students, (¢)
homeroom teachers who mixed (a) and (b), and (d) homeroom teachers who did nothing.
The researchers concluded that the homeroom teachers’ degree of involvement largely
determines whether international understanding lessons will be successful or not.
Therefore, how they should be involved in the lessons is an important question to

investigate.

Summary
In this chapter, I have discussed the introduction of international understanding
lessons in the public elementary school curriculum in Japan. Three goals of international
understanding were specified by MEXT. In the past studies of English Activities in the
international understanding lessons in the Period for Integrated Study, researchers mainly

investigated the effects of learners’ language acquisition; as a result, few researchers have
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investigated learners’ affective changes with solid theoretical endorsement. There were
two vital problems in the studies that were focused on learners’ affective factors. First, the
affective factors that are expected to change through international understanding lessons
were not clearly defined among researchers. Second, reliable instruments have not been
developed yet for the investigation of affective factors. Because MEXT proposed learners’
affective development as one of the goals of international understanding lessons,
researchers should investigate the degree to which the international understanding lessons

are achieving this goal.

The Goals of This Study

The first goal of this study is to define and investigate three affective factors based
on theoretical perspectives and the goals specified by MEXT (1996): (a) International
Posture for an attitude of being respectful of other cultures, (b) Self-esteem as an indicator
of a strong sense of self, and (c) Collective Self-esteem as an indicator of a sense of being
Japanese.

The second goal of this study is to design and validate a self-evaluation instrument
that can be used to measure three affective variables hypothesized to be present in
elementary-school-age children. The first affective variable is International Posture
(Yashima, 2002). Yashima (2002) replaced Gardner’s integrativeness construct with
International Posture, which is a potentially more appropriate affective construct in the
Japanese EFL context. Yashima defined International Posture as an affective variable that

young Japanese adults and adolescents have. However, it is not yet clear whether
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elementary school students develop International Posture through international
understanding lessons. The second affective variable is Self-esteem. Many researchers have
focused on either gender or major/minority group differences or ordinary and mentally
deranged children’s differences. To my knowledge, however, no researcher has attempted
to measure Self-esteem as part of an academic program evaluation in Japan. Thus, the
present study might provide a new perspective on curriculum evaluation in Japanese
elementary schools. The third variable is Collective Self-esteem, which is the part of self-
concept that is influenced by a person’s group membership in a community. This idea has
mainly been investigated with adults; so, this study might provide insight into how
elementary school students develop Collective Self-esteem. The development of a self-
evaluation form for school-age-children is worthy of careful study.

The third goal of this study is to investigate the role of elementary school teachers in
English Activities. In many conferences of English Activities at public school, the
importance of elementary school teachers’ involvement in the activities has been
emphasized. However, it is not yet clear how the teachers’ active involvement influences
their elementary school students. Therefore, the results of this study will potentially clarify
the importance of elementary school teachers’ involvement in the activities.

If the results of this study indicate that students who have taken the same
international understanding lessons at public elementary school for an extended period
develop the affective components described above, it will provide support for maintaining
this period in the school curriculum. If it does not, the period should be revised in some

ways.
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Research Questions
The following research questions are investigated in this study.

1. To what degree will the elementary school students’ International Posture, Self-esteem,
Collective Self-esteem, and Interest in Foreign Affairs positively change over the one-
year international understanding program?

2. How will the individual classrooms influence elementary school students’ International
Posture, Self-esteem, Collective Self-esteem, and Interest in Foreign Affairs?

3. What are the characteristic differences in student behavior in classes taught by teachers

whose participation in the class is low?

4. What are the characteristic differences in student behavior in classes taught by teachers

whose participation in the class is high?

In the next chapter, I discuss the overall methodological approach that I take in order

to collect and analyze data.
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CHAPTER 3

METHODS

Participants

The participants were 110 fifth and sixth grade elementary school students attending
Sakura Elementary School (a pseudonym), which is located in eastern Japan. Sakura
Elementary School has two classes in each grade from first to sixth grade for a total of
twelve classes. Two students who only completed the first questionnaire and three other
students who completed only the second questionnaire were excluded from the study,
leaving 105 participants (41 boys and 64 girls). These 105 participants were made up of 44
sixth grade students with one year experience of English Activities in international
understanding lessons and 61 fifth grade students who had not experienced English
Activities in the international understanding lessons. All of the participants took nine
lessons in a one-year international understanding program from May 2006 to January 2007.
The first to fourth graders were not provided any regular English Activities in the
international understanding lessons, so they did not participate in the present study.

The participants were provided with English Activities in the international
understanding lessons that were taught by their homeroom teacher and Japanese college
students majoring in Early English Education under Department of English at Ichoo
Women’s College that was located near the public elementary school. To participate in the
international understanding lessons, the college students must be second-, third- or fourth-

year students and they must register for either School Internship A (for students who
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participate in the international understanding lessons at elementary school first) or School
Internship B (for students who participate in the lessons in the previous year), which are
both elective courses. Normally, students are involved in the school internship for two
years as second- and third-year students. When they participate in the program the first
year, they are usually paired with a third-year student and they team teach with an
elementary school teacher. The third-year student takes the major role in planning and
conducting lessons and the second-year student supports her in the lessons and learns how
to organize lessons from her. Then, when she becomes a third-year student, she is the main
creator of the international understanding lessons and helps a second-year with the lessons.
Although there was no requirement that the student teachers register for those
courses, three professors (including the author) involved with the courses decided who
would go to which class based on their academic performances at the college and their
personality characteristics at the beginning of the academic year in April. Therefore, some
students were not entrusted to teach elementary school students even though they
registered for the courses. Those students supported other students who taught the
elementary school students in different ways such as making teaching materials and
observing their lessons. The two courses are technically separate in terms of registration,
but they were held in the same classroom at the college. The School Internship course was
made up of 30 90-minute lessons a year. The registered students were divided into three
groups and each group was sent to an elementary school. The three groups taught the
international understanding lessons nine times on average. They visited the other two

elementary schools and observed their classmates’ international understanding lesson when
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they were not teaching a lesson. The rest of the lessons were held on campus. They
listened to explanations about the one-year international understanding curriculum
designed by the professors, demonstrated the activities in their lesson plan before visiting
the elementary school, received feedback from the professors and classmates, and
reviewed their lessons done in the previous week by referring to their videotaped lessons
or the Peer- and Self-evaluation Checklists filled out by them and the elementary school
teachers.

The relationship between the elementary school teachers and the college students
was not the same as that between college students who practice teaching as one of the
requirements for receiving an elementary school teaching certificate and the elementary
school teachers who supervise them. In this case, the student teachers and the elementary
school teachers were equals in the classroom. The college students mainly conducted class
activities while the elementary school teachers supported them by supervising the
elementary school students during the lessons. The class activities, lesson plans, and
teaching materials were made by the college students.

In the last part of the International Understanding Questionnaire for Children (IUQC),
open-ended questions were asked in order to gather information from the participants
concerning their experiences traveling abroad and studying English. In the first
administration of the questionnaire, 31 (29.5%) of the 105 students answered that they had
been abroad. Most of them had been outside Japan for sightseeing once or twice from

several days to two weeks in one or two countries. No participants had lived outside Japan.
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In the second administration of the IUQC, 34 students (32.4%) answered that they had
been abroad.

The participants’ experience studying English was also investigated on the same part
of the questionnaire. In the first administration, 43 students (41.0%) answered that they
were studying English; 19 students reported that they were studying English at school,
which means that they considered English Activities in the international understanding
lesson as English education, and 21 students were studying English either at a juku
(Japanese cram school) such as Kumon (one of the largest cram schools for primary and
secondary school students in Japan) or at an English conversation school such as ECC or
NOVA. In addition, 11 students reported that they were studying English at home. In the
second administration of the questionnaire, 65 students (62.0%) answered that they were
studying English; 33 students reported that they were studying English at school, 30
students were studying English either at a juku or at an English conversation school, and

18 students were studying English at home.

Instruments
The International Understanding Questionnaire for Children
The author created the International Understanding Questionnaire for Children
(IUQC) (see Appendices I and J for the complete description of the instrument) because
most of the previous questionnaires introduced above were developed for young adult
learners. The IUQC, which was written in Japanese, consisted of three subscales:

International Posture (22 items), which was made up of revised items from the
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International Posture Scale (Yashima, 2002), Self-esteem (7 items), which was made up of
items from Harter’s Perceived Competence Scale for Children (Harter, 1982), and
Collective Self-esteem (16 items), which was made up of items from the Collective Self-
esteem Scale (Luhtanen & Crocker, 1992). Each item on the [UQC was measured with a 4-
point Likert scale (1 = disagree; 2 = relatively disagree; 3 = relatively agree; 4 = agree).
On the last page of the questionnaire, two open-ended questions asked the participants

about their experiences concerning going abroad and studying English.

The International Posture Scale
The International Posture section of the [UQC was made up of the following four
subcategories.

1. Intercultural Friendship Orientation in English Learning: Four items measured the
degree to which the respondents study English in order to interact and communicate
with members of the second language community. An example item is: I study English
because it will allow me to meet and talk with foreigners.

2. Intercultural Approach-Avoidance Tendency: Seven items assessed the participants’
tendency to approach or avoid non-Japanese in Japan. An example item is: [ want to
make friends with foreigners.

3. Interest in International Vocation/Activities: Six items measured the participants’
interest in an international career or living overseas. An example item is: I want to live

in many countries other than Japan.
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4. Interest in Foreign Affairs: Five items measured the participants’ interest in

international issues. An example is: [ often watch world news.

The Self-esteem Scale
The Self-esteem subsection of the [IUQC was made up of seven items developed from
the self-worth subscale of Harter’s Perceived Competence Scale for Children (Harter,

1982). An example item is: I think that I do great things.

The Collective Self-esteem Scale
The Collective Self-esteem section was comprised of the same four subcategories that

were on the Collective Self-esteem Scale (Luhtanen & Crocker, 1992).

1. Membership Esteem: Four items measured the participants’ judgment of their worth as
a member of a social group. An example item is: [ am a worthwhile member of this
class.

2. Private Collective Self-esteem: Four items assessed the participants’ personal judgment
of how good they perceive the social group to be. An example item is: I’'m often glad
to be a member of the class.

3. Public Collective Self-esteem: Four items assessed the participants’ judgments of how
other people evaluate the social group. An example item is: Overall, my class is

considered good by members of other classes.
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4. Importance to Identity: Four items assessed the importance of each participant’s social
group membership to their self-concept. An example item is: I like my class because I
like myself in this class.

“Social group” was specified as their class in consideration of the participants’
cognitive development. In middle and late childhood, children can describe self by
referring to social groups and can evaluate themselves in comparison with others (Ruble,
1983; Santrock, 2004). Thus, they can integrate and synthesize their ethnic/culture-related
features by knowing about the social groups that they belong to, a conceptualization that
leads to identity formation. Based on this notion, the notion of “social groups” in the
original scale was replaced with “my class” or “classmates” because the international
understanding program was offered to the students at the class level, where students were
often aware of their classmates as a social group. In addition, by asking students about a
social group that they are familiar with rather than asking about “social groups” in general,

the questions were expected to be easier for them to answer.

Teachers’ Class Participation
Checklist for Teachers’ Participation in English Activities
In order to assess the degree to which the homeroom teacher participated in the
lessons, I made the Checklist for Teachers’ Participation in English Activities (see
Appendix K for a complete description of the list). After the international understanding
lessons ended, I interviewed the college students who team taught English Activities with

the elementary school teachers. During the interview, they answered ten questions on the
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Checklist based on their elementary school teacher’s performance and behavior in the
international understanding lessons as well as outside the lessons. There were ten questions
about elementary school teachers on the checklist and each teacher was categorized as a
supportive teacher, a neutral teacher, or a non-supportive teacher based on the total number
of points (17 points maximum) they were awarded. Teachers with more than 15 points
were categorized as supportive teachers, teachers with 6 to 14 points were categorized as
neutral teachers, and teachers with less than five points were categorized as non-supportive
teachers. These ten questions were based on the distinctive characteristics of the
elementary school teachers who supportively conducted English Activities with college
students. The characteristics were identified by Mitsuo and Yamaga (2004). The responses
to these questions supplemented the data gathered with the questionnaire and class

observations.

Peer- and Self-evaluation Checklist

The Peer- and Self-evaluation Checklist (see Appendices L & M for complete
descriptions of the list and its translation), which was also used to check the elementary
school teachers’ degree of class participation, was completed by college student
participants (peers) and the elementary school teachers themselves. The evaluation
checklist was designed by Mitsuo and Yamaga (2004) with two goals in mind. The first
was for the elementary school teachers to evaluate the college students’ performance in the
lesson and the second was for the college students to self-check whether they cooperated

with the elementary school teacher when conducting the lesson. The checklist was
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composed of two sections. The first part became a self-evaluation when completed by the
college students and a peer-evaluation when completed by the elementary school teachers.
The second part was a self-evaluation of team teaching that was filled out by both the
college students and elementary school teachers. In the second part, one question asked
how the elementary school teacher performed in the lesson. This question had four choices;
(a) the teacher team taught with the college students, (b) the teacher participated in the
lesson as one elementary school student; (c) the teacher took care of problematic or restless
students, and (d) other, which had a blank where the respondent could explain what the

teacher had done in the lesson.

Classroom Observation and Interviews

In addition to the Checklist for Teachers’ Participation in English Activities and
Peer- and Self-evaluation Checklist, class observations were also conducted by the
researcher or her colleagues in order to categorize the four homeroom teachers as a
supportive teacher, a neutral teacher, or a non-supportive teacher. In addition, two out of
nine lessons were videotaped and subsequently analyzed. The elementary school teachers’
performance and elementary school students’ responses to their performance were the
focus of the analysis. Therefore, based on the results of the Checklist for Teachers’
Participation in English Activities and their responses to the Peer- and Self-evaluation
Checklist, each elementary school teacher was interviewed about their classroom
performance and elementary school students’ responses in the lessons. The college

students who managed the classes with the four elementary school teachers were also
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interviewed about the elementary school teachers’ class participation in order to confirm
whether the elementary school teachers’ self-evaluation about their performance in the

interviews would match the college students’ evaluation of the elementary school teachers

performance.

Procedures

The IUQC was first administered to the elementary school student participants in the
four classrooms at the end of May 2006. Under each homeroom teacher’s instruction, the
participants filled out the questionnaire in 30 minutes. They were told not to spend too
much time answering each question, to ask the homeroom teachers a question when they
did not understand the meaning of it, and to leave an item blank when they could not
choose one number to answer the question. All the instructions were given in Japanese.
After the first administration, the participants experienced English Activities in nine
international understanding lessons throughout the academic year. The second
administration took place approximately eight months after the first administration during
the first week of February 2007 and was conducted using the same procedures as in the
first administration.

In order to validate the students’ responses to the questionnaire, four elementary
school teachers and the college students in each class were interviewed. The four classes
were also observed and audio taped twice (out of nine lessons) at random to confirm how
the elementary school students participated in the class activities. The results of the class

observations were compared with the information gained from the elementary school
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teachers’ and the college students’ interviews; thus, these interviews and classroom

observations provided a degree of data triangulation.

International Understanding Lessons
Nine international understanding lessons focusing on English Activities were team

taught by the elementary school teachers and the college students. At Sakura Elementary
School, under the School Education Law shown in Appendix A, 110 hours of Period for
Integrated Study were offered to the fifth and sixth grade students. Only nine lessons out of
the 110 hours were based on English Activities related to international understanding in the
2006 school year. The remaining hours were spent preparing the elementary school
students for their school trip to Nikko, a famous sightseeing spot in eastern Japan. The fifth
and sixth graders self-studied scenic spots and historical places in Nikko in groups,
presented what they studied to the other students, and made their own guidebook. They
also visited Kamakura to prepare for their Nikko trip. The sixth graders took the fifth
graders on a tour around Kamakura. After the school trip was completed, the fifth grade
students considered what they wanted to achieve before becoming a sixth grader and the
six grade students considered it before graduation. For example, some students practiced
Chinese characters that they remembered incorrectly or that they could not remember the
stroke order for while others made a bag for their gym clothes. The 101 hours were taught
by the homeroom teachers.

In the international understanding portions of the curriculum, when the sixth graders

were in the fifth grade in 2005, they chose one nation that they were interested in and
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investigated the country’s staple foods and popular sweets, cooked them, and shared them
with their classmates. Those classes were instructed by the elementary school teachers, and

no ALTs or guest speakers took part in the classes.
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CHAPTER 4

PRELIMINARY ANALYSES

The primary purpose of this chapter is to describe the process by which the
dimensionality of the [IUQC was determined. This took place in two stages. First, the data
were subjected to a factor analysis and second, the questionnaire items were further
analyzed with a Rasch PCA of item residuals. After determining the dimensionality of the
IUQC, the functioning of the rating scale for each construct was analyzed, item fit to the
Rasch model was reinvestigated, item-person maps for each construct were examined, and
the ordering of the items on the maps was explained. A final determination was made
concerning which items would be included in the analyses. Finally, the treatment of the

data for two-way mixed ANOVA analyses is described at the end of the chapter.

Factor Analysis of the First Administration of the [UQC

A principal components analysis was conducted to determine the factor loadings of
the 45 items that made up the nine subscales of the three hypothesized affective constructs
(International Posture, Self-esteem, and Collective Self-esteem). Prior to analyzing that
data, the assumptions of the analysis were checked. In the first administration, because
missing cases made up only 1.03% of the data (49 cells out of 4,725 cells), the missing
cells were eliminated from the data set (Tabachnick & Fidell, 2001, p. 59). No univariate
or multivariate outliers were found. Principal components extraction was performed

through SPSS FACTOR on 45 items from the [UQC for a sample of 105 elementary
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school students to estimate the number of factors, absence of multicollinearity, and
factorability of the correlation matrices. The principal components extraction was selected
as an initial tool for factor analysis because the [TUQC was newly developed for this study.
At this point, 12 components had eigenvalues above 1.0.

Next, a factor analysis using maximum likelihood extraction with promax rotation
was conducted. Seven factors that accounted for 48% of the variance were extracted.
Oblique rotation was chosen because two affective constructs, Self-esteem and Collective
Self-esteem measured by the [UQC were theorized to be closely related to each other
(Luhtanen & Crocker, 1992; Tajfel & Turner, 1979). When oblique rotation using promax
rotation with Kaiser normalization was requested, Factors 2 and 5 correlated at .44 as

shown in Table 6.

Table 6. Factor Correlation Matrix (First Administration)

Factor 1 2 3 4 5 6 7

1. International Posture - .19 .29 30 .21 .06 20
2. Self-esteem -- 28 -10 44 .03 .09
3. Private Collective Self-esteem -- -20 .29 05 -11
4. Interest in Foreign Affairs - -10 -.11 .20
5. Private and Public Collective Self-

esteem -- 17 14
6. International Knowledge and Self - -.07

7. Negative Membership Esteem --

Note. Extraction method: Maximum likelihood. Rotation method: Promax with Kaiser
normalization.

The loadings of the variables on factors are shown in Table 7. Factor 1 obtained
loadings greater than +.40 from 15 items and was defined as International Posture. The 15

items belonged to the three subcategories of the International Posture subscale:
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Intercultural Friendship Orientation in English Learning (IF), Intergroup Approach-
Avoidance Tendency (IAAT), and Interest in International Vocation/Activities (INTVA).
Factor 1 also received loadings between +.30 and £.40 from three other items. Two items
were part of the Interest in Foreign Affairs (IFA 1) and Interest in International
Vocation/Abilities (INTV A 5) subcategories of the International Posture subscale and one
item was from the Membership Esteem subcategory (Member 3) of the Collective Self-
esteem subscale.

Factor 2 obtained loadings greater than £.40 from six items and was defined as Self-
esteem. The five items of the Self-esteem (SE) subscale loaded on this factor and the sixth
item belonged to the Importance to Identity subcategory (Identity 1) of the Collective Self-
esteem subscale.

Factor 3 obtained loadings greater than +.40 from four items and was defined as
Private Collective Self-esteem. Three items of the Private Collective Self-esteem (Private)
subcategory loaded on this factor. In addition, one item from the Importance to Identity
subcategory (Identity 2) loaded on this factor strongly at .68. Thus, all four items were
considered measures of the Collective Self-esteem subscale.

Four items loaded on Factor 4, which was defined as Interest in Foreign Affairs.
Four of the five items from the Interest in Foreign Affairs (IFA) subcategory loaded
strongly on this factor. The last item of the Interest in Foreign Affairs subcategory (IFA 1)
loaded weakly on this factor at .37.

Factor 5 obtained loadings greater than +.40 from three items and was defined as

Private and Public Collective Self-esteem. Two of the three items belonged to the Public
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Collective Self-esteem subcategory (Public 1 and Public 3), while the last item belonged to
the Private Collective Self-esteem (Private 3). Factor 5 also received loadings between +.30
and +.40 from four items. Two of the three items belonged to the Membership Esteem
subcategory (Member 1 and Member 2), one belonged to Public Collective Self-esteem
subcategory (Public 4), and the other item belonged to the Private Collective Self-esteem
subcategory (Private 4). However, the last item also loaded on Factor 3 at .51.

Factor 6 obtained loadings greater than +£.40 from three items and was defined as
International Knowledge and Self. One item was from the Intercultural Friendship
Orientation in English Learning subcategory (IF 2), another item was from the Interest in
International Vocation/Activities subcategory (INTVA 1), and the other item was from the
Self-esteem subscale (SE 7). Factor 6 also received loadings between +.30 and +.40 from
three items. Two of the three items also belonged to the Intergroup Approach-Avoidance
Tendency subcategory (IAAT 2 and IAAT 6), and the other item belonged to the Self-
esteem subscale (SE 6).

Three items loaded on Factor 7 strongly. Two of the three items belonged to the
Membership Esteem subcategory (Member 2 and Member 4) and the other item was from
the Intercultural Friendship Orientation in English Learning subcategory (IF 1). This item
also loaded on Factor 1 at .43. This factor was labeled as Negative Membership Esteem.

The results of the factor analysis indicated that International Posture, Self-esteem,
and Collective Self-esteem were recognized as distinct affective constructs by the
participants. However, the nine subcategories that made up the three primary affective

constructs were categorized differently from those originally extracted from the young
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Table 7. Pattern Matrix (First Administration)

Factor loading

Item 1 2 3 4 5 6 7 W
TIAAT3. I would talk to an international student if 2706 -14 -03 -29 02 -27 53
there were one at school.
IF4.. I study English b§cause I’d like to have 73 .02 -06 -06 08 -06 25 66
friends who are foreigners.
IAATI. I want to make friends with foreigners. .67 .08 -03 .01 .07 -13 .14 57
TIAAT4. I would be happy if a friend from abroad 66 02 -07 -10 01 -12 -09 45
stayed in my house for a couple of nights.
IAATS..I want to be kind to foreigners living in 66 16 -05 02 -06 01 -02 46
the neighborhood.
INTVAG. I’d rather avoid the kind of work that 63 11 -02 -0l 20 -09 -24 53
sends me overseas frequently.
IAAT7.1 V\./oul’d hglp a foreigner havmg trouble 58 03 06 00 15 20 -14 48
communicating 1n a restaurant or station.
IF1. I study Enghs'h becal'lse it will allow me to 56 -07 02 -08 -09 05 .43 56
meet and talk with foreigners.
IAAT§. I would feql somewhat uncomfortable if a 54 .09 13 -22 -14 -40 -02 46
foreigner moved in next door.
INTVAZ2. I want to live in many countries other 52 10 -09 -05 20 -13 20 46
than Japan.
INTVAA4. I’'m interested in volunteering abroad. 49 -23 07 .10 -02 .03 .13 35
IACI:I"ll"Z I try to avoid talking with foreigners if [ 46 01 14 -02 04 -35 -01 38
IF3. 1 §tudy English because I’d like to work with 41 -08 -10 18 23 20 35 53
foreigners.
INTVA3.. I want to work where people from other 40 02 02 23 26 -11 07 0
countries work.
SES. I am a very good person. -03 .89 .06 .03 .01 .00 .01 .86
SE4. I am sure that I always do the right thing. -02 .83 .06 .07 -07 -09 .11 .68
SE3. I think that I do great things. A5 .83 .03 .10 -15 .08 -.04 74
SEI1. I don’t have a lot of confidence. 02 73 -11 .13 -11 .05 .11 47
Idenfutyl. I like my class because I like myself in 12 55 -03 -18 23 04 00 55
this class.
SE2. I am very satisfied with the way I am. A5 41 .03 -31 .02 33 .00 48
Privatel. I don’t like being in this class. -09 -05 92 .09 .01 -01 .14 .78
Pr::\lfzgzl I’m often glad to be a member of the 00 06 80 02 -02 16 .01 70
Idept1ty2. 1 do.not .hke my class because I don’t 0l 11 68 -24 -09 -07 25 61
like myself in this class.
Private4. Overall, I feel satisfied with the class. .09 -05 .51 -02 40 21 -11 .65
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Table 7 (continued))

Factor loading

Item 1 2 3 4 5 6 7 W

IFA4. I often talk about world news with my
family.

IFA3. I often read situations and events about
foreign countries in newspapers and books.

IFAS. T often talk about world news with my
friends.

IFA2. I often check websites about world news. -01 .08 -03 .57 .06 -21 .02 .50
Publicl. Overall, my class is considered good by

members of other classes.
Public3. In general, people in other classes admire

-13 .11 .04 .82 -01 .01 -01 .62

d6 -06 .11 .73 -11 -16 -.02 .69

-01 .03 -07 .69 .03 .12 -14 .58

-14 .00 .04 -03 .79 -08 .03 .66

d2 -14 -09 -03 .66 -02 -.07 .38

my class.
Pr;z;?. Overall, I often feel that the class is 14 06 21 11 52 07 -19 50
INTVAL. I want to live in my hometown when I 25 .10 -21 04 22 -59 -04 45
grow up.

IF2. I study English because it will allow me to

get to know various cultures and peoples. 48 -05 -08 06 -08 .49 .24 ST

SE7. I would like to stay the same as [ am now. .07 -03 .00 -23 .16 45 -08 35

Member2. I don’t think I have much to offer to my 09 08 19 -02 -36 14 .64 44
classmates.

Member4. I don’t think I’m valuable to the class. -06 .13 -01 -11 .18 -13 .56 45

INTVAS. I don’t think what’s happening overseas

has much to do with my daily life. 38 -08 .21 .10 -25 -16 -08 38

IFA1. I often watch world news. 32 .08 .01 37 -03 -12 -.10 .34

SE6. I wish I could have another way of life. -13 -11 .17 -27 .02 30 -09 .33

Memberl. I am a worthwhile member of this 02 02 16 -02 34 -18 23 28
class.

Member3. I am an active participant in the class. 37 -09 27 .16 -02 .14 .07 .67

Public2. Most people consider my class to be not
as good as other classes.

Public4. In general, my class is unpopular with
other classes.

Identity3. I feel happy when good things happen
in my class.

Identity4. I feel bad when bad things happen in my
class.

-19 28 28 .10 26 -11 -01 32

-01 -08 38 .02 30 .08 -I1 31

29 00 29 .01 -12 .01 -26 41

-26 32 -14 .07 .01 .09 .13 37

Note 1. CSE = Collective Self-esteem; IAAT = Intergroup Approach-Avoidance
Tendency; Identity = Importance to Identity; IF = Intercultural Friendship Orientation in
English Learning; IFA = Interest in Foreign Affairs; INTVA = Interest in International
Vocation/Activities; IP = International Posture; Member = Membership Esteem; Private =
Private Collective Self-esteem; Public = Public Collective Self-esteem; SE = Self-esteem.
Note 2. Loadings greater than +.40 are bolded.
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adult participants in previous studies (Luhtanen & Crocker, 1992; Tajfel & Turner, 1979;
Yashima, 2002). First of all, the items of the Intercultural Friendship Orientation in
English Learning, the Intergroup Approach-Avoidance Tendency, and the Interest in
International Vocation/Activities subcategories loaded together on Factor 1 rather than on
three factors as originally hypothesized. Factor 4, Interest in Foreign Affairs, was extracted
from the International Posture subscale; thus, Interest in Foreign Affairs appeared to be a
different affective construct from part of the original International Posture construct for
the young participants.

Second, the emergence of Factor 2, Self-esteem, indicated that the participants had an
image of themselves that was similar to young learners in previous studies (Harter, 1982;
Rosenberg, 1965, 1979; Sakurai, 1983).

Third, Factor 3 was labeled Private Collective Self-esteem and Factor 7 was labeled
Negative Membership Esteem. In addition, Factor 5 was made up of a mixture of the items
designed to measure the Private and Public Self-esteem subcategories. This fact indicates
that even at this age, their views of social groups already overlap with adult views to some
extent (Watanabe, 1994). Overall, it can be concluded that the elementary school
participants could recognize the three subcategories of the Collective Self-esteem subscale:
Membership Esteem, Private Self-esteem, and Public Collective Self-esteem. Unlike these
subcategories, the items designed to measure Importance to Identity loaded on several

factors.
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Factor Analysis of the Second Administration of the [UQC

In the second administration, 0.93% cases were missing (44 out of 4,725). A
principal components extraction was performed through SPSS FACTOR on 45 items from
the ITUQC for a sample of 105 elementary school students in order to estimate the number
of factors, absence of multicollinearity, and factorability of the correlation matrices. When
the principal components extraction was conducted, there were 12 factors whose initial
eigenvalues were greater than 1.0.

Next, a factor analysis using maximum likelihood extraction with promax rotation
was conducted. Six factors, which accounted for 48% of the variance, were extracted.
When oblique rotation using promax rotation with Kaiser normalization was requested, no
fair correlations (Comrey & Lee, 1992) were identified from 14 pairs of six factors.

The loadings of the variables on factors are shown in Table 8. Factor 1 obtained
loadings greater than .40 from 14 items and was defined as International Posture.
Thirteen of these items belonged to the three subcategories (i.e., Intercultural Friendship
Orientation in English Learning, Intergroup Approach-Avoidance Tendency, and Interest
in International Vocation/Activities) that made up the International Posture subscale. One
item from the Self-esteem subscale (SE 6) loaded highly and negatively at -.58.

Factor 2 received loadings greater than +.40 from ten items and was defined as
Collective Self-esteem. Three items from the Private Collective Self-esteem subcategory,
two items from the Public Collective Self-esteem subcategory, two items from the
Membership Esteem subcategory, one item from the Importance to Identity subcategory of

the Collective Self-esteem subscale, and two items from the Self-esteem subscale loaded

76



strongly on this factor. However, three out of the ten items (SE 6, Identity 2, and Public 3)
also loaded on another factor at above .40.

Factor 3 obtained loadings greater than +.40 from six items and was labeled as Self-
esteem. Five items from the Self-esteem subscale and one item from the Importance to
Identity subcategory loaded on this factor.

Seven items loaded on Factor 4, which was labeled Interest in Foreign Affairs. All
five items of the Interest in Foreign Affairs subcategory loaded strongly on this factor and
two items (IF 2 and INTVA 5) of the International Posture subscale loaded on this factor.

Factor 5 received loadings greater than .40 from five items and was defined as
Negative Attitudes toward Self and Class. One item from each of the following
subcategories loaded on this factor: the Intergroup Approach-Avoidance Tendency
subcategory, the Private Collective Self-esteem subcategory, the Public Collective Self-
esteem subcategory, and the Importance to Identity subcategory. One more item under this
subcategory (Identity 2) also loaded this factor at .44, but this item loaded on Factor 2 at
the same value.

Factor 6 obtained high loadings from three items and was defined as Negative
Membership Esteem. Two items were from the Membership Esteem subcategory and the
third item was from the Public Collective Self-esteem subcategory (Public 3). This item

also loaded on Factor 2 at .42.
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Summary of Results
The results of the two factor analyses indicated that there were both similarities and
differences between the first and second administrations of the [IUQC. An International

Posture factor was found for both administrations. The same 13 items consistently loaded

Table 8. Pattern Matrix (Second Administration)

Factor loading
Item 1 2 3 4 5 6 K
IF4‘. I study English b§cause I’d like to have Py 51 -06 -10 00 -02 T3
friends who are foreigners.
IF1. I study English because it will allow me to
meet and talk with foreigners.
INTVAS3. I want to work where people from
other countries work.
IAAT4. I would be happy if a friend from abroad
stayed in my house for a couple of nights.
INTVAZ2. I want to live in many countries other 69 00 05 13 -16 13 54
than Japan.
TAATI. I want to make friends with foreigners. .68 A3 -08 -11 .08 -.05 48
INTVAA4. I’'m interested in volunteering abroad. .60 -.10 .06 23 -.06 .08 .49
TAATS. I want to be kind to foreigners living in 59 10 05 -19 09 95 5]

75 A1 -.08 01 -.14 .14 .63

75 .00 .00 12 .06 -.02 .64

J0  -04 -01 -19 31 .07 .61

the neighborhood.
SEG6. I wish I could have another way of life. -.58 45 .06 10 .29 -13 41
IF3.1 ;tudy English because I’d like to work with 57 23 0 09 -06 08 5
foreigners.

TIAAT?7. I would help a foreigner having trouble
communicating in a restaurant or station.

TAAT3. I would talk to an international student if
there were one at school.

INTVAG. Id rather avoid the kind of work that
sends me overseas frequently.

TAAT?2. I try to avoid talking with foreigners if I
can.

Prlgraet:t?a. Overall, I often feel that the class is 91 76 -0l -10 .05 19 63

Private4. Overall, I feel satisfied with the class. .19 .64 .09 -18 .19 -02 .61

Member3. I am an active participant in the class. .07 .62 .09 .05 -.01 -13 45

Prl(:/lztsesl I’m often glad to be a member of the 03 55 02 -11 31 15 47

Public3. In general, people in other classes
admire my class.

Publicl. Overall, my class is considered good by 01 49 12 20 -07 13 48
members of other classes.

SE7. I would like to stay the same as [ am now. -.08 .46 18 -11 .04 -.13 25

Table 8 (continues)

S3 -07 31 -07 .09 -17 47

48 -13 20 .05 .03 -03 31

41 05 -21 25 25 -21 38

41 -17 .04 18 -04 -04 21

17 49  -.16 24 -14 42 78
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Table 8 (continued)
Factor loading
Item 1 2 3 4 5 6 w
Ideptity2. Ido 'not l'ike my class because I don’t _18 44 05 11 44 03 43
like myself in this class.
Memberl. I am a worthwhile member of this

-.06 43 30 19 14 A1 .56

class.
SES. I am a very good person. .01 .10 .83 .00 .00 -07 .74
SE4. I am sure that I always do the right thing. .10 .00 77 .04 -12 A5 72
SE1. I don’t have a lot of confidence. .09 .08 68 -13 -.19 -01 .50
SE3. I think that I do great things. .10 .04 66 .13 .00 .04 .60
IdenFltyl. I like my class because I like myself in 14 19 51 00 -.06 02 33
this class.
SE2. I am very satisfied with the way I am. -.05 36 42 -30 -05 -22 37

IFA3. I often reaq 51Fuat10ns and events about 04 02 -05 79 -0l 17 60
foreign countries in newspapers and books.

IFA2. I often check websites about world news. -01  -06 -.05 g1 -03 -02 47

IFA4. I often talk about world news with my 07 04 -06 65 08 05 47
family.

IFAS. I often talk about world news with my
friends.

INTVAS. I don’t think what’s happening
overseas has much to do with my daily life. 02 -24 02 5238 0438

IFAL. I often watch world news. 27 .03 12 46 -.09 -06 41

IF2. I study Englls’h because it will allow me to 35 08 08 41 .00 18 M3
get to know various cultures and peoples.

Id§nt1ty3. I feel happy when good things happen 00 b5 17 12 6 _02 44
in my class.

Privatel. I don’t like being in this class. -.07 A3 -08  -10 .61 30 .42

TAATS. I would feel spmewhat uncomfortable if 35 -16 -06 -11 .51 13 40
a foreigner moved in next door.

Public4. In general, my class is unpopular with
other classes.

Member2. I don’t think I have much to offer to 00 -14 -02 -08 I8 7 5
my classmates.

Member4. I don’t think I’m valuable to the class.  -.02  -.18 .35 .10 .36 60 .64

INTVAL. I want to live in my hometown when I 05 -06 -20 20 .09 00 07
Srow up.

Public2. Most people consider my class not as
good as other classes.

Identity4. I feel bad when bad things happen in
my class.

Note 1. CSE = Collective Self-esteem; IAAT = Intergroup Approach-Avoidance
Tendency; Identity = Importance to Identity; IF = Intercultural Friendship Orientation in
English Learning; IFA = Interest in Foreign Affairs; INTVA = Interest in International
Vocation/Activities; IP = International Posture; Member = Membership Esteem; Private =
Private Collective Self-esteem; Public = Public Collective Self-esteem; SE = Self-esteem.
Note 2. Loadings greater than +.40 are bolded.

-.15 .14 .03 S8 -21 23 .56

-.02 A9 -06 -01 .48 .01 .26

-12 34 .03 A7 .09 -08 .16

-21  -09 .03  -34 -16 35 35
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on this factor from the three subcategories of the International Posture subscale:
Intercultural Friendship Orientation in English Learning, Intergroup Approach-Avoidance
Tendency, and Interest in International Vocation/Activities. An Interest in Foreign Affairs
factor was also identified at both administrations. This factor was composed of the same
five items from the Interest in Foreign Affairs subcategory of the International Posture
subscale. In addition to the five items, two items from both the Interest in International
Vocation/Activities and Intercultural Friendship Orientation in English Learning
subcategories loaded on this factor in the second administration. Overall, the four
subcategories of the International Posture subscale were accounted for by these two
factors.

A Self-esteem factor was identified in both the first and second administrations. The
six items that consistently loaded on this factor were five items from the Self-esteem
subscale and one item from the Importance to Identity subcategory.

The items on the Collective Self-esteem subscale performed differently during the
two administrations. The items were generally divided into two factors: In the first
administration, five items (Private 1, Private 2, Private 4, Public 4, and Identity 2) loaded
on a Private Collective Self-esteem factor and four items (Member 1, Private 3, Public 1,
and Public 3) loaded on a Private and Public Collective Self-esteem factor. At the second
administration, most of these items (Member 1, Private 2, Private 3, Private 4, Public 1,
Public 3, and Identity 2) loaded on the Collective Self-esteem factor. The rest of the items

(Private 1 and Public 4) loaded on the Negative Attitudes toward Self and Class. Overall,
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the items on the Collective Self-esteem subscale seem to have been composed of two
groups; however, the groupings were inconsistent in the two analyses.

Although a Negative Membership Esteem factor was identified in both
administrations, only two items, Member 2 and Member 4 from the Membership Esteem
subcategory consistently loaded on this factor.

To summarize, the elementary school participants recognized the three affective
constructs, International Posture, Self-esteem, and Collective Self-esteem at both
administrations of the [IUQC, prior to and after the one-year international understanding
program. However, unlike adults, the nine subcategories of the three affective constructs
above did not appear as separate factors in the factor analyses. International Posture was
originally subcategorized into four parts (Yashima, 2002); but the items designed to
measure three of the subcategories, Intercultural Friendship Orientation in English
Learning, Intergroup Approach-Avoidance Tendency, and Interest in International
Vocation/Activities, loaded on a single factor, while Interest in Foreign Affairs formed a
separate factor. The elementary school participants conceptualized Self-esteem as one
factor in previous studies (Harter, 1982; Rosenberg, 1965, 1979; Sakurai, 1983). The factor
analysis results also validated the results of those studies. Collective Self-esteem was
originally conceptualized as forming four subcategories (Luhtanen & Crocker, 1992), but a
two-factor solution was found at the IUQC administrations regarding the items from the
three subcategories of Membership Esteem, Private Collective Self-esteem, and Public
Collective Self-esteem. In addition, the items from the Importance of Identity subcategory

were unstable in terms of their factor loadings.
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One more important point concerning the Collective Self-esteem subscale is that the
items that made up the subscale did not overlap the items of the Self-esteem subscale
except for Item SE 7. Even though the participants did not differentiate the items in the
Collective Self-esteem subscale as clearly as adults did (Luhtanen & Crocker, 1992; Tajfel
& Turner; 1979), both affective constructs, Self-esteem and Collective Self-esteem,
appeared to be distinct constructs in this study. The results of the factor analyses for the

two administrations are summarized in Table 9.

Table 9. 4 Comparison of Factors Extracted in the First and Second Administrations of the
1UocC

Number Number
of High of High
Factor First Administration Loadings  Second Administration Loadings
1 International Posture 15 International Posture 14
2 Self-esteem 6 Collective Self-esteem 9
Private Collective Self-
3 esteem 4 Self-esteem 6
Interest in Foreign
4 Affairs 4 Interest in Foreign Affairs 7
Private and Public Negative Attitudes toward
5 Collective Self-esteem 3 Self and Class 5
International Negative Membership
6 Knowledge and Self 3 Esteem 3
Negative Membership
7 Esteem 3

In the next section, seven factors, two groups of the International Posture subscale
(1. Intercultural Friendship Orientation in English Learning, Intergroup Approach-
Avoidance Tendency, and Interest in International Vocation/Activities, 2. Interest in

Foreign Affairs), the Self-esteem subscale, and the four problematic subcategories of the

82



Collective Self-esteem subscale (1. Membership Self-esteem, 2. Private Collective Self-
esteem, and 3. Public Collective Self-esteem, and 4. Importance to Identity) are analyzed

using the Rasch rating scale model.

The Rasch Rating-Scale Model

The Rasch model was selected as the psychometric model of choice for this study for
a number of reasons. First of all, it was conceptualized that the subcategories of the [IUQC
should be unidimensional. The aim was to summarize all the useful information of the
individual subcategories with two estimates of person ability for each subcategory. Second,
the Rasch model was used to investigate whether the 4-point rating scale of the IUQC
worked efficiently. Third, the Rasch model was used to create a short scale without
significant loss of the comparability of the measures. Therefore, the Rasch measurement
model was employed using Winsteps version 3.63.0 (Linacre, 2007). Because all items use
a common rating scale, the Rasch rating scale model was used for the analyses. The

formula for the Rasch rating scale is:

m " —Bn-—Di—Fi
Pni(j-1)

where
Pnij is the probability of respondent n scoring in category j of item i,
Pni(j-1) is the probability of respondent n scoring in category j-1 of item
Bn is the person measure of respondent 7,
Di is the difficulty of item 7, and
Fj is the difficulty of category step ;.
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Rating scale categories are ordered steps on the measurement scale. Completing the
/™ step can be thought of as choosing the /™ alternative over the j-1 category in response to
the item. In this analysis of the [UQC, the full rating scale was examined. It consists of
three steps: from 1 to 2, from 2 to 3, and from 3 to 4 using the rating scale as follows: 1 =
disagree, 2 = relatively disagree, 3 = relatively agree, 4 = agree. According to the Rasch
model, across all persons and all items, the probability of responding to each ascending
step should increase as one goes up the measurement scale. Rasch analysis places persons
(Bn) and items (D7) on the same measurement scale where the unit of measurement is the
logit (logarithm of odds unit). In addition, here, the term “construct” is used to describe
components that were extracted with Rasch analysis as “factor” is used to describe those

that were extracted using factor analysis.

Procedures of Rasch-based Item Analyses

In this study, the participants were measured in the same frame of reference (IUQC)
at Trial 1 and Trial 2 (in the beginning and the end of the international understanding
program). My interest was the students’ change from Trial 1 to Trial 2. However, the
functioning of test items and rating scale may also change across administrations (Wright,
1996, p. 1). One way to address this issue is by stacking the data, which involves placing
Trial 1 and Trial 2 data together vertically. In this way, the rating scale and the items are
considered to be unchanged, but the person ability estimates are free to move between
Trial 1 and Trial 2. The impact of the intervention on each person can be investigated. This

is important given that the focus of this study was to identify affective changes from the
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pre- to the posttest. Thus, in this chapter, the Rasch PCA of item residuals, rating scale
functioning, item fit, and item-person maps are reported for the Trial 1 and Trial 2 data

individually.

Rasch PCA of Item Residuals
The seven factors extracted with the factor analysis were analyzed using a Rasch
principal components analysis (PCA) of item residuals to test the unidimensionality of the
hypothesized constructs. This analysis was based on the Rasch rating scale model (Andrich,
1978), which is a derivative of the dichotomous Rasch model (Rasch, 1960). The Rasch
PCA components of item residuals show contrasts between opposing factors, not loadings

on one factor, which is a critical difference from a usual factor analysis.

Factor 1: International Posture
This factor was made up of 13 items from three subcategories: Intercultural

Friendship Orientation in English Learning, Intergroup Approach-Avoidance Tendency,
and Interest in International Vocation/Activities. A Rasch PCA of item residuals was
conducted for the 17 original items that made up these three subcategories. The variance
explained by the Rasch measures for the data gathered at the first administration was
57.2%, which was slightly less than the acceptable value, 60% (Linacre, 2006). The first
residual contrast accounted for 6.3% of the variance, which was somewhat above the 3%
criterion proposed by Linacre (2006). The item separation of the 17 items was 6.78.

Separation is the ratio of the item adjusted standard deviation, the true standard deviation
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to the root-mean-square standard error (RMSE), the error standard deviation. In other
words, it is the ratio of true variance to error variance (Fisher, 1936).

As shown in Table 10, three of the Intercultural Friendship Orientation in English
Learning items (IF 3, IF 4, and IF 2) had positive residual loadings above .40, while Item
IF 1’s loading was close to the .40 criterion, at .36. These high loadings suggested that the

Table 10. Rasch Principal Component Analysis of Standardized Residual Correlations for
the International Posture Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
IF 3 .67 47 .88 .89
IF 4 45 -.55 75 .70
IF 2 40 -21 .96 1.00
IAAT 1 .36 -.76 .88 .82
IF 1 .36 -.30 .80 .87
INTVA 4 32 .64 1.02 1.01
INTVA 3 .26 1.06 .67 .63
INTVA 2 25 -.14 1.20 1.09
IAAT 4 A3 24 1.04 1.05
IAATSS .06 -1.02 .67 72
INTVA 6 -.18 42 93 91
IAAT 7 -21 24 .84 .83
IAAT 3 -.35 -.76 1.06 1.06
INTVA 1 -.37 1.34 1.64 3.69
INTVA 5 -51 -.04 1.41 1.51
IAAT 6 -.53 -.61 1.08 1.04
IAAT 2 -.56 -.02 1.09 1.15

Note. IAAT = Intergroup Approach-Avoidance Tendency; IF = Intercultural Friendship
Orientation in English Learning; INTVA = Interest in International Vocation/Activities.

IF items were measuring a different construct from the rest of the items. When the four IF
items were extracted and analyzed once again using Winsteps, 71.0% of the variance was
explained by the Rasch model (item separation of the four items was 4.09). This figure was
considerably higher than the 57.2% of variance accounted for by the Rasch model when all

17 items were analyzed together. The relatively large amount of variance accounted for by
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the Rasch model for the four IF items confirmed that they would be best viewed as
measuring a construct separate from the IAAT and INTVA items. When the same 17 items
were administered the second time, the variance explained by the Rasch model was 63.6%
and item separation was 4.57. The first residual contrast accounted for 5.2% of the
variance. As shown in Table 11, once again, three of the IF items had strong positive
loadings (IF 4 = .69, IF 1 = .58, IF 3 = .35), while the residual variance of the fourth item

Table 11. Rasch Principal Component Analysis of Standardized Residual Correlations for
the International Posture Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
IF 4 .69 -.38 .68 .62
IF 1 .58 .01 .65 .59
IAAT 1 47 -.85 .90 .76
IF 3 35 .66 .83 .83
INTVA 2 26 -.05 1.20 1.03
INTVA 3 26 .82 .61 .61
IAATSS 24 -.81 71 .64
INTVA 4 22 77 91 .87
IAAT 4 18 14 91 .87
IAAT 7 -.01 .20 .70 81
IF 2 -.03 42 .88 95
IAAT 3 -.13 -.79 .85 .86
INTVA 6 -.18 43 1.22 1.26
IAAT 6 -.37 -1.13 1.17 1.14
IAAT 2 -.38 -.25 1.20 1.36
INTVA 1 -.55 1.24 2.44 3.99
INTVA 5 -.59 -42 1.43 1.34

Note. IAAT = Intergroup Approach-Avoidance Tendency; IF = Intercultural Friendship
Orientation in English Learning; INTVA = Interest in International Vocation/Activities.
was essentially neutral (IF 2 = -.03). When the four IF items were extracted and analyzed
separately, the Rasch model explained 71.4% of the variance (item separation = 4.26).
Once again, this represented a considerable improvement when compared with the results

obtained by analyzing all 17 items together. The high value of the Rasch component for
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the four IF items at the second administration provided further confirmation that the IF
items measured a distinct construct.

