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GLOSSARY OF TERMS AND DEFINITIONS 

 

Agency 

Agency is “movement, a change of state or direction, or even a lack of movement where 
movement is expected.  (…) the concept of agency is central in learning, more general 
and more profound than the terms autonomy, motivation and investment, though closely 
related”. 

Van Lier (2010, p 4)  
“… appreciating the role of human agency (is impossible) without acknowledging 
people as agents not only of their own lives but also of the very world they live in and 
come into realization together with. […] Human beings are portrayed as social actors, or 
agentive co-creators … not only of their development but of the world composed of 
collective practices in their ongoing communal historicity. In this sense, people and 
their development …are neither products of culture and social practices …but co-
creators of culture and social practices.”  

Stetsenko & Arievetch (2016, p. 207) 

Globalisation 

Globalisation is the process by which the world is becoming increasingly interconnected 
as a result of massively increased trade and cultural exchange.  

˂http://www.bbc.co.uk/schools/gcsebitesize/geography/globalisation/globalisation_rev1.shtm>. 

Competence 

Global competence is the capacity to analyse global and intercultural issues critically 
and from multiple perspectives, to understand how differences affect perceptions, 
judgments, and ideas of self and others, and to engage in open, appropriate and effective 
interactions with others from different backgrounds on the basis of a shared respect for 
human dignity.  

˂https://www.oecd.org/education/Global-competency-for-an-inclusive-world.pdf> , p. 6, viewed 3 
September 17) 

Intercultural Communicative Competence (ICC) 

... has four dimensions – knowledge, (positive) attitudes/affect, skills and awareness, 
with awareness – about self vis-à-vis everything else in the world - being central to 
cross-cultural development.. 

Fantini, A.E., in Jackson, J., ed. 2011. The Routledge Handbook of Language and Intercultural 
Communication, Taylor and Francis 

… ‘competence’ is not only a cognitive construct but also includes psychological traits 
such as attitudes, affective aspects and constructions of identity. 

Witte and Harden, 2011.  
Global business discourse is about human capital (the combination of the knowledge 
and skills of people working in firms) and its competency (individual’s ability to 
achieve a specific task, the learning of scripts derived from interactions between 
individual and environment, necessity for the education of practice-based professions, a 

https://www.oecd.org/education/Global-competency-for-an-inclusive-world.pdf
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starting point to bridge the gap between the individual and organizational levels of 
analysis). 

Sen, S., Bhattacharya, A., and Sen, R. 2016, pp. 1-2.   

Capability 

… (regarding) the accumulation of ‘human capita’ and the expansion of ‘human 
capability’.  The former concentrates on the agency of human beings - through skill and 
knowledge as well as effort - in augmenting production possibilities. The latter focuses 
on the ability of human beings to lead lives they have reason to value and to enhance the 
substantive choices they have. 

 Sen, A. 1997, p. 1. 
AITSL Professional capability at four career stages states that Highly Accomplished 
teachers ‘maximise learning opportunities for their students by understanding their 
backgrounds and individual characteristics and the impact of those factors on their 
learning’. 

Professional Standards for Teachers 2011, viewed 28 August 2017, 
˂https://www.aitsl.edu.au/docs/default-source/apst-

resources/australian_professional_standard_for_teachers_final.pdf >, p. 5. 

The Capability Approach 

The capability approach is a theoretical framework that entails two core normative 
claims: first, the claim that the freedom to achieve well-being is of primary moral 
importance, and second, that freedom to achieve well-being is to be understood in terms 
of people's capabilities, that is, their real opportunities to do and be what they have 
reason to value  

Stanford Encyclopaedia of Philosophy, 2016, viewed 16 June, 2017, 
https://plato.stanford.edu/entries/capability-approach/>. 

Human capability strictly connected to the real social context where the human lives, such 
that intelligence and learning, rather than being a product, are a process in which the 
(child) becomes involved in their own development as a social actor (individual who does 
something), or agent (who does something with other people).  This doing makes things 
happen, in so doing contributing to wider (...) transformation processes. 

Hart, C.S., Biggeri, M. and Babic, B., eds. 2014, Agency and Participation in Childhood and Youth: 
International applications of the capability approach in schools and beyond. London, Bloomsbury. 

Intercultural capability 

The goal of intercultural language learning is extending students’ repertoires of 
communication and their meta-awareness of the relationship between language, culture, 
meaning and learning. Students therefore have dual roles. As PARTICIPANT USERS 
of the target language they use language to communicate meanings and experience 
different ways of making meaning between languages and cultures. They are also 
LEARNERS/ANALYSERS of the target language, constantly reflecting critically on 
the exchange of meanings from multiple perspectives; reflecting on their own values 
and those of others. In the dual process of experience and analysis of communication 
between languages and cultures, students are invited to de-centre from their own 
linguistic and cultural situation to consider that of others. They become participants in 
diversity. Through these experiences, students come to understand over time that in 
intercultural interaction the ethical consequences of communication are always 

https://www.aitsl.edu.au/docs/default-source/apst-resources/australian_professional_standard_for_teachers_final.pdf
https://www.aitsl.edu.au/docs/default-source/apst-resources/australian_professional_standard_for_teachers_final.pdf
https://plato.stanford.edu/entries/capability-approach/


 xii 

amplified, because intercultural interaction involves negotiating difference as well as 
experiencing new and at times challenging ways of ‘reading’ the world. Assessing 
intercultural capability therefore involves assessing students’ performances in 
experiencing and analysing communication, a dual process that requires moving 
between the students’ own languages and cultures and the language and culture being 
learned. 

Scarino, A. 2009, p. 4.  

Developing intercultural capability requires the integration of performance, analysis and 
reflection. 

Liddicoat, A.J., 2017  

Intercultural language capability 

‘Learning to communicate successfully, to exchange meaning across languages and 
cultures, and, through reflection, to develop an understanding of the processes 
involved’. 

Scarino, A., 2014  

Capacity 

Synonyms relate to ability/potential; competence/proficiency/faculty/skill; cleverness; 
gifts/knack; and experience.  

(https://en.oxforddictionaries.com/thesaurus/capacity, viewed 20 May 2018) 

Translingual and transcultural competence  

Places value on the ability to operate between languages. 
‘Foreign Languages and Higher Education: New Structures for a Changed World’, Report of the Modern 

Languages Association (MLA)  Ad Hoc Committee on Foreign Languages, 2007 
…is not the prospect of crossing wide-open spaces into exotic foreign territory, but rather 
reveals an eye-opening horizon of entanglements, ruptures, illusions and disillusions associated 
with language itself.  Translingual competence is not the simple juxtaposition of two equally 
valid dictionary meanings, nor is transcultural competence the bland co-existence of multiple 
cultures under the happy banner of diversity. 

Kramsch, C., ‘Theorizing Translingual/Transcultural Competence’, in Levine, Glenn S. & Phipps, A., 
eds. 2010, Critical and Intercultural Theory and Language Pedagogy, AAUSC Issues in Language 

Program Direction, ch 2. 

Translanguaging 

Translanguaging is the deployment of a speaker’s full linguistic repertoire without 
regard for watchful adherence to the socially and politically defined boundaries of 
names (and usually national and state) languages.  

Otheguy, Garcia and Reid 2015, p. 281. 

Mediator/mediation 

Mediation in sociocultural theory emphasises the dynamic interactions and negotiations 
between learners and material/symbolic artifacts or cultural tools. 

Vygotsky, 2004 in Da Silva Iddings 2017, p. 3. 

https://en.oxforddictionaries.com/thesaurus/capacity
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Mediation is fundamentally an interpretive act, through which meanings that have been 
created in one language are communicated in another. [It is] a process that involves 
aspects that are internal to the translator (mediation for the self) and aspects that are 
oriented to the reader of the target text (mediation for others) that are in turn linked 
through selective processes of determining what resources are needed to enable a target 
text reader to understand a source text meaning. 

Liddicoat, A.J. 2015. 
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ABSTRACT 

Current educators, employers and authorities advocate that learners develop 

intercultural capacity. The term ‘cultural competence’ has more recently 

included an intercultural orientation, yet definitions of intercultural 

competence vary and are contested, the desired intercultural capacity more 

recently defined as intercultural capability. However, there have been no 

practical studies in whether and how this is developed, nor on the inherent 

role of agency. 

This study examines, through iterative reflective inquiry using a multiple 

strategy qualitative research design, whether and how school language 

teachers in one Australian state – Queensland – develop their students’ 

intercultural capabilities. It focusses on the practice of eight Senior languages 

teachers; their perceptions of their students and their interculturality; and 

whether and how they design their teaching to develop what can be assessed 

as intercultural capability. This will be examined through a focus on teachers’ 

own world views; their perceptions of their learners as individuals with stores 

of knowledge; the learner routines they design and implement; their mediation 

of language, culture and learning; and their reflexivity. It is hoped that this 

exploration of teachers’ situated discursive and relational practices will 

illustrate ways their pedagogical stances develop agency and intercultural 

capability. 
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The study was undertaken in four schools across all sectors using Studies 

Authority and IB curricula. Classroom observation notes, a curriculum 

document examination, student questionnaire, teacher questionnaire, videoed 

class and subsequent stimulated recall with each teacher provided data which 

were reduced using both deductive and inductive processes.  Thematic content 

analysis was used to discern themes and how they might coalesce, and to 

categorize, then reorganize as necessary. 

Research in the area of ICLTL reveals the complexity of the dynamic 

ecological terrain and systemic constraints teachers and learners need to 

navigate if true intercultural capability is to be developed. 

The research question – How is ICLTL (intercultural language teaching and 

learning) being enacted in these Queensland classrooms? – was addressed in  

writing up findings, firstly according to the instrument, then considering the 

role of agency. Themes emerging from analysis reflect key notions of agency 

and capability operating in ecological contexts which offer a range of 

affordances as teachers navigate dynamic terrain, adhering to systemic 

constraints.’   

In providing evidence of intercultural language pedagogy and its effectiveness 

with learners across a spectrum of practice this thesis may make apparent 

learner engagement strategies in iterative reflective practice, or evidence gaps 

in teacher participants’ knowledge and pedagogy which provide opportunities 
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for professional growth. Amidst demands for transformative education, it may 

contribute to the way intercultural languages teachers conceptualize their role.  
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CHAPTER I INTRODUCTION AND BACKGROUND 

 
 
 
1.0  Overview 

This study was aimed at not judging teachers, rather establishing the scope and nature 

of ICLT practice, so that schooling and curriculum developers, teacher educators, can 

manage the development of ICLT practice in teachers, thereby hoping to impact 

student learning”.  

 This thesis examines whether and how school language teachers in one Australian 

state – Queensland – develop and enable their students’ intercultural capabilities. 

Through iterative inquiry and reflection and a qualitative research design, the study 

focusses on the practice of eight teachers of Senior languages; their perceptions of 

their students and their interculturality; and whether and how they design their 

teaching to develop what can be assessed as intercultural capability.  Specifically, 

teachers’ own world views; their perceptions of their learners as individuals who bring 

stores of knowledge; the learner routines they design and implement; the ways they 

mediate the nexus between language, culture and learning; and their reflexivity will be 

explored. Ways in which the participants recognise agency and elicit and develop 

intercultural capability in situated discursive practice are a particular focus. 

1.1 Background  

In Australia, over the last 30 years, the locus of decision-making power in school 

education has increasingly shifted from the state to the national level.  The overarching 

impetus for this has come from a series of statements generated by the Educational 

Council (1989, 1999, 2008). The Council consists of state, territory and 

commonwealth Ministers of Education who report to the Council of Australian 
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Governments. Conscious that the schooling of Australia's children is the foundation on 

which to build our future as a nation, the Education Council agreed to act jointly to 

assist Australian schools in meeting the perceived challenges of our times such as 

learner outcomes. In reaching agreement to address areas of common concern, the 

state, territory and commonwealth Ministers of Education made a historic commitment 

to improving Australian Schooling within a framework of national collaboration.  

The initial document generated was The Hobart declaration on schooling (1989) 

which was superseded by The Adelaide declaration on national goals for schooling in 

the twenty-first century (1999) which in turn was superseded by The Melbourne 

declaration on educational goals for young Australians (2008). The ten Common and 

Agreed National Goals for schooling in Australia in The Hobart declaration provided 

for the first time a framework for co-operation between schools, States and Territories 

and the Commonwealth. In The Hobart declaration, these goals included to develop in 

students a knowledge of languages other than English. The Adelaide declaration goals 

included that students should have attained high standards of knowledge, skills and 

understanding through a comprehensive and balanced curriculum in the compulsory 

years of schooling encompassing the agreed eight key learning areas, which included 

languages. In The Melbourne declaration, the goal of promoting world-class 

curriculum and assessment included Languages (especially Asian languages) in the 

eight learning areas. Full details of these declarations can be found in Appendix B. 

In tandem with The Melbourne declaration (2008) several key bodies were established 

to operationalise this decision-making.  The first were The Australian curriculum, 

assessment and reporting authority (ACARA), formed in 2008, set up to oversee 

national curriculum design for the compulsory years of schooling, and the National 

assessment program – literacy and numeracy (NAPLAN) directed at students in Years 

http://www.educationcouncil.edu.au/Publications/Publications-archive/The-Adelaide-Declaration.aspx
http://www.educationcouncil.edu.au/Publications/Publications-archive/The-Adelaide-Declaration.aspx
http://www.educationcouncil.edu.au/site/DefaultSite/filesystem/documents/Reports%20and%20publications/Publications/National%20goals%20for%20schooling/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
http://www.educationcouncil.edu.au/site/DefaultSite/filesystem/documents/Reports%20and%20publications/Publications/National%20goals%20for%20schooling/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
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3, 5, 7 and 9. Reporting of the outcomes of that testing was the third component of 

ACARA’s charter in this increasingly national thrust.  Aligned with this, the Council 

of Australian Governments (COAG), consisting of the Prime Minister, all state 

premiers and territory chief ministers, and the President of the Australian Local 

Government Association, agreed to the establishment of the National Partnership 

Agreement on Improving Teacher Quality.  Out of this National Partnership 

Agreement came the 2009 government commitment to establish the Australian 

institute for teaching and school leadership (AITSL) in 2010 to provide national 

leadership for Commonwealth, State and Territory governments in promoting 

excellence in the profession of teaching and school leadership. The impacts of these 

developments will be examined further in the preface to Chapter II. 

The development of The Hobart declaration, The Adelaide declaration and The 

Melbourne declaration, and the establishment of ACARA, NAPLAN and AITSL have 

been portrayed by stakeholders as responding to a ‘deficit’ in curriculum design 

capacity, student capacity and teaching capacity respectively. All of these bodies are 

granted prominence and significant resources.  However, as will be explored further 

here, there is no particular consensus in the ‘coalface’ education community about 

these ‘reforms’ and their impacts on the profession and on children’s learning. 

Curriculum still sits in discrete silos and Languages remains one of the eight learning 

areas of the Australian Curriculum. 

Implementation of ACARA’s interculturally-oriented Australian curriculum: 

Languages (AC:L) for the compulsory years of schooling which was developed 

between 2013 and 2016 in is gaining momentum.  Support for this implementation has 

been proactively developed by the peak body for Languages teachers in Australia, The 

Australian Federation of Modern Language Teachers’ Associations (AFMLTA) Inc. in 
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its Ready? Set? series of professional learning events 

(https://www.afmlta.asn.au/content/resources/professional-learning). This being a 

series developed by and for the profession, it has attracted significant numbers of 

teachers.  

 In the AC:L the intercultural approach is implicit. At the Senior secondary level, 

however, it is unclear how well-understood or practiced this approach is.  There is thus 

a need to explore language teacher practice beyond the scope of the AC:L in terms of 

the stance teachers are adopting. This research study conducted in Queensland will 

analyse secondary school language teachers’ professional practice and student 

responses in the teaching and learning cycle. Specifically, the study attempts to discern 

whether and how teachers focus on a dynamic view of the intercultural, and how these 

teachers are embedding ‘the intercultural’ in their planning and practice to develop 

students’ intercultural capabilities. In foregrounding this research, the overall context 

in which these secondary school language teachers operate will be explored.  

In line with the accretion of power to national bodies and international testing regimes, 

the specific Languages context is not exempt from the impacts of systemic control and 

proscription.  For example, the potential impacts of the 2018 PISA Global Competence 

test which seemingly does not acknowledge the role of learning languages in 

developing global citizens. (This test is administered to all PISA countries’ 15-year-old 

students and focusses on tolerance, values, cultures, religions and global issues, yet 

mentions languages in only two questions: 

• How many foreign languages do you learn at your school this year? 

• Is there any formal curriculum for foreign languages national/state/school?  

https://www.afmlta.asn.au/content/resources/professional-learning
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(http://www.oecd.org/pisa/PISA-2018-Global-Competence-Questionnaire.pdf) This 

will be discussed in the Literature Review (section 2.3).  

Despite the accretion of power just mentioned, with proactive leadership, the 

Languages education profession in Australia has responded constructively to the 

national impetus. Arguably the most far-reaching and beneficial response to the 

movement towards centralised proscription has been the Australian Federation on 

Modern Language Teachers Associations’ (AFMLTA) development of the 

Professional standards for accomplished teaching of languages and cultures (PSPL) 

in 2005, henceforth referred to as The Standards.  The Standards having been teacher-

informed has meant they are more readily adopted by teachers.   The impact of these 

standards then having been developed into a professional learning program, giving 

language teachers nationally a shared language to represent, and advocate for, 

themselves and their programs has been significant and sustained.   