After extracting the IF items, a PCA of item residuals was run for the remaining 13
items (seven items from the IAAT subcategory and six items from the INTVA
subcategory) for the first administration and for the second administration. For the data
from the first administration, the Rasch model accounted for 64.4% of the variance, the
first residual contrast accounted for 5.8% of the variance, and the item separation of the 13
items was 5.10. While these results were an improvement when compared with the results
for all 17 items, the INTVA item residuals tended to have positive loadings, while the
IAAT item residuals tended to have negative loadings; this indicated that the INTVA and
IAAT items were possibly measuring somewhat different constructs as shown in Table 12.
Table 12. Rasch Principal Component Analysis of Standardized Residual Correlations for

the Intergroup Approach-Avoidance Tendency and Interest in International
Vocation/Activities Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
INTVA 2 .63 -.18 1.18 1.07
INTVA 3 .58 1.00 .65 .63
TIAAT 1 42 =79 .90 .87
INTVA 4 .30 .58 1.08 1.07
IAAT 4 27 .19 1.00 1.14
INTVA 6 23 37 .83 .79
IAAT S5 -.02 -1.04 .67 .76
INTVA 1 -.16 1.28 1.54 2.85
TIAAT 7 -22 .19 .85 .85
IAAT 2 -42 -.07 95 .97
IAAT 3 -.44 =79 1.01 1.00
TIAAT 6 -.49 -.64 .97 .88
INTVA 5 -.54 -.08 1.30 1.39

Note. IAAT = Intergroup Approach-Avoidance Tendency; INTVA = Interest in
International Vocation/Activities.
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In the second administration, 61.3% of the variance was accounted for by the Rasch model,
and the first residual contrast accounted for 6.1% of the variance. Item separation was 4.78.
However, in this administration, the item residual loadings for the INTVA and IAAT items
were clearly differentiated as shown in Table 13; INTVA 1 and INTVA 6 displayed
residual loadings above .40, while IAAT 5, IAAT 7, IAAT 3, and IAAT 1had residual
loadings below -.40, thus providing a strong indication that they measured different
constructs. Because the INTVA and IAAT items formed two distinct constructs, the two
sets of items were entered into Winsteps and analyzed separately.

In the analysis of the six INTVA items, the Rasch model accounted for 56.3% of the
variance of the items, and first residual contrast accounted for 13.0% of the variance at the
first administration. Item separation was 4.07. Items INTVA 5 and INTVA 1 displayed
Table 13. Rasch Principal Component Analysis of Standardized Residual Correlations for

the Intergroup Approach-Avoidance Tendency and Interest in International
Vocation/Activities Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
INTVA 1 12 1.22 2.27 3.35
INTVA 6 42 46 1.13 1.15
INTVA 5 .26 -.34 1.28 1.21
INTVA 2 21 .00 1.13 .99
INTVA 3 .09 .83 .56 .56
INTVA 4 -.17 .79 .85 .83
IAAT 2 -.19 -.18 1.06 1.14
IAAT 4 -25 18 .83 .80
TIAAT 6 -25 -1.02 1.04 97
IAAT 1 -42 =76 95 .79
IAAT 3 -.52 -.70 73 72
TIAAT 7 -.54 24 .66 73
IAAT 5 -.55 =72 71 .63

Note. IAAT = Intergroup Approach-Avoidance Tendency; INTVA = Interest in
International Vocation/Activities.
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positive loadings (INTVA 5 =.74, INTVA 1 = .58), whereas Items INTVA 2, INTVA 3,
INTVA 4, and INTVA 6 had negative loadings (INTVA 2 =-.68, INTVA 3 =-.58, INTVA
4=-29,INTVA 6 =-.17) as shown in Table 14. In order to clarify whether INTVA was
composed of the four items (INTVA 2, INTVA 3, INTVA 4, and INTVA 6) or all six
items, the Pearson correlation between the person ability estimates using the four items and
then the six items were calculated. The correlation of .90 (disattenuated correlation = 1.53)
indicated that person measures were similar whether four or six items were used; thus, all

six items were retained as the INTVA items in order to maximize measurement precision.

Table 14. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Interest in International Vocation/Activities Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
INTVA'S 74 -.59 1.31 1.32
INTVA 1 .58 .80 1.37 1.70
INTVA 6 -17 -.13 77 74
INTVA 4 -.29 .09 1.07 1.09
INTVA 3 -.58 52 .59 .56
INTVA 2 -.68 -.69 95 .87

Note. INTVA = Interest in International Vocation/Activities.

The Rasch model accounted for 61.5% of the variance at the second administration.
The first residual contrast accounted for 12.3% of the variance. Item separation was 3.88.
In the second administration, the residuals for Items INTVA 3, INTVA 2, and INTVA 4
displayed positive loadings (INTVA 3 =.71, INTVA 2 = .64, and INTVA 4 = .52) as
shown in Table 15. In order to clarify the number of INTVA items, the Pearson correlation
between the person ability estimates using those three items, and all six items were

calculated. The correlation was » = .83 (disattenuated correlation = 1.46).
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Because the variance in the first residual was considerably larger than the 3.0%
criterion at 13.0% at the first administration and 12.3% at the second administration,
further analyses were conducted for three sets of items: (a) five INTVA items (INTVA 2,
INTVA 3, INTVA 4, INTVA 5, and INTVA 6), (b) another five INTVA items (INTVA 1,
INTVA 2, INTVA 3, INTVA 4, and INTVA 5), and (¢) four INTVA items (INTVA 2,
INTVA 3, INTVA 4, and INTVA 6). These sets were compared with all six items in terms
of item separation and variance explained by the measures. INTVA items 1 and 5 were
investigated because these two items appeared to differ from the other four items at the
first and second administrations as shown in Tables 14 and 15. In addition, these two items

displayed inconsistent factor loadings (See Tables 7 and 8).

Table 15. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Interest in International Vocation/Activities Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
INTVA 3 71 34 .56 .55
INTVA 2 .64 -48 95 .84
INTVA 4 .52 29 .87 .85
INTVA 6 -21 -.05 91 .89
INTVA 5 -.49 -.83 1.18 1.13
INTVA 1 -.68 72 1.70 2.04

Note. INTVA = Interest in International Vocation/Activities.

For the data from the first administration in Table 16, the four item set (INTVA 2,
INTVA 3, INTVA 4, and INTVA 6) was best accounted for by the Rasch measures, which
accounted for 70.5% of the variance. This was an improvement over the 56.3% of the
variance explained by the Rasch measures for all six items. The first residual contrast

accounted for 11.5% of the variance. Regarding item separation, similar values around 4.0
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appeared across the three sets other than Set (a) (INTVA 2, INTVA 3, INTVA 4, INTVA 5,
and INTVA 6). The results suggested that for the first administration, the four INTVA

items best formed the INTVA construct.

Table 16. A Comparison of Item Separation Indices and Variances Explained by Measures
of Four Sets of Interest in International Vocation/Activities Item Components (First
Administration)

Item Variance Variance in the
Separation Explained by First Residual
P Measures Contrast

a) five items (2, 3, 4, . 2% D%
five INTVA i 2,3,4,5&6 3.58 59.2% 13.5%
1ve items (1, 2, 3, . 4% D%
b) five INTVA i 1,2,3,4&6 4.09 63.4% 11.5%
c) tour items (2, 3, . SN D%
four INTVA i 2,3,4&6 4.06 70.5% 11.5%
(d) six INTVA items 4.07 56.3% 13.0%

Note. INTVA = Interest in International Vocation/ Activities.

Table 17 shows the comparison of item separation indices and the variance explained
by the Rasch measures of four sets of INTVA item components for the second
administration. Once again, the largest amount of variance, 63.8% was explained by the
measures for Set (c) (INTVA 2, INTVA 3, INTVA 4, and INTVA 6). The first residual
contrast accounted for 14.1% of the variance, which was larger than the 12.3% of the
variance accounted for by the first residual contrast for all six items. Item separation
showed the lowest value, 3.01, among the four sets. Based on the results obtained at the
both administrations, it was concluded that the four INTVA items (INTVA 2, INTVA 3,

INTVA 4, and INTVA 6) best represented the INTVA construct.
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Finally, the seven IAAT items were analyzed. The Rasch model accounted for
61.8% of the variance at the first administration, and the first residual contrast accounted

for 8.5% of the variance. Item separation was 3.78. As shown in Table 18, for the first

Table 17. A Comparison of Item Separation Indices and Variances Explained by Measures
of Four Sets of Interest in International Vocation/Activities Item Components (Second
Administration)

Ttem Variance Variance in the
Separation Explained by First Residual

P Measures Contrast

a) five INTVA items (2,3,4,5& 6 3.68 61.2% 13.8%

(a)

(b) five INTVA items (1, 2, 3,4 & 6) 3.09 61.0% 14.2%

¢) four INTVA items (2, 3,4 & 6 3.01 63.8% 14.1%

(©)

(d) six INTVA items 3.88 61.5% 12.3%

Note. INTVA = Interest in International Vocation/ Activities.

administration, the residuals for Items IAAT 2, IAAT 6, and IAAT 7 had positive loadings
(IAAT 2 =.75, IAAT 6 = .57, IAAT 7 = .08), while the residuals for Items IAAT 4, IAAT
1, IAAT 5, and IAAT 3 had negative loadings (IAAT 4 =-.51, IAAT 1 =-.50, [AAT 5 =-
37, IAAT 3 =-.09). In order to confirm whether IAAT was made up of the four items
IAAT 1, IAAT 3, IAAT 4, and IAAT 5 or seven items, IAAT 1 to IAAT 7, the Pearson
correlation between the person ability estimates using the four items and those using all
seven items were calculated. The correlation of .87 (disattenuated correlation = 1.58)
indicated that person measures were similar whether four or seven items were used;

therefore, all seven items were retained as measures of IAAT.
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Table 18. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Intergroup Approach-Avoidance Tendency Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
IAAT 2 75 43 1.10 1.05
TIAAT 6 .57 -27 .97 .90
IAAT 7 .08 74 .85 .88
IAAT 3 -.09 -44 1.02 1.02
TIAAT 5 -.37 -74 77 .98
IAAT 1 -.50 -44 1.10 1.15
IAAT 4 -.51 73 1.11 1.19

Note. IAAT = Intergroup Approach-Avoidance Tendency.

The Rasch model accounted for 64.8% of the variance of the seven IAAT items at
the second administration, and the first residual contrast accounted for 8.1% of the
variance. [tem separation was 3.79. The residuals for Items IAAT 4, IAAT 6, and IAAT 1

had positive loadings (IAAT 4 = .83, IAAT 6 = .48, IAAT 1 = .04), while the residuals for

Table 19. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Intergroup Approach-Avoidance Tendency Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
IAAT 4 .83 .87 1.11 1.07
IAAT 6 48 -.84 1.16 1.04
IAAT 1 .04 -48 1.11 .96
IAATSS -.10 -43 .87 .76
IAAT 2 -.32 33 1.33 1.31
IAAT 7 -44 95 75 .80
IAAT 3 -.63 -40 .83 .80

Note. IAAT = Intergroup Approach-Avoidance Tendency.

Items TAAT 3, IAAT 7, IAAT 2, and IAAT 5 had negative loadings (IAAT 3 =-.63, IAAT
7=-44,TAAT 2 =-.32, IAAT 5 =-.10). The Pearson correlation between the person
ability estimates of the four items (IAAT 2, IAAT 3, IAAT 5, and TAAT 7) and all seven

items from IAAT 1 to IAAT 7 was .92 (diattenuated correlation = 1.41). Thus, all seven
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items were retained as measures of IAAT in order to maximize measurement precision. To
summarize, the International Posture factor was divided into three constructs: IF (four

items), INTVA (four items), and IAAT (seven items).

Factor 2: Interest in Foreign Affairs

This factor was made up of eight items: the five items of Interest in Foreign Affairs,
INTVA 5, and IF 2. Rasch PCA of item residuals and item separation were checked for
both administrations for the following three sets of the items in order to investigate the
dimensionality of the seven items.

As shown in Table 20, at the first administration, three sets of items, (a) five I[FA
items (five items), (b) the five IFA items and INTVA 5 (six items), and (c) five I[FA items,
INTVA 5, and IF 2 (seven items) were compared in terms of item separation and variance
explained by measures. The five IFA items showed the highest item separation value, 8.06,
and the largest amount variance, 89.9%, was explained by the Rasch measures. The first

residual contrast accounted for 3.3% of the variance.

Table 20. A4 Comparison of Item Separation Indices and Variances Explained by Measures
of Three Sets of Interest in Foreign Affairs Item Components (First Administration)

Item Separation Variance Explained

by Measures
(a) five IFA items 8.06 89.9%
(b) five IFA items & INTVA 5 7.82 85.2%
(c) five TFA items, INTVA 5, & TF 2 7.81 81.5%

Note. IF = International Posture; IFA = Interest in Foreign Affairs; INTVA = Interest in
International Vocation/ Activities.
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The same procedure was adopted with the data for the second administration as
shown in Table 21. The three sets of the items, (a), (b), and (c) were compared in terms of
item separation and the amount of variance explained by the measures. Once again, the
five IFA items showed the highest item separation value, 7.73, and the largest amount of
variance, 89.3%, was explained by the Rasch measures. The first residual contrast
accounted for 3.9% of the variance. Based on the results obtained at the both

administrations, it was concluded that the IFA factor was composed of the five IFA items.

Table 21. A Comparison of Item Separation Indices and Variances Explained by Measures
of Three Sets of Interest in Foreign Affairs Item Components (Second Administration)

Variance Explained

Item Separation by Measures

(a) five IFA items 7.73 89.3%
(b) five IFA items & INTVA 5 8.15 86.0%
(c) five IFA items, INTVA 5, & IF 2 7.75 83.1%

Note. IF = International Posture; IFA = Interest in Foreign Affairs; INTVA = Interest in
International Vocation/ Activities.
Factor 3: Self-esteem

This factor was made up of seven items: the five items of Self-esteem (SE 1 to SE 5),
Identity 1, and Identity 4. The core component of this factor was the five SE items. Prior to
the analyses of the Rasch PCA of item residuals and item separation, the item statistics of
the original seven SE items (SE 1 to SE 7) were calculated for both administrations in
order to confirm the degree to which each item contributed to the SE factor. Table 22

shows the item statistics of the seven SE items for the first administration. SE 6 (Outfit
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MNSQ = 1.42) and SE 7 (Infit MNSQ = 1.58 and Outfit MNSQ = 2.25) underfit the Rasch
model.

Table 23 shows the item statistics of the seven SE items for the second
administration. Again, Item SE 6 underfit the Rasch model (Infit MNSQ = 1.70 and Outfit
MNSQ = 1.85). Based on the results obtained at the both administrations, three sets of
items were checked for dimensionality: five SE items (SE 1 to SE 5), six SE items (SE 1,

SE 2, SE 3, SE 4, SE 5, and SE 7), and seven SE items (SE 1 to SE 7).

Table 22. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Seven Self-esteem Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
SE 7 78 -1.16 1.05 1.42
SE 6 .76 -.68 1.58 2.25
SE 2 .14 -.40 .89 91
SE 3 -.53 .59 .82 81
SE 1 -.55 15 .92 .87
SE 4 -.53 .59 .82 81
SE 5 -.68 .67 .59 .56

Note. SE = Self-esteem.

Table 23. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Seven Self-esteem Items (First Administration)

Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
SE 4 75 .63 .87 .80
SE 5 .67 .58 .59 54
SE 3 .65 .76 73 .86
SE 1 37 21 98 1.02
SE 2 -.33 -.13 1.02 .92
SE 7 -.66 -1.22 1.06 1.10
SE 6 -.69 -.82 1.70 1.85

Note. SE = Self-esteem.

Next, the Rasch PCA of item residuals and item separation were calculated for the

following five sets of the items in order to clarify the Self-esteem construct. As shown in
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Table 24, at the first administration, five sets of items, (a) five SE items (SE 1 to SE 5)
(five items), (b) six SE items (SE 1, SE 2, SE 3, SE 4, SE 5, and SE 7) (six items), (¢)
seven SE items (SE 1 to SE 7) (seven items), (d) five SE items (SE 1 to SE 5) and Identity
1 (six items), (e) five SE items (SE 1 to SE 5), Identity 1 and Identity 4 (seven items) were
compared in terms of the amount of variance explained by Rasch measures and item
separation. Set (d), five SE items (SE 1 to SE 5) and Identity 1 explained the largest
amount of variance, 64.3%, and Set (b), six SE items (SE 1, SE 2, SE 3, SE 4, SE 5, and

SE 7) showed the highest item separation at 5.51.

Table 24. A Comparison of Item Separation Indices and Variances Explained by Measures
of Five Sets of Self-esteem Item Components (First Administration)

Item Separation Variance Explained

by Measures
(a) five SE items (1 to 5) 3.80 58.0%
(b)six SE items (1, 2, 3,4, 5, & 7) 5.51 63.9%
(c) seven SE items (1 to 7) 5.11 62.1%
(d) five SE items (1 to 5) and Identity 1 3.51 64.3%
(e) five SE items (1 to 5), Identity 1 & Identity 4 2.88 62.7%

Note. Identity = Importance to Identity; SE = Self-esteem.

The same procedure was adopted with the data for the second administration as
shown in Table 25. The five sets of items, (a), (b), (¢), (d), and (e) were compared in terms
of the amount of variance explained by Rasch measures and item separation. Set (b), the
six SE items (SE 1, SE 2, SE 3, SE 4, SE 5, and SE 7), explained the largest amount of
variance, 65.9%, and also showed the highest item separation at 5.00. Overall, it was

concluded that the SE factor was composed of the six SE items.
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Table 25. A4 Comparison of Item Separation Indices and Variances Explained by Measures
of Five Sets of Self-esteem Item Components (Second Administration)

Variance Explained

Item Separation by Measures

(a) five SE items (1 to 5) 2.42 53.1%
(b)six SE items (1, 2, 3,4,5, & 7) 5.00 65.9%
(c) seven SE items (1 to 7) 4.82 65.8%
(d) five SE items (1 to 5) and Identity 1 2.21 52.9%
(e) five SE items (1 to 5), Identity 1 & Identity 4 2.14 43.6%

Note. Identity = Importance to Identity; SE = Self-esteem.

Factors 4 and 5: Collective Self-esteem

No consistent factor structure appeared for either administration of the Collective
Self-esteem items. At the first and second administrations, however, two factors related to
Collective Self-esteem were identified: Private Collective Self-esteem (four items) and
Private and Public Collective Self-esteem (seven items) in the first administration and
Collective Self-esteem (10 items) and Negative Attitudes toward Self and Class (five items)
in the second administration.

In order to confirm how many and which items made up the Collective Self-esteem
construct, a Rasch PCA of item residuals was conducted and item separation was
calculated for the original 16 items of the Collective Self-esteem. For the data collected at
the first administration, the Rasch model explained 60.7% of the variance of the 16 items.
The first residual contrast accounted for 6.8% of the variance, and item separation was
6.78. Regarding the loadings of the 16 items in Table 26, no clear-cut pattern was evident
except for the four items of Private Collective Self-esteem (Private 2 = .73, Private 1 = .63,
Private 4 = .58, Private 3 = .28), which displayed high positive loadings. The same

procedure was adopted with the data from the second administration. A Rasch PCA of item
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residuals was conducted and item separation was calculated for the original 16 items of the
Collective Self-esteem scale. The Rasch measures explained 59.2% of the variance of the
16 items and the first residual contrast accounted for 6.7% of the variance. Item separation
was 6.73. As shown in Table 27, the 16 items for the second administration displayed no
clear-cut pattern of loadings except for three items from Private Collective Self-esteem
(Private 3 = .70, Private 4 = .59, Private 2 = .29). The last Private Collective Self-esteem
item had a negative loading (Private 1 = -.40). From the results of both administrations, it
was concluded that the four Private Collective Self-esteem items formed a separate

construct from the other items.

Table 26. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Collective Self-esteem Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Private 2 .73 -1.09 75 73
Private 1 .63 -.93 98 91
Private 4 .58 -.38 74 74
Identity 3 42 -1.95 .98 92
Public 4 .29 -.61 .76 76
Private 3 28 .02 .84 .83
Identity 2 27 -.92 .94 .87
Member 3 13 =76 .96 .93
Public 2 .03 .07 92 1.08
Identity 1 -.16 .87 .92 .86
Member 1 =32 .93 1.02 1.04
Member 2 -.33 .84 1.50 1.46
Public 1 -.35 .66 72 .82
Identity 4 -.37 1.51 2.05 2.14
Public 3 -.41 .83 .85 .86
Member 4 -.62 .90 1.21 1.18

Note. Identity = Importance to Identity; Member = Membership Esteem; Private = Private
Collective Self-esteem; Public = Public Collective Self-esteem.
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Next, the four Private Collective Self-esteem items were analyzed. The Rasch model
of the four Private items accounted for 66.3% of the variance at the first administration,
and the first residual contrast accounted for 10.0% of the variance. Item separation was
4.59. Table 28 shows that, for the first administration, none of the four Private items misfit

the Rasch model.

Table 27. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Collective Self-esteem Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Private 3 .70 -22 .84 .82
Private 4 .59 -.53 .84 .81
Member 3 .49 -78 77 73
Public 1 31 .64 .76 74
Private 2 .29 -1.15 .92 .81
Member 1 .26 .84 .79 73
Public 3 21 .84 72 72
Identity 3 .10 -1.50 1.34 1.27
Identity 1 .08 .99 .93 1.10
Public 2 -.09 .30 1.15 1.60
Identity 2 -.14 -1.04 .96 .87
Public 4 -.26 =73 .88 .88
Private 1 -.40 -1.10 1.18 1.16
Identity 4 -.54 1.78 2.03 3.80
Member 2 -.56 1.02 1.21 1.23
Member 4 -.61 .64 .87 91

Note. Identity = Importance to Identity; Member = Membership Esteem; Private = Private
Collective Self-esteem; Public = Public Collective Self-esteem.

Table 28. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Private Collective Self-esteem Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Private 3 .82 1.29 1.30 1.31
Private 4 44 42 71 .70
Private 2 -.61 -1.01 75 7
Private 1 -78 -70 1.20 1.23

Note. Private = Private Collective Self-esteem.
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The Rasch model accounted for 53.3% of the variance of the four Private items at
the second administration, and the first residual contrast accounted for 23.5% of the
variance. [tem separation was 3.25. Table 29 indicates that item Private 1 had infit and
outfit mean-square statistics above 1.40 (Infit MNSQ = 1.55 and Outfit MNSQ = .1.68),
which signifies misfit to the model. This item is discussed below in ltem Fit to the Rasch
Model. In general, the Rasch analysis of the four Private items supported the conclusion

that the four Private Collective Self-esteem items formed a separate construct.

Table 29. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Private Collective Self-esteem Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Private 1 .81 -.54 1.55 1.68
Private 2 .49 -.63 .95 .90
Private 4 =73 34 77 74
Private 3 =77 .82 .79 .80

Note. Private = Private Collective Self-esteem.

Next, 12 common items were chosen from the Private Collective Self-esteem factor
(four items) and the Private and Public Collective Self-esteem factor (seven items)
extracted from the data for the first administration and the Collective Self-esteem factor (10
items) and the Negative Attitudes toward Self and Class factor (five items) extracted from
the data for the second administration by the factor analyses: four Private items, four
Public items, Member 1, Member 3, Identity 2, and Identity 3.

At the first administration, the Rasch model explained 72.1% of the variance of the
12 items. The first residual contrast accounted for 5.5% of the variance, and item

separation was 6.73. According to the results of the PCA of item residuals shown in Table

102



30, three Private items had positive loadings (Private 2 = .78, Private 1 = .64, Private 4

= .44), whereas the four Pubic items displayed negative loadings (Public 1 = -.66, Public 3

Table 30. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Common 12 Collective Self-esteem Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Private 2 78 -91 .81 78
Private 1 .64 =72 1.05 .96
Private 4 44 -.06 77 77
Identity 2 .30 =71 1.10 1.00
Identity 3 .19 -1.91 1.01 .90
Member 3 .01 -.51 1.11 1.07
Public 4 -.01 -33 .81 .79
Private 3 -.04 44 91 .88
Public 2 -23 .50 1.11 1.22
Member 1 -.36 1.56 1.35 1.37
Public 3 -.65 1.43 1.12 1.13
Public 1 -.66 1.23 .90 1.01

Note. Identity = Importance to Identity; Member = Membership Esteem; Private = Private
Collective Self-esteem; Public = Public Collective Self-esteem.

Table 31. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Common 12 Collective Self-esteem Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Private 1 .70 -.83 1.41 1.42
Public 4 .54 -41 1.00 1.03
Identity 2 .52 -.81 1.09 1.03
Identity 3 44 -1.35 1.31 1.33
Private 2 A1 -.90 .96 .87
Public 2 .08 78 1.29 1.81
Member 1 -32 1.41 .92 .86
Private 4 -.35 -.18 .86 .84
Member 3 -.39 -47 .81 .80
Public 1 -44 1.18 .83 .79
Private 3 -45 18 78 .76
Public 3 -.55 1.41 91 91

Note. Identity = Importance to Identity; Member = Membership Esteem; Private = Private
Collective Self-esteem; Public = Public Collective Self-esteem.
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=-.65, Public 2 =-.23, Public 4 = -.01). This indicated that the Private and Public items
were possibly measuring separate constructs. The same procedure was adopted with the
data gathered at the second administration. The Rasch measures explained 64.3% of the
variance. The first residual contrast accounted for 6.9% of the variance. Item separation
was 6.16. At the second administration, however, no trend was identified regarding the
Private and Public items as shown in Table 31. At this point, following to the results of the
first administration, a Rasch PCA of item residuals and item separation were checked for
the four Private items and four Public items separately.

Next, the PCA of item residuals and item separation were checked for the four Public
items that had been identified as a distinct construct. At the first administration, the Rasch
model accounted for 68.7% of the variance and the first residual contrast accounted for
13.2% of the variance. Item separation was 5.66. Table 32 indicates that none of the four

Public items misfit the Rasch model.

Table 32. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Public Collective Self-esteem Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Public 3 .76 1.01 1.07 1.03
Public 1 .61 73 .69 .68
Public 2 -.59 -.29 1.12 1.10
Public 4 -.63 -1.45 1.13 1.08

Note. Public = Public Collective Self-esteem.

At the second administration, the Rasch model accounted for 67.1% of the variance
of the four Public items. The first residual contrast accounted for 15.4% of the variance.

Item separation was 5.98. Table 33 indicates that none of the items misfit the Rasch model.
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From the results of the two administrations, the Public items as well as the Private items

shown in Tables 28 and 29 were regarded as two distinct constructs.

Table 33. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Public Collective Self-esteem Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Public 3 .76 .94 1.01 97
Public 1 .62 .63 75 .80
Public 2 -.63 .06 1.00 .96
Public 4 =72 -1.63 1.21 1.16

Note. Public = Public Collective Self-esteem.

Finally, the remaining four items, Member 1, Member 3, Identity 2, and Identity 3
were analyzed together. At the first administration, The Rasch model explained 79.9% of
the variance of the four items. The first residual contrast accounted for 8.8% of the
variance, and the item separation was 8.51. As shown in Table 34, none of the items misfit

the Rasch model.

Table 34. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Membership Esteem and Identity Items (First Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Member 3 78 -.11 .90 .96
Identity 3 .64 -1.79 .90 .85
Identity 2 -.39 -.36 1.16 1.13
Member 1 -.75 2.26 98 .90

Note. Identity = Importance to Identity; Member = Membership Esteem.

At the second administration, the Rasch model accounted for 80.9% of the variance,
and the first residual contrast accounted for 7.9% of the variance. The item separation

index was 7.58. As shown in Table 35, none of the items misfit the Rasch model. Based on
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the above results, the two Member and two Identity items were regarded as measures of

Collective Self-esteem.

Table 35. Rasch Principal Component Analysis of Standardized Residual Correlations for
the Membership Esteem and Identity Items (Second Administration)

Residual
Item Loading Rasch Logit Infit MNSQ  Outfit MNSQ
Member 1 71 2.25 .74 .68
Member 3 .60 -22 .90 .93
Identity 2 -.62 -.68 1.09 1.13
Identity 3 -.64 -1.36 1.32 1.34

Note. Identity = Importance to Identity; Member = Membership Esteem.

Factor 6: Negative Esteem Membership
Although a Negative Membership Esteem factor was identified in both
administrations, only two items from the Membership Esteem subcategory, Member 2 and
Member 4 consistently loaded on this factor. Therefore, these items were excluded from

the following analyses.

Summary of Results
To summarize the overall results, eight constructs were identified by the Rasch PCA
of item residuals. The International Posture factor was made up of three constructs:
Intercultural Friendship Orientation in English Learning, Intergroup Approach-Avoidance
Tendency, and Interest in International Vocation/Activities. The Interest in Foreign Affairs
factor was another construct, as was the Self-esteem factor. Regarding Collective Self-
esteem, three constructs were identified: Private Collective Self-esteem, Public Collective

Self-esteem, and Membership Esteem and Identity (two Membership Esteem and two
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Importance to Identity items). Eight new constructs were identified with the Rasch PCA of
item residuals, while five factors were extracted from the Factor Analyses as shown in
Table 36. The following analyses were conducted with the eight constructs identified by

the Rasch analyses.

Table 36. A Summary of the FA Results and the Rasch Results for the First and Second
Administrations of the IUQC

Factors Extracted from the Constructs Obtained with the
Factor Analyses Rasch Analyses

Construct 1 Intercultural Friendship
Orientation in English Learning
Avoidance Tendency

Construct 3 Interest in International

Vocation/Activities
Factor 2  Interest in Foreign Affairs Construct 4  Interest in Foreign Affairs
Factor 3  Self-esteem Construct 5 Self-esteem
Factor4  Collective Self-esteem 1 Construct 6 Private Collective Self-esteem
Factor 5  Collective Self-esteem 2 Construct 7 Public Collective Self-esteem

Construct 8 Membership Esteem and
Identity

Because the Rasch model places both persons and items on the same scale,
reliability can be estimated for items as well as for persons. Tables 37 and 38 show Rasch
item reliability, person reliability, item separation, and person separation indices for the
eight constructs at the first and second administrations, respectively. The person reliability
indices, which ranged from .42 to .70 at both administrations, are estimates the
replicability of person placement across other items measuring the same construct (Bond &

Fox, 2007, p. 284). An alternative index for estimating the range of persons on the
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Table 37. Rasch Person/Item Reliability/Separation Indices for the Eight Constructs (First
Administration)

Person Person Item Item
Reliability  Separation  Reliability  Separation

Intercultural Friendship Orientation in .69 1.50 94 4.09
English Learning
Intergroup Approach-Avoidance .67 1.44 .93 3.78
Tendency
Interest in International .57 1.15 .94 4.07
Vocation/Activities
Interest in Foreign Affairs .69 1.50 .98 8.06
Self-esteem .62 1.28 .97 5.51
Private Collective Self-esteem .63 1.29 .95 4.59
Public Collective Self-esteem .56 1.12 97 5.66
Membership Esteem and Identity 42 .86 .99 8.51

Table 38. Rasch Person/Item Reliability/Separation Indices for the Eight Constructs
(Second Administration)

Person Person Item Item
Reliability  Separation = Reliability = Separation

Intercultural Friendship Orientation in .70 1.52 .95 4.26
English Learning
Intergroup Approach-Avoidance .70 1.54 94 3.79
Tendency
Interest in International .54 1.08 .90 3.01
Vocation/Activities
Interest in Foreign Affairs .67 1.44 .98 7.73
Self-esteem .64 1.32 .96 5.00
Private Collective Self-esteem 42 .85 91 3.25
Public Collective Self-esteem .50 1.00 .97 5.98
Membership Esteem and Identity .54 1.09 98 7.58

measured variable is the person separation index. The person separation indices ranged
from .86 to .1.50 at the first administration, from .85 to 1.52 at the second administration;
the participants were not differentiated a great deal on any of the eight constructs. Item
reliability indices ranged from .94 to .99 in the first administration and from .91 to .98 at
the second administration. As the indices were high at both administrations, confidence
can be placed in the replicability of item placement across other samples. The values were

higher than the results obtained in previous studies (Harter, 1982; Luhtanen & Crocker,
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1992; Sakurai, 1983; Yashima, 2002). An alternative index for estimating the spread of
items with other samples is the item separation index. The item separation indices ranged
from 3.78 to 8.51 at the first administration, and from 3.25 to 7.58 at the second

administration.

Rating Scale Functioning

Rating scale analysis was accomplished by determining whether the 4-point rating
scale of the IUQC was psychometrically optimal. The six essential criteria for optimizing
rating scale category effectiveness proposed by Linacre (2006) and Wolfe and Smith
(2007) were applied. First, a minimum of ten observations should be in each category.
Second, the shape of the probability curves should be peaked for each category. Third, the
average category measures should increase monotonically with the rating scale categories.
Fourth, the outfit mean-square statistics should be less than 2.00 (Linacre, 1999). Fifth,
threshold calibrations should increase with the rating scale category. Sixth, the category
thresholds should increase by at least 1.10 logits and less than 5.00 logits for a 4-point
rating scale (Wolfe & Smith, 2007). These criteria were applied to investigating the 4-point

rating scales of the eight constructs extracted with the Rasch PCA based on item residuals.

Construct 1: Intercultural Friendship Orientation in English Learning
The Intercultural Friendship Orientation in English Learning construct was made up of
four items (IF 1 to IF 4). Linacre’s six criteria for rating scale functioning were applied to

the 4-point rating scale used at the first and second administrations. The rating scale

109



analysis for the first administration is shown in Table 39. First, category frequency counts
for the 4-point rating scale (1 = disagree; 2 = relatively disagree; 3 = relatively agree; 4 =
agree) were large, and all categories had more than 10 responses. Second, the use of the
rating scale categories was approximately negatively skewed, with the lowest category
disagree representing only 11% of the ratings. The shape of the probability curves was
peaked for each category at the first administration as displayed in Figure 4. Third, the
average logit measures for the four rating scale categories increased monotonically from -
2.15to - .61 logits, from - .61 to 1.20 logits, and then from 1.20 to 2.69 logits. Fourth, no
outfit mean-square statistic was more than 2.00. All four categories had values between .82
and 1.06. Fifth, the threshold calibrations increased with the rating scale category. Sixth,

the three thresholds between the four categories were distinctive.

Table 39. Summary of the Category Structure of the 4-point Rating Scale for Intercultural
Friendship Orientation in English Learning (First Administration)

Rating Scale Observed Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 41 -2.15 1.03 1.03 None
Relatively disagree 78 -.61 .88 .82 -2.01
Relatively agree 160 1.20 .99 .98 -.42
Agree 102 2.69 1.11 1.06 2.43

Thus, all six criteria for rating scale category effectiveness were met for the data of
the first administration. The same six criteria were applied to the data from the second
administration. As shown in Table 40, first, all categories had more than 10 responses.
Second, the use of the rating scale categories was somewhat negatively skewed, with the

lowest category disagree representing 10% of the ratings. The shape of the probability
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curves was peaked for each category as displayed in Figure 5. Third, the average logit

measures for the four rating scale categories increased monotonically from -2.01 to -.65
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Figure 4. Category probability curves of the Intercultural Friendship Orientation in English
Learning rating scale structure (first administration).

Table 40. Summary of the Category Structure of the 4-point Rating Scale for Intercultural
Friendship Orientation in English Learning (Second Administration)

Rating Scale Observed Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 36 -2.01 1.19 1.17 None
Relatively disagree 103 -.65 .80 .83 -2.38
Relatively agree 132 1.14 93 .85 .01
Agree 85 2.73 1.14 1.15 2.36
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logits, from -.65 to 1.14 logits, and then from 1.14 to 2.73 logits. Fourth, no outfit mean-
square statistic was more than 2.00. All four categories had values between .83 and 1.17.
Fifth, the threshold calibrations increased with the rating scale category. Sixth, the three

thresholds between the four categories were distinctive. Thus, all six criteria for rating

scale category effectiveness were met for the data of the second administration.
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Figure 5. Category probability curves of the Intercultural Friendship Orientation in English
Learning rating scale structure (second administration).

Construct 2: Intergroup Approach-Avoidance Tendency
The Intergroup Approach-Avoidance Tendency construct was made up of seven

items (IAAT 1 to IAAT 7). Linacre’s six criteria were applied to the functioning of the 4-
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point rating scale. Table 41 provides a summary of the category structure of the rating
scale for the first administration. Each rating scale category had more than 10 responses.
The use of the rating scale categories was negatively skewed, with the lowest category
disagree representing 9% of the ratings. The shape of the probability curves was peaked
for each category. The average category measures for the four rating scale categories
increased monotonically from -.84 to .03 logits, from .03 to .87 logits, and then from .87 to
1.76 logits. Additionally, no outfit mean-square statistic was over 2.00. All four categories
had outfit mean-square values between .90 and 1.20. Although the threshold calibrations
increased monotonically with the rating scale category, the two thresholds between the
four categories were less than 1.10 logits. Overall, all except the sixth criterion were met

for the data from the first administration.

Table 41. Summary of the Category Structure of the 4-point Rating Scale for Intergroup
Approach-Avoidance Tendency (First Administration)

Rating Scale Observed Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 63 -.84 1.15 1.20 None
Relatively disagree 132 .03 .88 .90 -1.10
Relatively agree 243 .87 1.00 1.08 -.13
Agree 260 1.76 .96 97 1.23

The same six criteria were applied to the data from the second administration. As
shown in Table 42, each rating scale category had more than 10 responses. The use of the
rating scale categories was negatively skewed, with the lowest category disagree
representing 7% of the ratings. The shape of the probability curves was peaked for each

category. The average category measures for the four rating scale categories increased
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monotonically from -.90 to .00 logits, from .00 to 1.07 logits, and then 1.07 to 2.26 logits.
The outfit mean-square statistics for the four categories were between .81 and 1.25. The
threshold calibrations increased monotonically with the rating scale category. Lastly, the
three thresholds between the four categories were greater than 1.10 logits. Unlike the first
administration, all six conditions were met for the data from the second administration;

thus, the 4-point rating scale was maintained for this construct.

Table 42. Summary of the Category Structure of the 4-point Rating Scale for Intergroup
Approach-Avoidance Tendency (Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 45 -.90 1.18 1.25 None
Relatively disagree 117 .00 .94 .88 -1.43
Relatively agree 235 1.07 93 .81 -.14
Agree 260 2.26 1.05 1.03 1.57

Construct 3: Interest in International Vocation/Activities

The Interest in International Vocation/Activities construct was made up of four items
(INTVA 2, INTVA 3, INTVA 4, and INTVA 6). Linacre’s six criteria were applied to
Construct 3 at both administrations. As shown in Table 43, at the first administration, each
rating scale category had more than 10 responses. The use of the rating scale categories
showed a normal distribution. The shape of the probability curves was peaked for each
category. No outfit mean-square statistic was greater than 2.00. The threshold calibrations
increased monotonically with the rating scale category; however, the thresholds for the
third and fourth categories were separated by .83; thus, all the criteria were met except for

the sixth criterion at the first administration.
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Table 43. Summary of the Category Structure of the 4-point Rating Scale for Interest in
International Vocation/Activities (First Administration)

Rating Scale Observed Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 64 -1.49 1.27 1.20 None
Relatively disagree 127 -47 .76 74 -1.63
Relatively agree 101 .69 97 .96 40
Agree 88 1.62 97 97 1.23

The same six criteria were applied to the data from the second administration. As
shown in Table 44, each rating scale category had more than 10 responses, and the rating
scale categories showed a normal distribution. The shape of the probability curves was
peaked for each category; yet the relatively agree category was less peaked than the rest of
the rating categories. No outfit mean-square statistic was greater than 2.00. The threshold
calibrations increased monotonically with the rating scale category; however, two
thresholds between the four categories were not distinctive enough on the variable. Once
again, all criteria except for the sixth criterion were met at the second administration.
Based on the results obtained at both administrations, the four-point rating scale was

maintained for this construct.

Table 44. Summary of the Category Structure of the 4-point Rating Scale for Interest in
International Vocation/Activities (Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold

Category Count Measure MNSQ MNSQ Calibration
Disagree 55 -1.16 1.28 1.29 None
Relatively disagree 114 -33 .95 .93 -1.48
Relatively agree 98 Sl .85 73 33
Agree 84 1.51 .92 .96 1.16
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Construct 4: Interest in Foreign Affairs

The Interest in Foreign Affairs factor was made up of five items (IFA 1 to IFA 5).
Table 45 shows the results from the first administration. Each rating scale category had
more than 10 observations. The use of the rating scale categories was positively skewed,
with the higher categories relatively agree and agree representing 15 and 17% of the
ratings, respectively. The shape of the probability curves was peaked for each category.
The average category measures increased monotonically with the rating scale categories.
No outfit mean-square statistic above 2.00 was identified. The threshold calibrations
increased with the rating scale category; however, the thresholds for the third and fourth

categories were .85 logits apart.

Table 45. Summary of the Category Structure of the 4-point Rating Scale for Interest in
Foreign Affairs (First Administration)

Rating Scale Observed  Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 214 -2.51 .99 .96 None
Relatively disagree 111 -.96 1.06 1.09 -1.07
Relatively agree 72 32 1.04 .99 A1
Agree 82 1.95 .87 .83 .96

The same six criteria were applied to the data from the second administration. As
shown in Table 46, each rating scale category had more than 10 responses. The use of the
rating scale categories was positively skewed, with the higher categories relatively agree
and agree representing 15 and 19% of the ratings. The shape of the probability curves was
peaked for each category. The average category measures increased monotonically with

the rating scale categories. No outfit mean-square statistic was above 2.00. The threshold

116



calibrations increased with the rating scale category; however, the thresholds between the
four categories were all less than 1.10 logits. Once again, all except the sixth criterion were
met at the second administration. Based on these results, the four-point rating scale was

maintained for this construct.

Table 46. Summary of the Category Structure of the 4-point Rating Scale for Interest in
Foreign Affairs (Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 204 -2.25 .99 .96 None
Relatively disagree 100 -.68 1.01 .80 -.79
Relatively agree 68 .29 1.13 1.12 12
Agree 88 1.61 1.00 .94 .67

Construct 5: Self-esteem
The Self-esteem factor was made up of six items (SE 1, SE 2, SE 3, SE 4, SE 5, and
SE 7). Table 47 shows the results from the first administration. All of the criteria were met

except for the sixth criterion. The third and fourth thresholds were .05 logits apart.

Table 47. Summary of the Category Structure of the 4-point Rating Scale for Self-esteem
(First Administration)

Rating Scale Observed  Average Infit Outfit Threshold

Category Count Measure MNSQ MNSQ Calibration
Disagree 217 -1.79 1.19 1.97 None
Relatively disagree 199 -.81 .88 .90 -1.19
Relatively agree 81 22 .84 1.21 .57
Agree 82 1.12 .94 .86 .62

Table 48 shows the results from the second administration. All of the criteria were

met except for the sixth criterion. The third and fourth thresholds were .48 logits apart.
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Table 48. Summary of the Category Structure of the 4-point Rating Scale for Self-esteem
(Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold

Category Count Measure MNSQ MNSQ Calibration
Disagree 178 -1.93 1.11 1.25 None
Relatively disagree 212 -.82 .92 .95 -1.52
Relatively agree 92 37 a7 72 .52
Agree 68 1.08 1.17 1.14 1.00

Based on the rating scale analysis results from both administrations, it was decided
that a 3-point rating scale should be introduced by combining the relatively agree and
agree categories for this construct. Table 49 shows that the 3-point scale met all of
Linacre’s criteria except for the fourth condition, the outfit mean-square statistics should
be less than 2.00, at the first administration; Table 50 shows that all six criteria were met at
the second administration. Thus, data of the Self-esteem construct with a 3-point rating
scale was used for the following Rasch-based analyses in this chapter and ANOVA

analyses in the next chapter.

Table 49. Summary of the Category Structure of the 3-point Rating Scale for Self-esteem
(First Administration)

Rating Scale Observed  Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 217 -1.17 1.08 3.26 None
Relatively disagree 199 -.38 97 .98 -.68
Agree 145 .76 .96 91 .68
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Table 50. Summary of the Category Structure of the 3-point Rating Scale for Self-esteem
(Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold

Category Count Measure MNSQ MNSQ Calibration
Disagree 178 -1.23 1.01 1.38 None
Relatively disagree 212 -33 1.05 2.00 -.95
Agree 142 .90 .99 91 .95

Construct 6: Private Collective Self-esteem
The Private Collective Self-esteem construct was made up of four items (Private 1 to

Private 4). Table 51 indicates that the data from the first administration met all six criteria.

Table 51. Summary of the Category Structure of the 4-point Rating Scale for Private
Collective Self-esteem (First Administration)

Rating Scale Observed  Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 25 -1.50 1.25 1.22 None
Relatively disagree 94 -.56 91 97 -2.45
Relatively agree 143 1.18 .83 .84 -.06
Agree 88 2.93 1.08 1.08 2.51

Table 52. Summary of the Category Structure of the 4-point Rating Scale for Private
Collective Self-esteem (Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold

Category Count Measure MNSQ MNSQ Calibration
Disagree 23 -.62 1.26 1.49 None
Relatively disagree 71 -.15 .82 .83 -1.56
Relatively agree 145 .94 .90 .93 -.29
Agree 104 2.14 .98 .99 1.85

The same six criteria were applied to the data from the second administration. Table
52 shows that all six criteria were met, so the 4-point rating scale was maintained for this

construct.
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Construct 7: Public Collective Self-esteem
The Public Collective Self-esteem construct was made up of four items (Public 1 to
Public 4). Linacre’s six criteria were applied to this construct at both administrations.

According to the data from the first administration in Table 53, all six criteria were met.

Table 53. Summary of the Category Structure of the 4-point Rating Scale for Public
Collective Self-esteem (First Administration)

Rating Scale Observed  Average Infit Outfit Threshold

Category Count Measure MNSQ MNSQ Calibration
Disagree 72 -2.16 1.06 1.06 None
Relatively disagree 147 -.90 .82 .79 -2.20
Relatively agree 132 .61 .87 .83 -.09
Agree 48 1.99 1.31 1.28 2.29

Table 54. Summary of the Category Structure of the 4-point Rating Scale for Public
Collective Self-esteem (Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 74 -2.12 1.03 1.06 None
Relatively disagree 129 -.90 .81 .81 -1.98
Relatively agree 146 .65 1 1 -.33
Agree 46 1.55 1.49 1.38 2.31

The same six criteria were applied to the data from the second administration.
Table 54 shows that all six criteria were met, so the 4-point rating scale was maintained for

this construct.

Construct 8: Membership Esteem and Identity
The Membership Esteem and Identity construct was composed of four items

(Member 1, Member 3, Identity 2, and Identity 3). Linacre’s six criteria were applied to
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this construct at both administrations. Based on an inspection of the data from the first
administration shown in Table 55, all criteria were met except for the sixth criterion. The
distance between the second and third thresholds was .98, which was slightly less than the

1.10 logit criterion.

Table 55. Summary of the Category Structure of the 4-point Rating Scale for Membership
Esteem and Identity (First Administration)

Rating Scale Observed  Average Infit Outfit Threshold

Category Count Measure MNSQ MNSQ Calibration
Disagree 51 -1.81 1.00 93 None
Relatively disagree 67 -.51 .99 92 -1.42
Relatively agree 145 1.11 .96 .96 -.44
Agree 137 2.56 1.02 1.01 1.86

Table 56 shows that all six criteria were met in the second administration; thus, the

4-point rating scale was maintained for this construct.

Table 56. Summary of the Category Structure of the 4-point Rating Scale for Membership
Esteem and Identity (Second Administration)

Rating Scale Observed  Average Infit Outfit Threshold
Category Count Measure MNSQ MNSQ Calibration
Disagree 52 -2.05 1.18 1.46 None
Relatively disagree 67 -.61 .78 .68 -1.53
Relatively agree 141 1.16 97 1.07 -40
Agree 128 2.56 1.02 1.00 1.93

In conclusion, in general, the 4-point rating scale was psychometrically optimal for
the IUQC. The analysis of the rating scale functioning revealed that the participants

discriminated among the 4-point rating scale options clearly across the seven constructs,
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except for the Self-esteem construct; therefore, a 3-point rating scale was adapted only for

the Self-esteem construct.

Item Fit to the Rasch Model

In this section, chi-square fit statistics were used to determine how well each item
contributed to the eight constructs of the [UQC. The Rasch model provides two types of
item fit statistics that can be used to control the quality of measures (Bond & Fox, 2007):
infit and outfit mean-squared statistics. According to Bond and Fox, “Infit is an
information-weighted sum” (p. 238). To calculate infit mean-squared statistics, “each
squared standardized residual value in the response string, say, the residual z, for each of
the items encountered by Person n, is weighted by its variance and then summed” (Bond &
Fox, 2007, pp. 238-239), while “outfit is based on the conventional sum of squared
standardized residuals, so for Person n, each standardized residual cell is squared and the
string of those squared residuals, one for each and every item encountered by Person 7, is
summed and its average (mean) is found by dividing by the number of items to which
person n responded” (p. 238). Another type of infit and outfit statistic is expressed as a unit
normal 7 or z statistic. It has an optimal value of 1.0 if the data fit the model perfectly. This
distribution varies around a mean of zero. Values over 2.0, which indicate a departure from
the Rasch model at the p = .05 level, are considered as degrading to the measurement of
the persons and the latent variable because “off-variable noise is greater than useful

information” (Linacre, 2006, p. 201).
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Smith, Linacre and Smith (2003) explicated that values in the range of .70 to 1.30
display acceptable fit to the Rasch model. Values greater than 1.30 show significant
underfit, which refers to noise or erratic item or person performances, whereas values
below .70 show significant overfit, which refers to item or person performances that are
more predictable than the Rasch model’s expectations. In this study, the criterion of .60 to
1.40 proposed for rating scales by Wright, Linacre, Gustafsson, and Martin-Loff (1994)

was used to identify misfitting items.

Construct 1: Intercultural Friendship Orientation in English Learning
Table 57 shows infit and outfit statistics for Construct 1, Intercultural Friendship
Orientation in English Learning. All four items showed very good fit to the Rasch model
during both the first and second administrations with mean-square fit statistics between .77

and 1.30. Only item IF 2 showed appreciable underfit at the second administration.

Table 57. Item Fit for the Intercultural Friendship Orientation in English Learning Items

First Administration Second Administration
Item  Measure SE N}ﬁfétQ 1\%3]%‘1 (5 Measure  SE N}ﬁfétQ 1\%3]%‘1 (5
IF1 -.32 18 .98 .98 -.34 18 .81 7
IF2 -.14 17 1.04 1.06 .50 17 1.30 1.29
IF3 1.22 17 1.00 .93 .98 17 .90 .95
IF4 -.76 18 .99 91 -1.14 .19 .99 91
M .00 17 1.00 .97 .00 18 1.00 .98
SD 74 .01 .02 .06 .81 .01 18 .19

Note. IF = Intercultural Friendship Orientation in English Learning,.
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Construct 2: Intergroup Approach-Avoidance Tendency
Table 58 shows the infit and outfit statistics for Construct 2, Intergroup Approach-
Avoidance Tendency. All seven items were within the range of .75 to 1.33 for the item
mean-square fit statistics at both administrations; thus, the seven items fit the Rasch model

well.

Table 58. Item Fit for the Intergroup Approach-Avoidance Tendency Items

First Administration Second Administration
Item  Measure SE Nﬁi%tQ 1\51)1131? é Measure  SE N};f;tQ 1\%2]? é
IAATI1 -.44 15 1.10 1.15 -48 17 1.11 .96
TIAAT2 43 13 1.10 1.05 33 15 1.33 1.31
TIAAT3 -.44 15 1.02 1.02 -.40 17 .83 .80
IAAT4 73 13 1.11 1.19 .87 15 1.11 1.07
TIAATS5 -74 .16 7 98 -43 17 .87 .76
IAAT6 -27 .14 .97 .90 -.84 18 1.16 1.04
IAAT7 74 13 .85 .88 .95 15 5 .80
M .00 .14 .99 1.02 .00 .16 1.02 .96
SD .57 01 12 1 .66 .01 .19 18

Note. IAAT = Intergroup Approach-Avoidance Tendency.

Construct 3: Interest in International Vocation/Activities
Table 59 shows the infit and outfit statistics for Construct 3, Interest in International
Vocation/Activities. This construct was made up of four items. Two items were identified
beyond the acceptable range at the second administration. Item INTVA 6, “I’d rather avoid
the kind of work that sends me overseas frequently,” had an outfit mean-square index
above 1.40 (Outfit MNSQ = 1.47 at the second administration), signifying high variability
of responses or misfit to the probabilistic model. In addition, Item INTVA 3, “I want to

work where people from other countries work,” had infit and outfit mean-square scores of
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less than .60 (Infit MNSQ = .53 and Outfit MNSQ = .53 at the second administration)

indicating less variability than was expected, or overfit, for the probabilistic model.

Table 59. Item Fit for the Interest in International Vocation/Activities Items

First Administration Second Administration

Item Measure SE N};fétQ 1\(/[)11\11? é Measure  SE N};fétQ 1\(/[)11\11? é
INTVA2 -.93 .15 91 .82 =76 .15 1.06 .92
INTVA3 .84 .15 .63 .65 46 .14 .53 .53
INTVA4 21 .14 1.31 1.27 .40 .14 1.03 1.05
INTVA6 -.12 .14 1.07 1.09 -.10 .14 1.40 1.47
M .00 .15 98 .96 .00 .15 1.01 .99
SD .64 .00 25 24 .49 .00 31 .33

Note. INTVA = Interest in International Vocation/Activities.

Construct 4: Interest in Foreign Affairs
Table 60 shows the infit and outfit mean-square statistics for Construct 4, Interest in
Foreign Affairs. This construct was made up of five items. Although Item IFA 2, “I often

check websites about world news,” had an outfit mean square statistic in excess of 1.40

Table 60. ltem Fit for the Interest in Foreign Affairs Items

First Administration Second Administration
Item Measure SE N}ﬁfétQ I\C/I)Il\llté‘l (5 Measure  SE N}ﬁfétQ I\C/I)Il\llté‘l (5
IFA 1 -2.58 .16 1.03 1.09 -2.37 .16 .97 1.12
IFA 2 .66 .16 1.24 1.43 72 .16 1.02 91
IFA 3 -.10 15 .85 .79 -.03 .14 94 75
IFA 4 .66 .16 .81 .70 44 15 1.09 .92
IFA 5 1.37 .19 1.04 .96 1.24 17 1.14 .99
M .00 .16 .99 .99 .00 .16 1.03 .94
SD 1.37 01 .16 .26 1.26 .01 .07 12

Note. IFA = Interest in Foreign Affairs.
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(Outfit MNSQ = 1.43) at the first administration, signifying high variability of responses to
the probabilistic model, all of the items displayed good fit to the Rasch model in terms of
Infit MNSQ. They also showed different degrees of endorsability, with the exception of

items IFA 2 and 4, which both had difficulty estimates of .66 at the first administration.

Construct 5: Self-esteem
Table 61 shows the infit and outfit statistics for Construct 5, Self-esteem. This
construct was made up of six items. Two items were identified beyond the acceptable
range of mean-square fit statistics at both administrations. Item SE 5, “I am a very good

person,” had an infit and outfit mean-square below .60 (Infit MNSQ = .56 and Outfit

Table 61. Item Fit for the Self-esteem Items

First Administration Second Administration
Item  Measure SE NK%Q l\%ligl é Measure  SE NK%Q l\%ligl é
SE1 .04 11 .93 .92 .00 12 1.11 1.21
SE2 -.54 11 1.10 1.27 =23 12 1.16 1.06
SE3 Sl 13 .82 .93 .69 .14 75 .89
SE4 .69 .14 .97 .88 .50 .14 .89 .79
SES .58 .14 .56 .58 44 13 .63 .58
SE7 -1.29 12 1.47 5.14 -1.39 13 1.39 3.95
M .00 13 .98 1.62 .00 13 .99 1.41
SD 71 .01 28 1.59 .70 .01 .26 1.15

Note. SE = Self-esteem.

MNSQ = .58 at the first administration and Outfit MNSQ = .58 at the second
administration) signifying overfit to the probabilistic model. Item SE 7, “I would like to

stay the same as [ am now,” had infit and outfit mean-square indices above 1.40 (Infit
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MNSQ = 1.47 and Outfit MNSQ = 5.14 at the first administration and Outfit MNSQ =

3.95 at the second administration) indicating misfit to the probabilistic model.

Construct 6: Private Collective Self-esteem
Table 62 shows the infit and outfit mean-square statistics for Construct 6, Private
Collective Self-esteem. This construct was made up of four items. One item was identified
beyond the acceptable range of outfit mean-square fit statistics at the second administration.
Item Private 1, “I don’t like being in this class,” had infit and outfit mean-square indices
above 1.40 (Infit MNSQ = 1.55 and Outfit MNSQ = 1.68) signifying misfit to the

probabilistic model.

Table 62. Item Fit for the Private Collective Self-esteem Items

First Administration Second Administration
Item Measure SE Ngi]fétQ 1\%1\1%‘1 é Measure  SE Ngi]fétQ 1\%1\1%‘1 é
Private 1 -.70 .19 1.20 1.23 -.54 17 1.55 1.68
Private 2 -1.01 .19 75 7 -.63 18 .95 .90
Private 3 1.29 18 1.30 1.31 .82 15 .79 .80
Private 4 42 18 1 .70 34 .16 77 74
M .00 18 .99 1.00 .00 17 1.02 1.03
SD .92 .01 .26 27 .61 .01 32 38

Note. Private = Private Collective Self-esteem.

Construct 7: Public Collective Self-esteem
Table 63 shows the infit and outfit statistics for Construct 7, Public Collective Self-
esteem. This construct was made up of four items. All four items fell within the range of
infit and outfit mean-square fit statistics from .60 to 1.40; thus, all four items displayed

adequate fit to the Rasch model.
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Table 63. Item Fit for the Public Collective Self-esteem Items

First Administration Second Administration
Item Measure SE Ngi]f;tQ 1\(/?12]? é Measure  SE Ngi]f;tQ 1\(/?12]? é
Public 1 .73 .16 .69 .68 .63 .15 75 .80
Public 2 -.29 .16 1.12 1.10 .06 .16 1.00 .96
Public 3 1.01 .16 1.07 1.03 .94 .16 1.01 .97
Public 4 -1.45 .16 1.13 1.08 -1.63 17 1.21 1.16
Mean .00 .16 1.00 .97 .00 .16 .99 .97
SD 97 .00 18 17 .99 .01 .16 13

Note. Public = Public Collective Self-esteem.

Construct 8: Membership Esteem and Identity
Table 64 shows the infit and outfit mean-square statistics for Construct 8,
Membership Esteem and Identity. This construct was made up of four items. All four items
fell within the range of infit and outfit mean-square fit statistics from .60 to 1.40; thus, the

four items fit to the Rasch model well.

Misfitting Items

In total, four underfitting items (INTVA 6 to Construct 3, IFA 2 to Construct 4, SE 7 to
Construct 5, and Private 1 to Construct 6) and two overfitting items (INTVA 3 to
Construct 3 and SE 5 to Construct 5) were identified. Further investigations for these items
were conducted to identify whether these items should be retained in or deleted from the
IUQC.

The four underfitting items were investigated in the following manner. To clarify
whether the four items that underfit the individual subcategories were caused by more than
5%, item fit order was checked with Winsteps. By referring to the “most misfitting

response strings,” the first five students who produced unexpected responses were
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temporarily deleted from the data set, and then, both the data with and without the five
students’ responses were compared by checking infit and outfit mean-square statistics. |
did not want to delete an item if its misfit was caused by less than 5% of the persons who

responded to the item.

Table 64. Item Fit for the Membership Esteem and Identity Items

First Administration Second Administration
Item Measure SE NﬁilfétQ I\C/I)Il\lltg (5 Measure  SE NﬁilfétQ I\C/I)Il\lltg (5
Member 1 2.26 15 98 .90 2.25 .16 74 .68
Member 3 -11 15 .90 .96 =22 .16 .90 .93
Identity 2 -.36 .16 1.16 1.13 -.68 17 1.09 1.13
Identity 3 -1.79 .20 .90 .85 -1.36 .19 1.32 1.34
M .00 17 .99 .96 .00 17 1.01 1.02
SD 1.46 .02 11 11 1.36 .01 22 .24

Note. Identity = Importance to Identity; Member = Membership Esteem.

The first underfitting item was INTVA 6 (Outfit MNSQ = 1.47), “T’d rather avoid

the kind of work that sends me overseas frequently,” which was part of Construct 3,
Interest in International Vocation/Activities for the second administration. After
temporarily deleting the five most misfitting participants from the second administration,
the outfit mean-square statistic improved to 1.07. Because the misfit of this item was
caused by a small number of participants, the item was retained as a measure of INTVA.
This item might have been problematic for a small subset of participants because they
might not have known about such occupations and might have been attached to their
parents; both situations would have led them to strongly agree with the statement.

The second underfitting item was IFA 2, “I often check websites about world

news,” which misfit Construct 4, Interest in Foreign Affairs (Outfit MNSQ = 1.43) for the
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first administration was checked by temporarily deleting the misfitting participants. After
these five participants were excluded from the data obtained from the first administration,
the outfit mean-square statistic improved to .93. Because the misfit was primarily caused
by a small number of participants, the item was retained as a measure of IFA. This item
might have been problematic because the participants might not have had access to the
Internet at home or any place other than the school; in this case, they might have strongly
disagreed with the statement.

The third underfitting item was SE 7, “I would like to stay the same as [ am now,”
which Construct 5, Self-esteem, for both administrations. At the first administration, infit
and outfit mean-square statistics for this item were 1.47 and 5.14, respectively. In order to
find out whether the underfitting item should be deleted from or kept in the IUQC, five
most misfitting participants were temporarily deleted from the data obtained from the first
administration; the infit and outfit mean-square statistics improved to 1.30 and 1.39,
respectively. The same procedure was adapted to the data set from the second
administration. Originally, infit and outfit mean-square statistics for this item were 1.39
and 3.95, respectively. Five most misfitting participants were found for Item SE7. After
these participants were excluded from the data obtained from the second administration,
the infit and outfit mean-square statistics improved to 1.20 and .88, respectively. Based on
the improvements to the item fit statistics, it was concluded that Item SE 7 should be
retained as a measure of Self-esteem. This item might have been ambiguous to the students
because they might have thought that it referred to their physical characteristics or social

situation as a student. The item could have been interpreted in many ways by them.
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The fourth underfitting item was Private 1, “I don’t like being in this class,” which
misfit Construct 6, Private Collective Self-esteem (Infit MNSQ = 1.55 and Outfit MNSQ =
1.68) for the second administration. The five participants with the most unexpected
responses to this item and temporarily deleted from the data set obtained from the second
administration. The infit and outfit mean-square statistics improved to 1.45 and 1.64,
respectively. Based on the improvement to the fit statistics, it was concluded that Item
Private 1 should be maintained as a measure of IFA. This item might have been
problematic because the students might not have expressed their true feeling toward their
class. There were only two sixth grade classes at the school, so the participants might have
believed that agreement with the item would have reflected badly on their classmates or the
homeroom teachers, even though they were told that their answers would be confidential.

In the IUQC, two overfitting items were identified with the item fit analyses. In this
study, in principle, “overfitting items” are going to be kept in the questionnaire because of
the small number of items on the [UQC (45 items) because the overfitting items do no
harm to the measurement of the latent variable. In order to confirm the harmlessness of the
items, person- and item-related reliabilities and Rasch PCA of item residuals were checked.

The first overfitting item was Item INTVA 3, “I want to work where people from
other countries work,” which misfit Construct 3, Interest in International
Vocation/Activities (Infit MNSQ = .53 and Outfit MNSQ = .53) for the second
administration. This item might have been perceived as being similar to INTVA 4, “I'm
interested in volunteering abroad.” When INTVA 3 was included in the analysis, the

person reliability was .54, the person separation index was 1.08, the item reliability was .90,
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and the item separation index was 3.01. When the item was deleted from the analysis, the
person reliability was .26, the person separation index was .60, the item reliability was .89,
and the item separation index 2.86. Next, a Rasch PCA of item residuals analysis was run
with and without INTVA 3. When Item INTVA 3 was included in the analysis, 63.8% of
the variance was explained by the Rasch measures and the variance in first contrast was
14.1%. Without the item, 58.2% of the variance was accounted for by the Rasch measures
and 22.6% of the variance was accounted for by the first residual contrast. The value
explained by the Rasch measures of INTVA decreased, while the unexplained variance in
first contrast increased when the item was excluded from the construct. Therefore, Item
INTVA 3 was retained for the INTVA construct.

The second overfitting item was SE 5, “I am a very good person,” which misfit
Construct 5, Self-esteem for both administrations. This item might have been perceived as
being similar to SE 3, “I think that I do great things.” At the first administration, the infit
and outfit mean-square statistics for this item were .56 and .58, respectively. In order to
determine whether the item should be deleted or retained, four kinds of reliabilities were
investigated with the SE measures including SE 5; Person reliability was .53, person
separation index was 1.05, item reliability was .97, and item separation index was 5.29.
When Item SE 5 was deleted from the analysis, person reliability was .43, the person
separation index was .86, item reliability was .97, and the item separation index was 5.38.
Next, a Rasch PCA of item residuals was run with and without Item SE 5. 56.7% of the
variance was explained by the Rasch measures when Item SE 5 was included in the

analysis and 13.8% of the variance was in first residual contrast. While 61.3% of the
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variance was explained by the Rasch measures when Item SE 5 was deleted from the
analysis and unexplained variance in first contrast was 14.2%.

At the second administration, the infit and outfit mean-square statistics for this item
were .63 and .58, respectively. The same procedure was adopted for the second
administration. First, when Item SE 5 was included in the analysis, person reliability
was .58, the person separation index was 1.18, item reliability was .96, and the item
separation index was 4.95. After Item SE 5 was deleted from the analysis, person
reliability was .48, the person separation index was .96, item reliability was .96, and the
item separation index was 5.21. The person-related reliabilities decreased, whereas the
degrees of the item-related reliabilities remained almost the same. Next, a Rasch PCA of
item residuals was run with and without Item SE 5. 64.0% of the variance was explained
by the Rasch measures and unexplained variance in the first contrast was 11.9% when Item
SE 5 was included in the analysis. 65.7% of the variance was explained by the Rasch
measures and the unexplained variance in first residual contrast was 12.5% when Item SE
5 was deleted from the analysis. A slight improvement was shown in the Rasch PCA of
item residuals when Item SE 5 was deleted. In general, a small effect was given to the
results of the reliability measures and Rasch PCA of item residuals whether Item SE 5 was
deleted from the SE measures or not. Therefore, the underfitting item, SE 5 was retained

for all analyses.
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Person Fit to the Rasch Model
In this analysis, participants that misfit the Rasch model were identified by selecting
the first five from the most misfitting participants of the 16 total constructs (eight
constructs of the [UQC at the first and second administrations). The purpose was to
identify participants who misfit on over eight constructs. No such participants were

identified; therefore, the N-size remained at 105.

Summary of Results
The four underfitting items and two overfitting items were retained in the [UQC by
the results. The final version of the [UQC was composed of 38 items measuring eight
constructs (Intercultural Friendship Orientation in English Learning = 4 items; Intergroup
Approach-Avoidance Tendency = 7 items; Interest in International Vocation/Activities = 4
items, Interest in Foreign Affairs = 5 items; Self-esteem = 6 items, Private Collective Self-
esteem = 4 items, Public Collective Self-esteem = 4 items, Membership Esteem and

Identity = 4 items).

Item-Person Maps of the Measured Constructs
The Item-Person (Wright) Map provides an informative picture of how well an
exam or questionnaire is measuring its takers. This provides the use with a comparison of
candidates and items. The Wright Map is organized as two vertical histograms. The left
side shows candidates and the right side shows items. In this study, the left side of the

map shows the distribution of the measured affective constructs of the elementary school
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students. The most difficult to endorse IUQC items are at the top of the figure and the

least difficult to endorse are at the bottom on the right side of the map.

Construct 1: Intercultural Friendship Orientation in English Learning

The first construct, Intercultural Friendship Orientation in English Learning had
four items to measure in the [UQC. Those items asked reasons why they want to study
English: to meet and talk with foreigners (IF 1), to know cultures and peoples (IF 2), to
work with foreigners (IF 3), and to make friends with foreigners (IF 4). Figure 6 shows the
Wright map of this construct at the first administration. The item order of difficulty to
answer could be expected by how these items are familiar to their daily life. Students
would have thought that making friends with foreigners was likely to happen in their life.
On the other hand, they would have thought working with foreigners was not a usual event
for them to experience. Probably, they had connected the word “work™ to ideas such as job
and occupation. Therefore, the students considered the most difficult item to answer
because having a job was one of their future experiences.

Figure 7 shows the Wright map of this construct at the second administration. The
item order of difficulty to answer did not change from the results at the first administration;
but the items except for IF 2, to know cultures and peoples, moved to the bottom. In other

words, the items turned out to be less difficult items for the students to answer.
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Construct 2: Intergroup Approach-Avoidance Tendency

The second construct, Intergroup Approach-Avoidance Tendency had seven items to
measure in the [UQC. Those items assessed the students’ tendency to approach or avoid
non-Japanese in Japan. They would like to: make friends with foreigners (IAAT 1), avoid
talking to foreigners (IAAT 2), talk to an international student (IAAT 3), spend a few
nights with friends from abroad at home (IAAT 4), be kind to foreigners in the
neighborhood (IAAT 5), avoid being a neighbor of foreigners (IAAT 6), and help a
foreigner having trouble communicating (IAAT 7). Figure 8 shows the Wright map of this
construct at the first administration. IAAT 4, 7, and 2 were rated as more worried items to
answer. In these items, the students were requested to be more involved in foreigners
physically and verbally (i.e., helping them, inviting them home, and talking to them). The
rest of the items, IAAT 6, 1, 3, and 5 were rated less worrisome items to answer. In the
items, the students were not strongly requested to communicate with them in English,
especially in IAAT 1, 5 and 6. IAAT 3 was required to talk, but the opponent was an
international student; so the help from teachers and classmates might have been easily
expected.

Figure 9 shows the Wright map of this construct at the second administration. The
item order of difficulty to answer did not change from the results at the first administration
except for IAAT 6. They did not mind having a neighbor from a foreign country. It became

the least difficult item to answer in the end.
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Construct 3: Interest in International Vocation/Activities

The third construct, Interest in International Vocation/Activities had four items to
measure in the [IUQC. Those items measured the students’ interest in an international
career or living overseas. They want to: live in many countries other than Japan (INTVA 2),
work where people from other countries work (INTVA 3), volunteer abroad (INTVA 4),
and avoid the kind of work that sends me overseas frequently (INTVA 6). Figure 10 shows
the Wright map of this construct at the first administration. The item order of difficulty to
answer could be explained by the extent to which the individual items require the students
to be responsible. Similar to the results of Intercultural Friendship Orientation in English
Learning, they considered working where foreigners work as the most difficult item to
answer. On the other hand, the lease difficult item for the students to answer was to live in
many countries other than Japan. Living in other countries can have many reasons; they
could stay there as a child with their parents, as a student, and a businessperson as a
representative of a Japanese company. Thus, the students might have imagined a less
stressful position in answer to the item.

Figure 11 shows the Wright map of this construct at the second administration. The
item order of difficulty to answer did not change from the results at the first administration.
Only INTVA 3, working where foreigners work, appeared to become less difficult item to

answer than that at the first administration.
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Construct 4: Interest in Foreign Affairs

The fourth construct, Interest in Foreign Affairs had five items to measure in the
IUQC. Those items measured the students’ interest in international issues. They do: watch
world news (IFA 1), check websites about world news (IFA 2), read about foreign
countries in newspapers and books (IFA 3), talk about world news with their family (IFA
4), and talk about world news with their friends (IFA 5). Figure 12 displays the Wright
map of this construct at the first administration. The item order of difficulty to answer was
related to the students’ closeness to various informational sources and persons who they
talked about world news with. Talking about the world news with friends was the most
difficult situation for them to imagine whereas watching world news was the least difficult

situation for them to imagine.

Figure 13 shows the Wright map of this construct at the second administration. The

item order of difficulty to answer did not change from the results at the first administration.

Construct 5: Self-esteem
The fifth construct, Self-esteem had six items to measure in the [IUQC. Those items
measured the students’ self-esteem. They judge themselves as: having a lot of confidence
(SE 1), being satisfied with the way they are (SE 2), doing great things (SE 3), doing the
right thing (SE 4), being a good person (SE 5), and wanting to remain the same as they are
now (SE 7). Figure 14 shows the Wright map of this construct at the first administration.

Items SE 4, 5, and 3 were ranked more difficult to answer. These items require the
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students to judge whether they were right or great. SE 1, 2, and 7 were ranked less difficult
to answer. These items asked the students to show their feelings toward themselves such as
confidence and satisfaction. The students might have thought that the action of judging
them requires a degree of objectiveness; so they might have been reluctant to answer
without hesitation.

Figure 15 shows the Wright map of this construct at the second administration. The

item order of difficulty to answer did not change from the results at the first administration.

Construct 6: Private Collective Self-esteem

The sixth construct, Private Collective Self-esteem had four items to measure in the
IUQC. Those items assessed the students’ personal judgment of how good they perceive
their class, a social group, to be. They perceived that: they don’t like being in their class
(Private 1), they like being a member of their class (Private 2), their class is great (Private
3), and they are satisfied with the class (Private 4). Figure 16 shows the Wright map of this
construct at the first administration. Items Private 3 and 4 were ranked more difficult to
answer. These items require the student’s judgment of their class. Private 1 and 2 were
ranked less difficult to answer. These items asked the students to state their preference to
be a member of the class.

Figure 17 shows the Wright map of this construct at the second administration. The

item order of difficulty to answer did not change from the results at the first administration.
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Figure 17. Wright map of Private Collective Self-esteem (second administration).
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Construct 7: Public Collective Self-esteem

The seventh construct, Public Collective Self-esteem had four items to measure in
the ITUQC. Those items assessed the students’ personal judgments of how other people
evaluate their class as a social group. They perceived that my class is: considered good by
members of other classes (Public 1), considered not as good as other classes (Public 2),
admired by members of other classes (Public 3), and unpopular with other classes (Public
4). Figure 18 displays the Wright map of this construct at the first administration. Items
Public 3 and 1 were ranked more difficult to answer. These items require the students
evaluate their class affirmatively through the third party’s view. Public 2 and 4 were
ranked less difficult to answer. These items asked the students to evaluate their class
negatively through the third party’s view. The students might have been hesitant to answer
that others evaluate their social groups positively.

Figure 19 shows the Wright map for this construct at the second administration. The

item order of difficulty to answer did not change from the results at the first administration.

Construct 8: Membership Esteem and Identity
The eighth construct, Membership Esteem and Identity had four items to measure in
the ITUQC. Those items assessed the students’ personal judgments of their worth as a
membership of the class and the importance of the individual students’ class membership
to their self-concept. The students perceived that [ am a worthwhile member of this class

(Memberl), I am an active participant in the class (Member 3), I do not like my class
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Figure 18. Wright map of Public Collective Self-esteem (first administration).
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Figure 19. Wright map of Public Collective Self-esteem (second administration).
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because I don’t like myself in this class (Identity 2), and I feel happy when good things
happen in my class (identity 3). Figure 20 shows the Wright map of this construct at the
first administration. Items Member 1 and 3 were ranked more difficult to answer. These
items require the students to evaluate them affirmatively. Items Identity 2 and 3 were
ranked less difficult to answer. These items asked the students to express the influence of
their class membership on their self-concept. The students might have been hesitant to
evaluate their class membership positively rather than expressing the influence of their
class on themselves.

Figure 21 shows the Wright map of this construct at the second administration. The
item order of difficulty to answer did not change from the first administration.

To summarize all, the Wright maps provided a useful output of the Rasch analyses
for each construct. Regarding all the eight constructs, the item order of difficulty to answer
did not change between two administrations. The order had been explained by many
factors such as familiarity of the items to their daily life and the students’ physical and

verbal involvement in foreigners.

Data Treatment
Measuring Pretest-Posttest Change
In order to measure changes in the performance of persons across time, other
changes in the measurement framework must be eliminated or controlled (Wolfe & Chiu,

1999). In addition to person ability changes, item difficulty and step calibrations in the
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Figure 21. Wright map of Membership Esteem and Identity (second administration).
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rating scale can change. In order to measure only person ability changes over the one-year
program, the data from the first and second administrations were stacked (Wright, 1996),
and the participants’ responses to the [IUQC at both administrations were transformed to
Rasch logits. This process allowed the data from the first and second administrations to be
placed on the same measurement scale. The resulting Rasch person measures were used as

the dependent variables in the analyses.

ANOVA vs. MANOVA

The data were analyzed by means of two-way mixed ANOV As rather than two-way
mixed MANOVAs for two reasons. First, one purpose of this study was to measure eight
dependent variables and determine “whether mean differences among groups on a
combination of DVs are likely to have occurred by chance” (Tabachnick & Fidell, 2001, p.
322). Second, MANOV A works best when the dependent variables are highly negatively
correlated, and when the dependent variables are correlated above .60, MANOVA is less
attractive than ANOVA (Tabachnick & Fidell, 2001, p. 323). The Pearson correlations
among the eight DVs (i.e., Intercultural Friendship Orientation in English Learning (IF),
Intergroup Approach-Avoidance Tendency (1AAT), Interest in International
Vocation/Activities INTVA), Interest in Foreign Affairs (IFA), Self-esteem (SE), Private
Collective Self-esteem (Private), Public Collective Self-esteem (Public), and Member and
Identity (Memiden) used in this study were checked at both administrations of the [UQC.
Four out of 28 correlations showed highly positive correlations above .60 at the second

administration. Therefore, ANOV As were conducted.
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Assumptions of Mixed ANOVA

Prior to conducting the statistical analyses, the following four assumptions of the
mixed ANOVA analysis procedure were checked (Green & Salkind, 2006). First, the
dependent variable was normally distributed in the population for each combination of
levels of the within-subjects factors, which was checked with the Kolmogorov-Smirnov D
test, where normality was rejected for each DV because they were all less than .05 (.001 <
p <.009). Second, the population variances of the different variables were equal. This
sphericity assumption is meaningful only if the main effect or interaction effect has more
than one degree of freedom. In this study, the individual two-way mixed ANOVA used to
answer Research Questions 1 and 2 both had one degree of freedom for the independent
(within-subject) variable. Therefore, sphericity tests such as Mauchly’s W were ignored.
Third, the individuals represented a random sample from the population, and the scores
associated with different individuals were not related. Fourth, the difference scores were
multivariately normally distributed in the population. The multisphericity assumption was
checked with Box’s M using an alpha of p <.001. The multisphericity assumption was met
for all of the variables in the two-way mixed ANOVA used to answer Research Question 1
(IF: Box’s M = .153, p=.985; IAAT: Box’s M =1.539, p=.681; INTVA: Box’s M =4.931,
p =.185; IFA: Box’s M= 1.605, p = .666; SE: Box’s M = 8.774, p = .035; Private: Box’s M
=.573, p=.905; Public: Box’s M =4.688, p = .205; Memiden: Box’s M =5.720, p = .133).
The multisphericity assumption was also met for all of the data gathered from the fifth
grade classes in the two-way mixed ANOVA used to answer Research Question 2 (IF:

Box’s M=1.408, p =.716; IAAT: Box’s M=8.077, p = .051; INTVA: Box’s M =5.523, p
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=.150; IFA: Box’s M = 6.428, p = .103; SE: Box’s M = 9.068, p = .033; Private: Box’s M
=.10.633, p =.017; Public: Box’s M =3.038, p = .403; Memiden: Box’s M = 6.726, p
=.091). The same assumption was met for all of the data gathered from the sixth grade
classes. (IF: Box’s M= 5.925, p = .042; IAAT: Box’s M= 1.171, p=.775; INTVA: Box’s
M=17.467, p=.069; IFA: Box’s M =5.925, p=.132; SE: Box’s M = .960, p = .823;
Private: Box’s M = .620, p = .899; Public: Box’s M =12.749, p = .007; Memiden: Box’s M
=11.195, p=.014).

An inspection of the raw data (before transforming it to Rasch logits) indicated that
1.1% (53 cells out of 4,815 cells) of the data was missing; however, this amount of missing
data presents no problems for the estimation of person ability in the Rasch model. Thus,
person ability measures were provided for each participant by the Winsteps computer
program version 3.63.0 (Linacre, 2007). All multivariate analyses were conducted using

SPSS 12.0 (SPSS, 2003).
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CHAPTER 5

RESULTS

In the previous chapter, the contents and structure of the [IUQC were validated using
Rasch-based analyses. In this chapter, Research Questions 1 and 2 are answered and other

findings are reported.

Research Question 1

Research Question 1 asked “To what degree will the elementary school students’
International Posture, Self-esteem, Collective Self-esteem, and Interest in Foreign Affairs
positively change over the one-year international understanding program?”” The
participants’ responses to the IUQC at both administrations (Trials 1 and 2) were
transformed to Rasch logits. In this study, the participants were measured in the same
frame of reference (IUQC) at Trial 1 and Trial 2 at the beginning and the end of the
international understanding program. My interest was in the students’ change from Trial 1
to Trial 2. However, the functioning of test items and rating scale can also change (Wright,
1996) within the trials. Stacking refers to placing Trial 1 and Trial 2 data together vertically.
Item difficulty and the rating scale are held constant, while the person ability estimates are
free to move between Trial 1 and Trial 2. As this study was an investigation of the impact
of the intervention on the participants’ performances, the [IUQC data from the two trials

were stacked and the stacked data were used for the following ANOVA analyses.
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Research Question 1 was investigated using a two-way mixed factorial ANOVA (1
between subjects x 1 within subjects design). The first independent variable (IV) was the
trial of the [UQC administration (two levels: first and the second administrations). The
second IV was grade in school (two levels: fifth and sixth grade participants). These two
independent variables were used for all of the following two-way mixed ANOVAs. The
fifth grade participants had not participated in the international program previously, while
the sixth graders had participated in the program for one year when this study was initiated.
Therefore, it was hypothesized that the sixth grade participants would perform better than
the fifth grade participants on the variables measured by the [UQC. The dependent
variables (DV) were the participants’ Rasch person ability estimates on the eight [UQC
constructs (i.e., Intercultural Friendship Orientation in English Learning (IF), Intergroup
Approach-Avoidance Tendency (IAAT), Interest in International Vocation/Activities
(INTVA), Interest in Foreign Affairs (IFA), Self-esteem (SE), Private Collective Self-
esteem (Private), Public Collective Self-esteem (Public), and Membership Esteem and
Identity (Memiden)). International Posture was made up of IF, IAAT, and INTVA. Self-
esteem was measured by SE, and Collective Self-esteem was made up of Private, Public,
and Memiden. IFA was originally under a subcategory of International Posture like the
three constructs above, but the participants in the present study regarded it as a single
construct that was independent of International Posture.

Because 24 ANOV As were run (eight times for Question 1, 16 times for Question 2),
a traditional Bonferroni adjustment was considered as one way to avoid committing a Type

1 error, with « = .05/ 24 = .002. However, this adjustment is likely to cause a Type 11
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error; therefore, an alternative formula was used (Bonferroni adjustment online, retrieved

on August 13, 2009 from http://www.quantitativeskills.com/sisa/calculations/bonfer.htm).

This formula is considered to adjust the « level in a way that avoids both Type I and Type

IT errors. It arrives at an adjusted « level using the original « level, the number of F tests,

and the mean of the correlation of the dependent variables.

Table 65. Descriptive Statistics for the Fifth Grade Participants by Trial

95% Confidence
Interval
Variable and Lower Upper
Trial M SE Bound Bound SD Skewness SES  Kurtosis SEK
IF Trial 1 75 28 .20 1.31 2.19 -.18 31 -.06 .60
IF Trial 2 -.11 .29 -.68 45 2.23 -.06 31 42 .60
IAAT Trial 1 .85 .19 48 1.22 1.46 -.16 31 2.97 .60
TIAAT Trial 2 1.14 .20 15 1.53 1.56 78 31 .70 .60
INTVA Trial 1 -47 23 -92 -.03 1.79 =72 31 -.15 .60
INTVA Trial 2 -.33 23 -.82 15 1.82 =37 31 45 .60
IFA Trial 1 -1.63 23 -2.07 -1.19 1.76 =22 31 -.55 .60
IFA Trial 2 -1.50 .26 -1.99 -1.01 2.04 .50 31 54 .60
SE Trial 1 -20 .18 -.53 13 1.41 -45 31 1.22 .60
SE Trial 2 -70 .23 -1.12 -.28 1.82 -.50 31 -.10 .60
Private Trial 1 1.29 27 15 1.83 2.15 15 31 -.17 .60
Private Trial 2 1.27 .26 74 1.80 2.03 -.35 31 1.20 .60
Public Trial 1 -.10 .20 -.50 .30 1.53 .54 31 .60 .60
Public Trial 2 =37 .19 -.80 .05 1.46 .52 31 2.87 .60
Memiden Trial 1 1.08 .20 .70 1.45 1.58 .29 31 .84 .60
Memiden Trial 2 .94 23 47 1.41 1.83 22 31 1.10 .60

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and

Identity; Trial 1 = the first administration before the international understanding program

was initiated; Trial 2 = the second administration after the international understanding

program was completed.
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Table 66. Descriptive Statistics for the Sixth Grade Participants by Trial

95% Confidence
Interval
Variable and Lower Upper
Trial M SE Bound Bound SD Skewness SES  Kurtosis  SEK
IF Trial 1 149 33 .84 2.15 2.19 -.60 .36 .66 .70
IF Trial 2 2.16 34 1.49 2.83 2.26 -.69 .36 .98 .70
TAAT Trial 1 1.27 22 .83 1.71 1.47 -41 .36 2.30 .70
TIAAT Trial 2 1.98 .22 1.52 2.44 1.49 .05 .36 -.16 .70
INTVA Trial 1 38 .26 -.15 .90 1.70 -.55 .36 1.47 .70
INTVA Trial 2 95 31 .38 1.52 2.02 -73 .36 1.16 .70
IFA Trial 1 -69 .25 -1.21 -.18 1.67 -.16 .36 -.36 .70
IFA Trial 2 -64 27 -1.22 -.06 1.77 -.81 .36 14 .70
SE Trial 1 -.53 17 -.92 -.14 1.13 -.46 .36 1.80 .70
SE Trial 2 -50 .21 -1.00 -.01 1.38 -1.14 .36 1.47 .70
Private Trial 1 .22 32 .59 1.86 2.10 -.16 .36 54 .70
Private Trial 2 1.67 .33 1.04 2.30 2.17 -24 .36 35 .70
Public Trial 1 =31 25 -.78 .16 1.64 1.14 .36 3.17 .70
Public Trial 2 -05 .29 -.55 45 1.91 -.36 .36 1.81 .70
Memiden Trial 1 1.07 .20 .63 1.51 1.30 1.18 .36 1.67 .70
Memiden Trial 2 1.23 28 .68 1.78 1.87 -.06 .36 78 .70

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and
Identity; Trial 1 = the first administration before the international understanding program
was initiated; Trial 2 = the second administration after the international understanding
program was completed.

The 24 ANOV As were categorized into three sets: One ANOVA set for Question 1
and two ANOVA sets for Question 2 (fifth grade and sixth grade participants’ analyses).
The fifth grade participants and sixth grade participants’ analyses were treated as different
sets because the ANOVA results of the two graders were treated independently. Eight

ANOVAs were run for the individual grades because the mean differences of each grade
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and the eight constructs of the questionnaire were analyzed. Thus, the following data were
submitted to the Bonferroni adjustment program for Question 1. The original « level

was .05; the number of tests was 8; and the mean correlation of the eight constructs

was .34. An adjusted « of .011 was obtained for Question 1. The same procedure was
repeated for the fifth grade participants’ and sixth grade participants’ data for Question 2
respectively and an adjusted « of .011 was obtained for the respective analyses.

The descriptive statistics of the participants’ Rasch person ability measures for the
eight IUQC constructs are displayed in Tables 65 (for fifth graders) and 66 (for sixth
graders). Both the fifth and sixth graders’ means increased on each of the measures, and
the sixth grade participants performed better than the fifth grade participants on the three
constructs of International Posture: IF, IAAT, and INTVA. The sixth grade participants
showed a higher mean than the fifth grade participants for IFA although the means for both
grades rarely changed. Both the fifth and sixth graders had lower scores for SE compared
to the other variables in the beginning of the study. The fifth grade participants showed a
further decrease, while the sixth grade participants remained almost the same. The
participants in both grades had similar mean person measures in both first and second
administrations for Private, Public, and Memiden. Overall, the sixth grade participants
performed better than the fifth grade participants throughout the eight IQUC constructs at

the end of the school year.
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Intercultural Friendship Orientation in English Learning
The first two-way mixed ANOVA was conducted with Intercultural Friendship
Orientation in English Learning (IF) as the dependent variable. The Trial main effect was
not statistically significant, F(1, 103) = .215, p = .644, partial 772 =.002, but the univariate
test associated with the Grade main effect was significant, F(1, 103) = 15.624, p <.001,
partial 77° = .134, as was the Grade x Trial interaction effect, F(1, 103) = 12.633, p = .001,

partial 777 =.109 as shown in Table 67.

Table 67. Summary of the Analysis of Variance for Intercultural Friendship Orientation in
English Learning by Trial and Grade

SS df MS F p np°
Grade 58.10 1 58.10 15.62 000% .13
Error 383.00 103 3.72
Trial 51 1 51 22 644 .00
Trial x Grade 30.06 1 30.06 12.63 001% 11
Error 245.09 103 2.38
Total 716.76 209 94.77

Note. Computed using alpha = .011, * p <.011.

An examination of the cell means indicated that although there was a large and
statistically significant increase in the IF measures for the sixth graders from Trial 1 (M =
1.49) to Trial 2 (M = 2.16) (¢ (60) = .003), the mean Rasch person measures for the fifth
graders showed a large and statistically significant decrease from Trial 1 (M = .75) to Trial
2 (M=-.11) (t (43) = .043). Before the international understanding program, there was
already a considerable difference in the person measures for the individual fifth graders (M

=.75) and sixth graders (M = 1.49); the sixth graders had much higher person measures (M
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= 2.16) than did the fifth graders (M = -.11) after the international understanding program
as displayed in Figure 22. These results support the hypothesis that the sixth grade
participants would perform better than the fifth grade participants on Intercultural

Friendship Orientation in English Learning at both trials.
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Figure 22. Profile plot of Grade by Trial for Intercultural Friendship Orientation in English
Learning.

Intergroup Approach-Avoidance Tendency
The next two-way mixed ANOVA was conducted with Intergroup Approach-
Avoidance Tendency (IAAT) as the dependent variable. There was a statistically significant

main effect for Trial, F(1, 103) = 13.27, p < .001, partial 77° = .114, but neither the

univariate test associated with the Grade main effect, F(1, 103) = 5.80, p = .018, partial 7’
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=.053, nor the Grade x Trial interaction effect was significant, ' (1, 103) =2.29, p = .134,

partial 77° = .022 as shown in Table 68.

Table 68. Summary of the Analysis of Variance for Intergroup Approach-Avoidance
Tendency by Trial and Grade

SS df MS F p np°
Grade 10.14 1 10.14 5.80 018 .05
Error 180.06 103 1.75
Trial 12.98 1 12.98 13.27 000% .11
Trial x Grade 2.24 1 2.24 2.29 134 .02
Error 100.74 103 98
Total 306.15 209  28.08

Note. Computed using alpha = .011, * p <.011.
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Figure 23. Profile plot of Grade by Trial for Intergroup Approach-Avoidance Tendency.
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All the participants’ person measures for Intergroup Approach-Avoidance Tendency
yielded a statistically significant increase from Trial 1 (M = 1.02) to Trial 2 (M = 1.49);
moreover, this tendency was stronger for the sixth graders (M = 1.27 and M =1.98) than for
the fifth graders (M = .85 and M =1.14) for both trials, despite the fact that there was no
statistically significant difference for Grade, F (1, 103) = 5.80, p = .018, partial n° = .053.
Despite the lack of statistical significance, these results provide some support for the
hypothesis that the sixth grade participants would perform better than the fifth grade

participants on Intergroup Approach-Avoidance Tendency.

Interest in International Vocation/Activities
The next two-way mixed ANOVA was conducted with Interest in International
Vocation/Activities (INTVA) as the dependent variable. There was a nonsignificant main
effect for Trial, F(1, 103) = 3.69, p = .057, partial #7° = .035; however, the univariate test

associated with the Grade main effect was statistically significant, F(1, 103) = 29.04, p

Table 69. Summary of the Analysis of Variance for Interest in International
Vocation/Activities by Trial and Grade

SS df MS F p np?
Grade 29.04 1 29.04 11.71 .001* .10
Error 255.38 103 2.48
Trial 6.52 1 6.52 3.69 .057 .04
Trial x Grade 2.38 1 2.38 1.35 248 01
Error 181.67 103 1.76
Total 474.99 209 42.18

Note. Computed using alpha =.011, * p <.011.
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Figure 24. Profile plot of Grade by Trial for Interest in International Vocation/Activities.

.001, partial 77 =.102. The Grade x Trial interaction effect was not significant, F(1, 103)

1.35, p = .248, partial 77 = .013 as shown in Table 69.

As shown in Figure 24, the sixth grade participants displayed significantly higher
person measures (M = .66) than the fifth grade participants (M = -.40) if the Trial effect
was ignored. In addition, the participants’ Interest in International Vocation/Activities
increased from Trial 1 (M =-.05) to Trial 2 (M = .30) (p = ns). These results support the
hypothesis that the sixth grade participants would perform better than the fifth grade

participants on Interest in International Vocation/Activities.
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Interest in Foreign Affairs

A two-way mixed ANOVA was conducted with the person measures for Interest in

Foreign Affairs (IFA) as the dependent variable. As the participants’ mean person

Table 70. Summary of the Analysis of Variance for Interest in Foreign Affairs by Trial and

Grade
SS df MS F p np°

Grade 20.77 1 20.77 7.69 .007* .07
Error 278.21 103 2.70

Trial 41 1 41 31 577 .00
Trial x Grade .08 1 .08 .06 .804 .00
Error 133.09 103 1.29

Total 432.56 209 25.25

Note. Computed using alpha =.011, * p <.011.
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Figure 25. Profile plot of Grade by Trial for Interest in Foreign Affairs.
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measures for Interest in Foreign Affairs increased only slightly from Trial 1 (M = -1.24) to
Trial 2 (M = -1.14), the difference was not statistically significant, F(1, 103) = .31, p
=.577, partial 772 = .003; however, the univariate test associated with the Grade main effect
was significant, F(1, 103) = 7.69, p = .007, partial 77 = .069. The sixth graders had a mean
of -.67, while the fifth grade mean was considerably lower at -1.57. The Grade x Trial
interaction effect was not significant, F(1, 103) = .06, p = .804, partial 77 = .001 as shown
in Table 70. These results support the hypothesis that the sixth grade participants would

perform better than the fifth grade participants on Interest in Foreign Affairs.

Self-esteem

A two-way mixed ANOVA was conducted with the person measures for Self-esteem
(SE) as the dependent variable. Neither the main effect for Trial, (1, 103) =2.11, p
= .150, partial 777 = .020, nor the univariate test associated with the Grade main effect was
statistically significant, F(1, 103) = .08, p = .780, partial 7° = .001. The Grade x Trial
interaction effect was not significant, F(1, 103) = 2.54, p = .114, partial 7° = .024 as
displayed in Table 71. An examination of the cell means indicated that although there was
a significant decrease in the person measures for Self-esteem for the fifth graders from
Trial 1 (M = -.20) to Trial 2 (M = -.70) (¢ (60) = 2.23, p =.030), while the person measures
for the sixth graders remained almost the same from Trial 1 (M = -.53) to Trial 2 (M = -.50)
(t (43) =-.10, p = .920).

Before the international understanding program, the fifth grade participants’ mean

person measures (M = -.20) for Self-esteem was higher than that of the sixth grade
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participants (M = -.53). On the other hand, the fifth graders’ mean person measures (M = -

.70) declined and consequently became lower than the sixth graders (M = -.50) at the end

Table 71. Summary of the Analysis of Variance for Self-esteem by Trial and Grade

SS df MS F p n’
Grade 12 1 12 .08 780 .00
Error 154.85 103 1.50
Trial 2.96 1 2.96 2.11 150 .02
Trial x Grade 3.56 1 3.56 2.54 114 .02
Error 144.70 103 1.41
Total 385.79 209 16.88

Note. Computed using alpha =.011, * p <.011.
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Figure 26. Profile plot of Grade by Trial for Self-esteem.
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of the program. These results do not support the hypothesis that the sixth grade participants
would perform better than the fifth grade participants on Self-esteem at both trials of this

experiment.

Private Collective Self-esteem
A two-way mixed ANOVA was conducted with the Rasch person measures for
Private Collective Self-esteem (Private) as the dependent variable. The results were

nonsignificant for the main effect for Trial, F(1, 103) = .87, p = .352, partial 77 = .008, the

univariate test associated with the Grade main effect, F (1, 103) = .24, p = .628, partial 77’

.002, and the Grade x Trial interaction effect, F(1, 103) = 1.00, p = .319, partial 7’

.010; Thus, these results do not support the hypothesis that the sixth grade participants
would perform better than the fifth grade participants on Private Collective Self-esteem at

both trials of this experiment.