Building on that impetus developed around The Standards, and the credibility earned 

for the Languages profession by The Standards, the Australian Department of 

Education and Training committed to the development of mentoring and reflective 

practice in teaching and learning languages. To help promote leadership in Languages, 

in tandem with the development of the AITSL Lead Standards, the AFMLTA 

collaborated with The national Asian languages and studies in schools (NALSSP) 

strategic collaboration and partnership fund and the Research Centre for Languages 

and Cultures Learning (RCLCL) at UNISA on materials for The mentoring and 

reflecting: Languages educators and professional standards (MoRe LEAPS) Project. 

The generative impact of this by-the-profession, for-the-profession model is evidenced 

by the significant support the professional body now provides its members 

http://www.oecd.org/pisa/PISA-2018-Global-Competence-Questionnaire.pdf
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(https://www.afmlta.asn.au/content/professional-learning), and the way those programs 

are supported by language teachers Australia-wide. 

In the Languages area, as in others, there are both positive and negative impacts of the 

centralisation of power.  There is a sense that The Melbourne declaration, which set 

aspirational goals for education around equity, excellence and ensuring all students are 

“successful learners, confident and creative individuals, and active and informed 

citizens” needs renewal (O'Connell & Smith 2018, p.1).  Although the goals are noble, 

the authors describe how expectation has not resulted in the 2008 goals being achieved 

because of the failure to establish effective system-wide strategies for meeting and 

measuring these aspirations.  In examining the functioning of the Year 12 ATAR 

singular ranking system, O’Connell and Smith find it deficient. The authors argue that 

whilst this may reflect to some degree who is a successful content learner, it does not 

strongly reflect broader outcomes to which students might be expected to aspire. 

For a leading principal’s views on the efficacy of centralising educational decision-

making power, Garrick (2014), a member of the Australian College of Educators, 

notes how studies of Asian languages have been hamstrung by “political deadlock and 

state parochialism” (Garrick 2014, p. 16). Garrick argues that rather than being 

concerned with “an arbitrary position on international league tables” educators should 

focus on developing students’ capacity to flourish as individuals in the world they will 

inherit (Garrick 2014, p. 16).  He asserts that Australian education needs to engage 

actively with the imperative to match a commodity export capacity with what we can 

“think, teach and create” (Garrick 2014, p. 16).  Such statements resonate with the 

scholars who talk about development of capability – what might be considered an 

aspirational outcome – rather than mere competence, which is more quantifiable. 

https://www.afmlta.asn.au/content/professional-learning
http://www.curriculum.edu.au/verve/_resources/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
https://theconversation.com/profiles/megan-oconnell-249988
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Even though all Australian languages teachers in the compulsory years of schooling, 

Foundation to Year 10, must implement the AC: L, the state parochialism cited by 

Garrick above has seen the development of State-adapted versions of the Australian 

Curriculum in local curriculum and assessment regimes.  In New South Wales, the 

curriculum authority acknowledges the AC: L strands of Communicating and 

Understanding but adapts them and maintains its own curriculum design.  Meanwhile, 

Victoria has developed separate language categories – Roman alphabet, non-Roman 

alphabet, Character, Classical, Sign, Aboriginal – and maintained the AC: L 

architecture.  Queensland works with the AC: L structure with support materials 

developed in the Curriculum into the Classroom (C2C) Project 

(https://education.qld.gov.au/curriculum/school-curriculum/C2C). 

1.2 Considerations for Senior Years Languages curricula and assessment 

Curriculum design for the Senior Years does rest with the states via the state 

curriculum authorities, NSW Education Standards Authority (NESA), Victorian 

Curriculum and Assessment Authority (VCAA) and Queensland Curriculum and 

Assessment Authority (QCAA respectively). Queensland had operated, for almost 40 

years, under a series of curriculum authorities, a system of school-based moderated 

assessment, and its separate tertiary admissions authority’s procedures needed review.  

Hence the government commissioned Matters and Masters to conduct a review which 

culminated in the report, the Queensland Review of Senior Assessment and Tertiary 

Entrance Practices (ACER, 2014).  

The ACER reviewers wrote in their report Redesigning the secondary–tertiary 

interface (Matters, G. & Masters, G.N., 2014, p. 3) “We include among the strengths 

of existing Queensland arrangements the use of classroom teachers’ judgments of 

https://education.qld.gov.au/curriculum/school-curriculum/C2C
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students’ performances and work, and believe that this aspect of the current system 

must be preserved as a significant element of future assessment arrangements.”  The 

net result was increased centralised control of assessment, the QCAA taking over more 

responsibility for assessment and QTAC retaining responsibility for tertiary admission 

procedures. Recommendation 4 of the Matters and Masters ACER report states “The 

certification of student attainment in each senior subject should be based on a set of 

four specified types of assessment activities. QCAA should specify the nature of each 

activity, the conditions under which it is to be completed and the marking scheme for 

assessing students’ performances. One of the four assessment activities should be 

externally set and marked by QCAA”. (Matters & Masters, 2014, p. 12). 

A cautionary note on this issue had been struck by Hemming (1980, p. 113-114) in 

writing “You cannot have, at one and the same time, education for personal growth 

and a totally impersonal system of assessment”.  Whilst it may be that the system of 

assessment to commence in 2019 in Queensland is not totally impersonal, there are 

significant ongoing concerns amongst Languages teachers about the imposition of this 

standardised external ranking system and the changes to curriculum and assessment 

design, which many teachers of Senior languages consider underrates their own 

professional practice and expertise. The trend in QCAA proscription towards curricula 

for students to know and understand, rather than the critical inquiry direction so often 

advocated for today’s students, echoes the views of O’Connell and Smith (2018).  It 

also further undervalues language teachers’ expertise and judgement, and may be 

regarded as competence, rather than capability, focussed. 

Despite the systemic comparability push, influential language educators and 

researchers (Van Lier 2004, 2008, 2010, 2011; Kramsch 2003, 2004, 2007; Kramsch 

& Whiteside, 2008) favour a more relational approach, a critical, ecological approach 
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to teaching foreign languages, with a focus on “relations between people and the 

world, and on ways of relating more effectively to people and the world” (Van Lier 

2004, p. 4). This approach draws on various theories, promoting ways of thinking, 

acting and negotiating understanding of classroom phenomena as learners and teachers 

mediate in dynamic interactions in their contexts.   

Da Silva Iddings (2017) also supports a critical-ecological approach.  Substantial 

experience with Latino children in the US informs her belief that school instruction 

that does not build on the learner’s home and community literacy knowledge 

underestimates this knowledge and limits those learners’ potential achievement.  Da 

Silva Iddings writes (p. 5) that one way of framing the discussion of these linguistic 

and sociocultural assets – which van Lier (2004, p. 91) describes as “what is available 

to the person to do something with” – is through a “funds of knowledge” approach.  

The author cites Moll, Amanti, Neff and Gonzales’ 2005 study in which teachers 

employ an ecological approach into their practice, foregrounding “multiple layers of 

community” in educational commitments and pedagogical concern.  Thus, the 

discussion moves to valuing the “funds of knowledge” that all stakeholders bring to 

the classroom, the classroom engagement itself, and learner opportunity to act 

agentively as they develop capability.  

Many Australian languages teachers have adopted a reflective intercultural 

pedagogical stance which values learners’ life worlds. In developing more relational 

approaches, language teachers variously recognise the need to develop applied 

capacities, such as critical reflection and learner-responsive pedagogies, in mediating 

difference and developing agency using languages repertoires.  In encouraging these 

teachers to grow understanding of the interconnection of three fundamental concepts – 

language, culture and learning – Scarino (2014) describes the challenges inherent in 



 13 

encouraging diverse learners to develop critical intercultural capabilities in engaging 

with the broader concerns of society.  Language teachers need to carve out their own 

responsive, reflective, futures-oriented practice to enable this.  

1.3 Aims and objectives 

This research study aims to analyse, through iterative reflection and inquiry, whether 

and how secondary languages teachers’ professional practice includes a focus on a 

dynamic view of the intercultural orientation towards language learning, and how these 

teachers enact this in their planning and practice in Senior languages classrooms.  Of 

particular interest is how these teachers develop intercultural capability, ‘develop’ 

being defined as recognising, eliciting and valuing what learners bring, mediating 

perspectives and understanding, and facilitating their meaningful application. The 

study is a response to the fact that the literature focusses more on intercultural  

competence than on giving students opportunities to apply their skills..  Through the 

study, the researcher seeks to understand how teachers may adapt their practice to 

transcend the mire of proscription to elicit student capacities in reciprocal meaning-

making.  This may demonstrate how this syllabus area contributes to the development 

of intercultural capability.   

The goal of this analysis is neither to resolve differences between theoretical positions 

on intercultural language capacity building, nor to close the gaps between teachers’ 

understanding and practice of it.  Rather, the study examines teachers’ situated 

discursive practices which, according to Kramsch (2007, 2013), Norton (2015), 

Dornyei and Ushioda (2011) and others, are characterised by multiplicity and tension, 

and confusion about what is expected of both teacher and learner in dynamic modern 

contexts. 
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1.4 Research question 

• How is ICLTL (intercultural language teaching and learning) enacted in these 

Queensland classrooms? 

1.5 Thesis overview 

Chapter I provides an overview of the focus of this research study.  Its central aim is 

to explore, in the current context of approaches to language teaching, whether and how 

accomplished secondary school teachers enact intercultural language teaching and 

learning in their practice.   Amid concerns with competence discourses and apparently 

increasing proscription in languages education, the study aims to establish whether and 

how these teachers develop intercultural capability in their students. 

Chapter II frames the study within the context of research by a range of leading 

authors on the state and nature of languages education.  It does this through exploring 

several areas of literature: critical theory, critical social theory, postmodernism, second 

language acquisition theory, discourse analysis, psychology, socio-linguistics, 

sociocultural theory, intercultural methodologies, learner-centred pedagogies, and 

human capital/capability theory. In the literature review, first, evolving, ecological and 

transformative elements and approaches to the teaching and learning of languages are 

examined.  Second, the study explores notions of intercultural language teaching and 

learning, and problematises the contested versions of intercultural competence, and 

how intercultural capacity might be assessed meaningfully. The research on the notion 

of intercultural capability – its nature and evolution – is explored. Finally, the literature 

on learner agency and its relation to the development of intercultural capability is 

discussed. Throughout, the role of language teachers, the extent to which they become 
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“teachers of meaning” (Kramsch 2007, p. 404) and use relational approaches in 

mediating difference and enabling agency is of special interest.  

In order to place this study in a theoretical framework, a discussion of key conceptual 

ideas embeds this study.  The clear nexus between the global context, systemic 

proscription, definitional limitations, language learners and their worlds and how 

teachers encourage meaning-making and develop agency and capability in learners is 

central to this.  

Chapter III outlines the multiple strategy, qualitative research design of this research.  

Specifically, the study aims to explore – and to establish, through iterative reflection 

and inquiry – whether and how, in the current context of approaches to language 

teaching, accomplished secondary school teachers enact intercultural language 

teaching and learning in their practice and whether and how they develop their 

student’s intercultural capabilities. Of particular interest is the role of agency in this 

process, as the conceptual framework outlines. The study asks one question:  

• How is ICLTL enacted in these Queensland classrooms? 

Relevant literature will be reviewed from the areas of global studies, 21st century 

language education theory, second language acquisition theory, socio-linguistics, 

social theory,  transformative education, critical theory, discourse analysis, capability 

theory, psychology, ecological learning, identity theory, learner diversity and 

differentiation, learner autonomy and motivation, agency, intercultural practice, 

assessment, computer-mediated communication, language teacher education, situated 

practice, inquiry learning, teacher perspectives and stances, and language and power. 

Theoretical underpinnings relate to the global context of liquid modernity (Bauman, 

2000) in which education occurs; the systemic proscription which pervades this 
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education; and how activist pedagogical stances may enable teachers to navigate 

proscription and develop in learners a capacity to become, not merely knowledgeable 

spectators, but agentive explorers undertaking meaningful pursuits. Key parts of this 

conceptual frame relate to how teachers engage with learners at three levels: content 

instruction; ritualistic skill building; and attitude/attribute development aimed at 

mediated meaning-making rather than straight transmission of codes and rituals.  

Data was initially gathered using multiple methods: an examination of curriculum 

documents, a classroom observation, a student questionnaire, a teacher questionnaire, a 

videoed class, then a stimulated recall of that lesson with the teacher. The data 

gathered was transcribed, then reduced by iterative reference to the research question, 

and finally, analysed, categorised and reorganised according to those questions with 

emerging themes identified. 

Chapter IV provides the answers to the Research Question:  how is ICLTL being 

enacted in these Queensland classrooms? 

Chapter V   ANALYSIS OF DATA: degrees of didactic (influence of proscription) 

/agentive practice in the ICLTL process analyses data in terms of how ICLTL is 

enacted in terms of didacticism and agentivity. 

Chapter VI provides the conclusion and recommendations arising. 

 
1.6  The researcher 
 
Cynthia’s life experience includes formative years spent on a family cattle property, a 

university education as one of the early communicative Japanese language teachers, and 

careers which spanned rural tourism design and leadership interspersed with 

intercultural languages education and professional leadership.  Her lifelong learning 
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trajectory has taken her to rich in-country fellowships to Japan and involved 

professional engagement and leadership within key national Languages projects 

(Curriculum Corporation Assessment for Learning, PSP, ILTLP, AFMLTA MoRE 

LEAPS and Australian Curriculum professional learning) and Queensland projects 

(Productive Pedagogies). She considers her syllabus implementation role in for the 

inquiry-based, task-based QSCC Year 4-10 LOTE Syllabus, her leadership of the 

QSCC QCAR Languages Project, and trainer roles in the PSP and ILTLP projects as 

watershed experiences.  Through professional leadership roles in the MLTAQ and the 

AFMLTA, Cynthia has maintained wide professional engagement. Out of this, 

informed by wide classroom experience across the spectrum of school learning and 

under different curriculum models, has emerged clear convictions on these issues: 

• that curriculum, pedagogy and assessment need to be constantly, iteratively 

linked if they are to be valid and meaningful 

• that learners and inquiry learning need to be central to learning design and 

practice 

• that, if our learners are to develop meaningful capacity to not just learn a 

language but operate confidently and appropriately using that language, they 

need to address meaningful issues in interculturally productive ways 

• that an agentive stance is central if teachers are to facilitate the development of 

learner agency.  
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CHAPTER II CONCEPTUAL FRAMEWORK AND LITERATURE 
REVIEW 

2.0 Overview 

Chapter I outlined the focus of this thesis on the practice of eight teachers of Senior 

languages in Queensland, considering how their own world views impact on their 

professional practice as intercultural languages teachers. The history of Australian 

education for the past 30 years was examined, observing how that has increasingly 

responded to global influences and increased standardisation, with some lamentation 

from a leading Principal.  Developments in the languages area were outlined, with a 

focus on language teachers’ professional standards and the uptake of notions of the 

intercultural in their practice. Along with this, the impacts of national, data-driven 

approaches in Senior assessment on the Queensland context were outlined.  

Also indicated in Chapter I was how this study responds to a gap in the research on the 

role of intercultural languages teachers in encouraging senior students to transcend the 

imposts of high-stakes testing and the competence discourse to develop intercultural 

capability. The particular aims – to analyse, through iterative reflection and inquiry, 

whether and how secondary languages teachers’ professional practice includes a focus 

on a dynamic view of the intercultural orientation towards language learning, and how 

these teachers enact this in their planning and practice in senior languages classrooms – 

were outlined.  How these teachers develop intercultural capability through recognising, 

eliciting and valuing what learners bring, mediating perspectives and understanding, 

and facilitating their meaningful application, is a particular focus. The study poses one 

question: How is ICLTL enacted in these Queensland classrooms?. 

In Chapter II, following a closer examination of the trajectory and impacts of an 

increasingly national education agenda in Australia, including some leading educational 
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experts’ views, a conceptual framework for this study is discussed, then a literature 

review undertaken. 

2.1 Reflections on the current Australian educational context 

Researching the impacts of one significant set piece of the national agenda, Thompson 

(2013) in his study “NAPLAN, MySchool and Accountability: Teacher perceptions of 

the effects of testing”, describes (p. 1) the 2007 Labor “Education Revolution”. He cites 

the reform agenda’s aim to “deliver real changes” through “raising the quality of 

teaching in our schools” and “improving transparency and accountability of schools and 

school systems” (Rudd & Gillard 2008, p. 5). Thompson (p. 62) describes the creation 

of the NAPLAN regime of testing as central to this linking of accountability, the 

transparency of school systems and raising teaching quality. He goes on to argue (p. 63) 

that various discourses about the “quality” of Australia’s school teachers, and a sense of 

“crisis” “real or imagined” impacting education in Australia were key motivations for a 

national testing regime. Thompson (p. 63) cites Gale’s work (2006, p.12) in mapping a 

shift in emphasis in public discussion about the education “problem”, from concern 

with societal factors and governance to “problems of teachers, teaching and pedagogy”.  

Discussing the teachers’ perspectives on this through teacher perceptions of NAPLAN, 

Thompson (p. 80) notes the rich feedback about the impact of NAPLAN in schools 

citing how it has become a high-stakes test through the way results have become tied to 

funding, enrolments and authority intervention, and used unofficially as a measure of 

teaching quality (Klenowski & Wyatt-Smith, 2012; Lingard, 2010). 

The education “problem” with pedagogy and school leadership has seen the shift in 

power from state to national via AITSL, which decrees that teacher growth occurs in 

four levels, Graduate, Proficient, Highly Accomplished, Lead, with Standards 
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descriptors for each. These Standards were developed largely based on the input of key 

academics and bureaucrats, although the profession was consulted during their 

development. AITSL takes its role seriously in stating “The Standards let you know 

what you should be aiming to achieve at every stage of your career. So you can improve 

your practice inside and outside of the classroom”. The AITSL mission is: 

“We’re here to inspire, empower and educate. And we’re here with the 

knowledge, guidance and resources so you can become the best teacher you can 

be.” 