Table 72. Summary of the Analysis of Variance for Private Collective Self-esteem by Trial
and Grade

SS df MS F p np’
Grade 73 1 73 24 .628 .00
Error 319.01 103 3.10
Trial 2.36 1 2.36 .87 352 .01
Trial x Grade 2.71 1 2.71 1.00 319 .01
Error 278.60 103 2.71
Total 603.41 209 11.61

Note. Computed using alpha = .011, * p <.011.
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Public Collective Self-esteem
The next two-way mixed ANOVA was conducted with the Rasch person measures
of Public Collective Self-esteem (Public) as the dependent variable. No significant results

were found for the main effect for Trial, F(1, 103) <.001, p = .970, partial 7 = .001, the

univariate test associated with the Grade main effect, F(1, 103) = .05, p = .824, partial 7

.001, and the Grade x Trial interaction effect, F(1, 103) = 2.15, p = .145, partial 772

.020. These results do not support the hypothesis that the sixth grade participants would
perform better than the fifth grade participants on Public Collective Self-esteem at both

trials of this experiment.

Table 73. Summary of the Analysis of Variance for Public Collective Self-esteem by Trial
and Grade

SS df MS F p np’
Grade .09 1 .09 .05 .824 .00
Error 185.65 103 1.80
Trial .00 1 .00 .00 970 .00
Trial x Grade 3.56 1 356 2.15 145 .02
Error 170.06 103 1.65
Total 359.36 209 7.10

Note. Computed using alpha =.011, * p <.011.

Membership Esteem and Identity
The next two-way mixed ANOVA was conducted using the Rasch person measures
of Membership Esteem and Identity (Memiden) as the dependent variable. No significant

results were found for the main effect for Trial, F(1, 103) = .01, p = .944, partial 7° < .001,
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the univariate test associated with the Grade main effect, (1, 103) = .26, p = .611, partial
1’ <.001, nor the Grade x Trial interaction effect, F(1, 103) = .71, p = 402, partial 7/’
=.007 as shown in Table 74.

Both the fifth grade and sixth grade students’ mean person measures of Membership
Esteem and Identity were almost the same (M = 1.08 for fifth graders and M = 1.07 for
sixth graders) at the first administration. At the second administration, the mean person
measures for sixth graders increased slightly (M = 1.23) while those for fifth graders
decreased (M = .94) (p = ns). However, these results did not support the hypothesis that the
sixth grade participants would perform better than the fifth grade participants on

Membership Esteem and Identity at both trials.

Table 74. Summary of the Analysis of Variance for Membership Esteem and Identity by
Trial and Grade

SS df MS F p n’
Grade 52 1 52 26 611 .00
Error 207.42 103 2.01
Trial 01 1 01 01 944 .00
Trial x Grade 1.08 1 1.08 71 402 01
Error 157.73 103 1.53
Total 187.86 209 6741

Note. Computed using alpha =.011, * p <.011.

Summary of Results
To summarize the above results, the answer to Research Question 1, To what degree
will the elementary school students’ International Posture, Self-esteem, Collective Self-
esteem, and Interest in Foreign Affairs positively change over the one-year international

understanding program?, is as follows. The experienced sixth graders performed better
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than the fifth graders on three constructs of International Posture: Intercultural Friendship
Orientation in English Learning, Intergroup Approach-Avoidance Tendency, and Interest
in International Vocation/Activities. Mean person measures for Intergroup Approach-
Avoidance Tendency and Interest in International Vocation/Activities increased as the
program continued. While the sixth graders’ mean person measures increased for
Intercultural Friendship Orientation in English Learning, the fifth graders’ mean person
measures decreased sharply.

Interest in Foreign Affairs was originally conceptualized as part of International
Posture, but the Rasch item residuals analysis indicated that it was a separate construct.
This construct showed a statistically significant main effect for Grade, as the sixth graders
scored considerably and consistently higher than the fifth graders.

Self-esteem did not show statistically significant differences by Trial and Grade.
However, the mean person measures for both graders performed differently over the two
trials; the sixth graders’ mean person measures were almost the same at both
administrations, whereas the fifth graders’ mean person measures decreased to a
statistically significant extent. The sixth graders did not always perform better than the
fifth graders on this construct. Both the main and interaction effects had low effect sizes.

All three Collective Self-esteem constructs, Private Collective Self-esteem, Public
Collective Self-esteem, and Membership Esteem and Identity, did not show statistically
significant differences by Trial and Grade. These results did not support the hypothesis that

the sixth graders would perform better than the fifth graders on the IUQC.
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The above findings lead to conclusion that the participants’ grade in school
influenced International Posture and Interest in Foreign Affairs positively, but had little

effect on Self-esteem and Collective Self-esteem.

Table 75. Summary of the Significances of the Analysis of Variance for Eight Variables by
Trial and Grade

Variables Trial Grade Interaction 6th vs. 5th
IF n.s. significant significant 6th7>5th\
IAAT significant n.s. n.s. 6th/>5th/
INTVA n.s. significant n.s. 6th/>5th/
IFA n.s. significant n.s. 6th->5th-
SE n.s. n.s. n.s. 6th->5th\
Private n.s. n.s. n.s. 6th/>5th-
Public n.s. n.s. n.s. 6th/>5th\
Memiden n.s. n.s. n.s. 6th/”>5th\

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and
Identity; n.s. = non significant.
Research Question 2

Research question 2, “How will the individual classrooms influence the elementary
school students’ International Posture, Self-esteem, Collective Self-esteem, and Interest in
Foreign Affairs?” was investigated in order to determine the differences among the
students’ performance in each class. By comparing the participants’ performances in the
classes, the effects of each classroom on the responses to the eight affective constructs
could be determined. This was considered important for two reasons. First, in elementary

school, the teacher’s influence on students is potentially strong (Ichikawa, 2004; Irie, 2005;

Mitsuo & Yamaga, 2004) and second, social group was specified as “my class or
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classmates” in the definition of Collective Self-esteem. Classes at elementary schools are
normally children’s first prolonged contact with persons outside of the immediate family.
Two sets of two-way mixed ANOV As were run to investigate this question. In the
first set, the performance differences on the [IUQC between the two fifth grade classes (SA
and 5B) were investigated. The two independent variables were trials (two levels: first
administration and second administration) and fifth grade classes (two levels: 5SA and 5B).
In the second set, the performance differences on the IUQC between the two sixth grade
classes (6A and 6B) were investigated. The two independent variables were trials (two
levels: first administration and second administration) and sixth grade classes (two levels:
6A and 6B). Separate analyses were conducted for each of the eight constructs (i.e., IF,

IAAT, INTVA, IFA, SE, Private, Public, and Memiden).

The Results for the Fifth Grade Classes

The means and standard deviations of the eight [IUQC constructs for the Class SA
and Class 5B participants are displayed in Tables 76 and 77. The participants’ responses to
the ITUQC at both administrations (Trials 1 and 2) were transformed to Rasch logits. The
changes in each construct are discussed in the order.

The performance differences on the eight [IUQC constructs between the two fifth
grade classes were compared with two-way mixed ANOVAs (see Tables 78-85 for
complete descriptions of the analyses). The Bonferroni adjustment online procedure was
conducted in order to avoid committing a Type 1 error. The family-wise error rate across

Trial, Class, and Trial x Class was adjusted to the .011 level.
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Table 76. Descriptive Statistics for the Class 54 Participants by Trial

95% Confidence
Interval

Var{;lf)itlel and M SE ]I_;,g?;f; ggfﬁg SD Skewness SES  Kurtosis  SEK
IF Trial 1 1.07 .38 .29 1.86 2.11 -.07 42 -17 .82
IF Trial 2 22 36 -.58 1.02 2.01 11 42 -12 .82
IAAT Trial 1 94 21 41 1.47 1.19 .60 42 -.16 .82
IAAT Trial 2 141 31 .85 1.96 1.73 .90 42 -37 .82
INTVA Trial 1 -21 .30 -.85 43 1.66 -.69 42 -.08 .82
INTVA Trial 2 -24 37 -.89 42 2.03 -.19 42 .36 .82
IFA Trial 1 -148 32 -2.12 -.85 1.79 -47 42 -.58 .82
IFA Trial 2 -1.49 30 -2.23 -75 1.66 -.20 42 -.09 .82
SE Trial 1 -67 22 -1.14 -.19 1.21 -1.31 42 1.74 .82
SE Trial 2 -85 .37 -1.51 -20 2.04 -35 42 -50 .82
Private Trial 1 .64 27 -.10 1.38 1.52 .67 42 43 .82
Private Trial 2 1.34 32 .61 2.08 1.76 .59 42 -.18 .82
Public Trial 1 -1.02 .18 -1.46 -.58 1.02 .03 42 -75 .82
Public Trial 2 -99 23 -1.47 -51 1.29 -42 42 24 .82
Memiden Trial 1 1.02 .25 45 1.59 1.37 -.14 42 73 .82
Memiden Trial 2 .80 .23 .14 1.46 1.29 -.13 42 31 .82

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and
Identity; Trial 1 = the first administration before the international understanding program
was initiated; Trial 2 = the second administration after the international understanding
program was completed.
Construct 1: Intercultural Friendship Orientation in English Learning

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and fifth grade classes. The dependent variable was the person
measures of the Intercultural Friendship Orientation in English Learning (IF) construct.

The independent variables were fifth grade classes with two levels (Classes SA and 5B)

and trial with two levels (the first and second administrations). The Trial main effect was
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Table 77. Descriptive Statistics for the Class 5B Participants by Trial

95% Confidence
Interval
Var{;lzzel and M SE ]I_;,g?;f; ggfﬁg SD Skewness SES  Kurtosis  SEK
IF Trial 1 42 41 -37 1.22 2.27 -22 43 .07 .83
IF Trial 2 -46 44 -1.27 .35 2.42 -.04 43 .69 .83
IAAT Trial 1 g5 31 22 1.29 1.71 -33 43 3.22 .83
IAAT Trial 2 87 24 .30 1.43 1.32 12 43 1.91 .83
INTVA Trial 1 -75 35 -1.40 -.10 1.90 -.70 43 -31 .83
INTVA Trial 2 -43 .29 -1.10 24 1.60 -.87 43 .36 .83
IFA Trial 1 -1.79 32 -2.43 -1.14 1.74 .04 43 -.20 .83
IFA Trial 2 -1.52 44 -2.27 =77 2.40 74 43 .36 .83
SE Trial 1 29 .26 -20 78 1.45 -43 43 1.12 .83
SE Trial 2 -54 .29 -1.21 13 1.58 -.65 43 .66 .83
Private Trial 1 1.96 45 1.20 2.71 2.49 -.49 43 -.04 .83
Private Trial 2 1.19 42 45 1.94 2.31 -73 43 1.40 .83
Public Trial 1 .84 26 40 1.29 1.40 47 43 1.30 .83
Public Trial 2 26 .25 -22 75 1.37 1.54 43 4.62 .83
Memiden Trial 1 .13 .33 .55 1.71 1.79 45 43 .69 .83
Memiden Trial 2 1.09 42 41 1.76 2.28 13 43 .30 .83

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and

Identity; Trial 1 = the first administration before the international understanding program
initiated; Trial 2 = the second administration after the international understanding program

was completed.

statistically significant, F(1, 59) = 9.10, p = .004, partial 77 = .134, as a result of the

participants’ overall sharp decrease from Trial 1 (M =.75) to Trial 2 (M = -.11). The Class

5A participants were higher on this orientation than the Class 5B participants to the same

extent at both administrations as displayed in Figure 27. However, neither the univariate

test associated with the Class main effect, F (1, 59) = 1.87, p = .177, partial #7° = .031, nor

the Trial x Class interaction effect was significant, F (1, 59) = .003, p = .955, partial 7’
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=.001 as shown in Table 78. These results do not support the hypothesis that the
participants in the individual classrooms would perform differently on Intercultural
Friendship Orientation in English Learning.

Table 78. Summary of the Analysis of Variance for Intercultural Friendship Orientation in
English Learning by Trial and Class (Fifth Grade)

SS af MS F P np’
Class (5th Grade) 6.71 1 6.71 1.87 177 .03
Error 212.25 59 3.60
Trial 22.92 1 22.92 9.10 .004* 13
Trial x Class .01 1 .01 .00 955 .00
Error 148.55 59 2.52
Total 390.44 121 35.76

Note. Computed using alpha = .011, * p <.011.

Construct 2: Intergroup Approach-Avoidance Tendency

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the [UQC
administration and the two fifth grade classes. The dependent variable for the second
analysis was the Rasch person measures of the Intergroup Approach-Avoidance Tendency
(IAAT) construct. No statistically significant differences were found for the Trial main
effect, F(1, 59) = 2.33, p = .133, partial 7° = .038, the univariate test associated with the
Class main effect, F(1, 59) = 1.16, p = .285, partial 77 = .019, or the Trial x Class
interaction effect, F(1, 59) = .82, p = .368, partial 7 = .014. Thus, these results do not
support the hypothesis that the participants in the individual classrooms would perform

differently on Intergroup Approach-Avoidance Tendency.
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Figure 27. Profile plot of Class by Trial for Intercultural Friendship Orientation in English
Learning (fifth grade).

Table 79. Summary of the Analysis of Variance for Intergroup Approach-Avoidance
Tendency by Trial and Class (Fifth Grade)

SS df MS F p np’
Class (5th Grade) 2.00 1 2.00 1.16 285 .02
Error 101.16 59 1.72
Trial 2.60 1 2.60 2.33 133 .04
Trial x Class .92 1 .92 .82 368 .01
Error 65.89 59 1.12
Total 172.57 121 8.36

Note. Computed using alpha =.011, * p <.011.
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Construct 3: Interest in International Vocation/Activities

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
ITUQC administration and fifth grade classes. The dependent variable was the Rasch person
measures of the Interest in International Vocation/Activities (INTVA) construct. No
statistically significant differences were found for the Trial main effect, F(1, 59) = .29, p

591, partial 77° = .005, the univariate test associated with the Class main effect, F(1, 59)

97, p =329, partial 7° = .016, or the Trial x Class interaction effect, F(1, 59) = .42, p

519, partial 77 =.007. These results do not support the hypothesis that the participants in

the individual classrooms would perform differently on Interest in International

Vocation/Activities.

Table 80. Summary of the Analysis of Variance for Interest in International
Vocation/Activities by Trial and Class (Fifth Grade)

SS df MS F p np’
Class (5™ Grade) 2.12 1 2.12 97 329 .02
Error 128.90 59 2.19
Trial 63 1 63 29 591 01
Trial x Class 92 1 92 42 519 01
Error 128.30 59 2.17
Total 260.87 121 8.03

Note. Computed using alpha =.011, * p <.011.
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Construct 4: Interest in Foreign Affairs

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
ITUQC administration and fifth grade classes. The dependent variable was the Rasch person
measures of the Interest in Foreign Affairs (IFA) construct. No statistically significant
differences were found for the Trial main effect, F(1, 59) = .36, p = .552, partial 77° = .006,
the univariate test associated with the Class main effect, F(1, 59) = .15, p = 702, partial 77’
=.002, or the Trial x Class interaction effect, F(1, 59) = .39, p = .535, partial 772 =.007.
The fifth grade participants from the two classes did not show any statistically significant
differences on Interest in Foreign Affairs; thus, the hypothesis that the participants in the

individual classrooms would perform differently on this variable was not supported.

Table 81. Summary of the Analysis of Variance for Interest in Foreign Affairs by Trial and
Class (Fifth Grade)

SS df MS F p np’
Class (5™ Grade) 44 1 44 15 702 .00
Error 174.14 59 2.95
Trial 52 1 52 .36 552 .01
Trial x Class 57 1 57 39 535 .01
Error 86.10 59 1.46
Total 261.76 121 5.94

Note. Computed using alpha =.011, * p <.011.

Construct 5: Self-esteem
A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and fifth grade classes. The independent variables were Trial (Time 1

and Time 2) and Class (fifth and sixth graders) and the dependent variable was the Rasch
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person measures of the Self-esteem (SE) construct. No statistically significant differences
were found for the Trial main effect, F(1, 59) = 5.15, p = .027, partial 772 =.080, the
univariate test associated with the Class main effect, F(1, 59) = 3.42, p = .069, partial 772
=.102, or the Trial x Class interaction effect, F(1, 59) = 2.06, p = .157, partial 7° = .034.
The fifth grade participants from the two classes did not show any statistically significant
differences on Self-esteem; thus, the hypothesis that the participants in the individual

classrooms would perform differently on this variable was not supported.

Table 82. Summary of the Analysis of Variance for Self-esteem by Trial and Class (Fifth
Grade)

SS df MS F p np’
Class (5™ Grade) 6.13 1 6.13 3.42 .069 .10
Error 105.74 59 1.79
Trial 7.93 1 7.93 5.15 027 .08
Trial x Class 3.17 1 3.17 2.06 157 .03
Error 90.75 59 1.54
Total 213.72 121 20.56

Note. Computed using alpha = .011, * p <.011.

Construct 6: Private Collective Self-esteem

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and fifth grade classes. The independent variables were Trial (Time 1
and Time 2) and Class (fifth and sixth graders), and the dependent variable was the Rasch
person ability measures for the Private Collective Self-esteem (Private) construct. No
statistically significant differences were found for the Trial main effect, F(1, 59) = .01, p

=.920, partial 772 =.001, and the univariate test associated with the Class main effect, F(1,
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59) =1.69, p = .198, partial 77° = .028. However, the Trial x Class interaction effect was
statistically significant, F(1, 59) = 7.21, p = .009, partial 77 = .109 as shown in Table 83.
An examination of the cell means indicated that there was a significant increase in the
person measures for Private Collective Self-esteem for Class SA from Trial 1 (M = .64) to
Trial 2 (M = 1.35) (¢ (30) =-2.43, p = .021) and a non-significant decrease in the person
measures for Class 5B from Trial 1 (M =1.96) to Trial 2 (M =1.19) (t (29)=1.62, p
=.114).

Before the international understanding program, the Class 5A participants’ mean
person measures (M = .64) for Private Collective Self-esteem was way lower than that of
the Class 5B participants (M = 1.96); but it increased significantly in the end (M = 1.35).
On the other hand, the high mean person measures for Class 5B (M = 1.96) declined and
consequently became close to that for Class SA (M = 1.19) at the end of the program as
displayed in Figure 28. These results did not support the hypothesis that the participants in

the individual classrooms would perform differently on this construct.

Table 83. Summary of the Analysis of Variance for Private Collective Self-esteem by Trial
and Class (Fifth Grade)

SS df MS F p np?
Class (5™ Grade) 5.19 1 5.19 1.69 .198 .03
Error 181.02 59 3.07
Trial .02 1 .02 .01 920 .00
Trial x Class 16.48 1 16.48 7.21 .009* 11
Error 134.79 59 2.29
Trial 337.50 121 27.05

Note. Computed using alpha =.011, * p <.011.
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Figure 28. Profile plot of Class by Trial for Private Collective Self-esteem (fifth grade).

Construct 7: Public Collective Self-esteem

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and fifth grade classes. The dependent variable was the Rasch person
measures for Public Collective Self-esteem (Public). The Trial main effect was not
significant, F(1, 59) = 1.39, p = .243, partial 7° = .023. The univariate test associated with
the Class main effect was statistically significant, F(1, 59) = 46.36, p < .001, partial 77’
= .440. The Class x Trial interaction effect was not significant, (1, 59) = 1.73, p = .194,

partial 7° = .028.
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Table 84. Summary of the Analysis of Variance for Public Collective Self-esteem by Trial
and Class (Fifth Grade)

SS df MS F P np’
Class (5th Grade) 36.98 1 36.98 46.36 .000* 44
Error 47.07 59 .80
Trial 2.31 1 2.31 1.39 243 .02
Trial x Class 2.87 1 2.87 1.73 .194 .03
Error 98.20 59 1.66
Total 187.43 121 44.62

Note. Computed using alpha =.011, * p <.011.
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Figure 29. Profile plot of Class by Trial for Public Self-esteem (fifth grade).

This effect indicates that we ignore whether the rating was obtained at the first or
second administrations, the person measures of the Class 5A participants (M = -1.01)
differed significantly from those of the Class 5B participants (M = .55). As shown in Table

65, the overall fifth grade participants’ Public Collective Self-esteem decreased from Trial
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1 (M =-.10) to Trial 2 (M = -.37), which was not statistically significant by Trial. However,
these results support the hypothesis that the participants in the individual classrooms would

perform differently on this construct.

Construct 8: Membership Esteem and Identity

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and fifth grade classes. The dependent variable was the Rasch person
measures for Membership Esteem and Identity (Memiden). No statistically significant
differences were found for Trial main effect, F(1, 59) = .31, p = .582, partial 77 = .005, the
univariate test associated with the Class main effect, F(1, 59) = .28, p = .596, partial 77’
=.005, nor the Trial x Class interaction effect, F(1, 59)= .13, p =.716, partial 772 =.002.
The fifth grade participants from the two classes did not show any statistically significant
differences on Membership Esteem and Identity; thus, the hypothesis that the participants

in the individual classrooms would perform differently on this variable was not supported.

Table 85. Summary of the Analysis of Variance for Membership Esteem and Identity by
Trial and Class (Fifth Grade)

SS df MS F p np?
Class (5™ Grade) .59 1 .59 28 .596 .00
Error 123.36 59 2.09
Trial 53 1 .53 31 582 .01
Trial x Class 23 1 23 13 716 .00
Error 102.09 59 1.73
Total 226.81 121 5.18

Note. Computed using alpha =.011, * p <.011.
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The Results for the Sixth Grade Classes

The descriptive statistics of the eight [IUQC constructs for the Class 6A and Class 6B

participants are shown in Tables 86 and 87 respectively. The participants’ responses to the

IUQC at both administrations (Trials 1 and 2) were transformed to Rasch person ability

measures. The changes of each construct are discussed in the order.

Table 86. Descriptive Statistics for the Class 64 Participants by Trial

95% Confidence
Interval
Variable and Lower Upper

Trial M SE Bound Bound SD Skewness SES  Kurtosis SEK
IF Trial 1 1.40 .59 43 2.37 2.70 -.54 .50 -.05 .97
IF Trial 2 1.84 .53 .85 2.84 2.44 -.76 .50 1.60 .97
IAAT Trial 1 1.40 .36 75 2.06 1.64 12 .50 1.12 .97
TAAT Trial 2 1.81 .36 1.15 2.47 1.63 .38 .50 -.50 .97
INTVA Trial 1 .65 .39 -.11 1.40 1.79 .07 .50 -24 .97
INTVA Trial 2 .79 40 -11 1.69 1.85 -40 .50 1.90 .97
IFA Trial 1 -49 40 -1.22 25 1.84 .05 .50 -1.06 .97
IFA Trial 2 -.60 .35 -1.39 .19 1.59 -.97 .50 .94 .97
SE Trial 1 -45 22 -.96 .05 .99 -.60 .50 .66 .97
SE Trial 2 -.68 .32 -1.29 -.07 1.47 -.99 .50 1.45 .97
Private Trial 1 1.59 .49 .67 2.51 2.23 -.09 .50 -.92 .97
Private Trial 2 1.19 .50 24 2.13 2.29 -.54 .50 .98 .97
Public Trial 1 .03 33 -.69 74 1.51 1.28 .50 2.11 .97
Public Trial 2 13 .26 -71 .98 1.19 -32 .50 -.83 .97
Memiden Trial 1 1.27 .34 .70 1.84 1.55 1.19 .50 .70 .97
Memiden Trial 2 .82 44 .01 1.63 2.03 48 .50 1.46 .97

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and

Identity; Trial 1 = the first administration before the international understanding program

was initiated; Trial 2 = the second administration after the international understanding
program was completed.
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Table 87. Descriptive Statistics for the Class 6B Participants by Trial

95% Confidence
Interval
Variable and Lower Upper
Trial M SE Bound Bound SD Skewness SES Kurtosis SEK
IF Trial 1 1.58 .34 .65 2.51 1.65 -47 48 93 93
IF Trial 2 2.45 43 1.50 3.40 2.09 -.53 48 .08 93
TAAT Trial 1 1.14 .28 .52 1.77 1.32 -1.51 48 4.73 93
TIAAT Trial 2 213 .28 1.51 2.76 1.36 -31 A48 1.06 93
INTVA Trial 1 13 34 -.59 .85 1.62 -1.49 48 3.42 93
INTVA Trial 2 1.09 46 23 1.95 2.20 -1.01 A48 1.32 93
IFA Trial 1 -88 .32 -1.58 -17 1.51 -71 48 47 93
IFA Trial 2 -.68 41 -1.43 .07 1.95 -73 A48 -.16 93
SE Trial 1 -.60 .26 -1.08 -12 1.27 -.35 48 2.25 93
SE Trial 2 -34 27 -92 24 1.30 -1.36 A48 2.28 93
Private Trial 1 89 41 .01 1.77 1.97 -43 A48 2.89 93
Private Trial 2 211 42 1.21 3.01 2.01 33 A48 -1.34 93
Public Trial 1 -62 36 -1.30 .07 1.72 1.36 A48 5.27 93
Public Trial 2 -22 .50 -1.03 .59 2.41 -.16 A48 78 93
Memiden Trial 1 89 21 35 1.44 1.02 44 48 1.42 93
Memiden Trial 2 1.61 .35 .83 2.38 1.66 -.60 48 1.52 .93

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-

esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and
Identity; Trial 1 = the first administration before the international understanding program
initiated; Trial 2 = the second administration after the international understanding program

was completed.

In answer to the second part of Research Question 2, the performance differences on

the eight [UQC constructs between the two sixth grade classes (6A and 6B) were compared

by means of two-way mixed ANOVAs (see Tables 88-95). The two independent variables

for the following eight ANOVAs were trials (two levels: first administration and second

administration) and sixth grade classes (two levels: 6A and 6B). The Bonferroni

adjustment online procedure was conducted over the following analyses in order to avoid
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committing a Type 1 error. The family-wise error rate across Trial, Class, and Trial x Class
each was adjusted to the .011 level. Separate analyses were conducted for the eight

constructs of the IUQC (i.e., IF, IAAT, INTVA, IFA, SE, Private, Public, and Memiden).

Construct 1: Intercultural Friendship Orientation in English Learning

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and sixth grade classes. The dependent variable was the person
measures for Intercultural Friendship Orientation in English Learning (IF). No

statistically significant differences were found for the Trial main effect, F(1,42)=4.17,p

.048, partial 77° = .090, the univariate test associated with the Class main effect, F(1, 42)

44, p =512, partial 772 =.010, nor the Trial x Class interaction effect, F(1, 42) = .44, p

510, partial 77 =.010 as shown in Table 88. These results do not support the hypothesis
that the participants in the individual classrooms would perform differently on this

construct.

Table 88. Summary of the Analysis of Variance for Intercultural Friendship Orientation in
English Learning by Trial and Class (Sixth Grade)

SS df MS F P np’
Class (6™ Grade) 1.69 1 1.69 44 512 01
Error 162.34 42 3.87
Trial 9.48 1 9.48 4.17 048 .09
Trial x Class 1.01 1 1.01 44 510 01
Error 95.53 42 2.27
Total 434.09 87 23.87

Note. Computed using alpha =.011, * p <.011.
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Construct 2: Intergroup Approach-Avoidance Tendency

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and sixth grade classes. The dependent variable was the person
measures for Intergroup Approach-Avoidance Tendency (IAAT). The Trial main effect
was statistically significant, F(1, 42) = 14.08, p = .001, partial 77° = .251. However, neither
the univariate test associated with the Class main effect, F(1, 42) = .01, p = .940, partial 772
=.001, nor the Trial x Class interaction effect was significant, F(1, 42) =2.44, p = .126,
partial 77° = .055 in Table 89.

The participants’ overall responses to Intergroup Approach-Avoidance Tendency
increased to a statistically significant degree from Trial 1 (M = 1.27) to Trial 2 (M = 1.98).
This indicates that if we ignore whether ratings were answered by the Class 6A or Class
6B participants, the person measures for Intergroup Approach-Avoidance Tendency at the
first administration significantly differed from those at the second administration as
displayed in Figure 30. These results do not support the hypothesis that the participants in

the individual classrooms would perform differently on this construct.

Table 89. Summary of the Analysis of Variance for Intergroup Approach-Avoidance
Tendency by Trial and Class (Sixth Grade)

SS df MS F P np’
Class (6™ Grade) .01 1 .01 .01 940 .00
Error 76.90 42 1.83
Trial 10.75 1 10.75 14.08 .001* 25
Trial x Class 1.87 1 1.87 2.44 126 .06
Error 32.07 42 .76
Total 121.60 87 15.22

Note. Computed using alpha =.011, * p <.011.
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Figure 30. Profile plot of Grade by Trial for Intergroup Approach-Avoidance Tendency
(sixth grade).
Construct 3: Interest in International Vocation/Activities

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and sixth grade classes. The dependent variable was the Rasch
person measures of the Interest in International Vocation/Activities construct. No

statistically significant differences were found for the Trial main effect, F(1, 42) = 5.80, p

.020, partial 77° = .121, the univariate test associated with the Class main effect, F(1, 42)

.04, p = .836, partial 772 =.001, nor the Trial x Class interaction effect, F(1, 42) =3.14,p

.083, partial 777 =.070. The Class 6A and 6B participants did not show any statistically
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significant differences on the Interest in International Vocation/Activities construct; thus,
these results do not support the hypothesis that the participants in the individual classrooms

would perform differently on this construct.

Table 90. Summary of the Analysis of Variance for Interest in International
Vocation/Activities by Trial and Class (Sixth Grade)

SS df MS F p mw’
Class (6™ Grade) 13 1 13 .04 .836 .00
Error 124.23 42 2.96
Trial 6.74 1 6.74 5.80 .020 A2
Trial x Class 3.65 1 3.65 3.14 .083 .07
Error 48.81 42 1.16
Total 183.56 87 14.64

Note. Computed using alpha = .011, * p <.011.

Construct 4: Interest in Foreign Affairs

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and sixth grade classes. The dependent variable was the Rasch
person measures for Interest in Foreign Affairs. No statistically significant differences

were found for the Trial main effect, F(1, 42) = .04, p = .850, partial 772 =.001, the

Table 91. Summary of the Analysis of Variance for Interest in Foreign Affairs by Trial and
Class (Sixth Grade)

SS df MS F p np?
Class (6™ Grade) .60 1 .60 25 623 .01
Error 103.04 42 2.45
Trial .04 1 .04 .04 .850 .00
Trial x Class 53 1 53 48 492 .01
Error 45.90 42 1.09
Total 150.11 87 4.71

Note. Computed using alpha =.011, * p <.011.

196



univariate test associated with the Class main effect, F(1, 42) = .25, p = .623, partial 7°
=.006, or the Trial x Class interaction effect, F(1, 42) = .48, p = .492, partial 772 =.011.
These results do not support the hypothesis that the participants in the individual

classrooms would perform differently on this construct.

Construct 5: Self-esteem

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and sixth grade classes. The independent variables were Trial (Time
1 and Time 2) and Class (fifth and sixth grade students), and the dependent variable was
the Rasch person measures for Self-esteem (SE). No statistically significant differences
were found for the Trial main effect, F(1, 42) = .01, p = .957, partial 7° < .001, the
univariate test associated with the Class main effect, F(1, 42) = .11, p = 747, partial 7°
=.003, or the Trial x Class interaction effect, F(1, 42) = 1.10, p = .301, partial 7° = .025.
These results do not support the hypothesis that the participants in the individual

classrooms would perform differently on this construct.

Construct 6: Private Collective Self-esteem
A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and sixth grade classes. The independent variables were Trial (Time

1 and Time 2) and Class (fifth and sixth grade students), and the dependent variable
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Table 92. Summary of the Analysis of Variance for Self-esteem by Trial and Class (Sixth

Grade)

SS df MS F p np°
Class (6" Grade) A1 1 A1 A1 747 .00
Error 4291 42 1.02
Trial .01 1 01 01 957 .00
Trial x Class 1.29 1 1.29 1.10 301 .03
Error 49.49 42 1.18
Total 93.81 87 3.61

Note. Computed using alpha =.011, * p <.011.

Construct 6: Private Collective Self-esteem

was the Rasch person measures for Private Collective Self-esteem (Private). No statistically

significant differences were found for the Trial main effect, F(1, 42) = 1.36, p = .250,

partial 772 = .031, the univariate test associated with the Class main effect, F(1,42) = .04, p

= .835, partial 772 =.001, or the Trial x Class interaction effect, F(1, 42) = 5.35, p =.026,

partial 777 = .113. These results do not support the hypothesis that the participants in the

individual classrooms would perform differently on this construct.

Table 93. Summary of the Analysis of Variance for Private Collective Self-esteem by Trial

and Class (Sixth Grade)

SS df MS F p np’
Class (6" Grade) .14 1 14 .04 .835 .00
Error 132.66 42 3.16
Trial 3.66 1 3.66 1.36 250 .03
Trial x Class 14.40 1 14.40 5.35 .026 11
Error 112.93 42 2.69
Total 263.79 87 24.05

Note. Computed using alpha =.011, * p <.011.
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Construct 7: Public Collective Self-esteem

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the
IUQC administration and sixth grade classes. The dependent variable was the Rasch
person measures for Public Collective Self-esteem (Public). No statistically significant
differences were found for the Trial main effect, F(1, 42) = .84, p = .364, partial 77° = .020,
the univariate test associated with the Class main effect, F(1, 42) = 1.16, p = .287, partial
772 =.027, or the Trial x Class interaction effect, F(1, 42) = .29, p =.595, partial 772 =.007.
These results do not support the hypothesis that the participants in the individual

classrooms would perform differently on this construct.

Table 94. Summary of the Analysis of Variance for Public Collective Self-esteem by Trial
and Class (Sixth Grade)

SS df MS F p np?
Class (6™ Grade) 2.74 1 2.74 1.16 287 03
Error 98.87 42 2.35
Trial 1.38 1 1.38 84 364 .02
Trial x Class 47 1 47 29 595 01
Error 68.52 42 1.63
Total 171.98 87 8.57

Note. Computed using alpha =.011, * p <.011.

Construct 8: Membership Esteem and Identity

A two-way mixed ANOVA was conducted to evaluate the effect of trials of the [UQC
administration and sixth grade classes. The dependent variable was the Rasch person
measures for Membership Esteem and Identity (Memiden). No statistically significant

differences were found for the Trial main effect, F(1, 42) =.33, p = .568, partial 7° = .008,

the univariate test associated with the Class main effect, F(1, 42) = .23, p = .633, partial 7
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=.005, or the Trial x Class interaction effect, F(1, 42) = 6.48, p = .015, partial 772 =.134.
These results do not support the hypothesis that the participants in the individual

classrooms would perform differently on this construct.

Table 95. Summary of the Analysis of Variance for Membership Esteem and Identity by
Trial and Class (Sixth Grade)

SS df MS F p np?
Class (6" Grade) 46 1 46 23 .633 .01
Error 83.00 42 1.98
Trial 38 1 38 33 568 .01
Trial x Class 7.41 1 7.41 6.48 015 A3
Error 48.00 42 1.14
Total 139.25 87 11.36

Note. Computed using alpha =.011, * p <.011.

Summary of Results

Overall, the answer to Research Question 2, “How will a classroom influence
elementary school students’ International Posture, Self-esteem, Collective Self-esteem as
well as Interest in Foreign Affairs?,” can be summarized as follows: The fifth grade
participants displayed a statistically significant difference between the individual
classrooms only for Public Collective Self-esteem. The SA participants showed a lower
mean score than those by the 5B participants at the two trials. One construct showed a
significant Trial main effect: Intercultural Friendship Orientation in English Learning.
There was also a significant interaction effect of Class and Trial for Private Collective Self-

esteem.
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No significant Class main effect was found for the sixth grade participants. One
construct, Intergroup Approach-Avoidance Tendency, showed a significant Trial main

effect. There was no significant interaction effect of Class and Trial for the eight constructs.

Table 96. Summary of the Significances of the Analysis of Variance for Eight Variables by
Trial and Class (Fifth Grade)

Variables Trial Class Interaction 5A vs. 5B
IF significant ns ns 5AN>5BY
IAAT ns ns ns 5A/>5B/
INTVA ns ns ns 5A->5B/
IFA ns ns ns 5A->5B/
SE ns ns ns 5AN5BY
Private ns ns significant 5A7=5B\
Public ns significant ns 5A-<5B\
Memiden ns ns ns 5ANS5BNY

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and
Identity; n.s. = non significant.

Table 97. Summary of the Significances of the Analysis of Variance for Eight Variables by
Trial and Class (Sixth Grade)

Variables Trial Class Interaction 6A vs. 6B
1F n.s. n.s. n.s. 6A7<X6B/
IAAT significant n.s. n.s. 6A7<6B/
INTVA n.s. n.s. n.s. 6A<X6B/
IFA n.s. n.s. n.s. 6A\>6B/
SE n.s. n.s. n.s. 6A 6B/
Private n.s. n.s. n.s. 6ANK6B/
Public n.s. n.s. n.s. 6A>6B/
Memiden n.s. n.s. n.s. 6A\>6B/

Note. IF = Intercultural Friendship Orientation in English Learning; IAAT = Intergroup
Approach-Avoidance Tendency; INTVA = Interest in International Vocation/Activities;
IFA = Interest in Foreign Affairs; SE = Self-esteem; Private = Private Collective Self-
esteem; Public = Public Collective Self-esteem; Memiden = Membership Esteem and
Identity; n.s. = non significant.
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Low effect sizes were observed for almost all the main and interaction effects for the
eight constructs for both the fifth and sixth graders. Thus, the findings indicate that the
different classroom contexts did not strongly influence the elementary school participants’

International Posture, Self-esteem, Collective Self-esteem, and Interest in Foreign Affairs.

Other Findings Concerning the Students’ Experiences

The participants were asked two open-ended questions about their experiences about
studying English and traveling abroad. First, the participants were asked whether they
were studying English on the IUQC. Four choices were provided (1 = at a cram school, 2
= at home, 3 = at school, and 4 = other). The fifth and sixth graders responded differently
to the question.

Before the program was begun, 15 out of 44 sixth graders (34.1%) answered that
they were studying English: seven students (15.9%) were studying English at a cram
school, none were studying at home, two students (4.6%) were studying English at school,
two students (4.6%) were studying in another way (i.e., with a computer and with a group
of children interested in English), and four students (9.1%) were studying English at more
than one place (Two students were studying English both at a cram school and at home,
and two students were studying at a cram school, at home, and at school.) as shown in
Figure 31. After the one-year program, when the same question was asked to the same
students, 24 out of 44 sixth graders (54.5%) answered that they were studying English.
Eleven students (25.0%) stated that they were studying at a cram school, three students

(6.8%) were studying English at home, none responded that they were studying at school,
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and nine students (20.5%) responded that were studying English at more than one place
(Six students were studying English both at a cram school and at home, one student was
studying it at a cram school and at school, one student was studying it at home and another

place, and one student was studying it at a cram school, at home, and another place.).

Trial 1 o
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B at school

Bl other
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Figure 31. The percentage of sixth grade participants (N = 44) studying English at the
beginning and the end of the international understanding program.

Interestingly, only two sixth grade students considered the international
understanding lessons as studying English in the beginning of the international
understanding program, and no students did so at the end of the program. Also, the number
of the students who were studying English at a cram school increased from 11 (Seven
students were studying English at a cram school and four students were studying at a cram

school and other places) to 19 (11 students were studying English at a cram school and

203



eight students were studying English at a cram school and other places). Five students
stopped studying at the cram school during the year-long study.

On the other hand, 28 out of 61 fifth graders (45.9%) answered that they were
studying English at the beginning of this study. Seven students (11.5%) reported that they
were studying English at a cram school, five students (8.2%) were studying at home, 12
students (19.7%) thought that they were studying English at school, and four students
(6.6%) stated that they were studying English at more than one place (Two students were
studying English both at a cram school and at school, one student was studying at home
and at school, and one student was studying at a cram school, at home, and at school.) as
displayed in Figure 32. At the end of the study, 41 out of 61 fifth graders (67.2%)
answered that they were studying English. Five students (8.2%) were studying at a cram
school, five students (8.2%) were studying at home, 23 students (37.7%) thought that they
were studying English at school, and eight students (13.1%) stated that they were studying
it at more than one place (Six students were studying English both at a cram school and at
school, and two students were studying it at school and at home.).

Unlike the sixth graders, 16 fifth grade students considered the international
understanding lessons as studying English in the beginning of the international
understanding program, and 31 students did so at the end of the program. Another

difference was the number of students who were studying English at a cram school.
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Figure 32. The percentage of fifth grade participants (N = 61) studying English at the
beginning and the end of the international understanding program.

The number increased slightly from 10 (Seven students were studying English at a cram
school and three students were studying at a cram school and other places) to 11 (Five
students were studying English at a cram school and six students answered that they were
studying at a cram school and at school). Five fifth grade students stopped studying at the
cram school during the year-long study, whereas six students started studying at a cram
school sometime in the middle of the school year.

These results indicate that the majority of the fifth graders believed that they were
studying English in the international understanding lessons and this was the only place that
approximately 40 percent of them studied English. On the other hand, only two sixth grade
students considered the international understanding lessons as studying English in the
beginning of the international understanding program, and no students did so at the end of
the program. Another difference between the grades was the number of students who were

studying English at a cram school. The number of fifth grade students who were studying
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English at a cram school changed one from 10 to 11, while the number of the sixth grade
students almost doubled from 11 to 19.

The participants were also asked whether they had traveled to other countries on the
IUQC. The total number of fifth and sixth grade students who had traveled abroad
increased from 31 (29.5%) to 34 (32.4%) out of the 105 participants from the first to
second administrations. Nineteen out of 61 fifth grade students (31.1%) had traveled to
foreign countries such as Australia and the United States (mainly Hawaii) before the
international understanding program started, while 21 fifth graders (34.4%) had traveled to
other countries at the end of the program. Twelve (27.2%) out of 44 sixth grade students
stated that they had traveled abroad (Many of them went to the United States (primarily
Hawaii)) prior to the international understanding program, while 13 students (29.5%) had
done so at the end of the program. The results indicated that the participants’ overseas
experience was similar between the grades throughout the international understanding

program and was therefore not likely to have influenced the questionnaire results.
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CHAPTER 6

ANALYSES AND RESULTS FOR TEACHERS’ CLASS PARTICIPATION

In the previous chapter, the quantitative analyses were conducted in order to answer
Research Questions 1 and 2. The purpose of this chapter is to answer Research Questions 3
and 4 by describing four elementary school classrooms in some detail with qualitative data.
The focus is on each elementary school teacher’s participation in the international
understanding lessons.

3. What are the characteristic differences in student behavior in classes taught by teachers
whose participation in the class is low?
4. What are the characteristic differences in student behavior in classes taught by teachers
whose participation in the class is high?
The qualitative data consist of field notes and videotapes taken during the class
observations, written information obtained in the Checklist for Teachers’ Participation in
English Activities and the Peer- and Self-evaluation Checklist, and interviews with the
college students and elementary school teachers. The results for Research Questions 3 and
4 might support the results found in Chapter 5, or shed light on why the participants’
International Posture and Interest in Foreign Affairs changed over the academic year and
why the events occurring in the individual classrooms did not strongly influence the
participants’ International Posture, Self-esteem, Collective Self-esteem, and Interest in
Foreign Affairs. The findings of the qualitative analysis in this chapter are incorporated

with the quantitative results in a general discussion of this study in the next chapter.
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After describing the ethical principles adhered to in this study, each data source, the
class atmosphere in the four classrooms, the research setting, the analytical procedures, and
the results for teachers’ class participation are described. It is important to note that I
visited Sakura Elementary School as the coordinator of a teacher preparation program and

the leader of the student teachers, who were called Rangers.

Ethical Principles

The participants were asked to write their name on the [UQC because their affective
changes were compared before and after the one-year international understanding program.
No signed consent forms were collected from the individual participants; however, the
basic ethical principles of data collection were followed in two ways. First, the
questionnaire was approved by the school principal, who agreed that it was not harmful in
any way to the participants and that it did not violate any rules regulating classroom
research in Japanese public schools. Official permission to administer the [IUQC was
granted orally by the principal. Second, the instructions prior to the two administrations of
the ITUQC included information about the questionnaire, and assured the participants that
they had the right to refuse to answer any items on the questionnaire.

Several types of data (interviews, classroom observations, and the completion of a
Peer- and Self-evaluation Checklist) were collected from the four elementary school
teachers. No signed consent forms were collected from them; however, the basic ethical
principles of data collection were followed in three ways. First, the purposes of the various

types of data collection were approved by the school principal, who agreed that they were
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not harmful in any way to the elementary school teachers and that they did not violate any
rules regulating classroom research in Japanese public schools. Official permission to
gather data from the teachers was granted orally by the principal. Second, the purposes of
the data collection were also fully explained to the elementary school teachers. In
particular, the fact that the data would not be used in any way that would harm them or
their students was explained. Official permission to gather and use their data was granted
orally by them. Third, the participants were assured that they had the right to refuse to
answer any questions and to not disclose information that they did not want to share.
Several types of data (interviews, classroom observations, and the completion of a
Peer- and Self-evaluation Checklist and a Checklist for Teachers’ Participation in English
Activities) were collected from five college students. No signed consent forms were
collected; however, the basic ethical principles of data collection were followed in two
ways. First, the purposes of the various types of data collection were fully explained to the
college students, especially the fact that the data would not be used in any way that would
harm them (e.g., the contents of the data would not influence their academic evaluation at
college). Permission to gather the data was granted orally by the college students. Second,
the college students were assured that they had the right to refuse to answer any questions

and to not disclose any information that they did not want to share.
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Methods
Data
The data were collected from five sources in order to achieve data and
methodological triangulation: (a) face-to-face interviews with the five college students and
the four elementary school teachers who taught the one-year international understanding
lessons together in the four classes (Classes SA, 5B, 6A, and 6B); (b) class observations
(each class was observed twice); (c¢) teacher evaluations by the five college students, which
were a part of the Checklist for Teachers’ Participation in English Activities; (d) written
information gathered with the Peer- and Self-evaluation Checklists was obtained from the
college students as well as the elementary school teachers after each international
understanding lesson was finished. Nine sets of the Checklists were gathered at different
points throughout the academic year; and, (e) lesson plans and teaching materials for the

nine international understanding lessons.

Interviews with the College Students

The questions on the Checklist for Teachers’ Participation in English Activities (see
Appendix K for a complete description of the checklist and its translation) were answered
by the five college students when they were individually interviewed in Japanese by the
researcher in her office either on January 31* or February 3", 2007, after the one-year
international understanding program was finished. Haruka and Yayoi were interviewed

together for 90 minutes from 12:30 p.m. to 2:00 p.m. on January 31%, 2007. The two had
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built a good relationship by conducting lessons together in Class SA throughout the school
year, so I decided to interview them together to let them negotiate their responses to the
Checklist when their evaluations of Ms. Kitazawa’s in-class performance differed. Natsuko,
who taught Class 5B, was interviewed for 40 minutes from 1:00 p.m. to 1:40 p.m. on
February 3rd, 2007. Aki, who taught Class 6A, was interviewed for one hour from 2:00 p.m.
to 3:00 p.m. on January 31*, 2007. Fuyumi, who taught Class 6B, was interviewed for 70
minutes from 1:40 p.m. to 3:00 p.m. on February 3", 2007. Their interviews were
conducted on two days because the five students’ class schedules were less demanding as
the final examinations were held that week. The length of each interview depended on the
individual participants; the average was 65 minutes. Prior to each interview, the purpose of
the interview was explained; the participants were informed that they had the right to
refuse to answer any of the questions, and their verbal consent to record the interview was
requested. Next, I explained the contents and purposes of the Checklist for Teachers’
Participation in English Activities. The participants were asked ten questions on the
Checklist concerning how supportive the elementary school teachers were in the
international understanding lessons for the school year. Based on their responses (17 points
maximum) to the Checklist items, the elementary school teachers were categorized as
supportive, neutral, or non-supportive participants. The results were used to answer
Research Questions 3 and 4. In addition, informal interviews, which resembled casual
conversations, were held irregularly throughout the year: between classes in the
researcher’s office, during lunch time at school, after work in the hallway, on the bus and

train, and through e-mail exchanges.
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Interviews with the Elementary School Teachers

The elementary school teachers were interviewed individually in the teachers’ room
at the elementary school on September 28", 2006 and January 26™, 2007. The first
interview was held immediately before the second semester began. The first interviews
lasted approximately 15 to 20 minutes on average. Prior to each interview, the teachers
were told the purpose of the interview, were informed that they had the right to refuse to
answer any questions, and their verbal consent to record the interview was obtained. The
interviews were conducted based on the Checklist for Teachers’ Participation in English
Activities. Whenever questions and opinions were raised by the teachers, time was spent
discussing them before moving on to the prepared questions. The second set of interviews
was held on the last day of the international understanding lessons. The second interviews
lasted about 10 minutes each. Because of the elementary school teachers’ time constraints,
prepared questions were not used. The elementary school teachers were asked to

summarize the one-year lessons instead.