Although these words could be seen as patronising, the continuing education and 

retention of quality teachers is a valid goal. While it may be argued that AITSL’s 

authority, clarity and support for teaching can be beneficial, there has been concern about 

the potential hegemonic application of these standards in, for example, teachers’ 

remuneration rates where there was some concern about the linking of remuneration to 

NAPLAN scores.  Leading educator, Stephen Dinham OAM, in Dinham (2012, p. 9) 

refers to the way ACARA, NAPLAN and AITSL (along with MySchool and National 

Partnerships) have strengthened the focus on teacher quality. However, he laments that 

the growing focus on teachers and teaching, rather than leading to a significant focus on 

and investment in teachers’ professional learning, has brought about the notion that 

teachers are the biggest problem when students fail to reach the ordained standards.  

Retaining students in school and treating them fairly is another goal paid lip-service by 

hierarchical authorities. In 2017, the Australian Government Department of Employment 

and Training established The review to achieve educational excellence in Australian 

schools (the Review), chaired by David Gonski AC, to examine evidence and make 

recommendations on how school funding should be used to improve school performance 

outcomes. Espoused whole-heartedly by many leading educational professionals, the 
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Review’s implementation has been stymied by politically divided responses to the 

reallocation of resources proposed in the interests of greater equity.  Ken Boston, a retired 

Director-General of Education in both South Australia and New South Wales, and a 

member of the Gonski Review Panel, describes the Review (Boston 2014, p. 23) as “a 

radically liberal rethinking of priorities and approaches and objectives, not an exercise in 

accountancy”.  Boston describes the first Review objective – to make education a genuine 

public good – noting the instrumental way the term ‘teacher quality’ is used in this. He is 

of the opinion that, where the health system talks of the quality of health care, in education 

the quality of education, rather than of teachers, should be the focus, with attendant 

appreciation that quality varies greatly from place to place.  The issue is not teachers’ 

competence, skill or commitment – teachers in our most disadvantaged schools are at 

least as good as those in our most advantaged schools, Boston asserts. Rather, the issue 

is inadequate numbers, resources and support in disadvantaged settings.  There are echoes 

of Dinham’s views in this. 

The education “problem” goes supranational in the increasing scope and influence of the 

Programme for international student assessment (PISA). In a recent blog, Lingard (2018) 

wrote: 

“We believe Australia also experienced PISA-shock in 2009 and this was 

subsequently compounded in 2012. Education policy changed here too as a result 

of PISA-shock. As with Germany, Australia is still dealing with the fallout of 

those changes.”   

(https://www.aare.edu.au/blog/?tag=bob-lingard) 

The international literature reviewed focusses on the rapidly changing patterns of 

mobility and the impacts of this on language education practice, notions of intercultural 

inquiry, competence and capability, and the role of agency – for both teachers and 

https://www.aare.edu.au/blog/?tag=bob-lingard
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students – along with reflections on the impact of hegemonic practices in curriculum 

and assessment.  It will be reviewed using the categories of languages education, 

developing intercultural capacity and the notion of agency in intercultural language 

teaching and learning. 

2.2 Conceptual framework 

In order to place this study in a theoretical framework, a discussion of key 

conceptual ideas now embeds it.  The essential frame is ICLTL, and the drive to 

create interculturally capable learners, rather than merely competent ones. Figure 1 

indicates the concept of the forces at play as outlined in the Preface.  The outer 

green oval shape depicts the global context which, according to Bauman (2013), is 

in a state of continuous flux and movement which he calls ‘liquid modernity’.  

Within this ‘liquid modernity’, the blue oval area represents globalism with its 

attendant effects –Risager (2007) describes one as the development of 

transnational/translingual practice as people move on an unprecedented scale and 

with unprecedented rapidity, producing what Vertovec (2010) has termed ‘super-

diversity’. This constant state of flux and dynamism in complex systems is 

described in Larsen-Freeman and Freeman’s (2008, p. 161) work on “shifts in the 

broader plate tectonics of disciplinary knowledge in schools”.   The global context is 

thus seen as impacting on notions of nation, national language and identity, and 

disciplinary knowledge, introducing new notions of where power resides, as in 

Norton and Toohey’s (2011) work on language and power, and Kramsch’s (2007, 

2012) work on hegemonic practices and systemic imposts.  Two perceived upshots 

of this fluidity are the increasing emphasis on the intercultural (Competence 

discourses in Figure 1) – though Witte and Harden (2011) question definitions of 

this – and the accompanying moves to measure, as evidenced by the OECD’s move 
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to test 15 year-olds in the PISA 2018 Global Competence Questionnaire. (the league 

table aspect of Figure 1.)    

That member nations of the OECD are being driven by accountability on the basis 

of PISA test scores has ramifications, with increasing proscription at national and 

state level in Australia (Lingard & McGregor, 2014), and conflict evident between 

what students should learn or should become. As testing regimes have accrued 

power, so the need for teachers to go beyond teaching to the test.  In keeping with 

the principles of ICLTL, the intersecting ovals in Figure 1 depict the shared teacher 

and learner space where their own histories and subjectivities merge, ideally within 

an inquiry setting, meaning is mediated, and language built through the learner 

routines and rituals in the dark centre circle.  The stepping-stones represent one path 

to capability and applied agency the student may navigate with the teacher’s 

collaboration.  The choices a teacher has – to cling to didacticism, and be stymied 

by systemic strictures, to adhere to learner routines and rituals, what students should 

learn, and teach students to be spectators; or to act agentively to support students in 

transformation, in stepping beyond these rituals, educating them to engage 

meaningfully in a complex world beyond systemic practices and competence 

discourses to becoming interculturally capable (Scarino, 2014), agentive explorers 

in liquid modernity – are highlighted in the white lines.                                                      

This agentive behaviour has assumed unprecedented importance (Bandura, 2018; 

Lavie et al, 2018).  This implies shared ICLTL  teacher/learner contexts in which 

the teacher is facilitated to, or able to, agentively  break beyond proscription 

(Otheguy, Garcia & Reid, 2017) in enabling and developing learner agency (Hart, 

Biggeri & Babic, 2014). 

https://www.oecd.org/pisa/PISA-2018-Global-Competence-Questionnaire.pdf
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Figure 1: Intercultural language learners: spectators or capable agents? 

Figure 1 provides the initial basis by which a conceptual map can frame and underpin 

the current study.  The key notions contained in the figure include liquid modernity, 

proscription, teacher and learner agency to achieve capability rather than mere 

competence.  

 
2.3 Literature review 

2.3.1 Languages education 

Previously, scholars have examined key notions through studies which will be reviewed 

here in three sections – Languages education as evolving, ecological and 

transformative; intercultural languages education; and the relationship between 

capability and agency. 

It is important to note at this point that the words ‘capacity’ and ‘capability’ are both 

used, although not intended to be interchangeable, as the definitions below clarify. 
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A capability (…) is a feature, ability, faculty or process that can be developed or 

improved. A capability is a collaborative process that can be deployed and through 

which individual competencies and abilities can be applied and exploited. A 

capability can refer to an ability that exists in an individual but can be improved 

upon. 

A capacity is the ability that exists at present whilst capability refers to the higher 

level of ability that could be demonstrated under the right conditions.   

(https://www.businessprocessincubator.com/content/ability-capability-capacity-

and-competence/https://www.businessprocessincubator.com/content/ability-

capability-capacity-and-competence/  (accessed 11 July 2019) 

2.3.1(a) Languages education as evolving  

According to Shohamy (2006, p. xvi), language is “open, dynamic, energetic, constantly 

evolving and personal.  It has no fixed boundaries but is rather made of endless varieties 

resulting from language being creative, expressive, interactive, contact and dialogue-

based, debated, mediated and negotiated”. Languages education therefore needs to 

evolve in tune with this.  Van Lier (2011, p. 364) alludes to this evolution needing to 

involve both teacher and learner when he writes 

“Language education requires an overtly ethical and moral stance, embodying 

visions of self and identity. There is no denying the reality that teaching is a 

profoundly moral and ethical activity, both for the teacher and for the learner. A 

utilitarian or instrumentalist approach does not really teach language, it teaches 

tricks.”  

Gee (1990), the first to distinguish between discourse – the analysis of language in use – 

and Discourse – a term he coined to describe the “getting” of Discourse (Gee 1990, p. 

https://www.businessprocessincubator.com/content/ability-capability-capacity-and-competence/
https://www.businessprocessincubator.com/content/ability-capability-capacity-and-competence/
https://www.businessprocessincubator.com/content/ability-capability-capacity-and-competence/
https://www.businessprocessincubator.com/content/ability-capability-capacity-and-competence/
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xviii) clarifies (Gee, 2015, p. 1) how “small-d” discourse sits within the broader context 

of Big D discourse. The latter is meant to capture how people recognise and enact 

historically and socially significant “kinds of people” or identities.  He asserts that 

people use coherent combinations of language, values, beliefs, actions, interactions, 

technologies, objects and tools to do so.  This position takes the use of language beyond 

traditional notions of being primarily for “saying things, for giving information” (p. 1) 

to using language for saying, doing and being.  In communicating using language, we 

need to inform, act and be (Gee, 1999 in Gee, 2015, p 1).   

This is resonant with Freire’s (1995) view that understanding language requires 

understanding what people are trying to say, do or be in the world. Hence, it requires us 

to know about social identities, groups and roles.  Building on Freire, Gee describes 

how people learn a “primary Discourse”, our earliest sense of self, our everyday 

language. As people grow up, Gee (1990) outlines how they develop a “lifeworld 

Discourse”, which serves them through life even as primary Discourses change, 

hybridize or even die. The evolving nature of language education reflects people’s 

needs to adjust and negotiate being and doing as culturally distinctive groups of people 

interact in pluralistic settings (Gee, 2015, p 3). 

The evolution in languages education from traditional grammar-based approaches is 

therefore now focussed on “mobile resources rather than immobile languages” 

(Blommaert 2010, p.197) with context, meaning-making and competence assuming 

priority.   Developing the notion of symbolic competence and defining that as “the 

ability to shape the multilingual games in which one invests. i.e., the ability to 

manipulate the conventional categories and societal norms of truthfulness, legitimacy, 

seriousness and originality, and the ability to reframe human thought and action” 

Kramsch (2007, p. 402) broke new ground. Arguing that the potential for creation of 
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multiple identities and meanings is increased in multilingual encounters as symbolic 

systems come into contact, Kramsch contends that, from an ecological perspective, 

symbolic competence is both a semiotic competence and an ability for a person to 

actively manipulate their environment in terms of time and space.  This resonates with 

Gee’s (2015, p. 1) work on historical and social significance in Big D discourse.  

Building on the notion of the ability to shape multilingual interactions in mobile 

contexts, in later work Kramsch (2013, p. 63) sees language in context as a coherent 

symbolic, meaning-making system of signs “arbitrary in form and motivated in their 

use”. This is an evolution of Halliday’s (1978) invention of the term ‘social semiotics’, 

and his argument with the way language and society have been separated traditionally.  

With his 'semiotic' approach, Halliday perceives languages as evolving as systems of 

"meaning potential" (Halliday 1978, p. 39), seeing social context as one of a set of 

resources which influence what the speaker can do with language.  

In mobile contexts, in order to access “mobile resources” (Blommaert, 2010), notions of 

“grammaring” and focussing on process rather than product (Larsen-Freeman, 2003) 

have gained traction.  In keeping with this, in theorising about mobility, motivation and 

active manipulation of language to suit users’ purposes, Scarino (2014) contends that 

the dynamic global context demands of languages education “an expanded view of 

language, culture and learning”, with a greater emphasis on the practice of meaning -

making (Scarino, 2014, p.389). The author asserts (2014, p.390) that this involves a 

more learner-focussed,  interpretive and reflective approach which hints at the 

motivation alluded to by Kramsch.  Scarino (2014, p. 394) claims that the needed 

interlinguistic and intercultural approach introduces reciprocity, thus altering the 

teacher-learner relationship. Languages teachers’ stances on this will be explored 

further in this chapter in section 2.3.1(c). 
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Dynamism in languages education is a key element of the evolving environment.  Firth 

and Wagner (2007, pp. 798-799) noted that evolution of languages education from 

being grammar-driven and linear to dynamic and meaning-driven is not uniform, and 

that ‘ongoing bifurcation between traditional, linear SLA and dynamic sociocultural-

sociointeractional’ SLA persists.   

A major contributor to recent research focused on dynamism, including through ground 

breaking work connecting complexity theory to SLA is Larsen-Freeman (1997) who 

uses the terms chaos and complexity in describing how language learning has become 

“dynamic, complex, nonlinear, unpredictable, sensitive to initial conditions, sometimes 

chaotic, open, self‐organizing, feedback sensitive, adaptive” (Larsen-Freeman, 1997, p. 

35).  Building on this Chaos and Complexity Theory (C/CT) frame, Larsen-Freeman 

and Freeman (2008, p. 161) note the need to “seek a broader conceptual frame” in 

trying to bridge the ways ‘foreign’ languages teaching and learning outcomes were 

defined and the “shifts in the broader plate tectonics of disciplinary knowledge in 

schools”. The authors suggest that it is useful to view this through the lens of chaos and 

complexity theory, acknowledging the ecological nature of the dynamic, adaptive ways 

‘languagaculture’ evolves. This notion of ‘languaculture’ is discussed further in section 

2.2.2.1(a). 

The initial work on C/CT by Larsen-Freeman (1997) triggered other studies on the 

emergent, non-linear nature of developing competence in another language. Larsen-

Freeman’s theory was central to the work of Mercer (2011a, 2012) on learner agency in 

languages learning, and was applied within a socio-cultural theoretical frame (Van Lier, 

2004), and using an ecological approach to acquiring and socialising in languages 

(Kramsch, 2002; Larsen-Freeman, 2002; van Lier 2004, 2008, 2010).  The ecological 

approach will be discussed in the next section, 2.3.1(b). 

https://onlinelibrary-wiley-com.ezproxy.lib.uts.edu.au/doi/full/10.1111/j.1540-4781.2007.00670.x#b76%20#b79
https://onlinelibrary-wiley-com.ezproxy.lib.uts.edu.au/doi/full/10.1111/j.1540-4781.2007.00670.x#b76%20#b79
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2.3.1(b) Languages education as ecological 

“An ecological approach aims to look at the learning process, the actions and activities 

of teachers and learners, the multilayered nature of interaction and language use, in all 

their complexity and as a network of interdependencies among all the elements in the 

setting, not only at the societal level, but also at the physical and symbolic level.” (Van 

Lier 2010, p 3). Broadly speaking, Van Lier (2011, p 359) asserts that ecological 

approaches involve situated cognition and agency.  The latter notion will be discussed at 

length in section  2.3.3. 

A key element of the ecological approach is the practice of languaging, a natural, 

unfettered way of using language “beyond normative constraints” (Hadrian Lankiewicz 

and Emilia Wąsikiewicz-Firlej (Eds.), 2014, p. viii). It highlights the dynamic 

relationship between language and thought since language functions as “coming-to-

know-while speaking” (Swain, 2006) Swain M. (2006). This is integral to the ecological 

approach (van Lier 2004), countering fixed-code perceptions of language, encouraging 

human agency in meaning making and the ‘experiential character of the so-called 

narratives of life’ (Hadrian Lankiewicz and Emilia Wąsikiewicz-Firlej, 2014, p. viii).  

The language awareness thus developed has implications both for learner and for 

language teacher pedagogy. 

In ecological classrooms highlighting feelings, experiences, subjectivity, history, culture 

and memory, and where “languaging agents orchestrate” using “an assemblage of 

diverse material, biological, semiotic and cognitive properties and capacities” (Thibault 

2017, p.76 in Li 2017, p. 9), learners adapt to get things done with others. Creese and 

Blackledge (2015 in Li 2017, p.7), argue that both teacher and learner are thus 

empowered, power relations transformed, and meaning making becomes the teaching 
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and learning focus as ‘languaging [is granted] primacy over what is languaged’ (Cowley 

2017, p.3 in Li 2017, p.9).  

Dynamic language learning as ecological has been widely researched by Kramsch, 

whose establishment of a 2004 course at UCLA Berkeley called Language Ecology 

(Kramsch, 2007, p 389) was pivotal to understanding of this notion. In a cross-faculty 

collaboration, Kramsch co-taught the course in an emerging effort at Berkeley 

Language Center to situate language as both individual mental processes and 

interactional social processes, approaching language learning and use as nonlinear, 

relational, “co-constructed between humans and their environment, contingent upon 

their position in space and history, and a site of struggle for the control of social power 

and cultural memory” (Berkeley Language Center, 2004).  

Van Lier’s (2004) central work on the ecology of language learning advocated a focus 

on “relations between people and the world, and on ways of relating more effectively to 

people and the world” (ibid, p. 4), listing the major characteristics of a critical 

ecological approach as relationships (rather than objects); context; emergent patterns; 

quality; value; critical perspective; variability; diversity; and agency.  Kramsch (2004) 

drew on complexity science, and emerging language acquisition theories (Larsen-

Freeman 1997, 2002, 2003). In 2007, Kramsch evolved her view of ecological to 

include (2007, pp391-392) notions of relativity of self and other  and how people see 

themselves subjectively, then objectively through others’ eyes, portraying themselves as 

they wish to be perceived. Kramsch’s second aspect (2007) involves the way memories 

of the past survive as present realities for us to experience and observe – what 

Blommaert (2005, p. 130) terms “layered simultaneity”.  Kramsch’s other three 

ecological elements – fractals, emergentism and unfinalisability (2007, p 392) - will be 

taken up in 2.2.1 (c) Languages education as transformative. 
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Building on his earlier work , Van Lier (2010, p. 3) describes how an ecological 

approach looks at “the learning process, the actions and activities of teachers and 

learners, the multilayered nature of interaction and language use, in all their complexity 

and as a network of interdependencies among all the elements in the setting, not only at 

the social level, but also at the physical and symbolic level”.  However, maintains the 

three key elements of relationships, quality and agency bring all elements into 

discussion. Scarino (2014, p 394) notes how the relationships element in interlinguistic, 

intercultural, reciprocal meaning making actually alters the teacher-student relationship. 