Class Observations

Nine international understanding lessons were conducted for the four classes
(Classes 5A, 5B, 6A, and 6B) throughout the year. Two lessons for each class were
videotaped and subsequently analyzed. Lessons for Classes 5A and 6B were observed and
videotaped on June 23™ and December 8", and lessons for Classes 5B and 6A were
observed and videotaped on July 7™ and January 26™. The data consisted of approximately

6 hours (45 minutes per lesson x 2 lessons per class x 4 classes) of videotapes. Field notes
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were taken during the observations and summarized later. Because the focus of the analysis
was the elementary school teacher’s performance and elementary school students’
responses to their performance, I usually stayed in the back of the classroom or stood by
the rear door to gain an overall understanding of the class. After ten to fifteen minutes had
passed during the first visit, many students in the classes looked comfortable while I was

present and videotaping the lesson.

Checklist for Teachers’ Participation in English Activities

As mentioned above, the Checklist for Teachers’ Participation in English Activities
was used during the interviews with the five college students. It consisted of ten questions
concerning the elementary school teachers’ participation in English Activities in the
lessons. The college students answered the Checklist in the individual interviews with the
researcher. The results were scored from 0 to 17. Two of the elementary school teachers
had scores between 6 and 14, so they were classified as neutral, and two participants who
scored above 15 were considered supportive. The two ordinary participants were Ms.
Kitazawa in Class 5A and Mr. Aida in Class 5B. These two classes are described fully in
answer to Research Question 3. The two active participants were Ms. Shibata in Class 6A
and Mr. Ishikawa in Class 6B. These two classes are described in answer to Research

Question 4 in the following sections.
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Peer- and Self-evaluation Checklist

The Peer- and Self-evaluation Checklist was completed by the five college students
and the four elementary school teachers once an international understanding lesson was
finished. Nine sets of the Checklist were collected in order to compare the college
students’ and elementary school students’ evaluations of team teaching, the elementary

school teacher’s performance, and the college student’s performance.

Lesson Plans and Teaching Materials

Nine lesson plans (see Appendices N and O for the lesson plans and their
translations) and teaching materials were designed by the five college students with the
support of the four elementary school teachers. Copies of these data were collected and
kept; they were referred to when analyzing the elementary school teacher’s and elementary
school students’ performances in the lessons.

By collecting data from these five sources, a reasonable degree of credibility and
dependability (Brown, 2001), analogous to reliability and validity in quantitative research,

were established in the study.

Participants
Four classes (5A, 5B, 6A and 6B) were involved in the qualitative study. The
information about the elementary school students, elementary school teachers, and college

students is described in the following section.
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Class 54

There were 31 fifth grade elementary school students in Class SA. Haruka, a junior
and Yayoi, a sophomore taught with Ms. Kitazawa, a middle-aged female elementary
school teacher. While team teaching with Ms. Kitazawa was the first time that Yayoi had
conducted a lesson with an elementary school teacher, it was the second time for Haruka to
teach international lessons with an elementary school teacher. Under the School Internship
system, Haruka had taught with a third-year college student for half a year in the fall
semester of 2005 at another elementary school. Therefore, she could compare Ms.
Kitazawa with the teacher at the previous elementary school regarding Ms. Kitazawa’s
eagerness to take part in the lessons.

Ms. Kitazawa had taught at Sakura Elementary school for a number of years. She did
not have any experience teaching the international understanding lessons with English
activities, so the year was her first trial with the two college students. Haruka and Yayoi
reported that Ms. Kitazawa was basically supportive and that they respected her way of
teaching. She was strict as well as considerate to the individual elementary school students
in the class. Both gave her 10 points out of 17; thus, they regarded Ms. Kitazawa as a

neutral teacher.

Class 5B
There were 30 fifth grade elementary school students in Class 5B. Natsuko, a third-
year student, taught with Mr. Aida, a male elementary school teacher in his mid-30s. This

was the second year for her to teach international understanding lessons with an
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elementary school teacher. She had taught with a third-year college student at another
elementary school for one year when she was a sophomore. Thus, she sometimes
compared Mr. Aida with the teacher at the elementary school regarding his contribution to
the lessons.

Mr. Aida was a relatively young male teacher who had taught at the elementary
school for several years. He did not have any experience teaching the international
understanding lessons focusing on English Activities, so the lessons with Natsuko were his
first trial to carry them out. Ms. Aida, his wife, was a teacher at another elementary school
in the same city. She had taught the international understanding lessons with several
students in the college for several years, so she might have shared her ideas about the
lessons with him. Based on the Checklist for Teachers’ Participation in English Activities,

Natsuko gave Mr. Aida 10 out of 17 points; thus, she regarded him as a neutral teacher.

Class 64

There were 21 sixth grade elementary school students in Class 6A. Aki, a third-year
student, taught with Ms. Shibata. This was her second year to teach international
understanding lessons focusing on English Activities with an elementary school teacher.
She had taught with a junior and a sophomore at another elementary school for one year
when she was a sophomore in the School Internship program. Thus, she sometimes
compared Ms. Shibata with the teacher at the other elementary school.

Ms. Shibata was an experienced female teacher in her 50s who had taught at the

elementary school for several years. She had no experience teaching the international
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understanding lessons focusing on English Activities; so the lessons with Aki were the first
trial for her. Ms. Shibata was relatively reserved and spoke moderately to the students as
well as her colleagues. Yet, she conveyed her opinions and suggestions clearly to Aki, who
reported in the interview that Ms. Shibata was very supportive. Based on the Checklist for
Teachers’ Participation in English Activities, Aki gave her 16 out of 17 points; thus, she

regarded Ms. Shibata as a supportive teacher.

Class 6B

There were 23 sixth grade elementary school students in Class 6B. Fuyumi, a third-
year student, taught with Mr. Ishikawa, a relatively young male teacher in his late 30s. This
was her second year to teach international understanding lessons focusing on English
Activities with an elementary school teacher. She had taught with two sophomores at
another elementary school for the first half of 2005 and then, taught the 6B class with Mr.
Ishikawa for the second half of the year when she was a sophomore in the School
Internship A. In addition, she was a transfer student from a junior college where she had
majored in Early English Education; as a result, she had more experience conducting
English Activities with second to sixth graders than the other college students. She
compared Mr. Ishikawa with several elementary school teachers whom she had observed
in different institutions. Unlike the other four college students, she had one and a half years
of experience team teaching with Mr. Ishikawa.

Mr. Ishikawa was an experienced male teacher who had taught at Sakura Elementary

School for several years. He was the only teacher who had taught the international
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understanding lessons focusing on English Activities with the same college student for six
months when the international understanding lessons began. Additionally, before teaching
at the school, he was in charge of English Activities for the Grade 1 to Grade 6 students in
another elementary school for two years. Fuyumi reported in the interview that Mr.
Ishikawa was the most supportive teacher that she had known and was eager to conduct
English Activities with the 6B students. Based on the Checklist for Teachers’ Participation
in English Activities, Fuyumi gave him 15 out of 17 points; thus, she considered Mr.

Ishikawa as a supportive teacher.

Setting

Sakura Elementary School’s View of the School Internship Program

The School Internship Program was introduced at Sakura Elementary School in
October 2005. By using this program, the school started to offer international
understanding lessons to the students with assistance provided by Ichoo Women’s College.
In the first year, two college students visited the school several times and taught two sixth
grade classes with homeroom teachers. The principal welcomed the college students to the
school, and immediately proceeded to offer English Activities as part of the school
curriculum. 2006 was the second year when the school had college students conduct the
international understanding lessons with elementary school teachers on a monthly basis.
The school had high expectations for the regular visits of the college students in terms of
the impact of the lessons on the elementary school students. This fact was evident in

conversations with Mr. Takeda, the Vice Principal of the school.
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Takeda: EREMERIBBFTEE L CN27EWT, LRSNFREL -
TWET, SAbBRELAIETWEEEE LT E D, %8
LWRo> T SEAELEMREEA FESANRL > TV L EZ R
TWT, & ThIELEVET, ELPEAESARHIL TR
KN TEDLEORFIEEZRFOFEFELRMOGNRNE, D
TWEZWREBsTHET,

Takeda:  The teaching materials are well developed, and the lessons are all
creative. I observed several lessons today. I thought that the
lessons were enjoyable. In the lessons, the college students
taught with the elementary school teachers in a very friendly
way, so | feel very satisfied. With assistance from the college,
hopefully, a lesson will be planned in which a homeroom teacher
and a college student can cooperate. (Interview, 01/26/07)

Meeting a demand. To cite another example showing Sakura Elementary School’s
close collaboration with the college, the school always tried to meet any requests made by
the college. While the international understanding lessons were being conducted, the
college students did not have enough time to talk with the elementary school teachers
either before or after the lessons, so they could obtain neither feedback about the activities
in the lessons nor discuss the next lesson plans with them substantially. This was because
club activities were held on Fridays immediately after the international understanding
lessons finished. At the end of the academic year, [ informed the principal of the college
students’ hope that regular meetings could be arranged between the college students and
the elementary school teachers to discuss the day’s lesson and the next lesson plan. As
soon as the principal heard this, he decided to change the club activities from Fridays to

Tuesdays in the next school year. During the interviews with the college students, I told

them that the schedule would be changed the next year. All five college students
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appreciated the immediate response to their request and strengthened their positive attitude

toward the elementary school.

Comparison with other schools. The four juniors experienced two years of the
School Internship; they had visited at least two elementary schools and team taught with
two or more elementary school teachers. Because they compared the teachers at Sakura
Elementary School with the teachers at other schools, their evaluation of the elementary
school teachers were considered somewhat objective.

In particular, Fuyumi and Haruka often reported in the interviews how supportive the
teachers at Sakura Elementary School were, compared to the teachers at the previous

school. The following excerpt is from Fuyumi’s interview:

Fuyumi: AJIEADBETT ZWRBAEFCTC, EFEIFTHEORERHAEY
W o T2 B B O/ NFEFRE, fERIHIEN A>T, TRV DAL
Ko/ T, EDOS LGS HWITR S TRED &y,

Fuyumi: Thanks to Mr. Ishikawa, I was given considerable leeway to conduct the
lessons. Last year, the homeroom teacher did not come to classes
often...at Ume Elementary School. I heard that she went on official trips,
but then, nobody substituted for her. Sometimes, the teacher showed up
just five minutes before the lesson was over. (Interview, 02/03/07)

Another junior, Haruka, mentioned the principal’s thoughtfulness to her and the other

college students.

Haruka: A EOEA LD bBFEEZ ST TWE 2 ENE LT, BRZH L D,
T, HELEARITICLLTH, WHo Lo bEBHD 7 7 AZH %
HLTLEE ST, —ADEVDI T RAERTRWE ZAZRESIFTL
225 L,
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Haruka: We had more chances to talk or exchange opinions with the principal
than with the homeroom teachers. Besides, no matter how busy he was,
he stopped by all the classes when he was at school. When the principal
observed the individual lessons, he always found something good in the
lessons. (Interview, 01/31/07)

Haruka appreciated the principal’s deep consideration to her and the other college students.
She also mentioned the vice principal, who provided the college students with a

preparation room and turned on a gas-stove in the room in the winter. That was when the
college students felt that they were all welcomed by everyone at Sakura Elementary School.
In sum, all the college students felt that Sakura Elementary School was a very supportive

institution; therefore, they developed a good image of the school.

The Roles of Elementary School Teachers, College Students, and College in the School
Internship System

Rangers. The college students were called Rangers by the elementary school
students. A ranger is a person who takes care of a park, forest, or an area in the countryside.
When the School Internship system was introduced at the college, the college students
were named Rangers by the college professors, meaning that the college students were
neither elementary school teachers nor student teachers taking part in the teaching
practicum for elementary school teaching certification under an elementary school
teacher’s supervision; in this case, they were the equals of the elementary school teacher in
terms of leading English Activities in the lessons. In addition, the Rangers should be

friendly and supportive facilitators who would act as older sisters for the elementary school
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students. The college professors hoped that the elementary school students would ask

questions and express their ideas and opinions without a moment’s hesitation.

College student and elementary school teacher in lessons. The college students
designed a lesson plan and teaching materials for the international understanding lessons.
After the lesson was planned by the college students, it was faxed to Sakura Elementary
School a few days before the lesson. The elementary school teachers read the faxed lesson
plan and, if necessary, asked the college students to make changes to the plan so that it
would better fit the elementary school students. After the lesson was over, the college
students and elementary school teacher held a small meeting to review the activities used

in the lesson and to exchange ideas about the next lesson.

College’s Involvement. Ichoo Women’s College fulfilled a crucial role in conducting
the international understanding lessons at Sakura Elementary School. The college students
who visited Sakura Elementary School registered for an elective course called School
Internship A or School Internship B, which were offered for second-, third-, and fourth-
year students. The students visited an elementary school for two years and participated in
the lessons with a college student who already had one year of experience. The students
supported the experienced teacher and the elementary school teacher in the first year and
took the major role in planning and conducting lessons the second year. There were 12
classes (two classes of third grade students, five classes of fourth grade students, five

classes of fifth grade students, and two classes of sixth grade students) at three elementary

222



schools where the registered college students visited. The college professors selected the
school and class that the students’ would visit based on their academic performances and
personality characteristics. One student was not allowed to teach although she registered
for the School Internship course because she was frequently absent in other courses. The
student supported the other students by observing or videotaping their lessons at the
elementary school and giving them feedback about their teaching. The course was made up
of 30 90-minute lessons a year. The registered students listened to explanations about the
one-year international understanding curriculum designed by three college professors
(including the researcher), learned teaching techniques under the guidance of the
professors, created a lesson plan, demonstrated the activities in their lesson plan, received
feedback from the professors and classmates, visited the elementary school (nine times on
average among the three elementary schools), and revised their lessons by referring to their
videotaped lessons or the Peer- and Self-evaluation Checklists filled out by them and the
elementary school teachers. The activities and teaching materials that the students made
were all based on the one-year international understanding curriculum, which was designed

by the college professors.

The Community Around Sakura Elementary School

Sakura Elementary School is located in western Tokyo and is within walking
distance from two railway stations. Many colleges and universities are located in the city;
thus, the city council has promoted education to build a reputation as a school city. In 2004,

the city abolished the school district system of the public elementary and junior high
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schools and introduced a range of options that students could use when choosing schools.
Therefore, the individual public schools in the city started working to develop
characteristics that would appeal to prospective students and their parents. English
Activities with the Rangers in the School Internship system were considered an attractive

characteristic by the administrators at Sakura Elementary School.

Data Analysis

To identify significant characteristics in the individual elementary school teachers
and their classes in the international understanding lessons, the data from five sources were
analyzed. Because the research questions were well specified and the participants were
clearly defined, prestructured case (Miles & Huberman, 1994) was chosen for the analysis.
Before the data collection, an outline was constructed based on the research questions.
With the outline in mind, raw field notes were coded using the Checklist for Teachers’
Participation in English Activities and the Peer- and Self-evaluation Checklists. The coded
field notes were directly entered into a computer, and the displayed data led to a number of
conclusions (Miles & Huberman, 1994). The procedure was iterated until the data
collection was completed. The procedure in the prestructured case differs from qualitative
research traditions in that an outline drives how researchers take field notes. The remainder
of the sequence is the same as traditional qualitative analysis: take field notes, write them
up, code them, display the data, and draw conclusions. During the data collection phase,
data from the five sources were sorted into files for the four classes. Each class file was

made up of two videotaped lessons, interview scripts for each elementary school teacher
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(two sessions), an interview script for the college student(s) (one session), the Checklist for
Teachers’ Participation in English Activities (one list), the Peer- and Self-evaluation
Checklists by the elementary school teacher (nine sets), the Peer- and Self-evaluation
Checklists by the college student(s) (nine sets), and nine lesson plans and teaching
materials for the lessons. The sorted data for each class were repetitively read and the most

common and general themes were extracted from them.

Results
In order to identify the relationships between the teacher’s class participation and
class atmosphere in the international understanding lessons, the characteristics of each
class were explored in light of the teacher’s behavior and the students’ performance in the

lessons.

Research Question 3
Research Question 3 asked, What are the characteristic differences in student

behavior in classes taught by teachers whose participation in the class is low? Based on
the college students’ evaluation of the elementary school teachers’ class performances with
the Checklist for Teachers’ Participation in English Activities, Ms. Kitazawa (Class 5A)
and Mr. Aida (Class 5B) were regarded as neutral teachers, so the descriptions of their
classes cannot directly answer Research Question 3. However, by identifying differences
and similarities between the classes taught by the neutral and supportive teachers, it is

possible to arrive at some conclusions regarding the influence of the elementary school
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teachers’ level of support on the class atmosphere. Therefore, Classes SA and 5B are
discussed in detail regarding the students’ performance in class, the elementary school
students’ performance in class, and the relationship between the teacher and the college

student(s).

Class 54

One question on the Peer- and Self-evaluation Checklist asked both the elementary
school teacher and the college students how the elementary school teacher performed in
the lesson. This question had four choices; (a) the teacher team taught with the college
students, (b) the teacher participated in the lesson as one elementary school student, (¢) the
teacher took care of problematic or restless students, and (d) a choice labeled other, which
had a blank where the respondent could explain what the teacher did in the class. Table 98

shows Haruka, Yayoi, and Ms. Kitazawa’s answers to the question.

Table 98. 4 Comparison of Ms. Kitazawa, Haruka, and Yayoi’s Answers to the Question,
“How Did the Elementary School Teacher Performed in the Lesson?” on the Peer- and
Self-evaluation Checklist.

5/19 6/9 6/23 7/7 10/13  10/27  11/8 12/8 1/26

Kitazawa 3 ~ 2 2 2 2 2 1 2
Haruka 3 4 1,2 - 4 3,4 ~ 1,2 1
Yayoi 3 2 2 - 2 1 1 2 1

Note. 1 = The teacher team taught with the college student(s); 2 = The teacher participated
in the lesson as one elementary school student; 3 = The teacher took care of problematic or
restless students; 4 = Other; -- = the checklist was not submitted to the researcher.
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As shown in Table 98, Ms. Kitazawa chose 2 most of the time throughout the
academic year; thus, she felt that she participated in the international understanding lessons
as an elementary school student. On the other hand, Haruka and Yayoi often chose 2 and 3
for M. Kitazawa’s performance, reporting that Ms. Kitazawa participated in the lessons
like the other elementary school students did and also took care of troublesome students in
class. However, in the last several lessons of the year, they chose 1; both Haruka and
Yayoi felt that they taught the international understanding lessons with Ms. Kitazawa
together. In sum, the two college students felt that Ms. Kitazawa performed her role in
conducting the lessons as a teacher, not as one of the students, and Ms. Kitazawa’s
involvement in the international understanding lessons changed in the second semester.

The characteristics of Ms. Kitazawa’s involvement in the lessons can be summarized
by several themes that appeared frequently in the informational sources: elementary school
teacher’s existence in the lessons, teacher as an interpreter, teacher’s puzzlement in the
lessons, the relationship between the teacher and elementary school students, and the

teacher’s feedback on the college students’ performance.

Elementary School Teacher’s Existence in the Lessons. Ms. Kitazawa always stood
or sat with the students. She often smiled and participated in every activity while talking to
the students sitting next to her. The Class 5A students watched her frequently during the
lessons. All of the students participated in every activity in the lessons. The students
sometimes said, “Nani itteruka wakannai” (I don’t know what you’re saying), but they

responded to the college students in Japanese or repeated what they said during the
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activities. Occasionally, the room became noisy because the students were actively
participating in a game such as Concentration or the Guessing Game and because they
were talking with each other, the elementary school teacher, or to the college students. Ms.
Kitazawa watched them very carefully and changed her position several times in each
activity. She quickly identified students who were not concentrating on the activity or were
being noisy and she talked to them. This allowed the lesson to proceed smoothly.

The college students were studying English teaching techniques at college, but they
had no experience controlling elementary school students. However, because they had the
elementary school teacher’s support, the college students were able to teach the 45-minute
lessons. One day, Ms. Kitazawa was on a business trip and another teacher substituted for
her. On that day, the students were playing a game in which everyone makes a big circle,
receives a picture card, and moves to another seat if their card is called by /¢, who is in the
center of the circle. The Class 5A students loved this activity and some boys were too
excited to stay seated. They started to talk with students sitting next to them without
listening to /z. The college students could not handle the situation effectively without Ms.
Kitazawa. The students played the same game in another lesson, and Ms. Kitazawa

participated. On that occasion one student could not wait for /¢ to say the next word:

Student A: Sensei, sensei, docchi? [Ms. Kitazawa, Ms., which direction (are you
going t0)?]

Kitazawa: Mada shabetteruyo oni ga (She whispered to the student and also to the
class). [/t was still talking.]

Yayoi: Shhh.... (She held her index finger in front of her mouth).

(January 26™, Class 5A-2, 00:01:27)
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As soon as Ms. Kitazawa spoke, the boy and the rest of the students paid attention to a
quiet female student who was taking time to decide which card she was going to say. The

activity continued, and many students took turns saying the target words.

Teacher as an interpreter. One aspect of Ms. Kitazawa’s performance that stood out
from Yayoi and Haruka’s interview, their Peer- and Self-evaluation Checklists, and
videotapes of the lessons, was her role as an interpreter. The following is an excerpt from

the videotape of the eighth lesson of Class 5A.

Yayoi: I’1l do it (She ran to the blackboard). Where is America (She pointed to
the world map)? Here? Here?

Kitazawa: Doko America? [Where is America?]

Students:  Soko. Soko, soko! [There. There, there!]

Student A: Doitsu no tonari! [(America is) Next to Germany!]
Kitazawa: Chigauyo. [No, it’s not there.]

Yayoi: Where is Spain (She showed a picture card of the national flag of
Spain.)?

Kitazawa: Spain wa? [What about Spain?]

(December 8", Class 5A-1, 00:03:10)

Ms. Kitazawa’s interpretation from English to Japanese for the Class SA elementary school
students confused Haruka, who felt that Ms. Kitazawa’s understanding of the international

lessons, and especially English Activities used in the lessons, was different from hers.
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Haruka: -

Haruka:

CBEEZTDHCHTE S ) HLNWEZIARL LIS ENANAH ST,
P EEITT IS BV TARYICHEH WA TTIT Y, RANERTOH
2N, FFEHBE IR L TCOWZ TR Lo E@EI HATZWT, 72K
TR ATTIT E, BERIZ/2 > TLESTVTHATT,

...(When conducting a lesson with Ms. Kitazawa,) there were some
difficulties. Ms. Kitazawa is a very nice person, so we truly appreciate her
support. But, her understanding, her understanding of English education
seems somewhat different from ours. Although she was very cooperative,
she translated every single word we said in English. (Interview,
1/31/2007)

Haruka used the word chikugoyaku (word-for-word translation) for Ms. Kitazawa’s

behavior in the lessons. In the same interview, Haruka explained what Ms. Kitazawa

actually did in the classroom and how it conflicted with Yayoi and Haruka’s goal of

making the students understand only in English.

Haruka:

Haruka:

- B Z2RmETHMBE L THL LWL WANWAHELTEATR
JE. BEiEo L (HARFET) Soboo T, I HIEME 2558
VUTNIREGEE T ANTHEZXTEC, TR Rholz & Z22idd
DYz AF ¥ —%2 L LY, 2OV AF¥y—%2L L)L \WANAEZT
WS ATTUINES, AN Thhotz, xx72 &, | » THEIR LIZEA
THIEIZZE )b, ETZ222IEDTLIEIN-TE o726, ENE
TTEMLTEWEEHSTWARZWNWT - - -

Because we wanted the elementary school students to understand this in
English, we prepared many materials. But Ms. Kitazawa translated
everything into Japanese without any pause. The two of us tried to use
simple English sentences in the lessons. We had decided to show the
students this gesture or that if they didn’t understand this English
expression. However, Ms. Kitazawa always said in Japanese “I got it,
that’s xx.” as soon as we mentioned something in English. One day, when
we asked her to stop translating, she seemed to think that that’s how she
would like to participate in the lessons. (Interview, 1/31/2007)

Haruka was puzzled with Ms. Kitazawa’s frequent interpreting during the lesson; she could

not always ask her to stop word-for-word translation. Ms. Kitazawa seemed to regard the

230



elementary school teacher’s role as interpreting English expressions into Japanese for the

students.

Ms. Kitazawa commented on the students’ incomprehension several times in the

Peer- and Self-evaluation Checklists and also in her interviews. The following excerpt is

one example from her statements on the Checklists.

Kitazawa:

Kitazawa:

IR AARGE DR To Dy, I LUEBI 2 S b HE L
e TWE. BARGEOBIT N H-71E 20, FEBLHITH W
WEES DTN,

Why didn’t they use Japanese? When difficult activities are carried out
in a lesson, it might be good for the students to be supported by a
Japanese translation. (Checklist, 1/26/2006)

Ms. Kitazawa understood that the elementary school students’ low comprehension of

spoken English required interpreting the English into Japanese to help the lesson proceed

smoothly. Haruka commented on the “smoothness” of the lessons.

Haruka:

Haruka:

—HEBEOREL T IWVIEICHZE ZARH - T, AL—X | 7o
7~ VVWNATTITE, REBIZIAL—XEF T EZROTNHDOTIX
T, R BIFEZET, A= e A7) v 2 THEHED -\ - T
WO DNH- T, EARITONLRVSTEDbNTYH, HORE T
2720 En, ZATROVERDZ L TAHAEDL ENSTURZATZEWATT
E. NEn, XKLL, | & [SBEEUERL, | » TEbNIT,

The last lesson symbolizes all of our lessons throughout (the year).
Although it was good that the lesson went smoothly, we (Haruka and
Yayoi) did not expect the smoothness of the lesson. We wanted to use
only English in class. Even if the students said that they didn’t
understand what we had said, we would convey the meaning through
our facial expressions or interaction. But, she said in Japanese, “It’s
sunny, isn’t it?” or “It’s fine, it’s fine today.” (Interview, 1/31/2007)
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Ms. Kitazawa’s Japanese interpretations occurred frequently in the videotaped
lessons. In the class observations, some students did not listen to what Yayoi and Haruka
said in English; they simply waited for Ms. Kitazawa’s Japanese translation or said to Ms.
Kitazawa or the college students, wakannai (I don’t know). However, there were some
cases in which the college students’ directions were challenging for the students in the
activity; for example, they changed a rule in the middle of an activity and it took most of
the elementary school students time to understand the new rule, or the college students did
not use many visual aids when introducing new information to the students. Ms. Kitazawa
needed to interpret for the students in these cases. In addition, when the students responded
to Ms. Kitazawa and the college students, the only English they spoke involved repeating
target expressions. Their pronunciation of English words had a strong Japanese accent (e.g.,

Italy was pronounced /itarii/ or /italia/).

Teacher’s puzzlement in the lessons. After the first semester was finished, Ms.
Kitazawa expressed her puzzlement about how she should have participated in the lessons
and would participate in the coming second semester in her first interview. Furthermore, in
the same interview, she stated that she could be more actively involved in the lessons if she
was told what to do beforehand. Her eagerness for the lessons was also seen in her

comments after the lesson in the Peer- and Self-evaluation Checklist:

Kitazawa: WO b 77 v 7 ATHEZERNE LN T 5D T, REDOWIUIZND
D3 W B S DOENRTE VDN FEE,
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Kitazawa: A lesson plan is sent to me by fax every time, so I have the general idea
of the lesson. But, it’s a pity that we cannot discuss the details before the
lesson. (Peer- and Self-evaluation Checklist, 10/13/2006)

Ms. Kitazawa’s concern about her involvement in the lessons lasted until the end of
the year, although I instructed Yayoi and Haruka to write a detailed lesson plan and tell Ms.
Kitazawa that they would send it after the first interview. In the second interview, on the
last day of the international understanding lessons, Ms. Kitazawa mentioned a few points

that she thought should be changed for the next school year. One of them concerned lesson

plans.

Kitazawa: $EEROFHZFHELL LTUILWTT, FHRNMTE T D D008 00 >
TWHIEBIENTE EI 0, flziE, 2o, WEs —7 %257
FIFFEID D)o TR DO Lo T2 ATT L, Moo N o720
TIEZR DL S, EZTIEBIZSM LIS TV DRG0 ATY
X,

Kitazawa: [ would like to have a lesson plan which has more detailed information
before the lesson. If I know what the college students will do in a lesson,
I could provide them with some advice. The other day, they couldn’t
finish an activity in one period. The elementary school students put
scotch tape on a sheet of paper in the activity. The activity would have
finished more quickly if they had used glue instead. I don’t know when
I’m expected to participate in an activity. (Interview, 01/26/2007)

Ms. Kitazawa stressed that she was ready to be involved in English Activities in the
lessons; however, she was not sure what she was expected to do by the college students
and when she should do it; therefore, she asked to have the full information about the

activities in the lesson plan before the lesson started.
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The relationship between the teacher and the elementary school students. Ms.
Kitazawa knew the individual students in her class well, and one reason that Haruka and
Yayoi respected her was because of her close relationship with the elementary school
students in her classroom. Ms. Kitazawa was amiable to all of the students, but she never
became friends with them. She always showed the students that she was their teacher by
keeping a certain distance from them.

The students in Class 5A energetically engaged in every activity. They uttered
whatever they thought without hesitation. However, they rarely crossed the line in the
lessons in terms of proper behavior. If the students appeared likely to do so, Ms. Kitazawa

quickly got control of the class before Haruka and Yayoi encountered trouble.

The teacher’s feedback on the college students’ performance. Ms. Kitazawa built a
good relationship with Haruka and Yayoi. According to them, Ms. Kitazawa commented
on anything that she thought would be useful for them, and these comments often
concerned issues other than English. Classroom management or the appropriateness of the
activities were reported on the Checklist and mentioned in the interview. For instance, Ms.
Kitazawa suggested where Haruka and Yayoi should have stood in the classroom for a
certain activity; one should have stood in front of the blackboard and the other should have
been close to the students at the back of the classroom. She always provided them with
alternatives to improve the lesson. Ms. Kitazawa also had strategies for changing boring
activities into interesting and exciting ones that fit the students’ academic level and

personality characteristics.
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Ms. Kitazawa wrote about activities that worked well on the Peer- and Self-
evaluation Checklist and referred to the elementary school students’ reactions. The

following is an excerpt from one of her Checklists.

Kitazawa: WEIZZDOWEEZ & THR LA TWHWE L, WEORITZE THEWT
\

!
WE L7,

Kitazawa: The students liked this activity because their eyes were truly energetic.
(Peer- and Self-evaluation Checklist, 12/08/2006)

Her comments were based on her view as an elementary school teacher who knew what the

elementary school students could and would like to do.

Class 5B

Mr. Aida was the homeroom teacher of Class 5B. The international understanding
lessons for Class 5B were taught by Natsuko and Mr. Aida. Table 99 shows their answers
to one question on the Peer- and Self-evaluation Checklist, “How did the elementary

school teacher perform in the lesson?”

Table 99. A Comparison of Mr. Aida’s and Natsuko’s Answers to the Question, “How Did
the Elementary School Teacher Performed in the Lesson?” on the Peer- and Self-
evaluation Checklist.

5/19 6/9 6/23 717 10/13  10/27  11/8 12/8 1/26

Aida — 1,2 2 1,2 - ~ 2,3 1,2 ~
Natsuko 2 2 1,2 1 2 1,2 2 2 2

Note. 1 = The teacher team taught with the college student(s); 2 = The teacher participated
in the lesson as one elementary school student; 3 = The teacher took care of problematic or
restless students; 4 = Other; -- = the checklist was not submitted to the researcher.
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Mr. Aida did not submit the checklist four times throughout the year. However, once
he submitted it, he often made more written comments on the sheet than the other
elementary school teachers. Mr. Aida chose 2 and another option (either 1 or 3) for his
performance, meaning that he participated in the lessons with the elementary school
students and he sometimes led the lessons with Natsuko or took care of restless student(s).
Natsuko evaluated Mr. Aida’s performance as 2; he basically participated in the classroom
as one of the elementary school students and according to her ratings, his behavior did not
change throughout the academic year.

Mr. Aida’s involvement in the international understanding lessons was characterized
by several common themes that appeared often in the different informational sources:
focus on use of Japanese, showing the students a model, focus on the whole classroom, one
student’s identity as a Buddhist, and the relationship between the teacher and the college

student.

Focus on the use of Japanese. This theme was most often seen in both Natsuko and
Mr. Aida’s written comments on their Peer- and Self-evaluation Checklists as well as in
their individual interviews. Mr. Aida asked Natsuko to speak more Japanese in the
beginning of the school year. Natsuko wrote about this request from him in one of her

Checklists:
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Natsuko: HFEZ 9 EBNLTEHDT, HAGFEZ b EANTEDZ ETLT,
WEEE HAGED /N T AL,

Natsuko: I was told by Mr. Aida that the use of Japanese should be increased instead
of using English too much. Balancing English and Japanese is difficult.
(Peer- and Self-evaluation Checklist, 06/09/2006)
Mr. Aida himself also commented on the use of Japanese in his first interview; he told that

the use of Japanese was essential for the elementary school students’ understanding of

English in his class:

Aida: (IRWIDORFET) FHEBELZITORETF ELR < LNLT, BAELZAND X
ICHELELE LT, LT, B b HARETHEREZERAE Lz, 2FFHB LU
BEITSGE L £ LT &,

Aida: (In the first lesson) the elementary school students didn’t understand at all
because the lesson was conducted only in English. So, I asked Natsuko to use

Japanese. I myself also instructed the students in Japanese, so this problem
was solved in the second lesson. (Interview, 09/26/2006)

Natsuko was puzzled with Mr. Aida’s first request that she use more Japanese
because she was taught at college that English activities should basically be conducted in
English. She initially thought that Mr. Aida’s request contradicted it. In the interview held
at the end of the school year, Natsuko expressed her thoughts about his Japanese

interpretation:

Natsuko: #FEZWNTT L> THRADE XIZEDLNT, Oz—oCTlH-oT,
Yamaga: #HIIHFENZ V- THRAEICE DT ?
Natsuko: IS ONTHRWTT, =5A. BT, AL EHEEFS L EST

Baoteb LS Ty W& ) REHEET, KT T, BHEDIA
Mol FHRBNEATE A5 L, BT EbE LD RHNRAR< T,
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Natsuko: When Mr. Aida told me after the first lesson that English was used too
much, I felt like “Oh-huh!”

Yamaga: Did he still mention that in the second semester?

Natsuko: No, he didn’t say that in the second semester. Probably, in the beginning,
he, as well as the elementary school students, would never have expected
to be instructed in English. Because they suddenly knew that the lesson
was all in English, many students might not have understood English
pronunciation. I couldn’t pay attention to the individual students’
responses. (Interview, 02/03/2007).

As Mr. Aida and Natsuko stated, the use of Japanese was requested by Mr. Aida in
the beginning of the year and then, he did not mention the issue again. However, according
to my class observations, Mr. Aida used Japanese as often at the end of the year as he had
in the beginning. He used Japanese to caution the students and to encourage them to
engage in the activities. For instance, he cautioned the students just before Natsuko
explained about the next game. The students formed groups of five or six and sat together
on the floor. They were very excited about what was going to happen next and they were
talking and smiling to their classmates. Natsuko tried to get their attention by saying “Ok,

everyone,” or “Listen, look at me,” but they did not look at her:

Aida: 1EDH, THOWI) EXITHEELRWVWATIE L,
Students: (TR % (ZEDNI72 D)

Natsuko: Okay, do you remember this game?

Aida: Hey, (the game) won’t start yet because of this situation.
Students: ... (They became gradually silent).

Natsuko: Okay, do you remember this game?

(January 26", Class 5B-2, 11:06:01)
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Mr. Aida waited for the students to notice that they were being noisy, but he finally

decided to take a more direct approach. He did not point out any particular students as

being noisy and he spoke to them in Japanese. The second example concerns his use of

Japanese, which was intended to encourage some students to engage in the activity. The

class was playing a matching game in which each student had one picture card; they were

asked to find several classmates who had the same card. Mr. Aida went to a male student,

Ryota, who was holding a small leaflet about the Buddha; Ryota was not talking with the

other students.

Aida:

Student C:
Aida and Ryota:
Aida:

Student C:

Aida:

Student C:

Aida and Ryota:

Aida:

Student C:

(FERKRKOFEICEL, ZANTEZFIADITNL—TDIEHIC
AnTnE, WECORZEEME LA 5) DIl v
mE&, =0,

Do you have a cat?

(BEROEFHZHEININT, UXLEEDRND) Yes, 1do!

Wz—W (FEEL BT, Ty YR—X%72%) ,
R, R, RIDHI—R, FFoTH2E-TH?

(EH 2B, DT E, W—FREET, )

(He was holding Ryota’s shoulder and walking to a group of three
female students and then, he was patting Student C on her shoulder
several times) Why don’t you ask, why don’t you ask? One, two.

Do you have a cat?

(Mr. Aida was patting Ryota’s back several times and saying
rhythmically) Yes, I do!

Yeah (He raised his fist)!
Hey, hey, do you have a cat card? Do you?

(She was nodding with a smile and giving the card to Mr. Aida.)
(January 26", Class 5B-1, 00:03:01)
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Mr. Aida used the Japanese expressions, iinayo (why don’t you ask?), seeno (one, two),
ieei (yeah), and ne, ne, neko no card motteru (hey, hey, do you have a cat card?) in the
target sentence, Do you have...? for this activity along with gestures (e.g., patting a
student’s back and raising his fist). This created an enjoyable atmosphere and helped the
students enjoy the task. When Mr. Aida spoke the target sentence, he broke it into
individual words and pronounced the end of each syllable longer, Do, you, have, a, cat
(/du: ju: ha: va: caet/)?” to encourage Ryota to join him in saying the English sentence.
Word-for-word translation (e.g., Do you have a cat card?) was also observed in the lessons.
In Class 5B, the students always spoke Japanese in the lessons and rarely said a
word in English other than repeating target words. They pronounced English words using
Japanese pronunciation quite often. When the students had difficulty understanding
Natsuko’s English, Mr. Aida explained it in Japanese. At the same time, some students
directly asked Natsuko to explain it saying E, nani (Huh, what)? or Moo ikkai (One more

time) in Japanese.

Showing the Students a Model. Mr. Aida smiled frequently and participated in every
activity with the students. His movements were somewhat exaggerated and his voice was
loud; so the students’ naturally paid attention to him. For example, when he had the correct
answer for an activity, he stood up quickly with his hands around his waist and danced a
little with excitement. The students smiled back at him and became more involved in the

activity.
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When Mr. Aida repeated target words or sentences, his voice became louder. He was
the first to repeat words introduced by Natsuko. He was very good at not overlapping his
voice with the students’. Thus, the students who did not initially say anything started
speaking after listening to Mr. Aida. On the other hand, when some students were speaking
either in Japanese or English, he just listened to them and watched the rest of the students
carefully. In this way, he created a good atmosphere among the students and helped the

students who were having difficulty keeping up with the class.

Focus on the Whole Classroom. Mr. Aida always paid attention to the whole class.
The class observations showed that he moved around the room during an activity. He
talked to each student or told them what to do to in Japanese with a sprinkle of English,
Hora, hora...ready? (Look, look...ready?) As shown in the first excerpt of the Focus on the
Use of Japanese section, he always spoke to all the students in the class, and he refrained
from blaming or praising individual students during the activities.

The boys and girls in Class 5B were vigorous and looked friendly during the
international understanding lessons. They were quite vocal, as everyone uttered whatever
they felt and thought during the activities. Usually, it took time for them to understand the
task instructions, complete the task, and share the results with their classmates. While
Natsuko mainly conducted the lessons, Mr. Aida talked quietly to the students when they
did not stop chatting. He never spoke in a harsh way. As a result, the students did not
become quiet immediately; but some students always noticed what Mr. Aida was doing

and then they said “We should be quiet” to their classmates.
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One student’s identity as a Buddhist. As noted above, one student, Ryota, hated
English and was never interested in learning it. Ryota worshipped Amitabha because his
family ran a Buddhist temple. According to Natsuko, once a lesson was over, Ryota
confessed that he became sad when listening to English because he was Japanese and
respected the ideas of Buddhism. During the international understanding lessons, he was
agitated and made problems in the class. For example, he screamed in the middle of an
English activity and it stopped completely; everybody had to wait for him to calm down.
This student placed a heavy burden on Natsuko when she was instructing Class 5B until
the last day of the lessons.

Natsuko raised this issue many times in the lessons at the college or when personally
talking to the professors. She was advised by her professors to talk to Mr. Aida and ask for
his support because Ryota’s reactions in the lessons were unusual and dealing with him
while teaching the class was beyond her present ability. In the interview, Natsuko
confessed that she did not ask Mr. Aida to help her with Ryota although she needed his
assistance when conducting English Activities. She thought that Mr. Aida did not like to
discuss individual students with her; Natsuko thought that he wanted to treat everyone in

the class equally. She continued talking about the subject of handling Ryota:

Natsuko: fHHEAIT YV F A ELT-HEFT VWi T, Th, RANES N —
FZIZL TV, ZOHEENHFH VN> TEST-BOFIZEIL T, 4N —
WD & R R ENRVWRN LT,
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Natsuko: Mr. Aida was truly close to the elementary school students in Class 5B.
Even so, I have never seen Mr. Aida be with the student who hated English

in the lessons. Actually, I was most concerned about him. (Interview,
02/03/2007)

The researcher and Natsuko checked part of a videotaped lesson during the interview.
Although Natsuko stressed that Mr. Aida kept away from Ryota, Mr. Aida often sat next to
him and worked on the activity together. He had helped Natsuko’s class performance by
being with Ryota. There was a misunderstanding between Mr. Aida and Natsuko and it
lasted to the end of the school year. The program coordinator should have talked to Mr.

Aida about this issue because Natsuko could not talk to him about it by herself.

The relationship between the teacher and the college student. As Ryota’s case
illustrates, there had been some distance between Mr. Aida and Natsuko, at least from

Natsuko’s point of view:

Natsuko: &AL T T EENBSDZ L2 WL B o700, KEASEKRT
<NV L, T, 220, b9, EFH5L LI, E9LEH2»oTHEH-T,
HaobR a2 Tl o T,

Natsuko: In the beginning of the year, I believed that Mr. Aida didn’t like me,
because he didn’t come to the meetings after the lessons. So, I felt like,

“what should I do, what should I do?”” I worried about him. (Interview,
02/03/2007)

Natsuko repeated in the interview that Mr. Aida was very close to his students; so he did
not have time for her. As a result, she was confident that Mr. Aida did not like to
communicate with her. Natsuko also confessed that it took her time to overcome this

feeling when conducting the lessons throughout the year. She was confident that her
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negative attitude toward Mr. Aida influenced the lessons. For example, she demonstrated
new activities alone although she wanted to ask Mr. Aida to demonstrate them with her
because it would have helped the students understand what they should do in the activities
more easily. She tended to conduct lessons alone and tried not to communicate with Mr.

Aida during the lessons.

Summary

The students both in Class 5A and 5B participated in all of the English activities in
the international understanding lessons throughout the year. They were very active and
although they spoke frequently, they responded mostly in Japanese. When they said the
target English words and expressions, they used Japanese phonology. They looked more
energetic in “active” activities that required movement, such as Fruit Basket and the
Interview Game. They were excited to take part in the activities, so they sometimes lost
control of themselves. On the other hand, some students were not patient enough to listen
to the college students’ English.

Mr. Kitazawa in Class SA and Mr. Aida in Class 5B were considered neutral teachers.
A key issue for the two teachers concerns watching the class carefully. Because the
students were so active, Ms. Kitazawa and Mr. Aida were careful to watch every student
and to speak with as many students as possible, especially those who were noisy or who
were not participating in the activity. They talked to them and sometimes they did the

activity together with them.
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The second issue for the neutral teachers concerned their frequent use of Japanese in
the lessons. The students frequently said wakannai (I don’t know) or waited for the
teachers’ interpretation, a behavior that differed greatly compared to the sixth graders
described in the following sections. Because the college students’ explanations of the rules
of the activities were sometimes challenging, Japanese interpretations were occasionally
necessary. Two other types of Japanese used in the classrooms were for cautioning the
students and encouraging them to participate in the activities.

The next key issue for Mr. Aida was that he provided the students with a model of
how to behave during the lessons. He always expressed joy by smiling during the lessons,
and this created a positive atmosphere among the students and they started to smile. Mr.
Aida’s gestures were exaggerated, so the students naturally paid attention to what he was
doing. In addition, Mr. Aida’s voice was loud and he frequently repeated what Natsuko
said in English without overlapping with the students’ voices. Thus, some students who
were reluctant or not confident repeating the target words or expressions had an
opportunity to mimic his words and speak up.

The teachers’ frustration and miscommunication with the college students should be
mentioned. Ms. Kitazawa reported that she was puzzled because she did not know what
she was expected to do in the lessons. She asked Haruka and Yayoi to write detailed
instructions for each lesson. She also added that the detailed descriptions could allow her
to find some weaknesses in the lesson plan. In Class 5B, Natsuko felt distance from Mr.
Aida and it took her a long time to alleviate her feelings of worry about him, although Mr.

Aida did not mention this issue. Miscommunication between the elementary school
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teachers and student teachers is another issue that must be addressed in the international

understanding program.

Research Question 4

Research Question 4 asked, What are the characteristic differences in student
behavior in classes taught by teachers whose participation in the class is high? Based on
the college students’ evaluation on the elementary school teachers’ classroom performance
from the Checklist for Teachers’ Participation in English Activities, Ms. Shibata (Class
6A) and Mr. Ishikawa (Class 6B) were regarded as supportive teachers; so, the descriptions
of their classes provide an answer to Research Question 4. The discussion regarding
Classes 6A and 6B includes the students’ performance in class, each teacher’s performance

in class, and the relationship between the teacher and the college student.

Class 64

Ms. Shibata was the homeroom teacher of Class 6A. The international understanding
lessons for Class 6A were taught by Aki and Ms. Shibata. Table 100 shows their answers
to the question, “How did the elementary school teacher perform in the lesson?”” on the
Peer- and Self-evaluation Checklist.
As shown in Table 100, Ms. Shibata generally chose 2 and 4 throughout the year,
indicating that she felt that she participated in the international understanding lessons as an
elementary school student. In addition, she thought that she did other things based on the

demands of each lesson. On the other hand, Aki mostly chose 1 in addition to 2 or 4,
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reporting that Ms. Shibata conducted the lessons with her, while she also participated in
the lessons as one of the students or assisted the students upon request. Ms. Shibata’s
involvement in the international understanding lessons in Class 6A was characterized by
several common themes that appeared often in the different informational sources: English
spoken by the teacher, the relationship between the teacher and the elementary school

students, students who became an interpreter, substantive advice from the teacher.

Table 100. A Comparison of Mr. Shibata’s and Aki’s Answers to the Question, “How Did
the Elementary School Teacher Performed in the Lesson?” on the Peer- and Self-
evaluation Checklist.

5/19 6/9 6/23 77 10/13  10/31  11/8 12/8 1/26

Shibata 2 2 4 3 2 2,4 4 2.4 2,4
Aki 1,2 2,4 1,4 1,2 1,2 2,4 1,4 2,4 2.4

Note. 1 = The teacher team taught with the college student(s); 2 = The teacher participated
in the lesson as one elementary school student; 3 = The teacher took care of problematic or
restless students; 4 = Other; -- = the checklist was not submitted to the researcher.

English spoken by teacher. Ms. Shibata was not a fluent English speaker; however,
she tried to speak English in the classroom by using basic classroom English and target

expressions with the students. Aki commented on Ms. Shibata’s English in the interview:

Aki: SRHEAEITRF 2 BRI HGEEFE L TS VE L7z, “Be quiet.” X°“Stop.” 72 &,
LIRS 2VTTIE, BAEDIGRIL k> B ) TERN- 12 TT,
T, WEIZKFETHE LT TInE Lf_ < <1 EERIT 5, 6 B BV,
BESTOT 7T 4 8T 4 ORTH S RH R L TLIZA,

Aki: Ms. Shibata sometimes voluntarily used English although each sentence was
not that long, for example, “Be quiet.” and “Stop.” She didn’t use English often,
but she spoke to the students in English, about five or six times in one lesson.
These were greetings and key phrases which were practiced in the activities in
the lesson. (Interview, 01/31/2007)
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Ms. Shibata never translated English to Japanese for her students, and few students asked
Ms. Shibata for a translation. When many students experienced difficulty understanding
the flow of the lesson, and the current activity stopped, she helped the students by

translating English to Japanese.

The relationship between the teacher and the elementary school students. In the first
interview, I asked Ms. Shibata about the students’ individual performances. Ms. Shibata
stated that the majority of the Class 6A students were ranked at the average academic level
and a few students were more or less proficient than average. Ms. Shibata further
mentioned that because the individual students had a wide range of interests, different
students played an active part in each lesson based on the topic.

Class 6A was calm and deliberate. Aki observed that they liked quiet activities in
which they were mentally active. According to Ms. Shibata, the students were also happy
doing activities such as singing or dancing if they were clearly told the goal of the activity
and what they should do to complete it.

Ms. Shibata seemed to have built a solid relationship with the students. The students
were reliant on Ms. Shibata. She was usually close to the students and did not move often
in an activity. When she observed the students conscientiously while saying little, the class

proceeded smoothly under Aki’s guidance.

Students who became an interpreter. In Class 6A, two female students were very

good at all academic subjects and went to a cram school because they hoped to go to a
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prestigious private junior high school. Yumi, one of the best students in the class, liked

studying English and went to a cram school to study English regularly. Ms. Shibata said

that if an English lesson at the cram school and a club activity after school had been

planned on the same date, Yumi would have skipped the club activity and studied English.

Yumi was always with Kana, who was also one of the best students in Class 6A. On

the day of the first lesson, Yumi and Kana sat in front and started to interpret what Aki said

in English before the other students understood it. Aki did not know how to handle the two

students. However, in the middle of the year, Kana and Yumi stopped translating what Aki

said and remained silent in the back of the classroom. Aki tried to understand why the girls

stopped interpreting.

Aki: HOFIEH (HELER) BEERSIZTR>HRo-TcATY (A7 7
ADET A& RN G) |

Yamaga: Hdb, % AITE-THH,

Aki: bDFTZHNESIT TR T, MOLDFT-HLHRENIW D AT K, 7l
[ZHBENE W) DT TIERWATTITE, —HFIODATVE DT
[EeZ AN

Yamaga: 59 A, ZIo TIZN—TORENR 2

Aki: TN, ZOFH, TERDPOTAFTIZHLRRNDE IR TELR
ST, BOWRBAMIZRLllgofahb FThobeolzdni, &,

Yamaga: Ho7cHRWRL THREDKLT DL, &,

Aki: 2 e

Aki: The girls (Yumi and Kana) are sitting in the back of the room (watching
the videotape of a lesson of Class 6A).

Yamaga: I see. They sit in the back.
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Aki: Because they sit back in the classroom, other girls sit in front. That doesn’t
mean that they don’t get along with each other, but they’re just in different
groups.

Yamaga: Do you think that this is all about groups?

Aki: Or Yumi and Kana started to lose their interest in the English activities
because the other students who weren’t good at English started to
understand English as the lessons went on. They might have thought that
they weren’t special anymore.

Yamaga: Classes go well without them.

Aki: That’s right.
(Interview, 01/31/2007)

According to Aki, Yumi and Kana were smart and wanted to be outstanding in terms
of using English in the first several lessons. As the rest of the students in Class 6A
gradually became able to take part in English Activities, Yumi and Kana looked less
motivated in showing the other students their knowledge of English.

In the first interview, Ms. Shibata also named Kana as a highly proficient student
who was confident using English. However, she did not mention her word-for-word
interpretation with Yumi. Ms. Shibata did not talk about the two students in the second

interview.

Substantive advice from teacher. Ms. Shibata provided Aki with different kinds of
advice concerning many practical issues, from Aki’s class management to the elementary
school students’ responses to the class activities throughout the year. Because Ms. Shibata
was worried about Aki’s ability to manage the class in the beginning, her comments on

Aki’s behavior and her instructions in the lesson were concrete and specific.
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Shibata:

Shibata:

A S AFFEFICHEDN/NS VA TT Lh, 205, HEORADIE) £
TRy, TEE, bo t RELFTIEREILSLoTUZ LN E BN
F9, L (1 FFHOIEEND) DENRZOTIERNTL L 20 WVWDOh
Py BN LD TRWTT R, EONEHZK->T, ZHUlb -
ERERZ T 721E 0 DA & B ET,

AKki has a very quiet voice, so it doesn’t carry to the back of the room.
Hopefully, she can speak much louder. It seems that she packed more
activities than she could carry out in one lesson. She could only finish half
of them. She should select several activities out of a lesson plan and spend
more time on them. (Interview, 09/28/2006)

Ms. Shibata observed the individual students carefully during the lessons, and then,

advised Aki about how she could improve the activities referring to the students’ reactions

to them. For instance, Aki worried that a “squeaky wheel” group, who went to a cram

school and knew more English than the rest of the students, would easily get bored with

the activities that she had planned; thus, she tried to offer several challenging activities in

the 45-minute lesson. Ms. Shibata advised her to consider the regular students who did not

study at a cram school more carefully:

Shibata:

Shibata:

HARSAITL S BV IRUAVNETT R, REDOKY TRATEDDING
RinolaAlE, DR NWEERELKZTOE Lz, MM —IEIE
WICHFENSE T, TOT-bIdREO BEGERES 7 L— X% M- T
W2E LTh, BRLAEVITIRLTLUEREA, 6, I A
FADIFLEALED, BEOAT-BIRELHDOETUETL VA TT L,
ﬁ?kLT*%k%ﬁ@ﬁﬁ%mﬁ%@%i%%wT\&mﬁé:k?

Aki needs a lot of repeating. There were students who didn’t understand a
thing in the beginning of the lesson and ended up not understanding it. On
the other hand, a small group of the students are truly good at English.
Even if they have already learned the target words or phrases of a lesson,
they would never act bored in class. So, I would like Aki to focus on most
of the ordinary students in a lesson. The most important thing as a teacher
is to listen to the students and react to their opinions and ideas. (Interview,
09/28/2006)
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The advice that Ms. Shibata offered Aki was based on her long teaching experience
at the elementary school. It was specific, practical, and instructive. Furthermore, she
repeatedly suggested that Aki observe the students’ words and actions carefully. Aki

expressed her appreciation for Ms. Shibata’s suggestions in the interview:

Aki: REEAITE THH I TY, KEDHFEFENIDONERNT L /INERDSE
ABELT, EXSAT I ZAalnE Lz, BlxiE, RENSE TIREL
LI EREDFITHEE L TEL LW L,

Aki: Ms. Shibata was very supportive. Although I do not know her English ability,
she gave me a lot of advice from her perspective as an elementary school

teacher; for example, when the students got bored with an activity and who
needs to be watched carefully. (Interview, 01/31/2007)

Ms. Shibata’s comments on a variety of instructional issues greatly helped Aki; thus,
Aki appreciated Ms. Shibata. Ms. Shibata and Aki constructed a good relationship with

one another by sharing necessary information with each other.

Class 6B

Mr. Ishikawa was the homeroom teacher of Class 6B. The international
understanding lessons for Class 6B were taught by Fuyumi and Mr. Ishikawa. Table 101
shows the comparison between their answers to the question, “How did the elementary
school teacher perform in the lesson?”” on the Peer- and Self-evaluation Checklist.
As shown in Table 101, Mr. Ishikawa mainly chose 2 for his participation throughout the
year. Mr. Ishikawa thought that he participated in the international understanding lessons
as one elementary school student. Fuyumi, on the other hand, chose 1 for his participation,

especially after the third lesson was completed. Fuyumi reported in the interview that she
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taught with Mr. Ishikawa together in the lessons. This selection was basically the same as

the ones chosen by Ms. Shibata and Aki.

Table 101. A Comparison of Mr. Ishikawa’s and Fuyumi’s Answers to the Question, “How
Did the Elementary School Teacher Performed in the Lesson?” on the Peer- and Self-
evaluation Checklist.

5/19 6/9 6/23 717 10/13  10/31  11/8 12/8 1/26

Ishikawa 2 2 2 1 ~ 2 4 2 1,2
Fuyumi 3 2 1 1 ~- 1,2,3 1,2 1 -

Note. 1 = The teacher team taught with the college student(s); 2 = The teacher participated
in the lesson as one elementary school student; 3 = The teacher took care of problematic or
restless students; 4 = Other; -- = the checklist was not submitted to the researcher.

Mr. Ishikawa’s involvement in the international understanding lessons in Class 6B
were characterized by several common themes that appeared often in the different
informational sources: English spoken by the teacher, showing the students a model,

effective use of Japanese, the relationship between the teacher and elementary school

students, and the relationship between the teacher and the college student.

English spoken by the teacher. In the international understanding lessons, Mr.
Ishikawa tried to speak English as much as possible. Mr. Ishikawa thought that elementary
school teachers should use English throughout the lessons. Mr. Ishikawa confessed in the
first interview that he was sometimes quiet until he found the right expressions in English.
In the interview, Fuyumi told about an incident in which Mr. Ishikawa asked her if he
could explain complicated information in Japanese in one lesson. She also reported his

constant eagerness to speak English in the following excerpt:
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Yamaga:

Fuyumi:

Yamaga:

Fuyumi:

Yamaga:

Fuyumi:

Yamaga:

Fuyumi:

FAEPIGEE T R Th o7 ?

b FE LI, REICKETTEZRBEWLIZOT, THEIMIZ O HZ
HIZHEAE DS “make a line” & 7> “be quiet” & X > L HFEZEZV D,

~Ro TAUTIREIZ L > TOWEE 728,

b5 H, EERTEZEEICSCS>TH b ol & X2, “What's this?” & )i
g7 L —X%&fio TSIV oTE -T2 bH, JE4AD “What country?” -
TREZESTATT R, FHRITHRERICE 2R T, £ L HRBRTO

i@;\’_@iﬁﬁ L7t DIE ST ATT L, BAENER L TE LM > TN E

L7z,

Were there any chances for Mr. Ishikawa to speak English?

Yes, there were. Mr. Ishikawa was asked to hold a demonstration in
English in front of the students. In addition, he voluntarily used classroom
English such as “make a line” or “be quiet.”

I see. Good practice for the students.

One day, prior to a lesson, I told him that several national flags were going
to be explained to the students using simple English expressions such as
“What’s this?”” As soon as the lesson started, Mr. Ishikawa used an
expression, “What country?” It was not on the script for the day’s lesson,
but it had been used by me in the previous lesson. Mr. Ishikawa used it
repetitively in that class.

(Interview, 02/03/2007)

Mr. Ishikawa held a demonstration to use target expressions in the lessons. He also

spoke peripheral expressions in English as a means of real communication with the

students. He further explained his feelings toward English Activities in the international

understanding lessons in the interview:

Ishikawa:

FNTAE S AN REREE 2 RE BRI SN TN D70 > TR C T
WES, FAEE O AMER THREEEEI 25 E T 50O TTNSAET LEL
72, HEi TRERZREE ORFH]) MEEICAE L TE LI, 22T
PEEEE B OFEMEIE A 1 AN D 6 FAE TER LA TY, EEbEA
HbZoTeled, Th, EEF I L, WEHERVZELETHT, HED
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Ishikawa:

fifed X&pd, 22k, BEZEIRETRENE, MEHZDHX
A E LT,

I understand how hard Fuyumi had been working on English Activities. I
myself struggled to plan English Activities in my previous school. I was
one of the members of the Period for Integrated Study there. The
committee designed a year-end plan of English Activities in the
international understanding lessons for the first to sixth graders, which
were all teacher-centered. But, to tell you the truth, I was stuck. I found
myself bogged down in what to do with the students, well, goals to be
achieved, and what to target.

(Interview, 09/28/2006)

In this study, it was the first time for an elementary school teacher to confess such a deeper

thought towards English Activities in the international understanding lessons. Therefore, I

questioned him further.

Yamaga: AEIADRHEIZHONTE ) EDILELLN?

Ishikawa: LN REIZE LR DT SO0, FIZIE, #—7 v Fx 1
X, HEEZEROBZ DL, LGP LRVATTITE, Th, A
HPEBN A4S HORELELATNDL LI TLENDL, (ko3
) EHRFEEE L Do T e W) AFOER~D 1 DDE X 72
D3R > THNET,

Yamaga: What did you think about Fuyumi’s lessons?

Ishikawa: I still don’t know what kind of competence she would like the students to

obtain through the lessons such as teaching a target sentence or several
target words. However, because all the students seemed to enjoy the 45
minutes, [ thought that this might be one answer to my question, how to
get along with English Activities.

(Interview, 09/28/2006)

Mr. Ishikawa seemed consider English Activities more deeply than the rest of the teachers;

he admitted his regrets and distress of the planning and administration of the international

understanding lessons at the previous school in the first interview. Based on that
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experience, he admired Fuyumi’s lessons while having questions regarding the academic
goals and objectives of the class. His past experience led him to participate in the lessons
and use English attentively in the classroom. His attitude toward English exemplified his

words to the students, “You won’t understand Fuyumi if you don’t listen to her English.”

Showing the students a model. Mr. Ishikawa participated in every activity with the
students. His movements were exaggerated and his voice was loud; so the students
naturally paid attention to him. When Fuyumi was conducting an activity focused on
prepositions (i.e., in, on, under, next to, and behind) and using gestures to indicate their
meaning, Mr. Ishikawa stood up next to the students and practiced the gestures so that the
students could follow him if they wanted.

When Fuyumi asked Mr. Ishikawa a question during an activity, he used the target
word or phrase clearly and slowly. This allowed the elementary school students to better
understand the answer, and his participation in the activity encouraged the students to
participate. The following is an excerpt from an activity for practicing the prepositions
listed above. The students’ task was to identify what Fuyumi said using a hand-made

picture book:

Fuyumi:  Mr. Ishikawa, where is a tree? Please point.

Ishikawa: (He walked up to Fuyumi and pointed to the tree in the picture book she
was holding.)

Fuyumi: That’s right.

Ishikawa: (He raised his fists in a show of triumph and smiled at the students.)
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Fuyumi:  I’ll ask you one more question. OK? Is it in the house, on the house,
under the house, or next to the house?

Ishikawa:  Next to the house.
Fuyumi: Very good (She turned her thumbs up)!
Students:  (applause)
(December 8™, Class 6B-1,00:23:23)

Next, Fuyumi asked several students the same type of question, and they all answered

using the target prepositions.

Effective use of Japanese. Mr. Ishikawa used English most of the time in the lessons
with an occasional use of Japanese. The Japanese was not word-for-word translation, but
provided useful information for the students that helped them participate in the activity. In
one lesson, the students played a matching game. Every student was given a preposition
card, on which Mr. Ishikawa and a box were drawn, and was asked to find a student who
had the same preposition card. Before starting the game, Mr. Ishikawa and Fuyumi
demonstrated the conversation. The students understood it and everyone started the game.
After several minutes, Mr. Ishikawa walked to Fuyumi and asked a question; and then he

told the students:

Ishikawa: F—\\, /X— FF—([Z—AEZ, 100720107,
Ishikawa:  Hello, find one partner. One or zero.

(December 8™, Class 6B-1,00:00:15)
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After this, he moved among the students while they were doing the activity and told each
student to find a single partner, not two or three. This information was necessary for the
students to complete the game. Explaining it in English would have required more time
and might have disrupted the flow of the lesson. One more example is when Fuyumi was

explaining the students where to sit in the classroom:

Fuyumi: Ok, everyone, now, I’ll give you a Christmas present.
Students:  fg@HTZ !

Fuyumi: No, this is not homework. So, please make a line. Make a line for each
group (She used a gesture of drawing some lines).

Student F: %, EFH9W\WH I & ?

Ishikawa: (4 &) U7 /V—7 7272, (He was talking to Student F)

Fuyumi: Ok, everyone, now, I’ll give you a Christmas present.
Students:  This must be our homework!

Fuyumi: No, this is not your homework. So, please make a line. Make a line for
each group (She used a gesture of drawing some lines).

Student F:  Huh? What do you mean?
Ishikawa:  Should be the same groups (as we are now) (He was talking to Student
o (December 8", Class 6B-3,00:23:10)
Student F asked Mr. Ishikawa the meaning of Fuyumi’s directions. He did not translate
what she said; he explained the task another way in Japanese so that Student F and the rest
of the students would understand what to do next. Finally, the students understood and

formed lines using their current groups. His Japanese worked effectively and it did not

disrupt the use of English.
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The relationship between the teacher and elementary school students. In Fuyumi’s

words, Mr. Ishikawa was “an exceptional teacher” who was very good at class

management. Fuyumi shared a story, which indicated how good the relationship was

between Mr. Ishikawa and his students during her interview:

Fuyumi:

Yamaga:

Fuyumi:

Fuyumi:

Yamaga:

Fuyumi:

BRI TANRT T ) 3L holz b EIT, A)I5EAD “Shut up!”
STHMATELEENH ST, SNHREDONNLE Lo BT ATT
FE, TH, RESENZZITANTT, S, B, BAEWOH
BINL oMY LTDHMND, 77 ADFEMKANEN N2 ATT L1,

FeAd L IREOBR E 7 7 2 DFRIAKI,

TV, ANEED X ONFEWE BRI & 6B DI A E DOBRO—ED
IR TNDEWI D, Enh, Bl D& EICRENTEI T
LT WMECLESTZATT L, FLEL, AN BV, Zhiai
BORERLLEZ I BRIbWoObT v a VEWEAIN ] o T
EoT, [HEMNZ '] o THARNEZ T, THLZ TJRIELES R
B RE+TATT Xz,

Once the class was very boisterous, so Mr. Ishikawa shouted, “Shut
up!” I was a bit confused with the harshness of his words. However, the
students accepted those words because, well, I think that the relationship
between them was strong, and the class atmosphere was stable.

The relationship between teacher and student and the class atmosphere.

Yes. I could say his strong words have already become part of the
characteristics of the relationship between Mr. Ishikawa and the 6B
students. So, for example, one day, the students went crazy in one
activity. Then, Mr. Ishikawa said, “Hey, everyone, imagine this is a
math class. Your spirits are always low, aren’t they?” The students
laughed at his words and said “surely,” but the whole class recovered
their composure. (Interview, 02/03/2007)

The class was never wounded by Mr. Ishikawa’s strong words, which sometimes sounded

harsh to a third party; their mutual relationship remained cordial.
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Mr. Ishikawa regularly observed the students carefully during the lessons. His

comments and evaluations were always based on the students’ reactions and responses to

the activities, which was a main characteristic of his Checklist responses.

Ishikawa:

Ishikawa:

Ishikawa:

Ishikawa:

Z OWENZOIFBIO L Z|ZHEFETEZL L) ELTWEL,

Many students were willing to answer in English in this activity. (Peer-
and Self-evaluation Checklist, 06/09/2006)

IRENARELANEIECS - ICnTETCWEL, £72. L
SN D IRL TP TETWVWE LT,

The students could respond to what Fuyumi said in English. Also, they
practiced the activity repetitively. (Peer- and Self-evaluation Checklist,
11/16/2006)

Class 6B was mentally and physically energetic in the lessons. Mr. Ishikawa seemed

to have a strong and rich relationship with the students. The students felt free to express

themselves in both words and actions with Mr. Ishikawa and were also reliant on him.

When they saw him communicate with Fuyumi in English, it created an atmosphere in

which the students could speak English and be tolerant of the mistakes they and their

classmates made. Some students began using Fuyumi’s classroom English (e.g., thank you

and so), even though it was not the target expressions in the lessons. They also attempted

to pronounce them the way she did. When they did not know the correct answer to a

question in English, they sometimes created a phrase in which they combined English and

Japanese. For example, when they reviewed the prepositions they learned, Fuyumi asked

two questions whose answers were “behind the house” and “next to the door.” Some
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students answered kuttsuke house (glue, house)” and others answered tonari da door (the

next was door). The class went smoothly under Fuyumi and Mr. Ishikawa’s guidance.

The relationship between the teacher and college student. Mr. Ishikawa and Fuyumi

maintained a close relationship. However, it was not so from the beginning. As time passed,

it became better and stronger. Fuyumi expressed this in her interview:

Yamaga:

Fuyumi:

Yamaga:

Fuyumi:

Yamaga:

Fuyumi:

Yamaga:

Fuyumi:

WE2EMERY K-S T, A)IEERNEDLSTZEZAS5THDH?

N TT o WAIND ZA725 5 Lo RipoToTY X, —FmANE, 23
OEFFHEE LT T, AP — AN TR ->TE L, SEFEES
F=LIZFIZBIN L TWVE LTz, 7206, JeEICRGEER O 7 € 2 B
WD ZERATTERDSTZTYT, DA, SEEITHORERTZZ 512
RAFLIEbA, BB T5HBIALSBHNLET, | o TERELT
B, [EIV, | o T—FETRIND L, ZNTRIFEK T TT L, HDOH
FEETORIE L Tleled,

RIELTEAZR, SOZABIFREGHETE2WT L,

Al MH BN L THRELED H72DI2F T ET L, A
MRBEICHAT 2 & &2, BEDE I Fr—h—Fafo720 ., EAE
oL X7 TADNG BTN &, Bl

Is there anything which Mr. Ishikawa changed in the past two years?

Sure. He wasn’t like this in the beginning. In the very beginning, we didn’t
share our work load in the lessons. I did it all. He participated only in
games with the students. So, I couldn’t ask him to give the students
demonstrations of English Activities. Well, he looked rather cold in the
beginning. When I greeted him, “Thank you for your support in today’s
lesson,” he replied to me in one word, “Sure.” That’s the end of
conversation. I was so nervous talking to him at that time.

You were so nervous. I can’t imagine that from what you are.
Nowadays, he helps me move the lessons forward without asking him for
help. He holds picture cards when I explain them to the students. He takes

care of half of the students when individual work is requested, for instance.
(Interview, 02/03/2007)
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I continued questioning Fuyumi about when the relationship changed.

Yamaga:

Fuyumi:

Yamaga:

Fuyumi:

TANOBMENE oo T2 E o DNTF IR ?

EHEODA4ATLER, FA, A)IRAEICRAELBZIAALTLY AL
WO TEELIEATT L. ZATHITREICEHD- T, BERZ#]MA L
WATT T, TLIEL, BAEDCEZNHINE T e LAMTHEHAT
K&V, ®VET L] T

What made the relationship between you change?

That was in April last year (April, 2006). I told Mr. Ishikawa that I would
like to do the lessons together, so I would like two of us to be more
involved in the lessons and share ideas about the lessons. Then, his
answer was quite positive, “Of course, I’ll do what I can. Ask me
anything.” (Interview, 02/03/2007)

After the conversation, Fuyumi asked Mr. Ishikawa to be in charge of conducting

many activities. Sometimes, Fuyumi asked him to demonstrate a new game (see English

Spoken by Teacher).

Mr. Ishikawa, on the other hand, was attentive to Fuyumi’s class management. He

provided her with the information that allowed her to manage the class smoothly and he

promised to do whatever he could and seemed to do so. Fuyumi mentioned this in the

interview:

Fuyumi: — 00, &OINZA)IEEIZE T L &, AR TRREbD 7 7 A 30
SO ZARELELRATT, b, RLKRTT L, | o T, b,
(BRI 2 LIZATT, BLe_XVFE bl BAICEHESS
2oOTCAT, FAEBERELENWTIEEY, | o THXZTINIEATT,

Yamaga: iU AE#WEHRTS A

Fuyumi: (I\, Fi, ﬁKVﬂé%%TE%%Té&% . WEE (RID) ES

HTH 9 ATT, ﬁwt%obtkﬁu\77x#95é<£o%%
ST-ATTR, T LELT ITRENRDONT, WEOITOEE 2 TL
NEATYT, ZHUEKRYICHEE )~ 7- T4,
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Fuyumi:

Yamaga:

Fuyumi:

When I first met Mr. Ishikawa one and half a years ago, he said, “Our
class is always like this. So, you will be all right.” Then, he continued,
“We’ve changed the seating. A couple of students who love chatting got
together at the back of the classroom. So, when you conduct the lesson, I
would like you to pay attention to the group.”

That’s useful information for you.

Yes. I often let the students sit (on the floor) wherever there’s enough
space for them during the lessons. The last time I did so, the class became
loud. As soon as Mr. Ishikawa realized it, he changed the students’
seating. I was really thankful. (Interview, 02/03/2007)

Mr. Ishikawa supported Fuyumi in a flexible and impromptu manner, and at one

point, Fuyumi realized how he supported her in many ways. She continued:

Fuyumi:

Fuyumi:

J T ABIKTH —b&T 5L X 21E, AT
D%, TAENEHZ ) — RT3 2RI DE, T
ETOREBTLT- L,

EOTCEICNT, %
<‘\ % RN

D < )
BEOHITIZENNTT
He was close to the students when a game was played with the whole

class. After that, when an activity which he would lead was going to start,

he quickly moved to the front of the classroom and was ready for his
demonstration. (Interview, 02/03/2007)

Overall, Mr. Ishikawa respected Fuyumi in light of her design of the lessons because

he had realized that his students truly enjoyed English Activities in the international

understanding lessons. Fuyumi, on the other hand, learned how to manage the oldest

students at the elementary school by being together with Mr. Ishikawa in the classroom.

They both stated that they learned a lot from each other in their respective interviews.
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Summary

The students in Classes 6A and 6B participated actively in the English Activities
class in the international understanding lessons throughout the year. Class 6A was quiet
and deliberate, while Class 6B was mentally and physically energetic. Compared to the
fifth graders, the students in the sixth grade classes were more focused and they listened to
the college students quietly. They also enjoyed both quiet and active tasks. Two
academically outstanding students in Class 6A took the role of interpreters in the first
several lessons and by doing so, they strongly influenced the class atmosphere. In Class 6B,
on the other hand, there were not any conspicuous students. The students in both classes
spoke to the college students in both Japanese and in English. When they pronounced the
target words and expressions, their tried to mimic the college students’ pronunciation,
especially the Class 6B students.

Ms. Shibata in Class 6A and Mr. Ishikawa in Class 6B were regarded as supportive
teachers. The descriptions of the two classes are used in answer to Research Question 4. As
for the teacher’s performance in class, the use of English was a key issue in Classes 6A
and 6B. Both teachers talked to the elementary school students in simple classroom
English of their own volition. They did not interpret from English to Japanese, and in this
way, they let the elementary school students experience understanding English for
themselves. The students did not expect the teachers to interpret at all. In Class 6B, the
students tried to use English by combining some Japanese even when they did not know
the correct word in English for Fuyumi’s question. The students also repeated some simple

classroom English in addition to the target expressions.
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The next key issue for the two supportive teachers concerns the way they watched
the elementary school students carefully while they were engaged in the class activities.
Ms. Shibata and Mr. Ishikawa did not talk much, but they observed the students carefully.
Normally the students followed the college students’ directions in the lessons; but the
teachers turned to the students if they needed help. In addition, Mr. Ishikawa used
exaggerated gestures and spoke loudly, so the students naturally paid attention to him. The
students who needed help found out what they needed to do by watching and listening to
him.

The third issue for the supportive teachers was the effective use of Japanese, which
was observed in Mr. Ishikawa’s lessons. Although he mainly spoke English in the lessons,
he used Japanese, too; however, he did not produce word-for-word translations. Instead, he
added information that helped the students complete the activity smoothly. Which
information should be conveyed to the students either in English or in Japanese should be
carefully considered based on the students’ proficiency level and time constraints in the
lesson. Mr. Ishikawa’s approach provides a useful example in this regard.

Lastly, the relationship between the teacher and the college students should be
mentioned. It was reported by Aki and Fuyumi that they had an excellent working
relationship with the elementary school teachers. Ms. Shibata in Class 6A was worried
about Aki’s management of the class, but she gave Aki a great deal of practical advice to
improve her classroom management skills. In Class 6B, Mr. Ishikawa and Fuyumi had
taught together one and a half years, which was longer than the other teacher pairs in this

study. Fuyumi appreciated Mr. Ishikawa’s considerable support and he also appreciated
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her contribution to English Activities. In the interview with Fuyumi, she confessed that she
could not build a good and reliable relationship with him in the first half year, which was
immediately before this study was initiated. Thus, the length of the relationship was one
factor influencing the quality of their relationship and their ability to communicate

effectively.
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CHAPTER 7

DISCUSSION

In this chapter, first, the results of the quantitative analyses for Research Questions 1
and 2 are discussed, and they are followed by a discussion of the results of the qualitative

analyses for Research Questions 3 and 4. Other notable findings are also considered.

Changes in the Affective Variables over One Year
Research question 1 asked, To what degree will the elementary school students’
International Posture, Self-esteem, Collective Self-esteem, and Interest in Foreign Affairs
positively change over the one-year international understanding program? The discussion
is organized in the following order: International Posture, Interest in Foreign Affairs, Self-

esteem, and Collective Self-esteem.

International Posture
The participants’ Intergroup Approach-Avoidance Tendency and Interest in
International Vocation/Activities, two components of International Posture, increased as
the program continued. First, the mean of all the participants’ Rasch person measures
yielded a statistically significant increase for Intergroup Approach-Avoidance Tendency.
This result indicates that the participants had a higher probability of approaching non-
Japanese within Japan after taking part in the program. At the first administration of the

IUQC, the sixth grade participants who experienced the international understanding
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program previously expressed more willingness to approach non-Japanese in Japan than
the fifth graders when they had a choice to approach or avoid; the sixth grade participants
also increased the tendency to do so more than the fifth graders during the one-year period,
although the difference was not statistically significant. In the curriculum of the
international understanding lessons, the college students chose several countries or
continents in the world, and introduced the national flags, folk costumes, and local foods to
the students. The students had chances to develop more positive and accepting attitudes
toward the people living in the individual areas after the lessons as a result of learning
about part of their cultures. The sixth graders showed a greater tendency to approach non-
Japanese people than the fifth graders. One of the reasons for this could have been the sixth
graders’ longer experience of taking the international understanding lessons. They had
learnt similar contents both with and without English Activities in the international
understanding lessons in the previous school year; so the sixth graders might have felt
more comfortable with and closer to people from other countries in the second year. This is
the first study to report this finding.

Second, the sixth grade participants consistently yielded statistically significantly
higher person measures than the fifth grade participants for Interest in International
Vocation/Activities. That is, the experienced sixth graders were more interested in an
international career and living overseas than the fifth grade participants in the beginning of
the program, and they increased their interest more strongly than the fifth graders during
the course of the study. In particular, because the fourth lesson was held on July 7™, the

Star Festival, the participants in all the four classes learned the expression, I want to be
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....” and wrote a profession that they wanted to have in the future on a colored strip of
paper and put those on bamboo sticks while praying in the lesson. During the activity, the
students could have thought about a future profession introduced in the lesson and this
might have led them to increase their Interest in International Vocation/Activities. The
college students prepared picture cards illustrating several professions for the lesson, and
persons shown on the cards had various eye and skin colors. Some professions who work
in other countries, such as flight attendants or astronauts, were chosen. Thus, some
participants might have become interested in having a profession that would take them
outside Japan. One possible reason that the sixth graders showed higher interest in
international career and living overseas than the fifth graders might have been because the
sixth graders took the international understanding lessons longer. They had taken similar
lessons in the previous school year; so the sixth graders’ second year of experience would
have become better established on the basis of the first year experience. It might also be
possible that because the sixth graders were leaving the elementary school and going to
junior high school soon; they were more aware of their future and had more chances to
think about it seriously than the fifth graders. Because previous research does not exist
regarding this issue, further investigations are required.

Intercultural Friendship Orientation in English Learning showed a different result
from the two components above. Before the program was begun, the sixth graders’
Intercultural Friendship Orientation in English Learning was significantly higher than the
fifth graders’. The sixth graders’ Intercultural Friendship Orientation in English Learning

increased to a statistically significant degree, whereas the fifth graders’ level of
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Intercultural Friendship Orientation in English Learning decreased to a statistically
significant degree by the end of the international understanding program. The sixth grade
participants tended to consider interacting and communicating with members of the second
language community as the purpose of learning English, while the fifth graders did not.
This result supported the hypothesis that the sixth grade participants would perform better
than the fifth grade participants on Intercultural Friendship Orientation in English
Learning; however, the fact that the fifth graders’ level of Intercultural Friendship
Orientation in English Learning decreased was counter to the a priori hypothesis. The
difference between the grades might have derived from the participants’ perceived English
learning experience. Half of the fifth grade students answered that they were studying
English in the international understanding lessons while a quarter of the fifth grade
students answered that they were studying English at a cram school at the end of the
program. None of the sixth graders, on the other hand, considered the international
understanding lessons as studying English, while about 40% of the sixth graders answered
that they were studying English at a cram school. Thus, the fifth graders might have
believed that studying English was an unnecessary step to actualizing intercultural
friendships. In the international understanding lessons, they studied English through
English Activities, but they did not communicate in English with people from other
countries. Instead, they communicated with their classmates, homeroom teachers, and
college students by engaging in the class activities in English. By doing so, they learned
more about people whom they already knew well. In contrast, at cram schools, the students

often studied English dialogues with nicely-drawn pictures of native speakers of English,
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so they could easily imagine communicating with people from other countries in English.
Thus, the fifth grade participants would have been more likely to believe that they could
become friends with others by speaking languages other than English, such as Japanese,
Korean, or Spanish. Because one of the values of the international understanding lessons is
to teach the elementary school students that English is not superior to other languages, the
fifth graders’ endorsement of Intercultural Friendship Orientation in English Learning
might have decreased. Because previous research does not exist regarding this issue,
further investigations are required.

To conclude, the three International Posture components changed positively
throughout the one-year international understanding program except for the fifth grade
participants’ Intercultural Friendship Orientation in English Learning. Furthermore, these
three components of International Posture were endorsed more highly by the sixth grade
participants than the fifth graders at the end of the program. That is, International Posture
increased for the sixth graders who had experienced the international understanding
lessons longer.

Yashima (2002), in a study of 297 Japanese university students’ Willingness to
Communicate (WTC), reported that a higher level of International Posture led to a higher
level of L2 learning motivation, which in turn, is expected to lead to higher ultimate levels
of English proficiency. The participants in the present study who experienced the
international understanding lessons will soon begin studying English at junior high school
and then continue studying at high school. The elementary school students who increased

International Posture in elementary school can plausibly be expected to have relatively
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strong L2 learning motivation, which would increase their probability of achieving
reasonably high English proficiency in junior high school and high school on the condition
that the secondary school English curricula include a large communicative component.

Offering foreign language programs focused on communicative English has been
difficult for many years in Japan in part because passing the entrance examinations of
secondary and tertiary educational institutions is essential for students in the Japanese
educational system who have high academic goals. Junior high school entrance
examinations are important for many elementary school students, and high school entrance
examinations are important for most junior high school students because acceptance to a
reputable high school is regarded as a stepping-stone to entering a prestigious university.
As for English education, “the main written entrance examinations still require teachers to
focus on reading and writing, relying on grammatical analysis and translation to and from
Japanese” (Irie, 2005, pp. 67-68). Thus, the grammar translation method is still used by
many Japanese teachers of English, as they generally believe that it is the best way to help
students pass the entrance examinations.

New curriculum guidelines, the Course of Study (gakushu shido yoryo) for
elementary school, junior high school, and high school, were publicly announced in March
2008. In this renewal of the curriculum guidelines, one new innovation for teaching foreign
languages is that Foreign Language Activities will be initiated for fifth and sixth grade
students in the public elementary school curriculum in 2011 (MEXT, 2008d). The
introduction of foreign language (mainly English) education at elementary school

influenced the Course of Study for both junior high and high schools. The overall objective
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of foreign language education at junior high school was to develop students’ basic
communication abilities such as listening, speaking, reading and writing, deepen their
understanding of language and culture, and foster a positive attitude toward
communication through foreign languages (MEXT, 2008e). Furthermore, the overall
objective of foreign language education at high school was to develop students’
communication abilities such as understanding information necessary for them and others’
thoughts, and conveying their ideas and opinions to the people, deepen their understanding
of language and culture, and foster a positive attitude toward communication through
foreign languages (MEXT, 2008f). Both guidelines included the objective of developing
students’ communicative abilities. More communication-focused subjects will be offered
as foreign language subjects in the new curriculum compared to the previous curriculum as
shown in Table 102. The new high school curriculum emphasizes fostering students’
general communication skills, including the four basic skills of listening, speaking, reading,
and writing. If this communicative curriculum is implemented as planned, it is expected
that the new elementary school students will receive lessons in communicative English at
junior high school and high school, develop their L2 learning motivation, and achieve a
higher level of English proficiency than students in the past.

One potential improvement in English education in Japan resulting from the
international understanding lessons is an increase in students’ Willingness to Communicate
in English. Yashima (2002) reported that L2 Willingness to Communicate is moderately
influenced by International Posture. Because the elementary school students in this study

increased their International Posture, they would plausibly have higher L2 WTC on the
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condition that the school curriculum has a large communicative component. If a causal
relationship between international understanding lessons and achieving strong L2 learning
motivation and higher L2 WTC is verified, the international understanding program will
have long-term value for students who take part in the program. However, at this point,

further research must be conducted to establish whether this relationship exists.

Table 102. A Comparison of Foreign Language Subjects under the Previous and New

Course of Study.
Previous Course of Study New Course of Study
Course Names Credits Course Names Credits

Oral Communication I 2 Basic English Communication 2
Oral Communication II 4 English Communication I 3
English I 3 English Communication II 4
English II 4 English Communication I1I 4
Reading 4 English Expressions I 2
Writing 4 English Expressions 11 4

2

English Conversation

No previous researchers have attempted to use International Posture as a means of
program evaluation; therefore, no previous studies can be used to validate the results of the
present study. It is possible, however, that some of the changes in International Posture
might have resulted from the participants’, and especially the sixth grade participants’,
rapid mental and emotional development, rather than from the international understanding
program. In addition, other related conditions could have influenced the participants’
responses: studying at a cram school, traveling to other countries, parental support,
influence from siblings, and exposure to television programs. However, the participants
understood that the questions on the [UQC were asked in relation to the international

understanding lessons when they completed the questionnaire. Therefore, their responses
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to the IUQC were likely reasonably valid indicators of the effects of the international
understanding program. For this reason, the most plausible explanation for the positive
results regarding International Posture is the students’ exposure to the international
understanding lessons.

The low effect sizes obtained in the two-way mixed factorial ANOVA suggest that
the main effects (grades and trials) as well as the interactions between those two variables
account for a small amount of the variance in the participants’ level of Intergroup
Approach-Avoidance Tendency, Interest in International Vocation/Activities, and
Intercultural Friendship Orientation in English Learning. Thus, other factors apparently

play a large role in the students’ development.

Interest in Foreign Affairs

The sixth grade participants’ mean Rasch person measures were slightly higher on
the Interest in Foreign Affairs variable than the fifth graders at the beginning and the end
of the international understanding program; this indicated that the sixth graders read
newspapers and discussed international issues with their friends and family more
frequently than the fifth graders. However, both the fifth and sixth grade participants’
Rasch person measures for this construct did not increase between the two administrations
of the IUQC. Developing Interest in Foreign Affairs might be more difficult for
elementary school participants to carry out compared to increasing International Posture
because they actually have to make an effort to gather information regarding international

issues in order to show increases on the Interest in Foreign Affairs variable. In contrast,
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just having interest in an international career and living overseas, or showing a tendency to
approach non-Japanese living in Japan can result in an increase in International Posture.
Yashima (2002) categorized Interest in Foreign Affairs as part of International Posture for
the university students in her study. However, in the present study, gathering information
about international news was more difficult for the elementary school students to
accomplish than the other behaviors categorized as part of the International Posture
construct that were measured with the questionnaire. In addition, many fifth and sixth
grade elementary school students have not developed a strong awareness of or interest in
international news. Their interests are more frequently found in their immediate

surroundings.

Self-esteem

The sixth graders displayed lower levels of Self-esteem than the fifth graders before
the program and maintained that level of Self-esteem at the end of the program. The fifth
graders’ level of Self-esteem, on the other hand, decreased and consequently became lower
than that of the sixth graders. In previous research in the United States, Self-esteem
remained stable from the third to the ninth grade except for a dramatic drop in the seventh
grade, which was the advent of junior high school (Harter, 1982; Rosenberg, 1979). In the
Japanese context, however, a linear trend analysis showed a statistically significant linear
decline (F=11.04, df =1, 222, p <.001) for general self-worth for third grade to ninth
grade elementary school and junior high school students (Sakurai, 1983). One possible

explanation for this declining trend is a Japanese cultural bias towards negative self-
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evaluation (Markus & Kitayama, 1991). The results with the fifth graders in this study
were closer to those of Sakurai (1983), while the stable results in Self-esteem for the sixth
graders were similar to those reported by Harter (1982) and Rosenberg (1979). In both
cases, however, it should be stressed that a clearer trend can only be established with data
covering two or more years.

Sakurai (1983) proposed that the decline of Self-esteem in the Japanese participants
in his study came from the somewhat unique educational situation in Japan in which the
struggle to pass competitive entrance examinations begins in elementary school. Many
Japanese fifth and sixth graders are involved in this competitive struggle, and the
competitive pressure could lead to decreases in their perceived competence in their
cognitive domain. The students’ Self-esteem also declined with perceived competence. One
question on the IUQC asked where the students were studying English. Those students
who indicated that they were studying at a cram school were likely studying for a junior
high school entrance examination. Ten fifth graders (16.4%) and 11 sixth graders (25.0%)
were studying at a cram school prior to the start of the program, while 11 fifth graders
(18.0%) and 19 sixth graders (43.2%) were doing so at the end of the program. In both
administrations of the [TUQC, more sixth graders were studying English at a cram school
than fifth graders. Indeed, the number of sixth graders studying at a cram school doubled
from the first to second administrations. Approximately half of the sixth grade participants
were studying English at a cram school at the end of the academic year. These data
indicate that the sixth graders were probably studying harder for entrance examinations

than the fifth graders because the junior high school entrance examinations were
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approaching sooner for them. The Rasch person measures for the 19 sixth graders studying
at the cram school at the end of the international understanding program changed little
from Trial 1 (M = -.36) to Trial 2 (M =-.63) (¢ (18) = .94, p = .362). The fact that the 19
sixth graders’ level of Self-esteem decreased slightly was consistent with Sakurai’s
proposal that Japanese students’ decreases in Self-esteem are derived from their
involvement in the competitive educational situation although there was not a statistically
significant difference between the mean person measures of Self-esteem at the first and
second administrations.

This conclusion needs to be qualified for three reasons. First, self-concept does not
vary within a short period of time (Robbins, Tracy, Gosling, & Potter, 2002; Santrock,
2004). Many Self-esteem studies tracked changes in the participants over a period of years
or with participants with a wide range of ages (Harter, 1982; Rosenberg, 1979; Sakurai,
1983, 1996). Both the sixth graders’ apparent stability in Se/f-esteem and the fifth graders’
decline in Self-esteem might have been temporary; as noted above, the longitudinal
measurement of their Self-esteem over two academic years or longer is needed to show a
more reliable picture. Second, the reason for asking the participants the Self-esteem
questions should have been explained by the elementary school teachers because the face
validity of the items concerning Self-esteem was low. As noted above, prior to the first
administration of the IUQC, the vice-president asked me why the elementary school
students needed to answer the questions regarding Self-esteem and Collective Self-esteem.
The vice-president was told by one elementary school teacher that he or she did not see any

connection with those questions and the international understanding lessons and was
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therefore reluctant to make his or her students answer the questions, as they might make
the students uncomfortable. Third, the low effect sizes obtained in the two-way mixed
factorial ANOVA suggest that the interactions (grades and trials) account for a small
amount of the variance in the participants’ level of Self-esteem. Thus, no strong association
between the fifth and sixth grade participants’ development in Self-esteem and the

international understanding lessons was identified in the one-year period.

Collective Self-esteem

The Collective Self-esteem variable is made up of three constructs Private Collective
Self-esteem, Public Collective Self-esteem, and Membership Esteem and Identity. None of
these variables showed statistically significant differences between trials and grades. Thus,
the hypothesis that the sixth grade participants would perform better than the fifth grade
participants on the three constructs was rejected at both trials of this experiment. The fifth
and sixth grade participants’ personal judgments of how good their classes were, of how
other people evaluated their classes, and their worth as class membership and its
importance to their self-concept, did not increase throughout the academic year; thus, the
international understanding program did not appear to influence the participants’
perceptions of Collective Self-esteem over the one-year period.

However, this conclusion needs to be qualified for three reasons. First, self-concept
does not vary within a short period of time (Robbins, Tracy, Gosling, & Potter, 2002;
Sakurai, 1983, 1996; Santrock, 2004). As previous studies indicated, Collective Self-esteem

is a close and reciprocal affective concept to Self-esteem (Luhtanen & Crocker, 1992;
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Tajfel & Turner, 1979). In many studies of Self-esteem, changes in the participants were
tracked over a period of years; hence, detecting changes in Collective Self-esteem might
require a longer research period.

Second, some participants failed to respond to the questions concerning Collective
Self-esteem. Fifteen of the elementary school students left blanks in the Collective Self-
esteem questions at the first administration (Four students did not answer Member 1 to
Member 4, 10 students did not answer all or several questions from Questions Private 4 to
Identity 2, and one student did not answer several questions from Questions Member 1 to
Identity 2). I asked the elementary school teachers who administered the [IUQC to explain
the meaning of the questions and to instruct the students to retry the items. Six students
filled out the questions with question marks at the second trial; in particular, the questions
about Public Collective Self-esteem and Membership Esteem and Identity. Question marks
were also found in the same questions at the second administration.

Many of the students might have had difficulty answering these items for two
reasons. First, the students might have felt uncomfortable answering these items. Sakura
Elementary School has two classes in each grade; thus, evaluating their class or
considering others’ evaluation on their class entails evaluating the other class and
specifying which is superior. Thus, some students might not have wanted to answer the
items. Second, they might have been unaware of the class membership in their daily life,
and they could not imagine a third person’s viewpoint of their “class community.”
Researchers have investigated the concept of Collective Self-esteem numerous times in the

United States and European countries (Luhtanen & Crocker, 1992; Santrock, 2004; Tajfel
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& Turner, 1979), but this variable was difficult for the Japanese elementary school students
in this study to comprehend. This suggests that measuring Collective Self-esteem with
young Japanese students should be approached in alternative ways, such as through
individual interviews.

Third, the face validity of the items concerning Collective Self-esteem was low. The
elementary school teachers did not find a strong relationship between the international
understanding lessons and what the items appeared superficially to measure. One
elementary school teacher stated that he or she did not see any connection with those
questions and the international understanding lessons and was therefore reluctant to make
his or her students answer the questions, as they might make the students uncomfortable.
As noted above, Sakura Elementary School has two classes in each grade; thus, evaluating
one class or considering others’ evaluation of their class entails specifying which class is
superior. Thus, the items might have been seen as an indirect evaluation of the teacher’s
performance.

In order for the second and third statements to be verified, the content validity of
Collective Self-esteem needs to be reconsidered. A different approach to measuring similar
affective constructs can be found in the Super English Language High School (SELHi)
project at Kagoshima Junshin High School (Kariyazono, et al, 2009). As a part of the
project, a questionnaire was created to evaluate the international understanding lessons
offered to the high school students by professors from Kagoshima Immaculate Heart
University. Four high school teachers, who were members of the international

understanding committee at the school, and one professor from Kagoshima University,

281



who was the supervisor of the project, designed the questionnaire after discussing and
selecting affective and attitudinal objectives for the program. Sixty-eight items measuring
five constructs were written and administered to 187 high school students who took more
than three international understanding lessons. The data were analyzed with a factor
analysis; and six factors were identified: Sense as a Japanese (o = .825), Confidence in a
New Environment (0. = .836), Interest in Foreign Countries and A Feeling of Intimacy with
People in the Countries (o = .834), Interest in Body Language (0= .894), Interest in
Differences between Customs and Traditions (oa = .865), and Self-expressions and Self-
determination (a.= .785). The first factor, Sense as a Japanese was composed of nine items
measuring sense of being Japanese, Japanese history, Japanese culture (language), and
interest in Japanese traditional customs (Kariyazono, et al, 2009). The nine items used to
measure this construct were as follows:

1. I would like to know about Japanese traditional customs such as mamemaki (a

bean-scattering ceremony) and hinamatsuri (the Doll Festival).
2. T am aware of characteristics of Japanese society such as chuuseishin (fidelity)
and jiko-gisei (self-sacrifice).

3. Twould like to know about Japanese history in depth.

4. T am very conscious of being Japanese.

5. I consider how being Japanese will influence my life.

6. I am interested in Japanese folk tales (Urashima Taro and Kobutori Jiisan).

7. Tam aware of the characteristics of human relationships in Japan such as jouge

kankei (hierarchical relationship) and chiimuwaaku (team work).
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8. Ithink that I will actively carry out Japanese traditions such as obon no ohaka
mairi (visiting a grave on the Bon Festival).
9. Ithink it is important to use proper Japanese.

(Translated by the author)

Although the background of the research and the age of the participants differed
from those in the current study, it is important to note that the sense of being Japanese was
extracted as a major factor of the scale for international understanding lessons.