The interdependencies in the ecological provide many affordances. A widely-quoted 

definition “The affordances of the environment is what it offers the animal, that it 

provides or furnishes, either for good or ill” (Gibson 1979, P.127) - highlighting the 

mutuality of animal and environment in the sciences -forms the basis of key work by 

Aronin and Singleton (2012) on affordances in language learning.  The authors argue 

that, for humans, the environment – social milieu – is not limited to the physical, with 

the “emotional, moral, evaluative and intentional and cognitive vectors no less real” 

(Aronin & Singleton 2012, p. 316-317).  In thus distilling Gibson’s point into dynamic 

mutuality of identity and milieu in a sociolinguistics setting, Aronin and Singleton 

maintain that it is up to teachers and learners to make use of relevant affordances.  

In their work on affordances in multilingualism, Aronin and Singleton (2012, p. 318) 

claim these include social language affordances (those offered by a particular 

community – world, nation, family – at a particular time) and individual language 

affordances (opportunities for an individual to interact in, and use, a language). They 

argue that linguistic affordances may include parental support, events, assumptions and 

common knowledge, school buildings, infrastructure and resources, curricula, 

knowledge of languages other than target languages (shared features especially), the 
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degree of professionalism of language teachers, opportunities to interact with native-

speakers. 

Aronin and Singleton (ibid, pp. 323-324) argue that the affordance approach in 

multilingualism accords with Edward’s (1994) tripartite division of key elements into 

what these authors term user, environment and language. Affordances may be generated 

by interaction between any two elements, highlighting the connection between 

affordance theory in multilingualism and work on dynamic systems theory and language 

acquisition (Larsen-Freeman, 1997, 2002, 2006). 

The use of affordances in ecologically valid contexts is explored by Stein (2008, in 

Norton & Toohey, 2011, p. 431) to be discussed in section 2.3.1 (c), since it involves 

transformations of both teacher practice, and learner opportunities. Stein’s work does 

reflect Edward’s elements of user, environment and language, along with teachers’ 

agency, which will be explored in section 2.3.3. 

In exploring ecological classrooms, it is clear that relationships are essential, a 

springboard for many in building trust and agency which Mercer (2011a, p.42 in Mercer 

2012, p.43) defines as comprising two main components – the learners sense of agency 

both generally and in specific contexts (non-visible beliefs, thoughts and feelings), and 

the agentic behaviour chosen for participation and action (observable).  Agency, claims 

Van Lier (2008), emerges from, and depends crucially on, the activity and initiative of 

the learner.  Choice and initiative are two key elements, both enabled, or unleashed, by 

a trusting relationship with the teacher, and by doing something which matters to the 

student in the ‘layered simultaneity’ (Blommaert 2005, p .130) of their memories and 

present realities.  

Embracing the diversity of students in ecological classroom learning is complex, 

perhaps done best by creating memorable instances or settings for learners to learn and 
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use language. van Lier (2011, p 365) asserts that if teachers approach their classroom 

ecology from a multilingual, not a monolingual, perspective, they provide their learners 

with both cognitive and socio-economic advantages. Again, the author notes the 

limiting effects of assessment using a monolingual “ideal speaker” fiction, asserting that 

“every learner must imagine his or her destination, though this imagination may be 

thwarted, obstructed, and squashed by the commodified notion of the test score.” 

2.3.1(c) Languages education as transformative 

 “The challenge is to make uncertainty strong.” 
 

Genevieve Zarate, comment on proceedings, AILA ReN Seminar,  
CLaSIC 2018 Conference, NUS, 6/12/2018.   Researcher note. 

 

This quote from Zarate (2018) encapsulates much about the role of the languages and 

cultures teacher in a dynamic global setting.  Bringing an intercultural inquiry focus to 

this will be explored further in the next section. 

Being equipped to deal with uncertainty is a pervasive theme in education today.  

Murray and Scarino (2014) discuss the need for languages education to accommodate a 

context-relevant understanding of “the interplay of the languages and cultures 

available”, noting that students must develop as “effective mediators of meanings across 

multiple languages, cultures and semiotic systems, thereby undergoing a process of 

personal transformation” (Murray & Scarino, 2014, p. 3).  Advocating a relational 

perspective on language and languages which respects and embraces different world 

views, the authors note that the implications for curriculum, pedagogy, assessment and 

evaluation, asserting (2014, p. 8) that “the process of language learning … is one of 

personal transformation manifested in intercultural competence and an increased facility 

to operate comfortably across languages and cultures”.  
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As exponentially more diverse students with fluid identities enter classrooms, language 

teachers need to exert their influence as values-driven, skilled, reflective, facilitative 

educators able to integrate the language learner and the learning context (Norton 2000, 

p. 4). This entails developing capability to use the language in nuanced, productive 

ways.  The multiple identity goals a language teacher adopts in context intertwine with 

the dissonance between their ‘ideal’ and ‘ought to be’ future selves (Dornyei, 2005) to 

drive teacher learning.   

Murray and Scarino (2014) say it is necessary to treat individual languages as part of a 

larger ecology in which languages impact on each other in order to develop a “richer, 

more inclusive and egalitarian view of languages and cultures” (2014, p. 4) paving the 

way to a more vibrant environment for learning and teaching. The teacher and learner 

focus would thus switch to developing intercultural capability, along with language 

acquisition.  

In this dynamic environment where “the new progression of man (…) mocks at time 

and distance and closes the zones of earth together like the sticks of a Japanese fan” 

(Hill, 1937), today’s languages and cultures teachers need to grapple with multiple 

elements beyond mere language acquisition. Two aspects are how and why learners 

learn languages.  

The notion of language repertoires, Garcia and Li Wei write (2014, p. 42), constitute 

someone’s semiotic repertoire, rather than languages operating as “autonomous and 

closed linguistic and semiotic systems”.  Somewhat related to this is Otsuji and 

Pennycook’s 2011 work which, though workplace-focussed, highlights how social 

inclusion is impacted by metrolingual practices which include bi- and multilingual 

practices.  The authors argue that the notion of a language having its own particular 

statist “cultural, ethnic or geographical configuration” (Otsuji & Pennycook, 2011, p. 
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413) often compromises these practices.  Implications for the transformative learning 

and teaching of languages will be explored in this section. 

Ways of teaching languages need to evolve as languages themselves evolve, and 

classrooms become more diverse spaces. Kubanyiova and Crookes (2016, p. 117) argue 

that prevailing multilingualism in 21st century life presents considerable new challenges 

for languages teachers in terms of their roles, tasks and contributions. The challenges 

bring new questions.  One key question Kubanyiova and Crookes pose is “How do 

language teachers adapt, innovate, and survive in the face of political, economic, and 

other realities they must face?”  Broadly, they propose that it is helpful now to think of 

language teachers’ broader identity role as that of moral agent capable of designing and 

enacting meaningful learning with their learners. 

One manifestation of an evolved teacher stance which might be seen as moral agency 

on the teacher’s part involves a focus on meaning-making. Garcia and Li Wei (2014) 

argue that this meaning-making goes well beyond teaching and learning a semiotic 

ensemble (traditionally known as the “target language”). It relates more to 

empowerment, voice and critical consciousness and has much more to do with 

processes, performance, and embodiment than just with acquiring skills. Thus, the 

authors argue, it has to do with “creativity, criticality and transformations in education” 

(2014, p. 66).  These notions of creativity, criticality and transformation are resonant 

with elements of the various frameworks for 21st Century skills proposed for 

contemporary education, the four most important becoming known in the United States 

by the National Education Authority (NEA) as the “Four Cs” - critical thinking, 

communication, collaboration, and creativity.   

This evolved teacher stance outlined by Garcia and Li Wei (2014) reflects the work of 

Bahktin (1993, p. 46 in Neilsen, 2002, p. 36) which outlines the need to reunite the 
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aesthetic (the shaping of meaning in action) and the ethical (a cognitive element of the 

act itself) as we lead lives made up of individual, once-occurring acts which constitute 

our life history performance- full of acts and lived experiences, what the author calls 

“constituent moments” in a life of “continuous performing of the acts [postuplenie]”.  

(Bahktin 1993, p.3 in Neilsen 2002, p. 36).    

Also related somewhat to the evolved teacher’s role of moral agent is DaSilva Iddings 

(2017, p. 4) “funds of knowledge” perspective, describing the evolution of praxis - or 

consciousness-informed practice - in developing critical awareness through “self-

reflexive discourses and practices” as social agents “intervene at the level of social 

action” in diverse contexts. This provides an interesting challenge for teachers to see 

themselves as interventionist social agents and teachers of meaning. 

One interesting aspect Canagarajah (2013, p. 176) describes is how translinguals are 

open to “hybrid, qualified and negotiated” – thus truly dialogic – outcomes as they 

develop more complex language awareness and metalinguistic capacity in “contact zone 

communication, which is always new, diverse and unpredictable”. The relevance of 

developing meta level capacity, of being open to such outcomes, and of such a learner 

disposition to agency and capability will be explored in section 2.2.3 The relationship 

between capability and agency. 

Li (2017, p. 2) questions how the assumption of languages as structural and cognitive 

entities, and a focus on form, can fully “capture the creative and critical dimensions” (p. 

5) of highly fluid and dynamic speech, arguing that compartmentalisation of languages 

serves neither the individual nor society. Similarly, Murray and Scarino’s (2014) 

advocacy for a relational view of language learning, involving contextual (the 

ecological relationship among languages); conceptual (the integral relationships 
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between language, culture and learning, for example); and educational (learner diversity 

in terms of languages, cultures, lived experience and world views) levels (2014, p. 7). 

Beyond SLA trends already discussed, language teacher practice is challenged by the 

development of modern communication technologies as they displace traditional 

modalities. According to Kramsch & Thorne (2002, p. 86), the pedagogical impetus 

behind using computer mediated communication (CMC) was directly linked to the 

popularity of communicative language teaching. The aim of using language for social 

purposes via CMC has been realised in various ways, including by regular interaction 

opportunities with target language speakers anywhere in the world, increased interaction 

with peers, and the total production of language by students (Kern, 1995).   

In today’s multilingual settings, “the playful, reflexive, self-conscious ways in which 

global youth engage with each other online” (Cutler, C. & Royneland, U., 2018, p. i) 

involves the deployment of communication technologies and multilingual resources in 

projecting both local and trans-local orientations. Whether in classrooms or beyond, 

youth are exploiting the creative, heteroglossic potential of their linguistic repertoires.  

This research into online multilingualism shows that these engagements range from 

basic attempts to engage with others in a second language to the sorts of hybrid 

multilingual practices referred to by Canagarajah (2013) and others. The utterances 

chosen by these young people are often not linguistically pure or stylistically correct 

although aimed at correct, standardised forms which may reflect trans-local or national 

belonging (Cutler, C. & Royneland, U. 2018, p. i). In discussing technological use by 

tertiary students, the authors note that the rapidly developing mobile phone 

technologies, their design and technological affordances run parallel to their expanding 

uptake (Cutler, C. & Royneland, U. 2018, p. 52).  
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In Australian schooling, however, the perceived risks and benefits of global youth 

online engagement are contentious. While some secondary school students, as the data 

gathered in this thesis show, appreciate and learn from watching anime independently, 

experts such as Dr Pasi Sahlberg (Baker, 2018) warn of the potential negative impacts 

of allowing mobile phone access in schools.  Dr Sahlberg advocates for the teaching of 

cyber safety and responsible technology use to all students, commenting on the 

psychological, social and physical “inconvenient consequences” of screen time which 

he maintains affect concentration, attention and perseverance. In noting that Australia’s 

PISA decline predated smartphones, Dr Sahlberg says placing undue faith in 

technology’s potential, and reliance on standardised testing, may also be factors in that 

decline. 

Thus, a heavy responsibility is borne by schools and teachers in terms of how to 

leverage the multilingual communicative potential of online technologies while 

ensuring student safety. To set this up in the dynamic, evolving, ecological 

environments outlined involves time and adaptation of both teacher perspective and 

teacher capacity. This constitutes a further element for languages teachers to embrace 

and meaningfully embed as they develop transformative pedagogies.  

Australian languages and cultures teacher practice has been impacted – potentially 

transformed – by the development and implementation of the grassroots, praxis-

informed, Professional Standards for the accomplished teaching of languages and 

cultures (PSPL, 2005). These, though deliberately aspirational, gave teachers a shared 

set of parameters for self-reflection, and a shared language to discuss their practice. In 

being aspirational, The Standards offered opportunities for teacher transformation. The 

subsequent Intercultural Language Teaching and Learning in Practice Project (ILTLP, 
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2007) then focussed on how languages and cultures might embed an intercultural 

orientation in their practice.  

Teachers are expected both to be transformed and to transform. They need to recognise 

that language development is “a process of transformation, growth and reorganization” 

(Van Lier 2011, p. 363).  This represents an emergentist view of learning described by 

Vygotsky (1987, p. 300 in van Lier 2011, p. 363) in this way: “Throughout the child’s 

development … new systems constantly emerge within which perception acts.” 

Emergentism, the view that language ability is the product of interactions between the 

language environment and the learning capabilities of the child, is one highly relevant 

meta-theory. Kramsch (2007, p. 392) includes emergentism as one aspect of ecological 

language learning, noting the non-linear, discontinuous ways learning develops.  

Transformation is thus closely linked to emergence, which is defined by Mercer (2012) 

as: 

 “(how) changes in a system’s state whereby the emergent state of the system is 

different to its prior state and cannot be reduced to or explained by its individual 

components or the sum of the separate effects of interactions between individual 

components. Emergence means that all of the factors in the system interact and 

combine to generate a new state of the system. (Mercer 2012, p.44) 

Educators need to consider whether education is being oriented towards information or 

transformation. Information, argues Van Lier (2011), is quantifiable, and measurable in 

industrially-produced tests since information can be “commodified and accumulated”. 

Transformation, however, is always moving, unpredictable and emergent.  The author 

finds it discouraging that struggling learners are “confronted with ever-increasing 

hurdles, rather than opportunities to show that ‘they can, too’ ” (Van Lier 2011, p 364).  

Sahlberg’s recently expressed views (Baker, 2018) echo this, and it accords with 
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Kramsch’s view (2007, p 392) that we need a longer, more differentiated view of the 

effectiveness of teaching and learning than that proposed in short-term proficiency tests. 

Meaning for the learner will emerge from the connections she/he is able to make with 

her/his own prior knowledge or experience.  As argued  by Widdowson (1994) “You are 

proficient in a language to the extent that you possess it, make it your own, bend it to 

your will, assert yourself through it rather than simply submit to the dictates of its form 

... Real proficiency is when you are able to take possession of the language, turn it to 

your advantage, and make it real for you. This is what mastery means.” (Widdowson 

1994, p. 384). 

Transformation is linked to teachers’ pedagogical stances and practices in their 

contexts. Stein (2008), in Norton and Toohey (2011, p.431), described transformations 

in South African township schools where, under apartheid, local forms of representation 

had been marginalized and devalued.  Re-appropriating and re-sourcing local textual, 

cultural, and linguistic forms, teachers transformed under-resourced schools, providing 

opportunities for their students of English language to make use of linguistic, bodily, 

and sensory resources in order to engage in representing meaning.  Their enthusiasm 

kindled, learners became active participants in production of multimodal counter-texts 

that subverted the ‘proper’ school curriculum.  This scenario is replete with the use of 

affordances and elements of both teacher and learner agency.   

Teachers’ “watchful adherence to the socially and politically defined boundaries of 

named (and usually national and state) languages” (Otheguy, Garcia & Reid 2015, p. 

281), is a stumbling block in the transformative process outlined above. Some teachers 

remain slow to accept that languages education has moved from being about language 

as code to language as social practice to language used in meaningful episodes of 

inquiry (Kramsch, 2007). Here, Pennycook (2005, pp. 7-9) exhorts teachers to go 
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beyond the “pushed on top” layer of languages imposed by colonialism and modernity 

to notions of ideas, practices and repertoires as we make mobility central to our 

understanding of language.  Canagarajah (2013, p. 178) notes that his book, 

Translingual Practice, is oriented to “practices and social negotiations that generate 

meaning out of fluid and hybrid codes”.  Commenting on his notion of “performative 

competence”, Canagarajah writes (2013, p. 174) that its key feature is alignment, which 

involves “connecting semiotic resources, environmental factors, and human subjects in 

relation to one’s own communicative needs and interests in order to achieve meaning”.  

This performative competence, the author contends, emphasizes human agency and 

social practices in the creation of meaning.  

To add to the evidence of the importance of teacher stance in transformation and the 

development of agency, Lavie et al (2018), in an Israeli study, described how a 

teachers’ stance and practices can either facilitate or stymy the development of learner 

agency.  As with Pennycook’s (2005) words, if teachers do not challenge the “pushed 

on top” layer of proscription to access learners’ dynamic notions, practices and 

repertoires, according to Lavie et al they run the risk of perpetuating a ‘spectator’ role 

for students rather than enabling an agentive explorer role.  

To be transformative, argues Van Lier (2011), teachers need to adopt a critical 

perspective oriented toward actively improving social conditions, and to develop and 

articulate an ideological stance. Adopting this stance accommodates interrogation of the 

institutional structures within education. Transformative education, according to Van 

Lier “requires teaching students how to perceive, how to talk about what they perceive, 

and how to think clearly, in well-articulated argumentative and rhetorical patterns” Van 

Lier (2011, p 364).   
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An essential element of adopting such a critical perspective for a languages teacher 

could well involve the notion developed by Otheguy, Garcia and Reid (2015, p. 297) 

about how a bilingual’s “full deployment of linguistic resources” is hampered by 

“strong norms articulating the sharpness of linguistic boundaries”.  Although few 

Australian schools offer bilingual programmes, as student cohorts become increasingly 

diverse teachers need to be able to grant licence to students to operate using their entire 

repertoire as what the authors call “a tool for rich and unfettered expression” (2015, p. 

297).   

For language teachers who resist this transformation of practice and prefer monolingual, 

linear, grammar-based methods, the growing evidence for language as an individually 

determined, emergent and dynamic system is confronting. Adapting and transforming 

language teaching practice to accommodate, not just dynamic languages, but bilingual 

students, not just monolingual ones, is challenging. Interrogating traditional assessment 

practices adds another dimension to this challenge. To resist these transformations, 

several key researchers argue, comes at a cost.  

Allowing for elements of “creativity, criticality and transformations in education” 

(Garcia & Li Wei 2014, p. 66) was referred to in section 2.3.1 (c). The criticality 

element will be explored further in section 2.3.2. 

As research increasingly illustrates the individuality inherent in the process second or 

other language development Lowie (2017, p.1) asserts that both acknowledging the 

variability in a learner’s language, and transforming and individualising our teaching, 

demand languages and cultures teachers’ attention.  Another implication is that using 

language as an active means of communication is an indispensable component of 

language learning (Lowie 2017, p 5-6), yet, as translanguaging proponents and 
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Widdowson (1994) contend, real proficiency means making language use real for the 

student.    

One part of the individual language development and emergence could well be what 

Kramsch (2007, p 392) calls “unfinalizability” and includes as an element of ecological 

language learning. The author states that encounters and conversations which emerge 

need to be seen as “open-ended and unfinalizable patterns in a web of past and future 

encounters, enacted conversations or staged presentations of self”.  A logical extension 

of teachers adopting a transformative view of their practice, then, is that their students 

also may find the language learning experience transformative.  

Much of the success of languages teachers in this area will depend on how they view 

their role, whether they are open to transformation of practice and of their personal 

stance.  Several leading researchers have theorised about this. To the extent that 

teachers see themselves as “the quintessential go-between” across 

languages/time/space/perspectives (Kramsch, 2004, p 44), transformation is possible.   

In this article, Kramsch outlines the challenges for foreign language teachers in being 

more mediators between various identities, discourses and worldviews than 

authoritative transmitters of linguistic or pragmatic knowledge, providing a concrete 

example of how a language teacher as a go-between can lead to a more democratically 

oriented foreign language education.  This notion of mediation will be explored in detail 

in the next section, in which the teacher’s stance is explored in the context of 

interculturality. 

2.3.2 Languages education as intercultural 

This section will be divided into 2.3.2.1 Intercultural language education as 

problematic, covering 2.3.2.1(a) Interrogating notions of intercultural competence and 
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2.3.2.1(b) Issues in assessment of intercultural capacity; and 2.3.2.2 Intercultural 

capability. 

2.3.2.1 Intercultural language education as problematic  

This section has two parts – 2.3.2.1(a) Interrogating notions of intercultural 

competence, and 2.3.2.1(b) Issues in assessment of intercultural capacity. 

Although intercultural competence has been a goal for decades, the silencing of the 

need to speak foreign languages as a constituent element, the myriad definitions and 

models - and their instrumental use - have been stumbling blocks. What constitutes 

meaningful intercultural capacity remains contested. Two central issues are adequately 

defining ‘intercultural competence’ and – if this is agreed – how it is to be meaningfully 

assessed.  The intercultural languages teacher sits at the centre of this, grappling with 

definitional issues and rapidly increasing learner diversity. 

2.3.2.1(a) Interrogating notions of intercultural competence 

In the Australian context, languages education policy has largely recognised the need 

for an intercultural model of languages and cultures learning.  The case made for a 

change in languages teaching practice in Australia in the 2003 Federal Government-

commissioned Report on Intercultural Language Learning (Liddicoat, Papademetre, 

Scarino & Kohler, 2003) was a springboard for further progress in embracing the 

language-culture connection in languages education. 

That report was followed by the Asian Languages Professional Learning Programme 

(2004), the National Statement for Languages Education in Australian Schools, 2005-

2008 (MCEETYA, 2005) which referred to “inter-cultural understanding” (p. 3) and the 

pivotal   Intercultural Language Teaching and Learning in Practice (2006-8) (ILTLP) 

Project.  ACARA’s Australian Curriculum embeds Intercultural Understanding as a 
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General Capability (https://www.australiancurriculum.edu.au/f-10-curriculum/general-

capabilities/intercultural-understanding/) (accessed 7 Jan, 19), encouraging learners to 

“value and view critically their own cultural perspectives and practices and those of 

others through their interactions with people, texts and contexts”.   The Australian 

Curriculum: Languages (ACL) (https://www.australiancurriculum.edu.au/f-10-

curriculum/languages/), which was developed 2010-2012, in the Year 9-10 band, 

Understanding strand, cites “intercultural contact” and “intercultural”.  

The Achievement Standard for Year 9-10 Japanese states that “They have a growing 

awareness of the wider world, including the diversity of languages, cultures, and forms 

of intercultural communication. … They demonstrate understanding of language 

variation and change, and of how intercultural experience, technology, media and 

globalisation influence forms of communication. … They explore the reciprocal nature 

of intercultural communication: how moving between different languages and cultural 

systems impacts on the learner’s ways of thinking and behaving; and how successful 

communication requires flexibility, awareness and openness to alternative ways. They 

develop the capacity to consider their own cultural practices through the eyes of others, 

and to communicate in interculturally appropriate ways.” 

https://www.australiancurriculum.edu.au/f-10-curriculum/languages/japanese/ (accessed 

9 Jan, 19). The different terms used within the Australian Curriculum, as outlined 

above, give some indication of the vagueness still associated with the intercultural.  

Key researchers in the intercultural languages area (Dervin & Gross, 2016; Witte & 

Harden, 2011) lament the confusion caused by the plethora of definition of intercultural 

competence. Witte and Harden (2011, p.1) argue that “interculture” lacks a universal 

definition, ‘competence’ has cognitive elements but includes attitudes, affective aspects 

https://www.australiancurriculum.edu.au/f-10-curriculum/languages/
https://www.australiancurriculum.edu.au/f-10-curriculum/languages/
https://www.australiancurriculum.edu.au/f-10-curriculum/languages/japanese/
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and constructions of identity, and the concept of the intercultural remains “vague and 

oscillating”. 

 Reflecting on her (2006) Intercultural Competence Model, Deardorff (2010) noted that 

“the intercultural scholars in this study could not agree on the role of language in 

intercultural competence development, citing that language alone does not ensure one’s 

competency in the culture. Thus, language is a necessary (researcher emphasis) but not 

sufficient skill … however, can be a noted vehicle through which to understand others’ 

worldviews, which is crucial to intercultural competence development”.  In moving 

from earlier definitions omitting languages to this, Deardorff reflects one of the central 

issues in this field. This issue is clearly enunciated by Rothwell (2013) in her Ph D. 

thesis on the use of process drama in intercultural language learning. She defines 

intercultural language learning not as an additional “competence”, or adjunct to 

discursive or linguistic competences, but as “a way of understanding and using language 

which is permeated by a dialogic but necessarily incomplete consideration of each 

speakers’ socio-cultural heritage and perspectives”. 

Meanwhile, on “la competence” question, Scarino, (2018) stated that definitions of 

competence have become more restrictive, and measurements even more restrictive; 

that, in defining the term, it has been broken down and restricted, which has meant 

diminution of the term; and that, while we cannot afford to lose the notion of 

competence, we do when we define and measure.  The implications for the assessment 

of intercultural language learning, will be addressed in section 2.3.2.1(b) Issues in 

assessment of intercultural capacity. 

Much of the flurry of research and opinion about intercultural competence has been 

driven by post-war multiculturalism. However, Vertovec (2010), who coined the term 

“superdiversity”,  describes a very different scene today, with migrant/refugee numbers 
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rising worldwide. Vertovec claims that it is significant that more people are now 

moving from, through and to more places, with today’s migration flows being “newer, 

smaller, transient, more socially stratified, less organised and more legally differentiated 

immigrant groups” compared with the large immigrant groups of the 1950–1970s 

migrations (Vertovec, 2010, p. 86 Noting the lack of public policy attention yet paid to 

this radical transformation of the social landscape of migrant-receiving countries, the 

author claims reworked understandings of how to deal with diversity – or 

multiculturalism – are also needed (ibid, p. 86). 

Kramsch (2004) introduced the concept of a languages teacher as a cultural go-between, 

referring to the teacher’s mediator role as one able to understand language and culture 

as dynamic social semiotic (Larzen-Ostermark 2008, p. 528).  In this context, languages 

and cultures teachers are under pressure to rethink how they perceive their teaching 

role. 

Teachers, then, may need to develop a subversive stance, which takes several forms, 

with language forms and spatial repertoires to the fore. It is interesting to imagine 

learners being encouraged to actively cobble together their language resources in 

response to the communicative situation, translanguaging as they use their language 

resources to ‘soft-assemble’ (Thelen and Smith 1994, in Larsen-Freeman 2012), 

adapting their speech for their interlocutors, layering ‘languages, tasks, practices and 

spaces’ (Pennycook and Otsuji 2015, Ch. 8). Thus, diverse people can communicate 

meaningfully, if not traditionally.   

Li Wei and Zhu Hua (2013) argue that the notion of translanguaging captures both the 

dynamism of a range of multilingual practices and the capacity of the de-

/reterritorialised speaker to mobilise their linguistic resources in creating new social 

spaces for themselves.  The notion of new social spaces is explored also in research 
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with university students’ study abroad programmes (Giovanangeli & Oguro, 2016) 

which also sought to surpass traditional notions of competence.  The authors’ 

framework of Cultural Responsiveness (Awareness, Engagement, and Bringing 

Knowledge Home) assaying students’ interculturality in response to their in-country 

experiences, considering reflective participation and acquired intercultural insights, 

could well be applied to high school years students as they evaluate the new social 

spaces developed through their exchanges. The potential implications for assessment of 

intercultural language use in action are significant. 

The work of teaching interculturally, according to Liddicoat (2017), is to understand the 

relationship between language, culture, learning and the learner, and the centrality of the 

learner in this.  Yet culture continues to be a contested concept, and teachers’ 

perceptions of learning and learners vary.   

As far as learning goes, in foreign language classrooms, the linking of language and 

culture has been debated and problematized (Byram, 1989; Kramsch, 1993; Liddicoat, 

2002; Liddicoat & Scarino, 2013). The development of intercultural competence 

(Byrnes, 2002 in Kramsch, 2013, p. 3) now sits at the core of genre-based literacy at the 

college level in the US and as an organizing principle in foreign language departments.  

In relation to learners, a study by Dewaele and van Oudenhoven (2009) of third culture 

kids (TCKs), the increasing numbers of multilingual, mobile, hybrid youth with 

transnational identities, found that these TCKs had a high level of cross-cultural 

understanding and adaptability, multilingualism, and interpersonal sensitivity, but 

scored lower on emotional stability.  The authors concluded that, though personality is 

shaped by social and biographical factors, the study demonstrates that acculturation is 

stressful, though “the experience of having to fit in and being in contact with different 

languages and cultures strengthens cultural empathy and open mindedness”. Growing 
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numbers of such multilingual young people cause challenges for locally-trained 

language teachers, with Risager (2007) proposing a transnational pedagogy to 

accommodate their learning needs. Add to that are the challenges of rapidly changing 

languages and cultures cited by leading researchers (Kramsch, 2013; Risager, 2007, 

2008; Vertovec, 2010) and others. 

Intercultural language teaching practice needs to recognise that representations of 

culture can be problematic. Lo Bianco (2003, in Moloney & Harbon, 2012, p. 281) 

described “visible/invisible” aspects of culture within language.  Kramsch (2013, p. 1) 

maintains that, with the numerous definitions of culture proposed by linguists, many 

languages teachers neither know how to teach it nor think it is their role to do so.  As 

Kramsch (2013, p. 5) notes: 

“ … while culture has always been an indissociable part of language teaching, 

the links between the language taught and the sociocultural context in which it is 

used have become much more diversified than they used to be. These links are 

now defined by a host of individual, institutional, and ideological factors that 

render the task of the foreign-language educator particularly complex.” 

As a leading researcher into intercultural language learning and teaching, Kramsch 

notes (2013, p. 5) that the fact that both the need for “identifying, explaining, 

classifying and categorizing people and events” according to modern criteria, and the 

desire to accommodate “postmodern subjectivities and historicities in our decentred 

world” are reflected in language (2013, p. 5). This decentred world involves the way the 

nation has assumed ambivalent status in the processes of globalisation, and the attendant 

way “the contours of a transnational paradigm” emerged in the 1980s and 1990s 

(Risager, 2007, p.194).  
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Kramsch’s advocacy is reflected in Risager’s assertion (2007) that “The transnational 

paradigm is based on empirically demonstrable linguistic, discursive and cultural 

complexity, and it is interested in the target language as a first language, second 

language and foreign language – also in lingua franca use”. (p. 194).  As such, the 

intercultural language teacher’s task is made more complex, yet more relevant than ever 

before. 

One issue for teaching interculturally (Kramsch, 2013) is deciding what aspects of 

culture, what kinds of culture and whose culture should be taught in a languages class. 

Pivotally, where languages are learned for intercultural understandings, social survival, 

for one’s heritage or general “humanistic purposes” (Kramsch, 2013, p.1) culture is 

inseparable from the language learning effort. The ways culture is viewed have changed 

with the times and their attendant demands.  

Kramsch’s trajectory of perceptions of culture is instructive. Big C Culture was 

associated with the cultivated middle class, instrumental in the development of nation-

states, promoted by their institutions, and prone to producing stereotypes (Kramsch, 

2013, p. 2). Little C Culture focussed on communication and social interaction, 

including typical (sometimes stereotypical) native speaker’s superficial behaviours, 

beliefs and values in a “one language = one culture” paradigm which encouraged non-

heritage learners to see these cultures as exotic and to try to mimic them when travelling 

to the country.  Heritage language learners wishing to connect to their family roots, 

however, saw them as the reason they were learning the language, even though this is 

problematic when students have lost much of their culture, and its teaching is “linked to 

identity politics” (Kramsch, 2013, p.3). 

One treatment of the language-culture connection is the concept of languaculture. 

Friedrich’s (1989, p. 306) work, calling this linguaculture, stimulated thinking.  
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Freidrich wrote that “the many sounds and meanings of what we conventionally call 

‘language’ and ‘culture’ constitute a single universe of its own kind, the parts of which 

are bound at least as much to each other as to anything else outside that universe”.  Agar 

(1995, 2006) developed this further, reminding readers that the original idea behind 

the culture in languaculture was to “remind readers that language users draw on all 

kinds of things besides grammar and vocabulary—their biography, the nature of the 

situation they’re in, history, politics” (Agar, 2006, p. i).  

Considering languages and cultures as integral requires a re-focussing of the teacher’s 

role. Languaculture pedagogies, Liddicoat claims (Diaz, 2013, p. x), require a complete 

reconceptualisation of the languages education endeavour.  When social practice, 

meaning making, and both process and product are valued, Liddicoat states that the 

learner’s first language and target language, and the learner’s “situated, variable, plural 

and contested’ cultures operate interdependently in a process of decentring and 

mediation (ibid, p. xi).  Thus, Liddicoat asserts (p.xii) that it is appropriate to consider 

intercultural language teaching and learning as a reconceptualised stance towards the 

role of teachers as they develop individual, theory informed, comprehensive approaches 

which systematically integrate “coherent language and culture pedagogy”. 

Critiquing the “too unambiguous” mottoes developed to express the language-culture 

connection, Risager (2007, p. 2) claims that her “languaculture” view embraces the way 

languages spread across cultures, and vice-versa, and linguistic and cultural practices 

change and spread along different routes in transnational dynamics. Risager (2008) 

develops the notion of “languaculture” to describe how this has three dimensions – 

semantic pragmatic (the meanings people give to words, expressions and discourses); 

poetic (the interplay between the content and expression sides, the use of rime, rhythm 

and alliteration, the play with the relationship between writing and speech); and identity 
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(where the focus is the expression side of language, not on the content, for interest is 

centred on the codes being used, and the linguistic identities being put into play rather 

than on the content of what is being said). (Risager, 2008, p. 4) 

With growing research around the concept of languaculture, US Languages 

lecturer/researcher (Blyth, 2015), building on the work of Friedrich (1989), Agar (1994) 

and Risager (2007), advances the idea that this concept is moving from language-and-

culture to language-as-culture (Blyth, 2015, Course notes). In ongoing work, Blyth 

(2019) aims to demonstrate how the concept of languaculture works in the teaching and 

learning of languages in fostering understanding of how participants become aware of 

language as a cultural system as they make meaning, and how multiliteracies 

pedagogies support this.  Blyth’s University of Texas course outline proposes this view 

of Languaculture. 
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Figure 2: Languaculture at the centre of language, culture and literature 
Used with permission obtained from A. Professor Carl S. Blyth. 28/1/2019 (refer to Appendix M) 

Noting how the term ‘languaculture’ highlights how the human mind is bound up with 

language and culture, Blyth proposes that the concept aids the move beyond outdated 

conceptions of language as code to the more dynamic view of language as meaning 

making. 

The reconceptualisation of the teacher’s role as advocated by Risager, Liddicoat, Blyth 

and others is necessitated by the combination of the unprecedented movement of 

people, ideas and knowledge associated with globalisation.  New ways of valuing what 

diverse students bring to classrooms, as discussed by Risager (2007) add further 

complexity to this reconceptualisation.   