Originally, Collective Self-esteem and Self-esteem were interpreted as measurable
affective constructs analogous to Sense of Being Japanese and Strong Sense of Self,
respectively in the present study. These two constructs were comparable and mutually
inclusive. In this study, the definition of community was limited to the classrooms that the
elementary school students belonged to, as it was hypothesized that they would be aware
of their membership in that group in part through their participation in the international
understanding program. On the other hand, in the IUQC, International Posture was
defined broadly as “attitude toward the international community” (Yashima, 2002, p. 56).
Yashima (2002) explained that this ambiguity is a characteristic of Japanese EFL learners
who live in a context where there is little daily contact with native speakers of English. In
completing the IUQC, the participants might have vaguely considered other foreign
countries outside Japan as “international society”; their vague conception might have been

reflected in their responses to the Collective Self-esteem items. If so, the Sense of Being
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Japanese should have been defined broadly, as this would possibly have been a more

sensitive indicator of the changes that took place in the elementary school participants.

The Influence of the Classroom on Student Affect

Research question 2 asked, How will the individual classrooms influence the
elementary school students’ International Posture, Self-esteem, Collective Self-esteem, and
Interest in Foreign Affairs?

The fifth grade participants in Classes SA and 5B displayed a statistically significant
difference on one construct, Public Collective Self-esteem. The Class SA participants had a
lower mean than the Class 5B participants. This indicated that they felt that other people
would evaluate their class somewhat negatively. No differences were found for the sixth
grade participants in Classes 6A and 6B. The results obtained from the qualitative data
about the elementary school teachers’ active support in the international understanding
lessons are useful when interpreting this finding.

Many previous researchers studying education in elementary schools have
emphasized the impact of elementary school teachers on their students. Irie (2005)
explained the reason: “In Japanese primary schools, homeroom teachers typically teach all
subjects (and are responsible for the same class over a two-year period). The bonding
between homeroom teachers and their students is strong” (p. 292). Drawing on this idea,
the four classes were categorized by the elementary school teachers’ participation in
English Activities. Classes SA and 5B were instructed by neutral teachers, while Classes

6A and 6B were taught by supportive teachers. Coincidently, the degree of the elementary
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school teachers’ participation in English Activities in the international understanding
lessons turned out to be the same as the grades. This is one explanation for the finding that
participation in different classes did not influence the elementary school participants’
International Posture, Self-esteem, Collective Self-esteem, and Interest in Foreign Affairs.
The answer to this question is considered again in the discussions of Research Questions 3

and 4.

The Teacher’s Effect on Student Behavior

Research questions 3 and 4 asked, What are the characteristic differences in
student behavior in classes taught by teachers whose participation in the class is high or
low? These questions were answered by analyzing the four classrooms in terms of the
activeness of the elementary school teachers based on the five informational sources
described in Chapter 6. The results of the Checklist for Teacher Participation in English
Activities categorized the elementary school teachers in Classes SA and 5B as neutral, and
the teachers in Classes 6A and 6B as supportive. First, a characteristic difference found in
student behavior in the neutral and supportive teacher’s classes and two characteristic
differences found in teacher behavior in the classes are discussed. Second, the relationship

between the elementary school teachers and the college students is described.

Characteristic Differences Identified in Neutral and Supportive Teachers’ Classes

The students in all four classes participated actively in the activities in the

international understanding lessons; thus, in this sense, all four classes were successful
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regardless of whether the teacher was neutral or supportive. The students in Classes 6A
and 6B listened to the college students in English more patiently than the students in
Classes 5A and 5B, but it is not clear whether this was because they were better at English
or because of their character traits. One characteristic difference in student behavior
concerned the students’ use of English in the lessons. The students in Classes 6A and 6B
tried to use English more than just repeating target words and sentences after the college
students than the students in Classes SA and 5B. They selected simple expressions the
college students were using during the lessons and said the expressions on their own or
used them when responding to the college students. They used English freely and were
tolerant of their own and others’ mistakes. In addition, they tried to mimic the college
students’ pronunciation of the phrases. Whether those behaviors came from the supportive
teachers or the students’ higher English proficiency cannot be confirmed at this stage.
Further investigations are required.

Two commonalities were identified in the neutral and supportive teachers’ behavior.
The first concerned the active participation in English Activities. The four teachers
participated in all kinds of activities with the students. During the activities, they also
observed the students carefully and stood next to them. Moreover, Mr. Aida in Class 5B
and Mr. Ishikawa in 6B modeled the activities for the students during the lessons. In this
way, they played an important role in promoting the students’ understanding of the
activities held in the lessons. The second commonality was the good relationship between
the teacher and the students. The students appeared to enjoy the activities with the teacher

and uttered whatever they felt and thought during the lessons.
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Two characteristic differences were identified in the neutral and supportive teachers’
behavior in the lessons. The first concerned the use of English. The frequent use of simple
English became a major factor defining the supportive teachers’ classes. The neutral
teachers sometimes translated what the college students’ English to Japanese, and Japanese
was used for other classroom functions such as cautioning students and encouraging them
to participate in class activities. The act of translation might have influenced some students
because they became reliant on the teacher’s Japanese, and therefore did not attempt to
understand or speak English. These students also tended to speak English with a strong
Japanese accent.

The second difference concerned the effective use of Japanese. Ms. Shibata in Class
6A and Mr. Ishikawa in Class 6B mainly spoke English in the lessons. They also used
Japanese. However, the Japanese was not a word-for-word translation; rather, it was used
to add information that helped the students complete the activities successfully. In other
words, the information the teachers conveyed to the students in Japanese was not the same

as what the college students said in English.

The Relationship between the Teachers and the College Students
The relationship between the elementary school teachers and college students was an
important issue throughout the academic year. The elementary school teachers’ frustration
and miscommunication with the college students occurred several times. Ms. Kitazawa in
Class 5A was confused because she did not know what she was expected to do in the

lessons. In Class 5B, Natsuko took long time to overcome her feelings of distance from Mr.
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Aida. On the other hand, Aki and Fuyumi reported that they had positive relationships with
Ms. Shibata and Mr. Ishikawa. The relationship between the supportive teachers and the
college students was strong and characterized by high degrees of trust and cooperation.
The teachers provided the college students with a wide range of advice intended to
improve the college students’ class management skills, and this enhanced the college
students’ appreciation and respect for those teachers. The college students also respected
the elementary school teachers in terms of their handling of the elementary school students.
This feeling of respect was not unidirectional, however. In Class 6B, Mr. Ishikawa
appreciated Fuyumi’s dedication to the lessons, and he stated that he learned about many
activities that were appealing to the students from Fuyumi. She mentioned in the interview
that she built this reliable relationship with him over one and a half years, which was six
months longer than the other three classes. To summarize, the communication between the
two must have been a necessity to make the international understanding lessons successful

in this study.
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CHAPTER 8

CONCLUSION

In this final chapter, I summarize the findings of the study, discuss the theoretical
and pedagogical implications of the results, list the major limitations of the study, and

suggest directions for future research. The chapter ends with final remarks.

Summary of the Study

The purposes of this study were to design a self-evaluation instrument, the [UQC,
investigate four affective factors based on theoretical perspectives and the goals specified
by Ministry of Education (1996), and investigate the role of elementary school teachers in
the international understanding lessons.

Prior to administering it, the [TUQC was validated in terms of its dimensionality,
rating scale functioning, and item fit using factor analyses and Rasch-based analyses. The
results of the two-way mixed factorial ANOVA analyses indicated that the elementary
school students in this study increased their /nternational Posture after taking the
international understanding lessons for one academic year. The more experienced sixth
grade learners performed better on the International Posture items on the [IUQC than the
less experienced fifth graders. The participants’ level of Interest in Foreign Affairs
remained at approximately the same level. Though the fifth grade participants’ Self-esteem
decreased, the sixth grade participants’ Self-esteem remained the same. Collective Self-

esteem was not influenced by the lessons, either.
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The influence of classes on the four affective constructs was not shown by the
mixed-ANOVA analyses, in part because teacher participation in the lessons in each class
coincided with the grade taught. The qualitative analyses indicated that the students in
Classes 6A and 6B taught by a supportive teacher produced a number of positive effects on
the use of English in the classroom: the elementary school students used English often
rather than when they were required to repeat key expressions; they used freely and were
tolerant of their own and others’ mistakes; the elementary school students’ English
pronunciation was easy to understand. However, whether those behaviors came from the
supportive teachers or their English proficiency could not be confirmed at this stage. The
relationship between the teachers and the elementary school students were good in all four
classes; thus, this aspect of teacher performance was not associated with teacher
participation in the lessons. On the other hand, the teachers’ frustration about the college
students and miscommunication with them were found in Classes SA and 5B, which
neutral teachers were involved in. The communication between the teachers and college
students must have been a crucial issue to make the lessons successful in this study. This
might have provided some influence on the students’ performance in the lessons. Further

research should be conducted.

Implications for Research
The first research implication concerns the relationship between International
Posture and other affective variables (L2 Proficiency, L2 Learning Motivation, and L2

WTC) as the elementary school students take the international understanding lessons. The
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fact that the Japanese elementary school students possessed a sense of International
Posture and increased it after the one-year international understanding lessons makes it
possible to apply Yeshiva’s L2 Communication Model (Yashima, 2002) to studies of
elementary school children in Japan and possibly those in other countries. In her study
(Yashima, 2002), a higher level of International Posture led to a higher level of L2
Learning Motivation, which in turn, moderately pushed L2 proficiency to a higher ultimate
level. International Posture also directly influenced L2 Willingness to Communicate
(WTC). Because the elementary school students in this study developed a relatively strong
sense of International Posture, it suggests that they might achieve a relatively high degree
of L2 motivation which might, in turn, lead to relatively high levels of L2 proficiency
provided that the junior high school English curriculum includes a large communicative
component. They could become more willing to communicate in English in the future.

The second research implication concerns the development of Interest in Foreign
Affairs. The elementary school students displayed some interest; but it was separate from
the affective construct of International Posture. The result that Interest in Foreign Affairs
did not increase or decrease across the academic year makes it possible to hypothesize that
as the students mature, Interest in Foreign Affairs becomes increasingly intertwined with
International Posture and thereby becomes a core aspect of the construct. The process by
which the integration occurs could be observed in a longitudinal study with a wide range of
participants from the elementary school to university levels.

The third research implication concerns changes in Self-esteem. Unlike the previous

studies conducted in Japan in which students’ Self-esteem decreased (Furusho, 2007, 2008;
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Sakurai, 1983), the sixth grade participants’ level of Self-esteem was steady throughout the
academic year. Furusho (2009) proposed that many adults try to increase children’s Self-
esteem up until approximately the third grade of elementary school, and then, they try to
halt or slow down declines in children’s Self-esteem from prepubescent to puberty. After
puberty, adults should once again attempt to increase children’s Self-esteem, which
frequently decreases during puberty. The strong association between the sixth grade
participants’ stable level of Self-esteem and the international understanding lessons might
be observed for further research.

The fourth research implication concerns elementary school teachers’ support in the
international understanding lessons. In the present study, each elementary school teacher’s
involvement with their students was investigated both quantitatively and qualitatively.
Although the two-way mixed factorial ANOVA analyses (classes and trials) showed few
statistically significant results, the students with the supportive elementary school teachers
displayed a number of positive behaviors regarding use of English: they attempted to
understand English rather than relying on a Japanese translation, they used English more
freely, they were tolerant of making mistakes in class, and they tried to pronounce English
as the college students did. On the other hand, some students with the neutral teachers
relied on their Japanese translation and tended to pronounce English with a strong Japanese
accent. These findings were all observed at the macro (class-size) level; further research is

required at the micro (individual students-size) level.
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Pedagogical Implications

The first pedagogical implication is that the elementary school students’ early
development of International Posture through the international understanding lessons
possibly results in higher levels of motivation to study English, higher levels of English
proficiency, and greater WTC in English, so the types of lessons investigated in this study
should be continued or expanded. MEXT (2008d) recently announced new educational
guidelines for public elementary schools. Under the guidelines, Foreign Language
Activities will be officially administered once a week in the fifth and sixth grade curricula
in 2011. In the Foreign Language Activities lessons, elementary school students will
engage in activities focused on speech-based communication through English in order to
learn the foreign language and culture, develop positive attitudes toward communicating
with people from other cultures, and cultivate a foundation for their developing
communication ability. In other words, MEXT expects public elementary school teachers
and administrators to take what they have achieved in the international understanding
lessons and develop it further in the Foreign Language Activities lessons. I did not include
a language proficiency measure in the [UQC although it was one of the goals for the
international understand lessons. This study focused on students’ affective changes to
make the questionnaire shorter considering the students’ concentration span for their age
because several previous studies did not support the idea that international understanding
lessons would promote the development of elementary school students’ English
proficiency. The findings of this study partly support MEXT’s plan because there is a

strong likelihood that the participants’ International Posture increased as a result of taking
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the international understanding lessons; this might possibly lead to increases in L2 learning
motivation and relatively high English proficiency in junior high school, and higher L2
WTC.

The second pedagogical implication concerns the importance of elementary school
teacher taking a supportive role in the international understanding lessons. Although the
quantitative results of the ANOVA analyses did not verify it, the results obtained from the
qualitative data about the elementary school teachers’ active support seemed influential on
the elementary school students. Supportive teachers’ use of English and effective use of
Japanese differentiated themselves from neutral teachers. Thus, the differences in student
behavior were also observed in their use of English. They tried to use English more than
repeating target sentences, communicated frequently in English, and tried to pronounce
English as the college students modeled. In addition, they used English often without
worrying about making mistakes in the lessons. The teachers’ active use of English and
careful support in Japanese would be likely to increase the students’ use of English.

However, further research should be required.

Limitations
The first limitation of the study is that the participants might have been influenced by
their parents, siblings, other school subjects, and television programs during the study. It is
impossible to differentiate the influence of the international understanding lessons from
those of other confounding factors on elementary school students’ affective changes

without the presence of a control group. This might be possible in future studies if
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elementary schools are found in which elementary school administrators offer a variety of
school curriculum regarding English-related education.

The second limitation is that the international understanding lessons with English
Activities were offered only nine times in the school year. This made the influence of the
lessons relatively weak and difficult to detect. More frequent international understanding
lessons would have made it possible to clarify the effects of the international understanding
lessons on the participants both quantitatively and qualitatively.

The third limitation concerns my infrequent visits to each classroom. I observed the
individual classrooms twice in the academic year. The two class observations allowed me
to notice the characteristics or changes at the class level; but the few observations did not
allow me to see many changes in the individual students. In the first interviews with the
elementary school teachers, I asked the teachers to name several students according to the
degree of perceived L2 competence (high-mid-low) for further observations. However, |
did not always intend to observe those students when visiting the classrooms because I was
normally busy in watching the entire body of students. Although the lessons were
videotaped when I visited the classrooms, the information about each student’s
performance as shown on the videotapes, was not always sufficient to clearly show
changes in their attitudes. Changes in the attitudes of individual students should have been
observed more closely by visiting each classroom more than twice.

The fourth limitation involves the length of the research. Although a research period
of one academic year is an improvement over the cross-sectional studies that have been

conducted in the past, a longer study with the same participants would have been necessary
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to detect meaningful changes in constructs such as Self-esteem and Collective Self-esteem,
which have been found to change slowly (Robbins, Tracy, Gosling, & Potter, 2002;
Santrock, 2004). Longitudinal research spanning at least two years would also have made
it possible to administer the [UQC one or perhaps two more times. This would have
permitted the use of more sophisticated statistical analyses using latent growth carve
modeling.

The fifth limitation was the relatively small sample size of 105 participants. A larger
sample size would have provided more generalizable results and a clearer indication of the
effectiveness of the international understanding program. Because of the moderate N-size,
the quantitative results were limited to detecting the effects of relatively powerful factors.
A larger N-size would increase statistical power and make it possible to detect the effects
of moderately strong variables. The inclusion of more classes would have been particularly
valuable in the qualitative analyses. Although the original plan was to divide the teachers
into supportive, neutral, and non-supportive groupings, no non-supportive teachers were
identified. The analyses of classes directed by non-supportive teachers would have made
this study more informative.

The sixth limitation concerns the [IUQC. The definition of Collective Self-esteem
should have been broader; defining it in terms of the participants’ class in this study might
have contributed to the lack of change before and after the international understanding
program. In addition, 10% of the participants left the Collective Self-esteem items blank at
the two administrations of the [UQC. This indicates that some of the participants might

have experienced difficulty comprehending the meaning of the items or might have felt
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uncomfortable for answering them. Kariyazono, et al. (2009) developed a questionnaire to
evaluate the international understanding lessons offered to high school students by college
professors. A factor analysis extracted one major factor, Sense as a Japanese. This factor
was defined more broadly than the Collective Self-esteem construct in this study. A broader
definition of Collective Self-esteem and the items measuring it might have been more
easily understood by the participants and might have therefore provided a more precise
measure of their attitudes for that variable. In addition, more detailed information about the
participants’ environmental conditions such as parental support, influences from siblings,
studying at cram schools, studying other school subjects, and exposure to television
programs, should have been gathered. As mentioned in the first limitation, because the
design did not include a control group, these data would have helped provide a plausible
explanation for changes in the affective constructs measured in this study.

The last limitation concerns the uniqueness of the international understanding lessons
conducted in this study. The lessons were taught primarily by the college students, so the
elementary school teachers’ influence did not directly influence the elementary school
students’ performance. Instead, the effect on the relationship between the elementary
school teachers and the college students might have influenced the results. In Chapter 6,
the qualitative research chapter, the teachers’ frustration about the college students and
miscommunication with them were reported in Class SA. The college students were
worried about the relationship with the elementary school teacher in Class 5B. That is,
their communication would have influenced the results to a certain extent. How the

elementary school students performed under the instruction in other academic subjects
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taught by the elementary school teachers or how individual students behaved with the
teachers during breaks should also have been observed so that the relationship between the

elementary school teachers and the students could have been better understood.

Recommendations for Future Research

The first issue that should be investigated concerns clarifying the influence of the
international understanding lessons. Including a control group who does not take the
international understanding lessons or takes the lessons that do not include an English
component is ideal; but identifying such a public elementary school will be extremely
difficult because of the high percentage (97.1%) of schools implementing English
Activities in international understanding lessons (2008c). An alternative is to offer a variety
of international understanding lessons including those that include a large amount of
English and those that include fewer English activities. Another idea is to add new
questions to the [UQC to ask about participants’ environmental conditions, such as
influences from their parents, siblings, other school subjects, and television programs.

Because of the importance of time on task in any type of learning, the second
recommendation is that researchers investigate the effects of more frequent international
understanding lessons. This question is important because Foreign Language Activities,
which English Activities in the international understanding lessons were replaced with the
new curriculum guidelines, are being taught to fifth and sixth grade students during an

experimental period in 2009 and will be taught once per week beginning in 2011. By
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increasing the number of the lessons, changes at the individual student (micro) level can be
observed more easily and clearly.

The third issue for further investigation concerns conducting longitudinal research
over two or more years. Longitudinal research will make it possible to determine whether
Japanese elementary school students who experience international understanding lessons
become successful learners of English in secondary or tertiary educational institutions. The
other latent variables in Yashima’s L2 Communication Model, L2 WTC, L2 Learning
Motivation, L2 Communication Confidence, and L2 Proficiency, should also be examined
with elementary school participants. The longer research span will also make it possible to
investigate how Japanese elementary school students’ Self-esteem and Collective Self-
esteem change as they take part in the international understanding lessons. The
development of Self-esteem and Collective Self-esteem, which are two goals of the
international understanding lessons, are important reasons that would justify including the
lessons in the elementary school curriculum.

A fourth issue for future research concerns how many and what types of elementary
school students are strongly and positively influenced by the international understanding
lessons. The answer to this question would provide one important criterion for judging the
success of the international understanding lessons. More students in each grade, the
inclusion of a wide range of grades, and many types of classes taught by supportive,
neutral, or non-supportive teachers are required.

The fifth issue for future research involves further improving the IUQC in order to

create a more reliable and valid instrument. As Kariyazono, et al (2009) developed, asking
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about the students’ desire to know more about Japanese culture, history, or language can
be included as the Collective Self-esteem items. As another revision, Attitudes Toward
Learning English can be added as the International Posture items so that researchers
would be allowed to measure students’ current attitude and changes in their attitude over
time. Sample items are “Do you like learning English?” or “Do you feel cool using
English?” Next, students could be interviewed their sense of Being Japanese in order to
define Collective Self-esteem properly. Lastly, questions asking about participants’
environmental conditions should be included. By improving these aspects of the [UQC,
participants’ attitudes and opinions can be measured with greater precision and changes in
the participants’ affect over long periods of time can be traced more effectively.

The sixth issue for future research involves that researchers should investigate how
individual students change in the international understanding lessons in a finer-grained
way. This could involve investigating changes in elementary school students’
pronunciation, performance in classroom activities, and attitude toward classroom
activities. The nature of the relationship between each elementary school teacher and the
individual students should be carefully analyzed, and how their relationship in the
international understanding lessons and in other academic subjects develops should be
investigated.

Finally, if the Ministry of Education’s main goal is to change elementary school
students’ attitudes in a short amount of time, they should consider activities such as

showing movies, as this can help students develop sympathy for the foreign people and
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culture. What kind of activities is taken care of in a lesson will be a crucial issue to discuss

and research with students.

Final Conclusions

The results of the present study partially confirmed the value of the international
understanding lessons. The development of International Posture would potentially
influence the development of motivation to learn English and ultimate L2 proficiency; this
possibility encourages the introduction of Foreign Language Activities in the elementary
school curriculum. Because elementary school teachers strongly influence elementary
school students’ attitudes and performance in the international understanding lessons, it is
crucial for the teachers to actively support the students in Foreign Language Activities.

This research is ongoing with new students attending the same elementary school in
2008 and 2009. I hope that the findings of the present study will be confirmed and
expanded and that they can be shared with many educators and administrators in Japanese

elementary schools.
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APPENDIX A
THE COURSE LOAD FOR ELEMENATRY SCHOOL SUBJECTS:
ENFORCEMENT REGULATIONS OF THE SCHOOL EDUCATION LAW

(ARTICLE 24, ACT 2)
Grade
1 2 3 4 5 6

Japanese 272 280 235 235 280 175
Social Studies - -—- 70 85 90 100

o Arithmetic 114 155 150 150 150 150
E  Science - - 70 90 95 95
& Life Environmental Studies 102 105 — - - -
5 Music 68 70 60 60 50 50
2 Arts and Crafts 68 70 60 60 50 50
Home-making - --- --- - 60 55

___ Physical Education 90 90 90 90 90 90
Moral Education 34 35 35 35 35 35
Extra-curricular Activities 34 35 35 35 35 35
Period for Integrated Study - --- 105 105 110 110
Total Hours 782 840 910 945 945 945

Note 1. One lesson is counted as 45 minutes.

Note 2. In the period of special activities, class activities that were identified in the Course
of Study for Elementary School (except for school lunch) are administered.

Note 3. In Article 24, Act 2, religious studies can be counted as part of the moral studies.
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APPENDIX B

INTERNATIONAL POSTURE SCALE ITEMS REVISED FOR ELEMENTARY

FEE
1.
2.
3.
4.

ftad
5.

o N

11.

SCHOOL STUDENTS

EFEBICBIT5EEHRIFE (L. ~4.)

HEEmaT a0, BREO K625 THELELHLTT,
HEEMBRTHOE, HHRED KL L ZDBLITDNTAYLHSTT,
Risomeda0E, BEBO X6 e—BITHBALELASTT,
KErmnd a0 BEREOX e REBIBYELALTT,

EMEDERDELH (5. ~11.)
KB Xt=beRELIZHYEWTT,

1B HEO K=t e E st ESITLTOES . (R)
ERICHEALERELANE=D . FHELATFESELET,
tLHEOREEMNTET, LIERCRITAE AT =B LN ERNET,
HUZ T ATOBHE O K=bIzLAEDIZLEVERNET,

£L. EHYDRIZHED KN UV-ILTELS, BAEELWNOESELITHYE
9. (R)

LRRSL 02 2T, BRBEOTERVWKE DO K= B CE-o TS, =3 (H5E
BET,

EFR RSB EOFEB DN TOEBK (12.~17.)

12..
13.

14.
15.

16.
17.

KKIztm>Th, LAADTATNBENIZLV =V TT, (R)
BAEFTIEEL WAWAEEIZTATHENTT,
NEDAN=EN={EAWNBEZAT, [F=LLVTHZLNTT,

HE RS TF4T7EO>THENERNET,

KEThcacLid. BEOEE ZIHETYEBALEVERNET . (R)
KEHHT, NEIZTHTFEIEDZENEEETEDIENOTT, (R)

B DOHEEADER(18.~22.)

18.
19.
20.
21.
22.

AEARDTEZ LI ODVTO=Z2—REREY,
SIEAA A=y TR DI EZRHARET,
SEAFECATHRAD TESLERAFT,
APEARBETHRED=Z1—RIZDNVTELET,
AFEARELEHAEDZ2—XIZDNTELET,

Note. Items with (R) are reverse scored.
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APPENDIX C

INTERNATIONAL POSTURE SCALE ITEMS REVISED FOR ELEMENTARY

SCHOOL STUDENTS
(ENGLISH TRANSLATION)

Intercultural Friendship Orientation in English Learning (1-4)

1.

2.
3.
4.

I study English because it will allow me to meet and talk with foreigners.

I study English because it will allow me to get to know various cultures and peoples.
I study English because I’d like to work with foreigners.

I study English because I’d like to have friends who are foreigners.

Intergroup approach-avoidance tendency (5-11)

5.
6.

A

—_ =
—_ O

I want to make friends with foreigners.

I try to avoid talking with foreigners if I can. (R)

I would talk to an international student if there were one at school.

I would be happy if a friend from abroad stayed in my house for a couple of nights.

I want to be kind to foreigners living in my neighborhood.

I would feel somewhat uncomfortable if a foreigner moved in next door. (R)

I would help a foreigner having trouble communicating in Japanese at a restaurant or
station.

Interest in international vocation/activities (12-17)

12.
13.
14.
15.
16.
17.

I want to live in my hometown when I grow up. (R)

I want to live in many countries other than Japan.

I want to work where people from other countries work.

I’m interested in volunteering abroad.

I don’t think what’s happening overseas has much to do with my daily life. (R)
I’d rather avoid the kind of work that sends me overseas frequently. (R)

Interest in foreign affairs (18-22)

18.
19.
20.
21.
22.

I often watch world news.

I often check websites about world news.

I often read situations and events about foreign countries in newspapers and books.
I often talk about world news with my family.

I often talk about world news with my friends.

Note. Items with (R) are reverse scored.
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APPENDIX D

JAPANESE VERSION OF HARTER’S SELF-PERCEIVED COMPETENCE

SCALE FOR CHILDREN (Sakurai, 1983)

BEEINT-a T o AAERE (HAZERR)

L, LTHESTED LHNETS,

iRIL, K TEDME I, DD E£HA,

KIEbao<{ 52 LiE, ©FhLnEEnEd,

4
=z
5 A
0| KEBESLDHI LT, ETHENATZATT,
3 AN TXTDOIAEI D, ETHEISTEETS,
2| OAEIM, IS TELRATREZIZER A
o LT CE BRI, b LWKER, < SAb Y £,
o | A5DEFEFTHY TN E HnES,
s |1 |7 9A0RELEBRL B, HALDEENET,
2| BADN K WE S b FH A
6 A | 72 SADKENRNET,
0| KEBIX, HEVOEHA,
. A OAEIDB, bob Il TEhohbd, LEWVWET,
2| AL, L TEDLERVWET,
) A | ETCHLHERDD 7,
2| HEVAGENRLY EHEA,
9 A | R ERLY B A HDIT, R RFERA 0 5,
o | fhsRiE, AUV T A Z EMTE T,
10 A | DlELIZ, ZT7ADULW I Ko7 A "— (—B) FEidlnEtdi,
2Dl UIEL, Z77ADETH LW ) LR A AN—=E L BNET,
" A IEFELOTOIAEITH, HIYELTEXHAHERHY 7,
IO TOIAEIL, I ELSTEDLINE I DB TT,
= A | ADEETHTTIVERBNET,
o boltbRoltATFNTEELRL, EERWVWET,
13 A | ERATEZ L, I<ENET,
0| ERALEZ L, ERTKERNWHTZENTEET,
” A Woh, L EADKEBLEWS L XICTEEIL £,
2| Woh, O TIEEILET,
15 A |FRICEZAORELEY, S9AEIFISTESL LEBVET,
0| KEBERIULS BV, YAEINRTED LTV ERA,
16 A1 BELL, BEOD IO ARTII R, EEWET,
2| ETHLWAMZEEBNET,
17| A | BN L TEXHDOT, FRITTETT,
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RN L TERVOT, FRIITETEDH Y FHA,

bol2 EADKELNR, bl LETXIZho TN b W dh,

Z
8|7 | rEeE
2| SADKELNLTHILTVND EBVWET,
19 A H9AEIL, BOTTHED, 7LETHADLETY,
| HAE DI, 7‘1/11‘(7%64:@ H/> T3 55T,
0|1 ADEEOHNC., ETHEELTWET,
2| boblbNol ARSI Wb, ERWET,
21 A | EATEERD, o PATZAZD DNWTETZL 0N, EEVWET,
o | LAREERZD DWTEDIC, ZARAEIHY T8 A,
oo |1 | ALESAORELDHRTE, NanH s BET,
2| NRIZHFEVHY FHA,
3 A1 HEOLWIAEIIT, 2FEITEERA,
2| HEHLWIAEITEH, T <ICIELSTEET,
24 A | BHOT56Z Lz, HEOHEL TWWERA,
2| BT, #i%bw EELTWD, EEWVWET,
25 | 1 ?1%35 %25 2 L3, DARATT.
2| 8T, FEAEEITET,
2% A | KIEBMBIE, 30070,
v | KEBNG, T Wi TT,
o7 A HIAEIDKRETIZ, FALBIZZHIENRZWETT,
2| OAEIDORETIE, T<EALDIZABIEIND ST TT,
28/4 Woh, W2 EELTWS, EMK LALTWVET,
Tz

Wz B LTWEMEI IR LY, EEWET,

313




JAPANESE VERSION OF HARTER’S SELF-PERCEIVED COMPETENCE

APPENDIX E

SCALE FOR CHILDREN (Sakurai, 1983)
(ENGLISH TRANSLATION)

Harter's Self-perceived Competence Scale for Children (Japanese Version)

I think I can study very well.

a.
! b. | I am not sure whether I can study well.
) |2 I feel it is difficult for me to make friends.
b. | I feel it is very easy for me to make friends.
3 & I am very good at all kinds of sports.
b. | I never think that I am good at sports.
4 & If I can, I have many weaknesses [ wish to overcome.
b. | I would like to stay the same as I am now.
5 | I think I am as smart as my classmates.
b. | I don’t know if I am smart.
6 | & I have many friends.
b. | I don’t have many friends.
7 | & I wish I were better at sports.
b. | I think that I am good enough at sports.
g | & I am very confident.
b. | [ am not very confident.
9 L2 It takes me a lot of time to finish studying.
b. | It takes me little time to finish studying.
a. | I don’t think that I am one of the important members in my class.
10 : : :
b. | I think that I am one of the very important members in my class.
1 L& I am confident that I could do well at a new sport.
b. | I worry whether I could do well at a new sport.
2 I like the way I live.
b. | I wish I could have another way of life.
131 I forget what I learned often.
b. | I can remember what I learned easily.
a. | [ always spend time with various friends.
14 :
b. | I always spend time alone.
1512 I think I am better at sports.
b. | I don’t think I am as good at sports as my friends.
16 | & Probably, I am not a good person.
b. | I think that [ am a very good person.
17 L2 I like school because I can study well.
b. | I don’t like school because I can’t study well.
18 | & I hope that more classmates will like me.
b.

I think that many classmates like me.
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19 |2 I watch sports on TV rather than play them.
b. | I play sports rather than watch them on TV.
)0 |2 I am very happy they way [ am.
b. | I want to be different from the way I am.
o |2 I wish it was easier for me to understand the books I read.
b. | I don’t have difficulty understanding the books I read.
oy | & I think I am popular among the friends of the same age.
b. | I am not so popular.
)3 L2 I can’t do well at a new sport.
b. | I can do well at a new sport.
g | & I am not so satisfied with what I do.
b. | I think that I do great things.
)5 | & I feel it is difficult to answer questions in class.
b. | I can answer many questions.
26 | & I am most likely to be liked by friends.
b. | I am unlikely to be liked by friends.
)7 |2 I am unlikely to be chosen for athletic competitions.
b. | I am most likely to be chosen for athletic competitions.
)g | & I am sure that I always do the right thing.
b.

I am not confident that I do the right thing.
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APPENDIX F
SELF-ESTEEM SCALE ITEMS FOR ELEMENTARY SCHOOL STUDENTS

CLA
BaIZ. HFEYBEIHYFEA. (R)
I don’t have a lot of confidence.
2. SOBERIC.FAZILTVET,
I am very satisfied with the way I am.
3. BRIE. TIESLLIEELTLS, EBNVET,
I think that I do great things.

4 WD, BRIFENIEELTING, EBEEL>TLRET,
I am sure that I always do the right thing.

5. ETHEVARLERVETY,
[ am a very good person.

6. TOEEMOEZTANTELLEH., EBLET . (R)
I wish I could have another way of life.

7. SOFFOBDITH:=LWERWET,
I would like to stay the same as I am now.

Note. Items with (R) are reverse scored.

—
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APPENDIX G
COLLECTIVE SELF-ESTEEM SCALE ITEMS FOR ELEMENTARY SCHOOL
STUDENTS

EFDOEREELTOBERE(1-4)

L AREY5RA0OHT, KB ARBEERNVET,

2. BEANISADAZLTHITFSLNBILIFDLETTT ., R)
3. HSROAENEHDEET,

4. HSAOHT, HEYZRICITEEVDARELBNET,

FrEd 2EH T 5B ERIF (5-8)

5. ARABSDISRIZNRZEANPEEESTIVET, (R)
6. ASAFEABHDITATEMNER>TVWET,

7. =LZ\TL, BHDISRITTIESLLWEE->TLVET,

8. F=L\TL\, B DIZRITHERBLTLNET,

FEoFICKAHEHBERE (9-12)

9. BHRDISRIFMDISADA=BIZELBEHhTULVET,

10. BRDIZRFMDITRECBRTEHEEREDHLNTLVET . (R)

11. =L\ TL, BADISRIFMDISAD A =bIZ5350FELASATNVET,
12, 20T, BRDHISRIFMDISRD A=bIZES b TOET, (R)

TATUoTATADEEM(13-16)

13. BHDIZANTETT, YDSE, ZDHRIZWNWEBEHRIFEENSTT,

14. BHDIZAMNELNTY , YRDSIE, ZOFIZWSERHELLENSTYT, (R)
15. OSATLWIERHDE, SNLLAGYET,

16. DZRATWWPLEIENBHZE. WOLBREFLIZHEYET, (R)

Note. Items with (R) are reverse scored.
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APPENDIX H
COLLECTIVE SELF-ESTEEM SCALE ITEMS FOR ELEMENTARY SCHOOL
STUDENTS
(ENGLISH TRANSLATION)

Membership Esteem (1-4)
1. Tam a worthwhile member of this class.
2. Idon’t think I have much to offer to my classmates. (R)
3. T am an active participant in the class.
4. 1don’t think I’'m valuable to the class. (R)

Private Collective Self-esteem (5-8)
5. Idon’tlike being in this class. (R)
6. I’'m often glad to be a member of the class.
7. Overall, I often feel that the class is great.
8.  Overall, I feel satisfied with the class.

Public Collective Self-esteem (9-12)

9. Overall, my class is considered good by members of other classes.
10. Most people consider my class to be not as good as other classes.(R)
11. In general, people in other classes admire my class.

12. In general, my class is unpopular with other classes. (R)

Importance to Identity (13-16)

13. Tlike my class because I like myself in this class.

14. 1do not like my class because I don’t like myself in this class. (R)
15. I feel happy when good things happen in my class.

16. I feel bad when bad things happen in my class. (R)

Note. Items with (R) are reverse scored.
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APPENDIX 1
INTERNATIONAL UNDERSTANDING QUESTIONNAIRE FOR CHILDREN

Z53T5TE AL  LChA VYL 0ELSLK N

WRENGEE ORME (EREREBT)ICETLZ7V 77—+

BARABL Lishiacs Bt
BHE =X R FEETTH, INER ( VEAE
BHE-DRAEENTZEL, ( )

BHLIcHTIEEDHIZOEDH TS, BF k7T

Z305TE AL Lk SELYALESIG |
HESAI. BENGFE B oM (ERERE T i )0)H':'fFaEll ’JL\’C&BI%‘?%L&?‘ IEL,L\_T—z_):tJ\

£5LE

FEMSFIZELSDREBYFEE A, &ET‘BH‘E ﬁ"9"( =F->T.BH 0)1?—’?%(-;:7-‘60)[ J.T:‘E
[COZEDF TS,

T
A5 1 (1-22)
T=hLLwS

1. F1) EEsmadr0d. BREAO X be2-THELELMLTT,
- B - EBEMEVZERL ¢ EBRALLAFLNE ¢ LK
2 (F2) EExmimdanid, FERO K6020bB0LIso 0 TAYELASTT .
o l:l:l,\ . &Bbb\):l,\z(ilztl,\ s EE5MEVZIENNNE - LW
3. (IF3) REsmmd 203, HRERD Nf-bL i HEALELDSTT .
) l:l:l,\*_- EEoMEVZIEIFLY - EBSMEVZIENNNE - LA
4. (F8) EEawiada0E. HRBEO Kb ERELIZAYEVAL TS,
_ Y - EELALVZIEEL - EELALVZIENNE -+ L
5. (IAAT1) AED A b EREBIZRYINTT,
L - EBRAELLAREL -+ EERALLAFLLE - LK
6. (IAAT2) 5B _< ALED A F=b LR aHNESIZLTLET,
[N - EESALVZIERLY - EELALVZIFVNE - L
NozH [ YR E 7%
7. (IAAT3) SR EADE - REBAN =D, BLMFESELET,
F - EBRALLAREL - EBRALLARLLZ ¢+ LR
8. (IAAT4) AL HED REEMTET. LIFSCRICHES LS50 NEBNES,
B - EBEAEVZERL ¢ EBRALLAFLNE « LK
9. (IAAT5) ﬁ(( TAJ'CL\ZD%EIG)AT—%I LAEDIZLE-WLWERNET,
HL - EBRAELREEL - EBSALLAEFLLE - L
10. (IAATE) HL. EHYDRIZHBED AN D2CLTE D . AL LSS (TAYES,
B - EERALLAREL ¢ EBRALLARLLZ ¢+ LR
11. (IAAT7) LARS A ZZ T, EM:; OD'C%&L\%E@)\T_%b\_iotb\tb =9 1T5EB0VE
¥+,
LY - EELALVZIERL - EELALVZIENNE -+ L
12. (.NTVA1)j<)\l oTH. B DT ATWARTIZLNV=VTT,
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[ZLy - EELMNEVZIEIELY - EBELMEVZIELLE -

13. (INTVA2) BA TR, WAWNAEEIZTATHENTT,

(Fy - EBELMEVZEFLY - EBELMEVZIELNNE -

14, (INTVA3) KB D K=K EANBEC AT, [N THINTT,

(FLy - EBELMEVZEFLY - EBELMEVZIELNE -

15. (INTVA4) %EIttvzv%?%botiﬁ_t\&,ut,\id'o

Iil,\ . &Bb?ﬁ\&b\z_(ilil,\ - EBoMEVZIELNE -

16. (INTVADb) %Iil'c;b:é_t(at ﬂElo)E,El (;t&iUF‘ﬁ{-%\m\&ML\it

Ly - EELSMNEVZIEIELY - EBLMEVZIELWNE -

17. (INTVAS6) ﬁf%(?’;or, gi\lill:'eyb\(fé:tw %L\&%&Téw(ib\b'@‘o

(FLy - EBELMEVZEELY - EBELMEVZIELNE -

18. (IFA1) AFPATHRDTEZLIZTOLWTHD=Z2—RERET,

[FLy - EBESMEVZIEEILY - EESMEVRIELLE -

19. (IFA2) S fFEAMA— IR THAEDZEXZLOERFET,

(FLy - EBESMEVZEELY - EBELMEVZIELNE -

20. (IFA3) SFAFIEOCATHRD TET LEEHTAET .

Ly = EELMNEVZIEELY - EBLMEVZIELWNE -

21. (IFA4) AFEARBETHRDZ1—XIZDWNVTELET,

(FLy - EBLMEVZIEFLY - EBELMEVZIELNE -

22. (IFA5) AFFARELEHARD =2 —XIZDWNVTELET,

[ZLy - EELMNEVZIEIELY - EBELMEVZIELLE -

RH2 (23-29)
23. (SE1) B4, a‘ﬁUE ERHYEE A,

?‘

(FLy - EBESMEVZEFLY - EBELMEVZIELNE -

24. (SE2) SDFFED BRI, FAZLTLET,

[ZLy - EELMNEVZIEIELY - EBESMEVZIELLE -

25. (SE3) B IE LT ES LNV &AL TS ERLET,

(FLy - EBLMEVZEELY - EBELMEVZIELNE -

26. (SE4) B4 \Iil,\’D-'BJ:L\._tEL'CL\ét§1=.€'=B’)'CL\K$TO

(FLy - EBESMEVZIEEILY - EESMEVZIELLE -

27. (SE5) BAFETHEIVARLEERNETY,

(FLy - EBLMEVZEFLY - EBELMEVZIELNE -

28. (SE6) $ 2,2 1=AEANTE0HH. EBLVET,

[ZLy - EELMNENZIEIELY - EBELMEVZIELLE -

29. (SE7) o)iio)a \—CL\T'L\tIL.\L\ij-o

(FLy - EBELMEVZEFLY - EBELMEVZIELNE -

RH3 (30-45)
30. (Member1) BR XIS ADH T, jctJm)\FaEJt&,.,\L\iTo

Ly = EELSMNEVZIEELY - EBLMEVZIELWNE -

31. (Member2) BAMNISADANIZLTHIFO B EFEDLIETTT,

(FLy - EBOMEVRIEFIFLY - EBOMEVZEFLWE -

32. (Member3) 92 ADANEAZHHEET,
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AIAY4

AIAV-4

AIAV-4

AIAV-4

AIAY4

AIAV-4

AIAY4

AIAV-4

(AIAY4

ATAV-4

AIAY4

AIAV-4

AIAY4

AIAV-4

AIAY4

AIAV-4

AIAY4

AIAV-4

AIAY4

AIAV-4



[ZLy = EEEMENZIEILLY - EBOMEVZIELNNZ + LWVE

33. (Memberd) 95 ADH T, HEYZRIZIF-HWOARBFLEERNET,

[ZLy - EBEoNEVNRIEFLY « EBELMEVZIENWLE - LWWVE
34. (Privatel) S FFAB R DISRIZWNSTEMNWNDIEERBSTVET,

[ZLy - EEoMNENZIEFLY - EBEOMEVZIENLZE - L\WWVE
35. (Private2) SAFCABRDYISATEMOEB->TWVET,

[ZLy - EBoMNEVNRIEFLY - EBELMEVZIENLE - LWWVE
36. (Private3) 1=L\TLY, BADIZRIETXSLLVEER>TWVET,

[ZLy - EEoMENZIEELY - EBEOMEVZIENLZE - LWVE
37. (Privated) f=LZ\TLY, B DI RIZHERBLTLNVET,

[ZLy - EBoMEVNRIEFLY - EBELMEVZIENLE - LWWVE
38. (Public 1) BADISRIE D ISZADAN=BIZEKLBHNATWET,

[ZLy - EEoMNENZIEELY - EBELMEVZIENLZE - LWVE
39. (Public 2) BADIFRIEMDIFTREBRTEDIEERHONTHET,

[ZLy - EBoMNEVNRIEFLY - EBELMEVZIENWLE - LWWVE
40. (Public 3) 1=L\TLY, BR DISRIE MDD ISAD AF=BITS50FELNSNTLVET,

[ZLy - EEoMNENZIEELY - EBELMEVZIENLZE - LWWVE
41. (Public4) 7zLNTULN, BADIFRIE MDD IZAD AN=bIZEohNTLET,

[ZLy - EBEoMEVNRIEFLY - EBELMEVZIENLE - L\WWVE
42. (Identityl) B DIZAMNTETT , UPS(E, ZDHRICWLSBERHIFESENSTY,

[ZLy - EEoMENZIEELY - EBEOMEVZIENLZE - LWVE
43. (Identity2) BR DI ZANELNTT , UDSIE, ZDFIZWSBERMNESLENSTY,

[ZLy - EBEoNEVRIEFLY - EBELMEVZIENLE - LWVE
44. (Identity3) 2S5 AT\ ERHDE SN LLEYET,

Ly = EBELNEVZIEIFLY - EBEoMEVZIELLZ - LWWVR
45. (Identityd) V2 ATWNOHRIENH B E, WOLRERFLIZHYET,

[ZLy - EBHMNEVNRIEFLY - EBELMEVZIENWLE - LWVE

BH4 ((a)~ (b))

CohDIE. HEEAIC, K if%Lél ’JL\’C&*aE:ﬁ%LiTOIEL,L\J—xtﬁ\ 5 Mot tz 2 NS
DIEHYEL A RELLERETIHEE-T. BAOSESCTE B 252 TN,

@) @ ChETIZHAEIZTor-CEnBYESTH.

[FLy = ULMVE
@ ZFNIZECTTH,
( )
@ Zhiz>TEh,
( )
@ EDLBLLDBHNE. FTFEELED.
( )
) D VERBEERAZLSLTOETA,
[ZLy = LVWVZ

@ LTREERAZLSLTOETA,
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Lo<T + B355T + FHT - ZOEN( )

@ AFOEEEEDRAZLSIEFLHEL M,
( ) F
@ BEE-HNEEERAZLSLTNBE. BIEDARXESLET A,
Z W BL
WoLEIZRAZESTE - HEEAREEEZS - MEEHEL - ZOEHD
( )

EXHYNESITEVELE, RRMOKFARE WERTF

Note 1. CSE = Collective Self-esteem; IAAT = Intergroup Approach-Avoidance Tendency; Identity =
Importance to Identity; IF = Intercultural Friendship Orientation in English Learning; IFA = Interest in
Foreign Affairs; INTVA = Interest in International Vocation/Activities; IP = International Posture;
Member = Membership Esteem; Private = Private Collective Self-esteem; Public = Public Collective
Self-esteem; SE = Self-esteem.

Note 2. Brackets were not printed when the [UWC was distributed to the participants.
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APPENDIX J
INTERNATIONAL UNDERSTANDING QUESTIONNAIRE FOR CHILDREN

(ENGLISH TRANSLATION)
B Which grade are you in ? ( )th grade
B Write your name. ( )
M Please circle one. Boy + Girl

The following questions are about the Period for International Study (International Understanding
lessons). There is no right or wrong answer for these questions. Please honestly choose the one which is
the closest to your feelings for each question. Do not talk to your friends and answer the questions on
your own.

Section 1 (1.-22.)]

1. (IF1) I study English because it will allow me to meet and talk with foreigners.

Agree - Relatively agree * Relatively disagree = Disagree
2. (IF2) I study English because it will allow me to get to know various cultures and peoples.

Agree - Relatively agree +* Relatively disagree = Disagree
3. (IF3) I study English because I’d like to work with foreigners.

Agree - Relatively agree - Relatively disagree = Disagree
4. (IF4) I study English because I’d like to have friends who are foreigners.

Agree - Relatively agree - Relatively disagree = Disagree
5. (IAAT1) I want to make friends with foreigners.

Agree - Relatively agree - Relatively disagree * Disagree
6. (IAAT2) I try to avoid talking with foreigners if I can.

Agree - Relatively agree - Relatively disagree = Disagree
7. (IAAT3) I would talk to an international student if there were one at school.

Agree - Relatively agree - Relatively disagree = Disagree
8. (IAAT4) I would be happy if a friend from abroad stayed in my house for a couple of nights.

Agree - Relatively agree - Relatively disagree * Disagree
9. (IAATS) I want to be kind to foreigners living in the neighborhood.

Agree - Relatively agree - Relatively disagree * Disagree
10. (IAAT6) I would feel somewhat uncomfortable if a foreigner moved in next door.

Agree - Relatively agree * Relatively disagree = Disagree
11. (IAAT7) I would help a foreigner having trouble communicating in Japanese at a restaurant or

station.

Agree - Relatively agree * Relatively disagree = Disagree
12. (INTVA1l) I want to live in my hometown when I grow up.

Agree - Relatively agree * Relatively disagree = Disagree
13. (INTVA2) I want to live in many countries other than Japan.

Agree - Relatively agree - Relatively disagree * Disagree
14. (INTVA3) I want to work where people from other countries work.