One complexity element in reconceptualising the teacher’s role is highlighted in a 

Finnish study of Year 7-9 EFL students (Larzen-Ostermark, 2008, pp.527-528), 
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outlining the need for fundamental rethinking of the aims of languages education, 

shifting emphasis from linguistic to communicative to intercultural to intercultural 

communicative competence as “the cultural turn” reflects the modern social and 

historical context.  The author found that teachers’ attitudes to teaching ‘culture’ ranged 

across the cognitive approach (cultural facts); action-related approach (sociolinguistic 

skills); and the affective approach (bi-directional).  Kohler’s (2105) work on mediation 

in South Australian classrooms echoes this.  This researcher believes, therefore, that 

careful consideration of the language-as-culture approach advocated by Blyth (2015, 

2019) needs to be a priority, thus echoing Larsen-Freeman and Freeman’s (2008, p. 

161) view that foreign languages are ‘dynamic creatures of use in the world’. 

The emphasis on teachers developing intercultural communication skills arises from the 

emergence of the term ‘intercultural’ in the fields of education and communication in 

the 1980s, stemming from efforts to improve relations between European Union 

members, or in global economics (Kramsch, 2013, p.3). The author notes how the 

concepts of intercultural competence and communicative competence emerged in 

tandem. The first elaborated model of intercultural competence was developed by 

Byram and Zarate (Byram, 1997; Byram & Zarate, 1994) and identified five savoirs 

which Byram developed into his 1997 Model of Intercultural Competence with its areas 

of knowledge, skills of interpreting and relating, attitudes, skills of discovery and 

interaction, and, centrally, critical cultural awareness. 

In intercultural education, the notion of critical cultural awareness highlights a person’s 

ability to decentre from one’s own culture to develop insight into another’s (Byram, 

2006, p. 117) through interacting rather than exchanging information.  Byram outlines 

the value of democracy and citizenship education “where the teacher of language and 

culture takes responsibility for the education of pupils and not just the development of 
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their communication skills” (2006, p. 117), elaborates on critical cultural awareness to 

specify objectives for ‘the intercultural speaker’ aiming to be able to “occupy the ‘space 

between’ cultures of different groups and to establish and mediate relationships between 

them” (ibid, p.122).  

Byram notes how perspectives built in foreign language education can enrich learning 

about democracy, by developing the necessary linguistic competence, and by applying 

critical cultural awareness through comparing, mediating and negotiating (Byram, 2006, 

p. 124). Awareness of one’s own ideology, and a capacity to accept and engage with 

difference are elements of this, according to the author (p. 124).  What mediation means 

in intercultural language learning is described by the Council of Europe below.   

“… the written and/or oral activities of mediation make communication possible between persons 

who are unable, for whatever reason, to communicate with each other directly. Translation or 

interpretation, a paraphrase, summary or record, provides for a third party a (re)formulation of a 

[spoken or written] source text to which this third party does not have direct access. Mediating 

language activities – (re)processing an existing text – occupy an important place in the normal 

linguistic functioning of our societies”.                                                                                                          

(Common European Framework of Reference for Languages 1  p.4). 

(https://www.coe.int/en/web/lang- migrants/linguistic-and-cultural-mediation) 

Now, comparing is being questioned as “too simplistic, potentially dangerous since 

there is a need to avoid ‘typical’ in any culture, and students become ambassadors of the 

clear culture, which does not exist” (Iwasaki, 2018).  Mediation, though, remains a 

strong focus in ICLTL. The AILA ReN (International Association of Applied 

Linguistics Research Network) group is progressing thinking and research on this 

(https://aila.info/research/list-of-rens/overview-of-rens/intercultural-mediation-in-

language-and-culture-teaching/) (accessed 7 Jan, 19).  At the top of this group’s current 

http://www.coe.int/lang-CEFR
https://www.coe.int/en/web/lang-migrants/linguistic-and-cultural-mediation#1
https://www.coe.int/en/web/lang-
https://aila.info/research/list-of-rens/overview-of-rens/intercultural-mediation-in-language-and-culture-teaching/
https://aila.info/research/list-of-rens/overview-of-rens/intercultural-mediation-in-language-and-culture-teaching/
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goals is to “investigate the ways that intercultural mediation can be conceptualised (e.g. 

as of learning, of interpretation, of problem solving, of conflict resolution) and the 

consequences of these conceptualisations for language teaching and learning”.  

Earlier, Liddicoat and Scarino (2013, p. 51) note how the learner “stands in relation to 

some unknown that must in some way become known, usually through interaction with 

a more knowledgeable other”. The authors cite Lantolf and Thorne (2006) who 

described mediation thus: 

“Mediation is the process through which humans deploy culturally constructed 

artifacts, concepts, and activities to regulate (i.e. gain voluntary control over and 

transform) the material world of their own and each other’s social and mental 

activity”.  Lantolf and Thorne (2006, p. 79) 

Liddicoat and Scarino (2013, p. 51) go on to describe how this involves interaction 

between language and culture for and within each learner; and all languages and 

cultures encountered by the learner, and which play a role in mediated meaning making 

in intercultural spaces. 

The notion and practice of mediation alluded to by Byram (2006, p. 124) has various 

manifestations, and it is arguably a key aspect of learner transformation. With a focus 

on the learner and learning, Lantolf and Poehner (2014, p.159) describe how, to achieve 

‘appropriate collaborative functioning’, mediation needs to strike the right note – not so 

explicit as to limit a learner from contributing fully to a given activity, but explicit 

enough to be valuable to the learner, yet entailing a level of challenge for the learner.  

Here, the role of the “more knowledgeable other” as mediator (Liddicoat & Scarino, 

2013, p. 51) comes into play.  
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In his work on learner cognition and Mediated Learning Experience (MLE), Feuerstein 

(c2012) describes “the qualities of intentionality, transcendence, and the mediation of 

meaning” (Feuerstein, c2012, Ch.4).  This is resonant with learning having a purpose, 

being memorable, and making sense to learners, notions which will be explored further 

in section 2.2.3 The relationship between capability and agency. 

Lantolf and Poehner (2014, p. 163) further describe MLE as the joint engagement of a 

mediator with learners to complete tasks otherwise beyond their ability through 

encouraging them, giving them feedback, questioning appropriately, explaining, 

suggesting, and modelling effective problem-solving.  This aligns with Dweck’s (2015) 

work on the growth mindset when and her Stanford University colleagues found that 

students’ mindsets played a key role in their motivation and achievement. If they 

changed students’ mindsets, they could boost their achievement, particularly if students 

believed their intelligence could be developed, i.e., had a growth mindset; that when 

students learned through a structured program that they could ‘grow their brains’ and 

increase their intellectual abilities, they did better; and that having children focus on the 

process that leads to learning (like hard work or trying new strategies) could foster a 

growth mindset and its benefit (Dweck, 2015, p.1).  Thus, mediating learning, valuing 

both process and product are central. 

Both learner and teacher engagement is influenced by motivation, by a sense of possible 

future selves. Higgins (1987, 1996 in Czizer & Dornyei, 2005) distinguished between 

attributes that a person would like to possess – their hopes, desires and aspirations – and 

the self which represents the attributes a person feels they ought to possess 

(responsibilities, obligations etc.). These, Higgins (1998) called the ideal self and the 

ought self, emphasising that, though both selves pertain to the achievement of a desired 

end-state, they differ in terms of motivation. The ideal self has a promotion focus 
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relating to aspiration and accomplishment, the ought self has a prevention focus, aimed 

at preventing negative outcomes amid concerns with responsibilities and safety. This 

distinction accords with the well-known motivational principle that people approach 

pleasure and avoid pain (Higgins,1987,1996 in Czizer & Dornyei, 2005).  

The link between motivation and agency may be reflected in Brown’s (2014) research 

with French students of English. Brown found that, as the Ideal L2 Self motivational 

theory predicts (Dörnyei & Ushioda, 2009), these French learners project themselves 

into an ideal future where individuals see themselves as functioning efficiently where a 

mastery of English is crucial.  However, the author argues that the “dour reality of their 

academic present where other disciplines may elbow language learning into the 

wayside” impacts students’ ability to “muster the autonomous strategies and self-

regulation required to achieve fully without supervision” (Brown, 2014, p. 219). In this 

setting, the strong tendency to delegate responsibility to one perceived as an expert and 

the fact that French learners rate highly as risk-averse, preferring direction over 

autonomy, are central.  Autonomy, motivation and agency are linked – as cultural 

identity may also be perceived to be. This will be pursued further in section 2.2.3 The 

relationship between capability and agency. 

Dweck’s mindset work (2015) and Czizer and Dornyei’s work (2005) resonate with 

Lantolf and Poehner’s work (2014) on the process of MLE which engages both 

affective and cognitive dimensions in the joint engagement of a mediator with learners 

to complete tasks otherwise beyond their ability (p. 165). One way of mediating the 

learning experience is through appropriate intercultural questioning like that suggested 

by Harbon and Moloney (2013) on the IRIRRI method of teacher/student interaction in 

which having multiple turns allows the student to develop and pursue meaning rather 

than answer formulaically to demonstrate content knowledge in an IRE process. These 
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processes will be discussed further in the discussion on Dynamic Assessment (DA) later 

in this section. 

Mediation of learning is a focus of Kohler’s (2015) research with South Australian 

Indonesian language teachers which interrogates applied intercultural stance in their 

practice.  Analysis illustrates the teacher discomfort and hesitancy related both to 

sedimented views of what language teaching should be (e.g. language as code with a 

national boundary, and culture as static) and to issues of developing a shared 

understanding because of unclear definitions of intercultural capacity.   

Kohler describes macro-level tensions for language teachers – between developing 

communicative competence and intercultural awareness, between learning and 

acquisition, and between the desire to instil values for intercultural citizenship and 

discomfort with teaching values (2015, p. 41).  In her study, teachers’ beliefs and 

practices varied from separating language and culture because “language has a list” (p. 

43) to seeing culture as “undefinable, experientially acquired, and not fully realisable in 

languages teaching and learning” (p. 52). 

 Reflecting a static view of language (Liddicoat, 2002), one teacher worried how she 

would “have all the bits connected” by Senior level (Kohler, 2015, p.45), thus 

demonstrating Kramsch’s (1993) notion of the linearity and security attached to the 

teaching of language rather than of meaning.  Teachers viewed culture as being 

respectful of difference without having to adopt the differences (Kohler, p.49); as being 

sensitive to others (p. 50); and as something you have to experience to really understand 

it; “I learnt it when I went there” (p. 51) and espoused a range of views about teaching 

culture, seeming to prefer values-free, objective content to the “more conceptual and 

experiential” culture (p. 58); to feeling teaching suffering because they lost control (p. 
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56); as using cultural elements without judging, but wanting to find out more, take away 

the “fear factor” or “find level ground” (p. 59).   

Having explored with teachers questioning practices, using language as a resource for 

meaning making, and self-reflection as they mediate the concept of culture, Kohler 

summarises what mediation means to the teacher (p. 194).  Her study concludes that, 

beyond translation skills, teaching strategies and ways of scaffolding learning, 

mediation draws on the teacher’s own orientation, language and culture, understanding 

of the relationship between language and culture, and overall pedagogical stance (p. 

194).   

Focussing on the  translation aspect of mediation, Liddicoat (2016, p. 350) argues that 

intercultural mediation is “interpretation in which languages and cultures are brought 

together as an interpretative act”. He asserts that mediation is both interpersonal, as 

translators rearticulate meanings they see in the text into another language for another 

audience, and intrapersonal in that translators develop their own meanings.  

Today’s languages and cultures teachers evidently need to be mediators of learning in a 

rapidly unfolding scenario, including through adapting to transnational notions. Risager 

(2007, Ch. 8) proposes a transnational pedagogy based on the recognition of linguistic 

and cultural complexity amid transnational flows. The author details the features as: 

more inclusive language norms replacing the goal of native speaker norm; teachers 

needing to be competent, not native speakers; teaching accommodating other languages 

of the students, not being strictly in the target language; teachers choosing themes and 

modes they can justify pedagogically as long as work is mainly done in the target 

language; referencing national context only as necessary (e.g. a national education 

system), otherwise contextualising learning transnationally; languages being taught 

anywhere irrespective of whether spoken there as a first language; students having 
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contact with others anywhere in the world, as long as this takes place mainly in the 

target language.  

The extent of uptake of ICLTL principles provides an indication of how languages and 

cultures teachers view their practice. Facilitating effective intercultural language 

learning involves risk-taking by teachers.  Sercu (2006) suggests that language teachers 

must develop the communicative ability to facilitate student competence in curiosity, 

involving teacher skills of questioning and critical cultural awareness. In particular, the 

role of enquiry questioning is to “move both teachers and learners beyond static, 

reductive essentialisation of culture” (Dervin, 2010; Moloney & Harbon, 2010b) and to 

afford students licence to construct their own interpretations. Facilitating student 

curiosity, enquiry questioning and critical cultural awareness may constitute challenging 

new territory for teachers. 

One important challenge for language teachers is this need to plan for critical inquiry 

and facilitating metacognition and higher order student interactions to build capability. 

To gauge the extent of  movement in this direction, Diaz (2013) conducted a 

Queensland study assaying the impact and uptake of a national professional learning 

programme based on the Intercultural Learning and Teaching in Practice (ILTLP) 

Project (2008).  Diaz found (2013, pp. 18-19) the rudimentary articulation of the 

intercultural approach at the classroom level suggested that many teachers continue to 

struggle with connecting language, culture and learning. 

Sercu (2006) and Kohler (2015) found that a key element of intercultural inquiry 

practice is teacher questioning.  Building on the work of Dashwood (2004, in Moloney, 

Harbon & Fielding, 2015, p.64) on use of the Initiation, Response, Evaluation (IRE 

model) which reduce student opportunities to discuss in teacher-dominated classrooms, 

Harbon and Moloney (2013) suggested an Initiation, Response, Initiation, Response, 
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Response, Initiation (IRIRRI) pattern of classroom discourse. This enables many 

students to “make individual intercultural discoveries and construct their own 

understanding” (Moloney, Harbon & Fielding, 2015, p. 65) thus avoiding the ‘easy 

truths’ and stereotyping which may accompany the simplistic IRE questioning. (p.65). 

This also has implications for assessment.  

Liddicoat and Scarino (2008, 2013) in their work on intercultural teacher stance in their 

work on The Standards project and ILTLP project, then the production of the Teaching 

and Learning Languages: A Guide (http://www.tllg.unisa.edu.au) and in ongoing 

collaborations (Liddicoat & Scarino, 2013; AILA ReN on mediation) discuss 

intercultural capability rather than competence.  

Scarino (2010) noted how the term ‘teacher stance’ captures “the overall framework of 

knowledge, understanding, and ethical disposition of teachers” likely involving a 

reconceptualisation of the language/culture/learning nexus (2010, p. 317) with 

significant implications for assessment practice.   

Australian researchers (Diaz, 2013; Kohler, 2015; Moloney & Harbon, 2010; Moloney, 

Harbon & Fielding, 2012) interrogation of the application of an intercultural stance in 

teachers’ practice over time in trying to understand how they view, and activate, the 

intercultural, then mediate, adds real substance to this area. Kohler’s (2015) work 

illustrates how teacher discomfort and hesitancy relate both to sedimented views of 

what language teaching should be (e.g. language as code with a national boundary, and 

culture as static) and to issues of unclear definitions of intercultural capacity.   

The teachers’ stance may embrace Davcheva and Fay’s conception of intercultural 

communication as a dynamic process of performing intra, inter and trans-cultural 

identities (Davcheva & Fay in Dervin & Gross 2016, Ch. 9), or the teacher may see 

himself or herself as transformative, developing learners from competent spectators to 

http://www.tllg.unisa.edu.au/
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fully-fledged, agentive explorers. (Lavie et al, 2018).  This notion of agency is central to 

the conceptual framework of this study and will be explored further in section 2.3.3.  

2.3.2.1(b) Issues in assessment of intercultural capacity 

This section of the Literature Review is book-ended by quotes. The first two illustrate 

key dilemmas in school education generally – whether learning is more important than 

measurement, and whether covering and assessing curriculum should outweigh the need 

to develop student’s dispositions, agency and capability. The third proposes a major 

overhaul of how we assess.  

In between, various constructs, approaches and challenges in the assessment of 

intercultural capacity in language learning are explored. This exploration includes a 

focus on the challenges of developing context-fit, meaningful, sustainable assessment 

with the requisite qualities of alignment (of curriculum, pedagogy and reporting); equity 

(socially just, inclusive); evidence-based (on a range and balance of tasks over time); 

ongoing (varied, multiple opportunities); transparent (clear expectations, clear task 

descriptions, clear task criteria); informative (to teachers, students, parents).  

To measure or to learn; that is the question. 
                                      Broadfoot (1996) 

 “...all too often, the curriculum becomes the defining ingredient of schooling — 

covering it and proving through standardized testing that we have covered it, 

becomes more important than students’ learning dispositions and their ability to 

navigate their own learning and life journey. In fact, if covering the curriculum 

is what really matters most, then student agency and purpose suffer collateral 

damage because students have so little choice in the matter”. 

Singh, Martsin and Glaswell (2015) 
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Assessment in this thesis is conceived as being a process of designing, planning for and 

gathering evidence of a student’s learning, then analysing and evaluating it and 

reflecting on both the evidence and the process in an iterative teaching-learning-

assessment cycle. This might be seen as ‘built-in’ assessment, which goes beyond the 

description by Purpura (2014) who described language assessment as “a broad term 

referring to a systematic procedure for eliciting test and non-test data (e.g., a teacher 

checklist of student performance) for the purpose of making inferences or claims about 

certain language-related characteristics of an individual.” (Purpura, 2014, p. 191). The 

author also notes that L2 assessment is still often treated as an afterthought (ibid). This 

might be seen as bolted-on assessment.  

In languages assessment in general, the elements of constructs, approaches and 

challenges need to be considered. Approaches range across grammar-based, 

communicative, intercultural, diagnostic, continual and dynamic, the intercultural 

providing particular complexity. The challenges, as will be discussed, are major. 

2.3.2.1(b)(i) Constructs in languages assessment 

Purpura (2016, p. 191) notes how claims or inferences about a learner’s L2 attributes 

are made on the basis of constructs (such as L2 knowledge, linguistic complexity) the 

definitions of which “must have a basis in research, theory, standards, accumulated 

experience or principled practice” (p. 192).  Although there is general understanding 

that assessment is a contextualised practice, Purpura (2016, p. 192) notes the current 

discussion of the consequences of assessment, in particular in relation to social justice 

and fairness. This raises issues of discriminatory testing practices, and the notion of 

opportunity to learn which will be discussed later in this section. 



 65 

One languages assessment authority, and advocate of fairness in language assessment, 

Shohamy (2011), focusses on adopting construct-valid assessment policies in 

multilingual assessment in schools.  The author (p. 418) criticises monolingual 

constructs and assessment approaches and/or scales such as the Common European 

Framework of Reference for Languages (CEFR) since a language is treated as a closed, 

finite system that “does not enable other languages to ‘smuggle in’ ”. Understanding of, 

and fair assessment of, multiple ways various languages and aspects ‘bleed’ into one 

another in creative ways as used by growing numbers born into one language and 

acquiring others – thus developing multilingual capacities – is lagging the reality.   

Shohamy (2011, p.418) attests that multilingual functioning receives no attention in 

language testing practices, claiming that this does an injustice to multilingual users.  

The author argues (p.428) that language testing as a discipline has reached a point 

where it must examine its underlying constructs in line with developments in the field 

of language learning, teaching, and use. The profession needs to devise a construct 

better suited to current research and knowledge, rather than “serve ideologies of nation-

states that are interested mostly in homogenous and monolingual citizens”, and to 

incorporate the specific and unique competencies that demonstrate the advantages that 

bilingual students have despite their not being proficient in the dominant language 

(Shohamy, 2011, p.428). 

2.3.1(b)(ii) Approaches in languages assessment 

One social justice-oriented approach to learning is Opportunity to Learn (OTL), which 

moves ‘beyond an emphasis on acquiring information and skills to an emphasis on rich 

conceptual understanding, reasoning and problem solving in a domain’ (Haertel, Moss, 

Pullin & Gee, 2008, p.7).  The approach is premised on the deeply situated contextual 

and experiential nature of learning. There are several implications of this. 
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The first implication of OTL is that any domain of knowledge consists primarily of 

activities – special ways of acting and interacting in the production of knowledge, and 

experiences – seeing, valuing, being in the world (Gee, Ch. 8 in Moss et al (Eds), 2008). 

Then, in learning to do at school, the authors argue, students need to be being prepared 

to act and learn in ways useful beyond school. In emphasising activities and 

experiences, the need for learners to interact with each other and others, and with 

physical and conceptual tools in their environment, and the ways learning as interaction 

can be viewed – what learners mean when in acting and interacting, how they use 

specific language, culture and representations, how they participate in activities in 

school and beyond, what positions they enact relating to each other and the subject, the 

resultant identities they develop, and their social networks – become central 

considerations.  

The third element of this OTL approach is what learners bring to the learning 

environment, and the impact of their embodied experience, what Gee calls their 

“learning trajectories”.  The final element of providing OTL is the need to scaffold the 

dynamic interaction between the forms of knowledge and ways of using language 

students bring with them and the resources of their learning environments – students 

need immersion and guidance to navigate well-designed curriculum with ‘a coherent 

learning trajectory’ (Gee, Ch. 8, ibid.). Elements of this are recognising prior learning; 

making explicit experiential, linguistic and social connections; giving timely feedback; 

reflective discussion; and meaningful group work, in particular.  OTL thus provides a 

useful framework for considering what quality assessment might mean to and for the 

learner.   

In later work, Gee (2015), returns to his theory of big D Discourses, noting the complex 

relationships between people’s primary Discourses and the secondary ones they acquire, 
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such as in school when learners need to adjust to certain kinds of “school language”, 

which may be imbued with values dissonant with their own (Gee, 2015).  The 

implications of this resonate with Shohamy’s (2011) views about disadvantaging 

learners proficient in other than the target language. 

Among other assessment approaches that seem relevant in current languages classrooms 

are Lantolf and Poehner’s (2011) Dynamic Assessment (DA); the diagnostic approach 

(used to establish learner knowledge and understanding); the continual assessment 

approach; Assessment of, as and for Learning (AaL, AoL, and AfL respectively); and 

Integrated Assessment Systems (IAS). DA is premised on Vygotsky’s ZPD and 

involves mediated learning experiences (MLE) which involve teacher modification of 

assessment to meet learners’ needs, treating learner and environment as inseparable.  In 

Jordan and Putz’s (2004) continual assessment approach, there are three dimensions – 

inherent (valuing whatever learners say and do in the normal course of their classroom 

activities), discursive (what occurs in intentional, purposeful and meaningful dialogue), 

and documentary (which involves artefactual elements such as work programs, recorded 

student performance).  

Internationally, in assessment contexts, Assessment for Learning (AfL) has gained 

currency as a policy priority. Australian researcher Klenowski (2009), in reconsidering 

the definition of AfL, concluded that, through using AfL practices, learners can be 

encouraged to negotiate an identity as an autonomous learner, or someone becoming 

more expert.  In order to adopt autonomous ways of working that are valued by 

teachers, learners first need to see purpose in the learning goals, then “negotiate an 

identity as a learner who belongs within and understands the classroom practices and 

relationships” (Willis, 2011, p.7).  These notions of negotiated identity and autonomy 

within guided parameters have ramifications which will be discussed in section 2.3.3.  
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The potential for recognising learner identity in AfL, as learners optimally develop 

autonomy,  requires the learner to not just meet explicit classroom content expectations, 

but to develop the ability to ‘participate fully in the attitudes, values and norms the 

practice requires’ (Gee 2000- 2001: xviii, in Willis, 2011, p. 8).  Thus, teachers and 

students learn from each other in ‘the joint enterprise of becoming more expert within 

their specific communities of learning’. (Marshall & Drummond, 2006, in Willis, 2011. 

p. 8). 

Students needed to need to be able to recognise learning as meaningful for them and 

could be part of their trajectory of identity. (Willis, 2011, P. 20). Yet, considering and 

embedding the roles of improved questioning skills, student peer assessment, gathering 

anecdotal, ongoing evidence of student learning, and the task design developed in the 

Curriculum Corporation Assessment for Learning project (2003-2004), presents many 

languages teachers with multiple challenges.  This substantial attempt to address 

professional needs was made on behalf of the education departments of the States, 

Territories and Commonwealth of Australia.  

Much of the criticism of ‘modern’ assessment practices is directed at standardised, 

decontextualized testing with no feedback or benefit to the learner. Approaches which 

‘map backwards’ i.e. begin with a desired end goal for the learning being planned and 

allow for authentic performance are manifested in the work of Wiggins and McTighe 

(2005, 2012) on Understanding by Design (UbD), which incorporates elements of 

teacher as mediator and the continual improvement approach.  

Allied to continual improvement are ‘formative’ and ‘summative’ assessment, which 

are accepted as meaning informing further learning and summarizing the learning that 

has already occurred.  These, along with the Assessment for, as and of Learning, are 

widely applied in current P-10 Languages assessment in Australia.   
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The ILTLP team noted the limitation that Byram’s (1997) model does not capture the 

interactions between language and culture, with implications for the learner (ILTLP 

Professional Learning Programme, 2007, Module 4: Assessing Intercultural Language 

Learning, p. 249). 

2.3.1(b)(iii) Current Australian context in Languages assessment 

In Australia, it is logical that most of the focus on intercultural language learning 

assessment is on the compulsory years of schooling, partly because student retention in 

Languages falls away in the Senior years, and partly because the thrust of government 

policy and projects in the Languages area, as outlined earlier, has focussed on the F-10 

years of schooling. The growing body of work on assessment in intercultural language 

learning (done in tandem with the implementation of the AC: L) relates largely to the 

compulsory (F-10) years of schooling. This includes the by-the-profession, for-the 

profession AFMLTA Ready Set series (2016-2019), provided nationally, and the South 

Australian project, Assessing Intercultural Mediation in Language Learning: A Focus 

on Reflection and Metalinguistic Awareness 2018 being conducted by Scarino, Kohler 

and Liddicoat.   

The seminal national Intercultural Language Teaching and Learning in Practice 

(ILTLP) Project (2006-2007) was more broadly cast, the Expression of Interest criteria 

having included the criterion “Interest in long-term planning and/or assessment of 

intercultural language learning” (ILTLP-Expressions of interest – proforma, 2006 – 

researcher/project contributor copy).  The project’s objectives were “to provide teachers 

and school leaders with opportunities to: 

• participate in a nationally coordinated research and professional learning 

program underpinned by the latest research in languages teaching and learning 

and grounded in classroom practice 
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• increase the knowledge and understanding of the principles and pedagogies of 

intercultural teaching and learning 

integrate this knowledge and understanding into classroom teaching and learning, long-

term planning, assessment and reporting practices to enhance student learning 

outcomes.” (ILTLP Project Information Sheet, 2006, researcher/project contributor 

copy). 

One manifestation of the challenges inherent in developing valid, fair and reliable 

assessment of intercultural language learning is an article written by the ILTLP Project 

co-leader, Angela Scarino (2008). The author noted the need for “ongoing 

experimentation and research that is grounded in teachers’ practice (to) locate some 

central features of assessment of the capability to move between languages and 

cultures”. 

2.3.1(b)(iv) Challenges in the assessment of intercultural language learning  

Specific to ICLL, Scarino (2008) notes that intercultural capability does not involve just 

an isolated element such as a personal quality, an item of knowledge or a skill that can 

be mastered and assessed, but is  is a “social phenomenon that necessarily requires 

interaction”. Involving another person in assessment raises concerns about how to fairly 

measure a learner’s performance when others are involved – and whose performance is 

being assessed (McNamara, 1996, 1997).  Implicit in assessment of the construct of 

intercultural capability is the need to develop an intra- and an extra- reflective stance in 

trying to understand oneself and others as we communicate, and to continuously move 

between languages and cultures as described by Kramsch (2008). How intercultural 

capability is understood, therefore what needs to be assessed – accommodating variable 

socio-cultural and linguistic contexts, and the limitations of traditional assessment 
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practices (which tend to reinforce generalisation, reduce intercultural interaction to 

binaries of us/them, self/other) - adds further complexity.  

Operating as an intercultural person involves being both a user of language (a 

performer) and an analyser of experiences of interacting with people across languages 

and cultures in diverse settings. Scarino (2008, p. 20), argues for a new concept of 

assessment which recognises the multi-dimensional, holistic nature of intercultural 

capability; appreciates that ICC is developed through experience in variable contexts, 

this variability being integral to the capability being assessed; needs to assess how a 

learner understands the social and cultural specifics of being both interactant and 

observer in such contexts; and needs to assess both the learner’s participation in variable 

contexts (as performers); how they are able to explain intercultural aspects to 

themselves (as analysers) – a part of this last needing to be processes of both self-

assessment and  peer feedback as part of mediation (of abilities, knowledge 

construction, identity formation); and the need to develop self-awareness on the parts of 

both learner and teacher. 

Scarino’s (2007b) proposed learner roles of performer and analyst constitute one 

element of a reformed vision of the “principles of curriculum theories, psychological 

theories and assessment theory” (p. 8) of a constructivist paradigm as outlined by 

Shepard (2000, in Moloney & Harbon, 2010, pp. 285-286).  In this, the learning process 

involves learners:  actively building on their prior knowledge and cultural perspectives, 

activating higher order thinking and problem solving, developing dispositions and 

habits of mind important to this process, demonstrating the capacity to learn processes 

inherent in the learning itself, mastering relevant content through metacognition or self- 

monitoring of their own learning and thinking, and actively engaging with evaluating 

their own work. (Shepard, 2000, p. 8).  In assessment of this learning as both knowledge 
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and skills, in line with Larsen-Freeman’s work on valuing process and product and 

encouraging conceptual discussion in L1 if necessary, it is conceivable that learners 

need to be able to use L1 if higher order thinking skills are to be assessed. This all 

brings into play learner autonomy, identity, motivation, metacognition – conceptualized 

here as learner agency. And it necessitates teacher acceptance of, even active 

engagement with, this notion. 

As they analyse the language they learn, students demonstrate their intercultural 

learning in the five ways outlined by Shepherd (above).  The language teacher’s task, 

then, is to elicit such performed and analysed understandings as demonstrations of 

learning. (Moloney & Harbon, 2010, p. 287).   These authors describe how a teacher’s 

methods for judging their learner’s interculturality lie at the heart of that teacher’s 

engagement with “the new intercultural imperatives”.  The ways teachers set up 

intercultural language learning so it can be both assessed and evaluated meaningfully 

are thus significant issues. (Moloney & Harbon, 2010, p. 283). 

In this context, Scarino (Murray & Scarino, 2014, Part 2) describes the complexity of 

assessing and describing students’ achievements amidst diverse languages, diverse 

learners, and diverse language access conditions.   Scarino asserts that this warrants 

context-sensitive achievement descriptors which respect learners’ diversity.  Liddicoat 

(in Murray & Scarino, 2014, p. 217) also asserts the need to respect local ecologies and 

take a relational view, arguing how contestation for space privileges some languages 

and their speakers – issues alluded to by Shohamy, Gee and others in terms or fair 

assessment for multilingual learners - with implications for policy, practice, and 

regional linguistic diversity. 

Noting how the past 25 years of educational reform fell short in addressing student 

motivation, Goodwin postulates (2018, p. 19) that viewing the education of students as 
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an adaptive (inspiring disengaged students) rather than a technical (testing and ranking) 

challenge, might inspire deeper curiosity so “students develop an innate desire to persist 

in pursuing knowledge just beyond their reach”.  The author asks “So, how do we get 

from here – a narrow focus on technical solutions and the predictable results of 

performance plateaus – to there – a more thoughtful approach to addressing the 

complex, adaptive challenge of motivating students to care about deep learning and 

mastery?” (2018, p. 19).  

The concept of adaptivity in addressing the challenges of assessing today’s students 

meaningfully demands more flexible, learner-centred approaches.  Goodwin (2018, p. 

19) suggests these guiding principles – starting with a shared moral purpose; focussing 

on student motivation, engagement and curiosity; building on bright spots (what’s 

already working); empowering teachers to change themselves (by authentic peer 

coaching and collaborative honing of skills in their own spaces); leading with questions 

(Morgan, 2007); adopting and adapting in rapid cycles (improving questions induces 

improvement cycles more focussed on developing professional expertise in questioning 

than on following a program; and reframing the learning goal, avoiding simplistic 

assessments which both fail to address deep learning and encourage inconsequential 

learning. Schools thus need to develop authentic performative and summative 

assessment of student learning (Goodwin, 2018, p. 20). 

Central to understanding of what constitutes effective assessment practice is whether the 

focus is on process or product, or both. Language teaching presents a doubly 

complicated version of what teachers need to know in order to teach, since the medium 

of instruction is the subject matter.  Larsen-Freeman and Freeman (2008) contend that, 

when language “goes to school”, the school itself shapes the way language works 

although broader socio-political frames also impact on its values and uses. Hence, the 
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authors argue, the subject-language is contestable as an assessable construct, because it 

is simultaneously local and global.  

In confronting challenges inherent in assessment, Scarino (2013, p. 309) notes how 

assessment is the least amenable to change of all aspects of teaching and learning 

practices, citing how traditional pressure for assessment to conform, be objective, 

consistent and certain has driven this. It is often where a teacher feels most intensely 

and personally the pressure to be accountable.  In a “paradigm war” McNamara (2003, 

in Scarino, 2013) says teachers are expected to work within these contrasting paradigms 

of systemic accountability and their own in fulfilling the different purposes of 

assessment.  Shepherd (2001a, in Scarino, 2013) sees this tension as framing growing 

intellectual understanding of language assessment and the logical growth in language 

assessment literacy. 

Considerable complexity awaits the language teacher in this pursuit. To begin with, 

ecological classrooms where “languaging agents orchestrate” using “an assemblage of 

diverse material, biological, semiotic and cognitive properties and capacities” (Thibault, 

2017, p. 82 in Li, 2018, p. 76) are on the rise. If we take the position of Pullin and 

Haertel (in Haertel, Moss, Pullin & Gee, 2008, p. 37), the intersection of OTL and 

assessment offers rich potential for cross-disciplinary collaboration.  However, this 

necessitates, at the same time, further exploration by researchers and policy makers of 

assumptions about the relationship between OTL and assessment.  

 “We have to UNLEARN assessment needing to be objective  

and we need to LEARN how to judge the SUBJECTIVE.  

This means different kinds of evidence and goes beyond the usual warp of assessing. 

This raises “la competence” question… 

 (Kohler, 2018, AILA ReN Symposium, CLaSIC 2018, 6 Dec,2018)  
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2.3.2.2 Intercultural capability  

As outlined earlier, the plethora of definitions of intercultural competence, and a broad 

denial of languages as part of that, have both muddied the waters and stymied the 

process of developing a rigorous conception of what this thesis proposes as the higher 

order capability. 

Of particular significance has been the early work of Scarino and Liddicoat in the 2008 

ILTLP Project, and their ongoing work (in mediation, as already outlined, and 

assessment).  Scarino, in later work (2010, 2013) has been largely instrumental in 

further developing and using the notion of intercultural capability.  In discussing how 

students are constantly moving across the space between languages and their worlds of 

meaning, this author writes how learners communicate from their own ‘experiential 

situatedness’ and  

“ … they interpret people and the world through a frame of reference of their 

cumulative experience within their own language and culture. … students 

participate simultaneously as performers and audience, contributing their own 

meanings and seeking to understand those of others, and considering how their 

contribution influences others and how others’ contributions influence them.” 