Agree - Relatively agree - Relatively disagree = Disagree
15. (INTVA4) D'm interested in volunteering abroad.

Agree - Relatively agree - Relatively disagree = Disagree
16. (INTVAS) I don’t think what’s happening overseas has much to do with my daily life.

Agree - Relatively agree * Relatively disagree = Disagree
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17. (INTVAG)
18. (IFA1)

19. (IFA2)

20. (IFA3)
21. (IFA4)

22. (IFA5)

I’d rather avoid the kind of work that sends me overseas frequently.

Agree - Relatively agree
I often watch world news.

Agree - Relatively agree
I often check websites about world news.

Agree - Relatively agree

* Relatively disagree
* Relatively disagree

* Relatively disagree

+ Disagree
+ Disagree

+ Disagree

I often read situations and events about foreign countries in newspapers and books.

Agree - Relatively agree
I often talk about world news with my family.

Agree - Relatively agree
I often talk about world news with my friends.

Agree - Relatively agree

[Section 2 (23.-29.)

23. (SEI)
24. (SE2)
25. (SE3)
26. (SE4)
27. (SES)
28. (SE6)

29. (SE7)

[Section 3 (30-45)|
30. (Memberl)

31. (Member2)
32. (Member3)
33. (Member4)
34. (Privatel)
35. (Private2)
36. (Private3)
37. (Private4)

38. (Publicl)

I don’t have a lot of confidence.

Agree - Relatively agree
I am very satisfied with the way I am.

Agree - Relatively agree
I think that I do great things.

Agree - Relatively agree
I am sure that I always do the right thing.

Agree - Relatively agree
I am a very good person.

Agree - Relatively agree
I wish I could have another way of life.

Agree - Relatively agree
I would like to stay the same as [ am now.

Agree - Relatively agree

I am a worthwhile member of this class.
Agree - Relatively agree

Agree - Relatively agree
I am an active participant in the class.

Agree - Relatively agree
I don’t think I’'m valuable to the class.

Agree - Relatively agree
I don’t like being in this class.

Agree - Relatively agree
I’m often glad to be a member of the class.

Agree - Relatively agree
Overall, I often feel that the class is great.

Agree - Relatively agree
Overall, I feel satisfied with the class.

Agree - Relatively agree

* Relatively disagree
* Relatively disagree

* Relatively disagree

* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree
I don’t think I have much to offer to my classmates.

* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree
* Relatively disagree

* Relatively disagree

Overall, my class is considered good by members of other classes.

Agree - Relatively agree

324

* Relatively disagree

+ Disagree
+ Disagree

+ Disagree

+ Disagree
+ Disagree
+ Disagree
+ Disagree
+ Disagree
+ Disagree

+ Disagree

+ Disagree
« Disagree
« Disagree
+ Disagree
+ Disagree
+ Disagree
+ Disagree
+ Disagree

+ Disagree



39. (Public2) Most people consider my class to be not as good as other classes.

Agree - Relatively agree - Relatively disagree = Disagree

40. (Public3) In general, people in other classes admire my class.

Agree - Relatively agree - Relatively disagree = Disagree

41. (Public4) In general, my class is unpopular with other classes.

Agree - Relatively agree - Relatively disagree * Disagree

42. (Identityl) I like my class because I like myself in this class.

Agree - Relatively agree - Relatively disagree = Disagree

43. (Identity2) I do not like my class because I don’t like myself in this class.

Agree - Relatively agree * Relatively disagree = Disagree

44. (Identity3) I feel happy when good things happen in my class.

Agree - Relatively agree * Relatively disagree = Disagree

45. (Identity4) I feel bad when bad things happen in my class.

Agree - Relatively agree * Relatively disagree = Disagree

[Section 4 ((a)-(b))]

The following questions are about your experiences. There is no right or wrong answer for these
questions. Do not talk to your friends and answer the questions honestly on your own.

@ @
@

Have you ever been abroad?
Yes * No
Where did you go?
( )
When did you go there?
( )
How long did you stay there?
( )
Are you studying English?
Yes * No

Where are you studying English?
at a cram school = athome -+ atschool * others ( )
When did you start studying English?
( ) years old
What do your family members normally do when you study English?
study together * be taught English by you + say nothing * others

)

Thank you for your cooperation.
Naoko Yamaga, Tokyo Junshin Women’ s College.

Note 1. CSE = Collective Self-esteem; IAAT = Intergroup Approach-Avoidance Tendency; Identity =
Importance to Identity; IF = Intercultural Friendship Orientation in English Learning; IFA = Interest in
Foreign Affairs; INTVA = Interest in International Vocation/Activities; IP = International Posture;
Member = Membership Esteem; Private = Private Collective Self-esteem; Public = Public Collective
Self-esteem; SE = Self-esteem.

Note 2. Brackets were not printed when the IUWC was distributed to the participants.
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APPENDIX K
CHECKLIST FOR TEACHERS’ PARTICIPATION IN ENGLISH ACTIVITIES

Checklist for Teachers’ Participation in English Activities

1. Does the elementary school teacher read the faxed lesson plan prior to the lesson?

No.

Yes. 1
2. After the lesson is over, does the elementary school teacher spend time reviewing
the lesson or discussing the next one?

No.

Yes. 1- 5 min.

5-15 min.
15-30 min. or more.

3. During the discussion time, does the elementary school teacher give any feedback
on activities in the lesson?

W N = O

No. 0
Some. 1
A lot. 2

4. Does the elementary school teacher share the information about individual students
and the class with college students (e.g., Who is quiet, problematic, or a leader? What
type is the class?) ?

No.

Yes, because the college students asked.

Yes, because the teacher was willing to share it.
5. Does the elementary school teacher clean up the classroom and prepare necessary
equipments (e.g., a CD player) for an international understanding lesson?

N = O

No.

Yes. 1
6. Where is the elementary school teacher during most of the time in the lesson?

Outside the classroom. -1

Away from college students and elementary school students in 0

the classroom.

Close to either the college students or the elementary school 1

students in the classroom.
7. How are the elementary school teacher’s facial expressions in the classroom?
Blunt/Bored/Drawn/Serious.

Pleased/Soft/Smiling. 1
8. Does the elementary school teacher participate in English activities?

Not at all. 0

A few. 1

All 2
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9. Does the elementary school teacher speak English in the classroom?

Not at all. 0

Sometimes. 1

Very often. 2
10. Does the elementary school teacher manage the class (e.g., taking care of restless
students)?

Not at all. 0

Sometimes. 1

Very often. 2
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APPENDIX L
PEER- AND SELF-EVALUATION CHECKLIST

T 18 FEFERAVEA—VIOVTHRESR
SBAE( )
miZXH £ A =] WiELYSRX F 8
WiE{E4 B E3—VFEK4A

LiIBEADITEEDE
1. REERICSOVTUTOENDEEDITLAEHLEEITLELIM, ZETHIEBEXOTHATK
EZELGEREZ ),
(a) _ BREORNI-BERNBE
(b) _ BEOHZEDEUM
(c) _ BEREJIL—TEE., BRES. —FFSH)
(d) _ BEES
(e) __ ABEDOHE
(H __ HEFEELRFEDEE|HE
(2 _ REOEESN
(hy _ #H#
(i) _ KZPHEDRERE
() __ iEEHIN
(k) _ Dt ( )

21(H BEFDOZREISEIODVWTFVILEAIZAVET . U TOEDEE DITEEHEETT
WELED, ZETHEBEFOTHA T ZEWNEESEIZ T,
(a) _ PEOFEITEEICHNTINERBEDBAREIZKDTHO—DAREFI(ZIVYT
(b) _ REELEFEROIZ2=4S— 3> OHER
(c) __ HEDOSMEE
(d _ =0 ( )

3.M(g) REDEBESMAEIIODVWTUTOENEE DI TEEHLEZITLELED, U T BHIE
B#OTHA TS,

(a) _ BEREGIL—TESH., BRES. —FEFSHH)

(b) _ REDEEAZE

() _ TI—Thi+t(Br—#Eh. Mlah.,KRE)

(d) _ REOSHERME. $8E

() _ REDFHAR(BERIZZZRS-HKETH BEMTH)

H _ Loory—ELFELEDRER

() _ —AVEYRBALI-GE DO REDFERERIOIX

(h)y _ ZDth ( )

4.T(h) BE#MIZTOVWTUTDENIEEDITHEEHLEEITLELEM, XL THIEBZOTHAT
QAN

(a _ BE(T—7-CD#RE)

(b) _ ANBEDOEEMDHER

() _ BMOXEFZ-HME-BES

d) _ ZFDih ( )

5.T(0) REAEDREREEIIDLWTUTOENEEDITEEHLELEITLELIZM, ZHTHIEE
#OTHA TS,
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(a) _ FHOFIE~ADRIG
(b) _ KREEDIDHMNE
(c) __ D ( )

6. Eg)g‘é‘ﬁﬁfrﬁj(:’JL\’CDJ'FODE(DIE BOITbEHEETLEL=M, ZUTHIEBEXOTHA
TLE&LY,

(a) _ REOHRFORE

(b) _ ROFEADELTUVES

(c) _ FEY9REBDRS

(d _ #BYRLO=E

(e) __ TDih ( )

7. REIDIRFZHE TS LT, 1~6LSNITEELELIZRAHYELI=D,

8. FEFEAHNIT, LTFICEERAA TS,

I & A QBEZFRY M X > T PR - REFMEL TS
(1=24Z5TH%.2=F5TH5.3=ELLMNEVZETITHS. 4=EBOMEVRIFESTIE
LN, B=F5TIEAL, 6=2<{F5TIFALY)

BEMND

1. BEZERICEILTITARN, 1 2 3 4 5 6
2. BEOARIERICZRECE>THEYITHO1=D, 1 2 3 4 5 6
3. EBEABFXEMITETN, 1 2 3 4 5 6
4. BRENBEIMEFHEEFINSIESAAANSN T =D, 1 2 3 4 5 6
5. HEEOD Input(FHLLWRBR) ZHRALALBETRYRLIAERER 1 2 3 4 5 6
. REODKEFICEHLE . BMETEILEZMASIELTI RET
3),
6. HFEBOD Input(FHLLWRIR) ZHMYPFTBATETERID, 1 2 3 4 5 6
7. HEEOD Input(HLLWRIR)ZZREICEZ2H 1 2 3 4 5 6
8. #HLLOWKRBEOOEBELLBEZFZRENTICTERD, 1 2 3 4 5 6
9. fﬁb%ﬁd‘éiﬁﬁbb\i‘%ﬁ%%liLt-f—ﬁl:ﬁ*Eﬁ%f: 1 2 3 4 5 6
N\
10. EEFEFOPT, BEBH)E—LTIEHELK REIZKDT7I IV 1 2 3 4 5 6

R LOLREIEETED,

1. TEVAN—Lavid, REAAZTNRIEEVLMNENSEHEET. K 1 2 3 4 5 6
Iﬁa—egf:b\o

12. iﬁu\iiﬁtﬁ&nt3*&%%’6:!51:’7—93‘/‘étéiﬁiﬂb“'@%f: 1 2 3 4 5 6
N\

13. BEOKRES(IEHT=>1=D 1 2 3 4 5 6

14, HEATOIBMEITRRICHECTELE>1=h 1 2 3 4 5 6
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15. PzRAFy—MmNREICHNYPTL, (FoEFYTE=H, 1 2 3 4 5 6
16. BEHZEZLZMDOREILEIGRB|EZEYRLAWNSENSIX 1 2 3 4 5 6
MNTED,
17. F—IA25 )91 THT=h, 1 2 3 4 5 6
18. HEEORBIZREIZEOTHMDPThot=h, 1 2 3 4 5 6
19. KBHFSF-EZBERBFISEYL (EE) BMIZo1=h, 1 2 3 4 5 6
20. EEMHEIFREDOLARILIZESTL =D, 1 2 3 4 5 6
_’7‘3:'@:%51%.'\575\0
2. REORIGIEEMN =M, 1 2 3 4 5 6
SEBEODOEDFHHMLTEIRSIOMN,
—>ZF5#|IL-EREETE,
22. REDIKE (FaEY, DFESHESICLTLVELD) . R 1 2 3 4 5 6
IS (NBEERGEFELTVAMN ZRTIRESENHT-H.
23. RESEEDIZIA=r—avIF EFICTERD, 1 2 3 4 5 6
24, —ANDODREDODHRE (BRPOER)ZVA2EKMOIZ2a=4—3 1 2 3 4 5 6
UISFEFEFOTUKIENTEE=D? (B THEDE Y Fr—h—K
ZREHAD)H. 421 1 | “That’ s right, Hitoshi. Everyone, how
many cats do you see? ")
- REOKRFEEARMICELIL,
25. HEFSHE., EOLSLHTREICEbL =M., ELTEFH/NI—Z2ONL@NIEBEZHAE
hETEZ TS,
(a) BEDDOEERT—LT4—F7ELTSMLTz, 2FY . KEEL—HIZH-TRE
[ZiEENEEZE L=,
(b) BEDDOFEHIC. REL—KEITH->TSLT=,
() VSADETERITAI-OIZ, REBELEFIToT=,
(d) ZOMDEIZHEL-BAEICLSENXZIE. REQEBEOKRFEEELEYLAZEZL
=Y. BEEE, SR E - BMIRREVL = R—F, FEDRBNIFHEDI=D. 11&E)
SUTOZERFICEZSIVEZEABTDEREZRARTIZEY,
REEHID
1. fI5E8HEEYTERD, (AN ATAY-3
2. A bhtEE Al Ah,
3. LEE-TLESEOM,
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4. FTIHEADLEIANESTHoERSI RIEXEM,

5. FWEREBEMNHNIETITERALTZEL,
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APPENDIX M
PEER- AND SELF- EVALUATION CHECKLIST
(ENGLISH TRANSLATION)

Name ( )
HClass

M Homeroom Teacher M College Students

I. Meeting Before the Lesson

1. What did you discuss about the lesson in the meeting? Please check the appropriate items

(Multiple answers are allowed).

(a) __ the flow/content of the lesson

(b) __ the appropriateness of the difficulty of the activities for the students

(c) __ the activity types (group activities, individual activities, or class activities)
(d) __ time allocation

(e) __ the objectives of the lesson

(f) _ the homeroom teachers’ and the college students’ roles in team teaching
(g) __ the elementary school students’ class participation

(h) __ teaching materials

(1) __ the college students’ guidance of the elementary school students

(j) __ teaching techniques

(k) __ other ( )

2. If you clicked (f) the home room teachers’ and the college students’ roles in team teaching,

which following items did you discuss? Please click the items you discussed (Multiple
answers are allowed).

(a) __ Japanese explanations by the homeroom teacher when the college students provide
instructions in English

(b) _ How to communicate with the homeroom teacher and the students during the lesson.

(c¢) __ The degree of the homeroom teacher’s class participation

(d) __ other ( )

3. If you clicked (g) the elementary school students’ class participation, which following items did

you discuss? Please click the items you discussed (Multiple answers are allowed).
(a) __ activity types (group activities, individual activities, or class activities)
(b)__ which elementary school students will be asked a question
(c) __ grouping and pairing of elementary school students in activities
(d)_ the degree of the students’ participation in activities
(e) __ the variety of the students’ activities (answering questions, uttering one’s thoughts,
and asking a question, etc.)
(f) __ the relationship between the college students and the elementary school students
(g)__ how to use the students’ waiting time effectively when each student is requested to
answer individually
(h)__ other ( )

4. If you clicked (h) teaching materials, which following items did you discuss? Please click the

items you discussed (Multiple answers are allowed).

(a) __ audio materials (music tapes, CDs, etc.)
(b) __ the appropriateness of the materials to the activities
(c) __ thesize, quality, and color of the materials
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(d) __ other ( )

5. If you clicked (i) the college students’ guidance to the elementary school students, which
following items did you discuss? Please click the items you discussed (Multiple answers are

allowed).

(a) __ the college students’ reaction to elementary school students
(b) __ the college students’ place to stand in the classroom

(c) __ other ( )

6. If you clicked (j) teaching techniques, which following items did you discuss? Please click the
items you discussed (Multiple answers are allowed).

(a) __ facilitation of elementary school students’ speech
(b) __ how to move from one activity to another

(c¢) __ English speaking speed

(d) __ repetition of target expressions

(e) __ other ( )

7. Were there any other issues discussed in the pre-meeting other than the ones listed above?

8. If there is something warranting special mention, please write below.

1. Review of Today’s Lesson (College Student and Class Evaluation)
(1 = strongly agree, 2 = agree, 3 = slightly agree, 4 = slightly disagree, 5 = disagree, 6 = strongly
disagree)

During the Lesson

1. Did the college students follow their teaching plan? 1 2 3 4 65

2. Were the overall contents of the lesson appropriate for the 1 2 3 4 65
elementary school students?

3. Was the volume of activities in the lesson appropriate? 1 2 3 4 65

4. Were both active and passive activities included in the lesson? 1 2 3 4 65

5. Did the college students present the new target expressions to the 1 2 3 4 5

elementary school students in many ways (During the lesson, the
college students are sometimes required to make in response to
children’s reaction.).

6. Did the college students introduce the new expressions to the 1 2 3 4 65
elementary school students in an easy-to-understand way?

7. Did the college students sufficiently provide the elementary school 1 2 3 4 5
students practice with the new expressions?

8. Did the elementary school students have enough time to practice 1 2 3 4 65
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10.
11.
12.
13.
14.
15.
16.
17.
18.

19.
20.

21.

22.

23.

24.

25.

the new expressions?

Did the college students have the elementary school students
repeat the new expressions until the elementary school

students were confident in them?

Did the college students provide the elementary school students
with the chance to create their output, not just repeat?

Was the college students’ demonstration easy for the
elementary school students to understand?

Did the college students communicate with elementary school
students in English (including the new expressions)?

Was the college students’ voice loud enough for everyone?

Did they stand in a proper place in the classroom for each activity?
Were the college students’ gestures easy to understand?

Did they use simple English expressions repeatedly?

Did they speak only in English?

Was the college students’ English pronunciation clear to the
elementary school students?

Did the teaching materials fit the activities in the lesson?

Were the English expressions used appropriate to the elementary
school students’ English proficiency?

— What made you think so?

Were the elementary school students’ reactions to the activities
good?
— Which activity(ies) made you think so?

— Write the reasons.

Did the college students pay attention to the elementary school
students’ facial expressions/attitude (e.g., tired, bored) and
reactions (e.g., understood well) in the lesson?

Did the college students communicate well with the
elementary school students?

Did the college students expand a student’s utterance (question or
opinion) to communication with all the students? (e.g., When a
picture of cats is shown the students, one student says “A, neko da!
(Oh, cats!)” and then, the college student replies to him, “That’s
right, Hitoshi. Everyone, how many cats do you see?”)
—Describe the elementary school students’ reactions.

2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6

2 3 4 5 6

2 3 4 5 6

2 3 4 5 6

How was the homeroom teacher involved in the lesson? Please circle the appropriate item

(Multiple answers are allowed).
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(a) The homeroom teacher team taught with the college students. They instructed the students
with the college students in the class activities.

(b) The homeroom teacher participated in the lesson as one of the students.

(¢) The homeroom teacher took care of problematic or restless students to support the college
students teaching the class.

(d) Other (e.g., The homeroom teacher explained the activities in Japanese to some students who
had difficulty understanding English, added explanations to the college students’, managed
the time, operated the cassette tape/CD player, showed the teaching materials to the students,
or took the role which were determined in the pre-meeting.)

—Please describe the reason(s) that you chose the item(s) listed above.
In the Meeting after the Lesson

1.  Was the class the way which was decided in the pre-meeting? YES NO
2. What was (were) different?

3. Why did you think this (these) happened?

4.  Is there anything you should have discussed in the pre-meeting?

5. Ifthere is anything else, please write below.
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APPENDIX N

NINE LESSON PLANS FOR INTERNATIONAL UNDERSTANDING LESSONS

FERIBFESA 9B (E)(E 1EA)

INEFILARNER

6 & BAEIE{E RAIIEALLE

ERNCIRGEES

RELFKF

KEEPH

BREHEEHEFI—RAIE FHILE

R A *‘%‘%’L@ SiLEE LoOvy—DiES SHEEREDEH B
IL
104" | Opening | EEET HEICAYREICIRE | -Loovy—DRE | -E£4£ERED
2324 9%, IEZb +r—LBT
STAVEYRFIEFAT | -RRIEFEENS | -85E
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S, LoD —£&
INBYTFET Do
55 Introduc- | HETH | LoPy—DEHEBHENZ |LVDY—OBECEH | - BESBNHTOE
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#[E< L, FELGEAY. FE (LIFPC)
BRAR—YERBNT 5,
1345 | B3O | Yvh— | LoPry—0iIFELERER— | LVDYy—OERIC | - BRRE
HYyh— | F—LD | YTHIHYvh—hbo E | BEATWNK . 3D | - b yh—F—L
F—LO | RRayk | EFRY/RERY LS. | &HI. BAR#ELG | OPC
TRavk | LRREH | EOEMATRaVNIG | E.BRABERAD | - A
HE-oT | oTLWAHEL, 0%, | b,
HEOYL | 2BOYYA—F—LD
Y&l TRIVRERBALTULS,
ZTOME. HREBLSLED
T,
159 EENQ | A TE | -Actual Size EWLVIFRTE | FEARIZEH-HTLVD | - 882K Actual
SN MOKRE | YL EYMKRTHEIN | BIWOKREIIITE | Size
IEMD | BERERBNT S, ITHEMIZERT
TR YA—F—L | LYK,
DIRAAYRELTHEBNL | -ZRVAXZIEF
-EERY LTS, F95,
245 Ending | #2Y®D “Good-bye.”ERIL. # | LU P v—IT“Good-
32 Erib, bye.” R T 5,
[BELEALY
O SHELHEFLRE. BNIIEZED 6 FBHEFHELETLHIILITHYELz, WAWATAREES AT
FTHIELHDHERBNETH, FALBRELLET,
O BEOBEIIHBEFLHFZFERLEZVLOT, HlETIFTL=EITET TLLID,
O BEDIIBGMZFEALIZLOT.CDIL—VY—DOREZHRELLET,
O SEOZREE, ZEBVREL—HEIITHIL TSN,
O BEABLRDTLESEED=OIZT—IL— ERELTLEET,
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TR 18FE6AIRA(R) (E2EE)

INEFILARNER
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HEEFED
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DREFEIT—U—k L
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TR I8 6H 23 (%) (E3EE)

INEFILAR/NER

6 & BAEIE{E RIIEALLE
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RELFKF
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APPENDIX O

NINE LESSON PLANS FOR INTERNATIONAL UNDERSTANDING LESSONS

May 19", 2006 (Fri.) (The First Lesson)

(ENGLISH TRANSLATION)

Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)
Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the First Lesson

Homeroom Teachers’

Flow of the Language and Students’ Teaching
Time Lesson Activities Rangers’ Directions Directions Materials
10 min. | Opening Greetings in - Enter the classroom and say - Reply to the Ranger’s | - Homeroom
English hello to the class. greeting teacher’s and
- Call each student and - Receive the nametag elementary
distribute the nametags. when their name is school
called. Give the Ranger | students’
a high five, if they like. | name tags
- Student
roaster
Smin. | Introduction | Listeningtothe | - Introduce yourself. Tell the - Listen to the Ranger’s | - Picture cards
Ranger’s self- students your name, nickname, | self-introduction (PC) for the
introduction in favorite food, and favorite self-
English sports. introduction
13 min. | Activity D Conversation in | - Talk about the Ranger’s - Answer Ranger’s - A map of
Mascots of English about favorite sport, soccer. Ask the | questions about team Japan
profession-al | team mascots students what the team mascot | mascots, e.g., what - PCs for
soccer teams | and the homes of Yokohama F Marinos is. kinds of animals are the | official soccer
of some Introduce the mascots of mascots and where are teams
professional professional soccer teams in the soccer teams located | - Magnets
soccer teams Japan, referring to the map. in Japan.
15min. | Activity @ Knowing the - Introduce the students to the | - Answer the Ranger’s - Picture
Picture Book | actual size of picture book, Actual Size in questions about the size | book, Actual
animals usinga | which many animals are of the animals in the Size
picture book drawn in their actual size. book.
- Introduce the animals that - When a question has
are the team mascots of the three choices,
soccer teams. students raise their
hand for the
correct choice.
2 min. | Ending Greetings in Say good-bye to the class and | Say good-bye to the

English

leave the classroom.

Ranger.
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[Notes]
Fuyumi Arikawa will teach Class 6B this year again. Thank you very much for your continued support.
Please put the students’ desks in the back of the classroom and leave the chairs for the students.
Please prepare the CD player because I would like to play some background music during the lesson.
Could you work with the students together in the lesson?
The students will work on a worksheet if the lesson finishes earlier than planned.

IProfessor’s Sea!
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June 9™, 2006 (Fri.) (The Second Lesson)

Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)
Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the Second Lesson

Homeroom Teachers’

Flow of the Language and Students’ Teaching
Time Lesson Activities Rangers’ Directions Directions Materials
5min. | Opening Greetings in - After greeting everyone, pick | - The students are - Student
English five students at random as divided four groups of | roster
today’s representatives and say | six.
hi to them individually. - The homeroom
- Divide the students into teacher belongs to one
groups and have them sit with of the groups.
the groups. - The groups are pre-
determined by the
teacher; groups are
indicated by the color
on the back of the
students’ nametag.
10 min. | Introduction | Listening to - Say “Do you know this?”, and - A beach ball
Ranger in show the beach ball, which is globe
English in the shape of the globe. - A world map
- Explain that the globe will be
a flat world map, when it is
unfolded and post the map on
the black board.
- Point to the map and throw - The group members
the globe toward the groups. who receive the globe
Ask the group that receives it to | answer the Ranger’s
find the continent the Ranger question. Every student
mentions. All students say the practices the
name of the continent every pronunciation of the
time one is found on the map. continent.
10 min. | Activity D Listening to Introduce the English names of | Look at the picture -Picture book,
Picture Book | the Ranger the ten animals that are in the book while seated. Actual Size
picture book, Actual Size.
15 min. | Activity @ Worksheet: - On the worksheet, there are -Worksheets
Worksheet Animals’ questions about where the ten - Scissors
habitats animals live. - Glues

- Distribute ten animal cards to
each student and tell them to
place those cards on the correct

- The students work on
the worksheet in
groups. They can
discuss the questions
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continent on the worksheet. together.
- When checking the answers,
ask one student to come to the
blackboard and place the animal
card on the worksheet posted on
the blackboard.

- Ask the class whether the - All the students repeat
the sentence, “This
(name) lives in
(continent).”

answer is correct; tell the
correct answer if necessary.
Have all the students repeat the
answer, using the phrase, “This
(name) lives in (continent).”
Have the student in front glue
the animal card on the correct
continent.

5min. | Review Review of the | Summarize today’s lesson by Practice the target
target sentence | practicing the target sentence sentence.
“This (name) lives in
(continent).”

[Notes]

O Intoday’s lesson, divide the class into four groups of six as students work in groups. The grouping is
based on the color on the back of the students’ nametag. This grouping is a trial for the group activities
in the following lessons. If you notice any improvement, could you let me know about it?

O Today’s lesson includes information found in Social Studies and Arts and Crafts. If the atlas that the
students use in their Social Studies class has a world map, it will help the lesson proceed smoothly.
Could you prepare at least one atlas for each group? Each student also needs scissors and glue.

Professor’s Sea
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June 23™, 2006 (Fri.) (The Third Lesson)
Class 6B Homeroom Teacher: Mr. Shoji Ishikawa
Sakura Elementary School, Hachioji-City
Fuyumi Arikawa (Junior)

Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the Third Lesson

Homeroom Teachers’

Flow of the Language and Students’ Teaching
Time Lesson Activities Rangers’ Directions Directions Materials
2 min. | Opening Greetings in - After greeting everyone, - Five students are - Student
English choose five students at random | chosen at random and roster
and say hello to them say hello to Ranger
individually. individually.
- The students’ desks and chairs | - The students’ desks
are at the back of the classroom; | and chairs are at the
they sit on the floor. back of the classroom;
they sit on the floor.
7 min. Review Review of the Review the continents and the Answer the Ranger’s - A world map
continents target sentence; “This (animal) questions, e.g., “What is | - Animal
lives in (continent).” using a the name of this picture cards
world map and picture cards of | continent?” and “Where | - Magnets
animals. does this (animal) live?
20 min. | Introduction | Animal card - Ask the students whether they | -Talk to Ranger about - Animal
and Activity | game with the have a pet and introduce the pets. picture cards
(D Game with| Penny Song target sentence, “Do you have
asong a...?” using the Penny Song.

- Ask the students to make a
circle and decide who will be It.
Ask Mr. Ishikawa to be It and
to sit in the center of the circle.
Tell him to choose one animal
card and close his eyes. Pass the
chosen card around the students
while playing the Penny Song.
The student who has the card at
the end of the song hides it.

- Everyone asks, “Where is the
(animal)?” It opens his eyes and
tries to find the student who has
the animal card. It has two
chances. It asks one student
“Do you have a (animal)?”” and
the student answers either “Yes,
I1do.” or “No, I don’t.” If the
answer is no, It closes his eyes.

-Make a circle and
practice key phrases,
“Do you have a
(animal)?” “Yes, I do.”
“No, I don’t.” “I have a

(animal).”
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Everyone says “I have a
(animal)” and then only the
student who has the animal card
says, “I have a (animal).” It
tries to find the student using
his or her voice as a clue.

5min. | Activity @ | Checking the Check the students’ Pronounce letters of the | - Alphabet
Alphabet Pronunciation pronunciation of the letters of alphabet from A to Z chart
?Of?lphabet, A the alphabet from A to Z. Refer | referring to upper and
' to an alphabet chart written in lower cases.
both upper and lower cases.
10 min. | Activity ©) Finding a - Give one alphabet card to the - Alphabet
Finding a partner who has | students (and their family cards
P the same letter members, if they observe the
artner S
lesson). Distribute cards that
have the pairs of upper and
lower case letters.
- Have the students find the -The students find a
student who has the same letter | partner who has the
of the alphabet using the same letter of the
expressions, “Do you have alphabet using the
a..?”,“Yes, 1do.” and “No, I expressions, “Do you
don’t.” have a...?”, “Yes, [ do.”
- When someone finds their and “No, I don’t.”
partner, both come to Ranger,
who asks, “What letter do you
have?” They answer
individually, “T have an A.”
1 min. | Ending Greetings in Say good-bye to the class and Say good-bye to the
English leave the classroom. Ranger.
[Notes]

O Please leave the students’ desks and chairs in the back of the classroom.
O When introducing the today’s target sentence, “Do you have a ...?” to the students with the Penny Song,
I would like to demonstrate it with you. It would be helpful if you practice the expression. I will let you
know when to say it during the demonstration. Thank you for your help in advance.
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July 7", 2006 (Fri.) (The Fourth Lesson)

Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)

Early English Education Course
Department of English

Ichoo Women’s College

The Teaching Plan for the Fourth Lesson

Homeroom Teachers’

Flow of the Language and Students’ Teaching
Time Lesson Activities Rangers’ Directions Directions Materials
2 min. | Opening Greetings in - After greeting everyone in - Five students are - Student roster
English class, choose five students at chosen at random;
random and say hello to them they say hello to the
individually. Ranger individually.
- The students’ desks and chairs | - The students’ desks
are at the back of the classroom; | and chairs are at the
they sit on the floor. back of the classroom;
they sit on the floor.
10 min. | Introduction | Listening to - Talk about the students’ birth | - Study the -Picture cards
the Ranger in month and the constellations constellations seen in | of
English that can be sees in the summer the summer. constellations
in Japan. -
- Draw the constellations seen - Look at the picture Transparencies
in Japan at 9 p.m. on July 15" cards of the summer - Magnets
on the blackboard. Each constellations and
constellation is drawn on a guess which shape is
picture card on which the stars which constellation.
are linked with a line. Ask the The students can
students to guess what speak freely.
constellations are using the
shapes as clues.
- Put the transparency with the - Clarify what each
picture of the correct answer on | constellation is from
the individual constellations. the transparencies
prepared by Ranger.
10 min. | Activity D Making the Divide the students into four Divide the students - Picture cards
Game summer groups and give each group a into four groups. Each | of
constellations string. Ask the students to make | group is given a constellations
one summer constellation string. The group - Four strings
introduced in the previous members cooperate to
activity with the string. make one summer
constellation they
studied previously.
10 min. | Activity @ Hand-made The Ranger tells the students The students listen to -Two chairs
Picture Book | picture book of | his or her career dream because | the Ranger’s dream - A hand-made
the Star July 7" is the day of the Star and picture book. The | picture book
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Festival

Festival. Here introduce the
target expression, “I want to be
a ...” which is used to express
one’s hoped for future
profession and read a hand-
made picture book.

Ranger will ask Mr.
Ishikawa to help her
when reading the
book.

12 min. | Activity @ Making - Provide the students with a - Write their future - A list of
Making colored strips list of professions and colored profession on the professions
Colored of paper with strips of paper, and ask themto | colored strips referring | - Colored strips
Strips of prayers written | write their future profession to the list of of paper
Paper with on them that using “I wanttobe a ....” professions. The target | - Bamboo
Prayers for are attached to | - After they finish writing their | expression “I want to drawn on a
the Star bamboo sticks | future profession, attach the be a....” is used. white paper
Festival for the Star strips of the paper to bamboo - After finishing
Festival. branches drawn on the big writing, attach the
paper. strips to the bamboo
branches drawn on the
imitation Japanese
vellum paper.
1 min. | Ending Greetings in Say good-bye to the class and Say good-bye to the
English leave the classroom. Ranger.
[Notes]

O Please leave the students’ desks and chairs in the back of the classroom.

O  When I read the book, 1 will ask you “Did you have a dream?” Could you please answer, “I wanted to be
a teacher”? There are many people in the book, who are all set to be your friends. I would like to discuss
details with you in a short meeting right before the lesson. If you have questions before the meeting,
could you please e-mail me at cic@yaho.co.jp?

O Today’s lesson will be the last lesson this semester. I will try my best for this lesson. Thank you very
much for your continued help.
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October 13™, 2006 (Fri.)
Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)
Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the Fifth Lesson

Homeroom Teachers’

Flow of the Language and Students’ Teaching
Time Lesson Activities Rangers’ Directions Directions Materials
2 min. | Opening Greetings in - After greeting everyone in - The students greet the | - PCs of 12
English class, choose five students at Ranger. Their desks and | Months
random and say hi to them chairs are placed in the - Student
individually. back of the classroom,; roaster
- Ask the boys to greet the they sit on the floor.
Ranger, then ask the girls to
greet her, and then ask students
who was born in a certain
month (review of the previous
lesson) to greet her. Have the
students speak loudly in a
number of ways.
17 min. | Introduction | Knowing - Ask the students where they Answer the Ranger’s - National
countries in the | visited during the summer questions actively and flags
world break. Show them the national repeat key words and - A world map
flag of the United States and phrases loudly. -PCs of
ask whether they went to the national
there this summer or whether costumes

they have been to the U.S.
before. Then, ask them to repeat
the name of the nation.

- Next, show the students the
national flag of China and ask
them “What country is it?” and
then, “Have you ever been to
China?” Repeat the same
questions seven times for the
following countries: America,
China, Brazil, Italy, Ghana,
Australia, and Japan.

- Show a picture card in which a
child is wearing his/her national
costume and ask, “Where does
she/he live?” First, it’s fine for
the students to answer the name
of country only, but they
practice using the phrase,
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“She/He lives in....” (review the
lessons in the first semester).
The Ranger also asks the
students the name of the
continents where the country is
located (review of the lessons in
the first semester).

5min. | Activity @ | What’s Missing | - Post seven national flags on The students close their | - National
Missing and What’s the blackboard and ask the eyes and then when flags
Game Changed Game | students to close their eyes. they reopen them, tell - Dummies
Then, take several flags off of which flag is missing or
the blackboard and ask them has changed.
which flags are missing.
- After the students get used to
the game, turn some flags
upside down or add dummy
flags and have them tell you
what has changed.
10 min. | Activity ® Puzzles of To make sure that the students The students are divided | - Four sets of
Puzzles national flags remember the national flags, into four groups and puzzles of
have them make the puzzles of | they work on the national flags
the national flags. Divide the puzzles.
class into four groups. Explain
them what each part of the
individual flags means.
10 min. | Activity @ | Greeting song Ask the students to listen to a Listen to the greeting -CD
Song of the world greeting song of the world and song of the world and
sing along with it while sing along.
thinking which greetings are
sung in the song.
1 min. | Ending Greetings in Say good-bye to the class Say good-bye to the
English Ranger.
[Notes]

O Please leave the students’ desks and chairs in the back of the classroom.
O T would like you to ask the questions in English in the shaded phase of Introduction. Could you practice
the two target sentences?
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October 31, 2006 (Fri.) (The Sixth Lesson)
Class 6A Homeroom Teacher: Ms. Tomoko Shibata
Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)

Aki Ota (Junior)

Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the Sixth Lesson

Homeroom Teachers’

Flow of the Language and Students’ Teaching
Time Lesson Activities Rangers’ Directions Directions Materials
3 min. | Opening Greetings in -Say hello to the students - Divide the students - Name tags
English cheerfully. according to the color
-Say hello to all—=Class 6A — of their nametag and sit
Class 6B — boys — girls — in the groups before the
teachers — lesson.
all students. - Say hello cheerfully.
-Introduce yourself to both
classes.
Smin. | Review Review of -Review the names of the seven | Answer the Ranger’s - National
national flags countries (America, Australia, questions. flags
Brazil, China, Ghana, Italy, and
Japan) referring to their national
flags. (Class 6A students study
these countries in the next
lesson.).
17 min. | Activity @ | Traveling to Explain how to play the - The students cooperate | - Cardboard
Around-the- | countries inthe | Around-the-World Trip Game. with each other and cutouts of 7
World Trip | world The gym will become a world work on the game. countries
Game map (Refer to %). - The teachers throw the | - 2 die
die during the game. - Passports
- National flag
stickers
- 4 notice
boards
10 min. | Activity @ | Picking up If there is time, have the Sing the song actively. CD
Song words in the students listen to a song of
lyrics of a song | greetings in the world, ask
them what they hear, and then
sing the song together.
1 min. | Ending Greetings in -Say “Good-bye.” Say “Good-bye.”

English
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[Notes]

O Prior to the lesson, please divide each class into four groups according to the color of their nametag.
O We would like you to throw the die during the around-the-world trip game.

O Could you please prepare a CD player?

% Rules of the Around-the-World Trip Game

1. Each class is divided into four groups of five or six.

2. Each group holds one passport. The student whose name is written under “the starting point” in their
passport becomes a traveler and waits at the starting point in the gym. That marks the start of the game.

3. The teachers roll a special dice for each group. The die have six sides: heart, diamond, clover, spade, A,
and C. The rest of the students guess which side will come up on the dice when the teachers roll the dice and
hold up the card (There are four kinds of cards: heart, diamond, clover, and spade). If the group guesses
correctly, the traveler can go forward the number of steps he or she rolls on the normal dice. If either A or C
comes up, the group goes two steps further for A, and one step further for C.

4. When the traveler arrives in the country written on their passport, they receive a sticker of the national flag
of the country, and they glue it onto their passport. Then, the student who is appointed as the next traveler in
the passport goes to the next country. The group that visits seven countries the fastest is the winner.

If you have any questions regarding this, could you please contact me at the college?

IProfessor’s Seal
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November 16™, 2006 (Fri.) (The Seventh Lesson)
Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)
Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the Seventh Lesson

Time

Flow of the
Lesson

Language
Activities

Rangers’ Directions

Homeroom Teachers’
and Students’
Directions

Teaching
Materials

2 min.

Opening

Greetings in
English

-Say hello to the students
cheerfully.

- Ask the boys to greet the
Ranger, then ask the girls to
greet her, and finally ask
students who were born in a
certain month (review of the
previous lesson) to greet her.
Have the students speak loudly
in a variety of ways.

The students greet the
Ranger. Their desks and
chairs are left in the
back of the classroom;
they sit on the floor.

-PCsof 12
months

- Student
roster

17 min.

Review and
Introduction

Review of
national flags
and introduction
of national
costumes

- Review the names of the
countries from the around-the-
world trip game in the previous
lesson. When the students
cannot answer, show them a
flag and ask, “What country is
this?” and help them recall the
correct answer. Repeat this for
all seven countries.

- After the review, show a
picture card in which a child is
wears his/her national costume
and ask, “Where does she/he
live?” Initially, the students can
just say the name of country,
but they should eventually
practice using the phrase,
“She/He lives in....” (review for
the lessons in the first
semester). The Ranger also asks
the students the name of the
continent where the country is
located (review of the lessons in
the first semester).

Answer the Ranger and
Mr. Ishikawa’s
questions actively and
repeat key words and
phrases loudly.

- National
flags

- A world map
- PCs of
national
costumes

5 min.

Activity @
Missing

What’s Missing
and What’s

- Post the seven national flags
on the blackboard and ask the

Under the Ranger’s
directions, tell her

- National
flags

365




Game Changed Game | students to close their eyes. which flag is missing or | - Dummies
While they close their eyes, has changed.
take several flags off of the
blackboard and ask them which
flags are missing.
- After the students are familiar
with the game, turn some flags
upside down or add dummy
flags and have them tell you
what has changed.
10 min. | Activity ® Puzzles of the To make sure that the students The students are divided | - 4 sets of
Puzzles National Flags remember the national flags, into four groups and puzzles of
have them make the puzzles of | they work on the national flags
the national flags. Divide the puzzles.
class into four groups and
explain what each part of the
individual flags means.
10 min. | Activity ® | Picking up the Ask the students to listen to a Listen to the greeting -CD
Song words in the greeting song of the world song of the world and
lyrics of a song | while thinking about which tell the Ranger which
greetings are sung in the song. greetings are sung in the
song.
1 min. | Ending Greetings in Collect the worksheets the Say good-bye.
English students worked on in the
around-the-world trip game in
the previous lesson and say
“Good-bye” to the class.
[Notes]

O Please leave the students’ desks and chairs in the back of the classroom.
O 1 would like you to ask the questions in English in the shaded part of Introduction. Could you practice
the two target sentences?
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December 8", 2006 (Fri.) (The Eighth Lesson)
Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)
Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the Eighth Lesson

Homeroom Teachers’

Flow of the Language and Students’ Teaching
Time Lesson Activities Rangers’ Directions Directions Materials
2 min. | Opening Greetings in -Say hello to the students The students greet the Student roster
English cheerfully. Ranger. Their desks and
- Have the students speak chairs are in the back of
loudly many times (e.g., asking | the classroom; they sit
boys, girls, etc.). on the floor.
20 min. | Review and | Christmas in the | Introduce five prepositions (in, The students listen to -Self-made
Introduction | Word on, under, next to, and behind) the picture book for picture book
using a hand-made picture Christmas. When they
book for Christmas. First, the are familiar with the
Ranger explains the contents of | procedure, they should
the book. As the students answer the Ranger’s
become familiar with the questions.
procedure, ask them a question,
“Where is ....?”” and have them
answer using the expression
“(preposition) the (place).”
When all the prepositions are
introduced, have the students
chant these prepositions and
understand their role.
12 min. | Activity @ | Finding Group - Check the students The students answer - A cardboard
Finding Members Using | understanding of the questions asked by the box
Group Preposition prepositions with Mr. Ranger. - Preposition
Members Cards Ishikawa’s help. cards

- Set the cardboard box in

various locations around Mr.

Ishikawa and ask the students,

“Where is Mr. Ishikawa?” The

students answer.

- After providing sufficient
practice, give each student
a preposition card, on
which Mr. Ishikawa and a
box are drawn, and have
them interview other
classmates and find five

After practicing the
target expressions, the
students find five
classmates who have
the same preposition
card. When they find
them, they sit together
on the floor.
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classmates who have the
same preposition card.

10 min. | Activity @ | Findinga - The Ranger gives a Christmas | Have each group make - Christmas
Chinese Christmas Gift gift to the students. Make lines a line and have them presents
Whispers by with the groups in the previous | convey the expression - Christmas
understanding game and the first student in they are told from the cards
key sentences each line goes to the Ranger. first to the last student
with - Tell each student where the in the line. The last
prepositions Christmas present is for his/her | student should go find
group (The sentence includes a | the Christmas gift. They
target preposition) and when will also receive a
asked to do so, they all start Christmas card.
convey the sentence to the rest
of the group members. The last
student in each group goes to
the place and gets the present.
- When all the groups get their
Christmas present, the Ranger
asks, “Where is your gift?” to
all the students say the target
sentence. The Ranger then gives
them a Christmas card.
1 min. | Ending Greetings in Say “good-bye” to the class ina | Say “good-bye” in a
English loud voice. loud voice.
[Notes]

O Please leave the students’ desks and chairs in the back of the classroom.
O 1 would like you to help me in many ways in Activity(D. If possible, could you give me time to discuss

this matter during recess?
O Iam having a school lunch with Class 6B this day. I appreciate your support.

If you have any questions, e-mail me at cic@yaho.co.jp. Thank you for your support.
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January 26™, 2006 (Fri.) (The Ninth Lesson)
Class 6B Homeroom Teacher: Mr. Shoji Ishikawa

Sakura Elementary School, Hachioji-City

Fuyumi Arikawa (Junior)
Early English Education Course
Department of English, Ichoo Women’s College

The Teaching Plan for the Ninth Lesson

Time Flow of the Language Rangers’ Directions Homeroom Teachers’ Teaching
Lesson Activities and Students’ Materials
Directions
2 min. | Opening Greetings in -Say hello to the students The students greet the -Student
English cheerfully. Have the students Ranger. Their desks and | roster
speak loudly in many ways chairs are left in the
(e.g., asking boys, girls, etc.). back of the classroom;
they sit on the floor.

4 min. | Introduction | Listeningto a Ask the students questions Answer the Ranger’s -PCsof 12
story about the regarding the Chinese zodiac. questions actively. animals
12-animal For example, the last year’s Repeat the names of the
zodiac signs animal, this year’s animal, next | animals after her.

year’s animal, the students’
birth year animal, etc.
Introduce the names of the
animals in English. The
animals not in this activity are
introduced in the following
activity.

10 min. | Activity @ | Understanding Read a picture book, Story of Listen to the Ranger’s -Hand-made
Picture the 12 animal 12 animal Zodiac Signs. story. When the names picture book
Book zodiac signs Because the original story is of the animals in the -PCsof 12

with a picture difficult to understand, use a Chinese zodiac are animals
book hand-made book. Use the asked, answer them and

expression “Where is ...?” and repeat them. When they

ask the students to answer them | are asked “Where

with the English they practiced | is...?”, answer using a

in the previous lesson. When preposition studied in

there is an animal that is not in the previous lesson.

the previous activity, repeat

them here.

19 min. | Activity @ Connecting Post the 12 animals of the 12 students who receive | - PCs of 12
Chinese Chinese Chinese zodiac on the a Chinese character card | animals
Characters Characters to blackboard. Give 12 Chinese place it under the -PCs of
for the 12 the 12 Animal characters for the animals to 12 | appropriate animal. Chinese
animal Names in students at random and place Then, they answer the characters for
Zodiac English the Chinese character card stroke count and stroke | the animals
Signs under the appropriate animal. order of the Chinese
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After all 12 cards are placed on
the board, check the answers
one by one. At that time, ask the
students the stroke count and
stroke order of the Chinese
characters using the expression,
“How many ...?”

characters.

5 min. Activity ©) Quiz for - Give each student half of a - Each student receives - Cards for

Quiz for Chinese Chinese character that means half of a Chinese half a Chinese
Chinese Characters one of the 12 animal zodiac character that means character
Characters Divided into signs. one of the 12 animal
Divided into | Two Pieces - Ask the students to find a zodiac signs.
Two Pieces classmate who has the other - They find a classmate

half of the Chinese character by | who has the other half

saying “Can I try?” The student | of the Chinese character

who hears the phrase replies, by asking”“Can I try?”

“Sure!” the student who hears

- Before starting the game, have | the phrase replies,

the students practice the “Sure!”

expressions. - Before starting the

game, practice the
expressions.
5min. | Ending Greetings in Give each student a certificate Receive a certificate for | - Certificates
English for (A:OAn.lpletion of English corr}pk:.tion of English of completion
Activities. Activities. of English
Activities
[Notes]

O Please leave the students’ desks and chairs in the back of the classroom.
O 1 would like you to check the students’ stroke counts and stroke orders of the Chinese characters in
Activity @. Could you please write the correct characters on the blackboard and check them with the
students? Could you participate in Activity 3 with the students?
O Could you ask the students to bring the questionnaire I gave them in the previous lesson to school the
day before the lesson? I will use it in my graduation thesis.
O This is the last lesson of the school year. I will try my best. I appreciate your support.
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