(Scarino, 2010, p. 326) 

Significantly, the author continues “Intercultural capability references this capacity to 

interpret, create and exchange meanings in communication between people within and 

across languages and cultures.” (Scarino, 2010, p. 326). 

The key elements of communication in these definitions – engaged participation, 

navigating difference in interpreting, creating, developing and exchanging meanings in 

‘moving between’, reflecting intra and inter as one positions oneself in new ways – 
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speak to the higher order capacity referred to in this thesis as capability.  Norton (2013, 

in Darvin & Norton, 2016, p. 20) describes how learners “invest in a language because 

it will help them acquire a wider range of symbolic and material resources, which will 

in turn increase the value of their cultural capital and social power”. There is some 

resonance between this view and the notions of agency and capability being explored 

here.  

It is noteworthy that some Australian states’ curriculum and assessment authorities now 

list intercultural capability (not understanding, as per the AC:L) as one of their cross-

curricular focusses.  Equally noteworthy is the silence on the necessary element of 

languages in developing this, and, in the SACE example, the way Capability is 

conflated with Understanding, as below in Table 1. 

 

 

 

 

 

 

 

 

 

 

 

 



 77 

Table 1: Intercultural capability – Studies Authorities’ views 

Victoria – VCAA South Australia – SACE 
• Intercultural capability fosters skills that assist 

students to negotiate across barriers that may 
arise from differences. Students will examine, 
reflect on and challenge assumptions, 
stereotypes and prejudices and explore how 
intercultural experiences can influence and 
change attitudes and beliefs. 

• The content needs to be explicitly taught and 
assessed to support a progression of learning  

• Intercultural capability is strongly connected to 
those areas of learning concerned with people 
and their societies, relationships and 
interactions. 

• Intercultural capability should be read together 
with the Personal and Social capability 
knowledge and skills related to empathy, 
openness, respect and conflict resolution. 

 
https://www.vcaa.vic.edu.au/Pages/foundation10/vi
ccurriculum/intcult/intro.aspx    (accessed 9/1/19) 

Capability Development in Community Studies  

Intercultural Understanding 

Students develop their capability for intercultural 
understanding by, for example: 
• identifying, observing, analysing, and describing 

characteristics of their own cultural identities and 
those of others (e.g. group memberships, 
traditions, values, religious beliefs, and ways of 
thinking) 

• recognising that culture is dynamic and complex 
and that there is variability within all cultural, 
linguistic, and religious groups 

• learning about and engaging with diverse cultures 
in ways that recognise commonalities and 
differences, create connections with others, and 
cultivate mutual respect 

• developing skills to relate to and move between 
cultures  

• acknowledging the social, cultural, linguistic, and 
religious diversity of a nation, including those of 
Aboriginal and Torres Strait Islander societies in 
Australia 

• recognising the challenges of living in a culturally 
diverse society and of negotiating, interpreting, 
and mediating difference 

• recognising, acknowledging, appreciating, and 
valuing the contribution of diverse cultural groups 
within a community 

• learning to value and view critically their own 
cultural perspectives and practices and those of 
others  

• communicating with others to analyse intercultural 
experiences critically 

April 2016 vn 
 

 

The Western Australian School Curriculum and Standards Authority (SCSA) K-10 

outline, meanwhile, recognises the centrality of languages, and actually uses the term 

“intercultural capability” meaningfully, viz.: 

“An ability to understand and to engage in the relationship between language 

(researcher emphasis), culture and people from diverse backgrounds and 

experience. This involves understanding the dynamic and interdependent nature of 

both language and culture, that communicating and interacting in different 

https://www.vcaa.vic.edu.au/Pages/foundation10/viccurriculum/intcult/intro.aspx
https://www.vcaa.vic.edu.au/Pages/foundation10/viccurriculum/intcult/intro.aspx
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languages (researcher emphasis) involves interacting with values, beliefs and 

experiences as well as with words and grammars. An intercultural capability 

involves being open to different perspectives, being flexible and curious, 

responsive and reflective; being able to decentre, to look objectively at one’s own 

cultural ways of thinking and behaving, and at how these affect attitudes to others, 

shade assumptions and shape behaviours. 

2.3.3 The relationship between capability and agency 

This section of the thesis explores the relationship between capability and agency in 

languages teaching and learning, explicitly in relation to key literature. In so doing, a 

range of conceptions of the terms agency, capability and intercultural language 

capability will be considered.  Because the researcher posits that agency is a precursor 

to the development of capability, conceptions of agency, in both intercultural language 

learning and teaching, and education in general, are explored first.   

The nature, functioning and impacts of learner agency will be addressed, then those 

aspects of teacher agency. Then, conceptions of capability from a range of perspectives 

are discussed along with notions of the capability/agency nexus with a particular focus 

on intercultural language capability.  

2.3.3.1 Conceptions of agency 

Simply put, “To be an agent is to intentionally produce certain effects by one’s actions” 

(Bandura, 2018, p. 130).  

Various theories on agency feature in the literature - sociocultural theory, language 

learning theory, psychology and social cognition theory.  The links between agency, 

autonomy, motivation and identity; agency and metacognition; knowledge and agency; 

opportunity – means and spaces – to develop agency; agency and transformation; 
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agency and learning power; agency and authentic assessment; agency and affect; moral 

agency; teacher agency; agency and creativity have been variously researched. 

However, the  works of Van Lier (2010), Bandura (2018), Stetsenko and Arievitch 

(2016), Deakin-Crick (2011), Crick (2018), Mercer (2011), Garcia and Li Wei (2014), 

Campbell (2012), and Priestley, Biesta and Robinson (2013) principally shape this 

section.  

Bandura (2018, p. 130) highlights the positive potential of agentic behaviour, describing 

how agency is manifested through forethought, self-reactiveness and self-reflectiveness 

…  applicable to urgent global problems, and an agentic perspective aids in confronting 

these rather than “being pulled by an unrealized future state”.  Dörnyei and  Ushioda 

(2011, p. 39) see agency as linked to motivation in L2 motivation research focussed on 

the unique complexities inherent in acquiring a new communication code, and earlier, 

Dörnyei’s (2009) L2 Motivational Self System explored the notion of possible future 

selves to ‘ignite the vision’ (p. 33) and construct an ideal L2 self which overcomes our 

views of our current self.  Van Lier (2007, p. 58) explained this by describing how, 

when our lives change significantly (as in the case of learning a new language), we need 

to develop new ways of linking the self to ‘new worlds and words’, thus forging new 

identities and ways of expressing them.   

This notion of motivation is related to identity and purpose.  Stetsenko and Arievitch 

(2016, p. 207), describe ‘a continuing process of communal becoming and striving 

(which) cannot be handed down ready-made’, but is  “perpetually and dynamically 

circulated, enacted, and reenacted” by “fully embodied social actors” with their own 

commitments and future goals in view.  (Stetsenko & Arievetch, 2016, p. 207). 

The closely intertwined agency and motivation both draw on similar concepts including 

self-regulation, self-determination, autonomy, responsibility, locus of control and self-
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efficacy. Thus, the agent decides to act autonomously based on reason, and is active in 

“producing a change and making a difference in the world” (Crocker, 2008 in Hart, 

Biggeri & Babic, p. 125).  This suggests meaningful, purposeful endeavours, obviously 

applicable to both learners and teachers.  

Mercer (2011a) sees agency as a “complex dynamic system composed of a number of 

constituent components; each of which is itself a dynamic complex system. (…) 

motivation, affect and self-regulation emerge as the ‘controlling’ components of (the) 

learner’s agentic system”. (in Mercer, 2011, p.427). Assigning “equal importance to the 

individual and the context” (Mercer, 2011, p. 428), Mercer (2011a) asserts that agency 

has both non-visible (beliefs, thoughts, feelings) and visible aspects (agentic behaviour 

chosen for participation or action).   

The nature and importance of learner agency will now be explored in section 2.3.3.2 

2.3.3.2 Learner agency 

The importance of learner agency in language learning is increasingly recognised in 

sociocultural theory (Lantolf & Pavlenko, 2001; Toohey & Norton, 2003, Van Lier, 

2008); in social cognitive theory (Bandura, 1997, 2018) and in psychology (Martin, 

2004; Mercer, 2011a; Reeve & Tseng, 2011).  According to these theories, learners may 

actively pursue linguistic competence and non-linguistic outcomes instead of waiting 

passively to be taught, although Mercer (2011) perceives learner agency as latent 

potential for self-directed engagement.  

Xiao’s (2014, p. 4) research into the distance EFL in China, found that agency has a 

major impact on learners’ self-efficacy, identity, motivation, and metacognition – four 

constructs which are instrumental in determining language learning success.  This can 

be related to Figure 4: Agency: agency and capability . 
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Drawing closer to the view of agency perceived in this thesis is Martin (2004, p. 135), 

who describes agency as “the capability of individual human beings to make choices 

and to act on these choices in ways that make a difference in their lives”.  In self-

regulated classroom learning, Bandura’s theory of agency emphasizes students’ “active 

engagement within richly furnished curricular settings with the support of teachers who 

encourage student risk-taking and active, self-directed experimentation with the 

alternative possibilities available in such settings”  (Martin, 2004, p. 144). 

Reeve and Tseng (2011) argue that agentic engagement “is the process in which 

students intentionally and somewhat proactively try to personalize and otherwise enrich 

both what is to be learned and the conditions and circumstances under which it is to be 

learned” (2011, p. 258).  In work with Taiwanese high school students, these 

researchers argue that current conceptualisations of student engagement emphasising 

students’ behavioural, emotional, and cognitive involvement fail to capture “the extent 

to which students contribute agentically into the on-going flow of the instruction they 

receive”.  The authors state that, in acting agentically, students initiate a process 

whereby they generate for themselves a wider array of options, expanding their freedom 

to act and increasing their chances of experiencing both strong motivation (e.g., 

autonomy, self-efficacy) and meaningful learning (e.g. internalisation, conceptual 

understanding).  

Finnish research by Ruohotie-Lyhty and Moate (2015) research was premised on earlier 

findings that “Agency is more than action, indeed more than intentional action, it is also 

something that is experienced and the felt experience is significant for the individual” 

(Moate, 2013, in Ruohotie-Lyhty and Moate, 2015, p. 32).  However, the 2015 research 

found that “the felt experience is not only significant for the individual within that 

moment but as an influencing factor for his/her life-course trajectory whether 
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intentional or not” (Ruohotie-Lyhty & Moate, p. 56-57). The ‘felt experience’ of the 

learner has significant implications for the role of teacher agency as discussed in section 

2.3.3.3.  

Learner agency is perceived as learners’ latent potential for self-directed engagement 

and agentic engagement “is the process in which students intentionally and somewhat 

proactively try to personalize and otherwise enrich both what is to be learned and the 

conditions and circumstances under which it is to be learned” (Reeve & Tseng, 2011, p. 

258).    

In this linking of self to new worlds (Van Lier, 2007, p. 58), Bahktin’s (e.g. 1993) 

notion of “active becoming” through concrete deeds, always relational and cognizant of 

others and their voices – which are at the centre of, and constitute, human existence – is 

central.  If these deeds are “coordinated and pulled together across time scales and 

contexts”, this process can be described as “becoming-through-doing” (postuplenie). 

(Stetsenko & Arievetch 2016, pp. 209-210).  

The implicit need here to develop new relationships as we strive to establish who we are 

and wish to become strongly links motivation with identity, another element of the 

ecological approach. It can be argued that learning design and facilitation to enable 

learners to apply themselves to real issues, offers real scope in this regard.  One exciting 

avenue for the teacher-facilitated development of learner identities is the use of digital 

storytelling in which students can reflect on pivotal experiences and share them in 

creative, collaborative ways (Norton, 2015) in a pedagogical extension of Darvin and 

Norton’s (2014) investment model. 

Seminal learner identity research (Norton d Toohey (2011) applied the anthropological 

notion that identities are unfinished, noting that this encourages teachers to regard 
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students’ identities as potential, and experiment with activities, rather than lock students 

into ‘finalized identities’. 

2.3.3.3 Agency and the role of the teacher 

This list of characteristics of agentic engagement brings in overtly the role of the 

teacher in co-construction of meaning in learning and the development of agency.  

 “How do teachers learn to act on their own goals, whether or not they align with 

those of society? To wonder about this is to wonder about how a language 

teacher develops a sense of agency”. 

Feryok (2012, p. 96) 

The role of the teacher is pivotal in the development of agency, in intercultural language 

education as much as in the broader context.  Van Lier (2011) asserts clearly “Teaching, 

in its very essence, is promoting agency. Pedagogy is guiding this agency wisely” 

(2011, p 365). In evolving his definition of agency to its being social and intellectual 

movement (Van Lier, 2011, p. 365), he argues that this may be either hampered or 

enabled. The former entails being constrained in a material sense; obstructed because of 

lack of opportunity to speak; or obstructed by “habitus, indoctrination, fear or lack of 

awareness”. 

Importantly, Van Lier (2011) maintains that agency may also be enabled by processes 

such as “perceptual learning, initiative taking, engaging in discourse, critical reflection”, 

and other processes fostered in a moral and ethical educational approach. As such, he 

asserts that, as with all of life, an ecological-semiotic stance on language learning is 

“anchored in agency” (Van Lier, 2011, p 365). Hence, the teacher stance and the 

relationship and connections developed in the classroom are critical to the development 

of agency.  
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In “perceptual learning, initiative taking, engaging in discourse, critical reflection” as 

advocated by Van Lier (2011, p. 365) teachers’ own identities are intricately involved in 

the way they interact with their students. 

One manifestation of an evolved teacher stance which might be seen as moral agency 

on the teacher’s part involves a focus on meaning-making. Garcia and Li Wei (2014) 

argue that this meaning-making goes well beyond teaching and learning a semiotic 

ensemble (traditionally known as the “target language”). It relates more to 

empowerment, voice and critical consciousness and has much more to do with 

processes, performance, and embodiment than just with acquiring skills. Thus, the 

authors argue, it has to do with “creativity, criticality and transformations in education” 

(ibid, p. 66). 

 

Teacher agency relates inescapably to a teacher’s capacity to ‘govern practice in ways 

that are consonant with personal and professional values and beliefs’ (Campbell, 2012, 

p. 189).  Sanger (ibid, p. 285) argues that an ideology of accountability and 

instrumentalism in high-stakes testing regimes is ‘an ideology that “fails to address the 

moral nature of teaching”.  Accordingly, the development of teacher agency as 

something that teachers do, a quality of the ‘engagement of actors with temporal-

relational contexts-for-action’ (Priestley, Biesta & Robinson, 2013, p. 189).   

Teacher agency (Campbell, 2012) means a teacher’s commitment to steering his or her 

own practice based on personal values and beliefs about education, and how that 

teacher’s capacity to engage learners in values-laden curricular experiences reflects his 

or her ‘agential potential’ (ibid, p. 184). The author claims that that teacher’s ability to 

respect the agency of his or her students as autonomous human beings is an extension of 

his or her own agency. 
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The following reflection by a teacher involved in the ILTLP Project (Liddicoat 2009) 

speaks volumes about shared agency.  

 “I think the most significant discovery I made was the one which altered my 

perception of a student’s role in the classroom ... I have realised that as 

changing beings or really ‘intercultural beings’ or ‘meaning-makers’, it is my 

role not to provide a prognosis or a finished state but tools (questions) to 

enable students to process and develop their own thoughts and understandings 

through experience, interaction and reflection.”  

This, then, leads to the need to develop means and spaces – what might be encompassed 

by the term ‘material conditions’ or termed ‘affordances’ – for learner agency to thrive 

and learner participation to increase.  As Stetsenko and Arievitch (2016) argue, “… for 

agency to develop and be effectual, not only do individuals need to engage with their 

society but society needs to develop the necessary means and spaces to allow for 

individuals to act as truly agentive participants …” (Stetsenko, 2007a in Stetsenko & 

Arievetch 2016, p. 212).  As the authors argue, the fostering of ‘resilient agency’ 

triggers transformation.  In an echo of Blommaert’s ‘layered simultaneity’ and other 

aspects of ecological practice, “the human ways of being, knowing and doing that are 

carried out in the present always build on and continue past collaborative practices … in 

so doing … setting the stage for future practices and transformations.” (Stetsenko & 

Arievetch 2016, p. 213).  The language teacher bears a large responsibility in providing 

affordances and encouraging agentic engagement. 

One aspect of the conditions for agentive participation described by Stetsenko and 

Arievetch is that Language teachers, along with others, need  a ‘systematic set of 

professional discourses over and above those provided by the language of policy’ 

(Priestley, Biesta & Robinson, 2013, p. 203). As Coburn and Russell (2008) argue, the 
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nature and quality of professional relationships experienced by a teacher strongly 

impacts that teacher’s ability to develop agency and efficacy, with the differing 

achievement of agency impacted by the relational structures and qualities of schools 

(Priestley et al, ibid).  The school with a horizontal relationship structure conducive to 

collegial dialogue and collaboration is more conducive to emerging agency as 

individual, social, material and structural factors interact. 

Since these schools operate within policy frameworks, recommendations arise also for 

policy makers in the area of intercultural communicative capability building.  

If the development of teacher agency is to be a priority – as much recent educational 

discourse asserts – policy makers need clarity concerning the question “Agency for 

what?” (Priestley et al, 2012).  

The “agency for what?” question is particularly pertinent for students.  Campbell (2012, 

p. 185) notes that teacher agency is revealed through action based on espoused beliefs 

as well as attentiveness to the furthering of student agency.   In the pursuit of student 

agency, to what extent do curriculum authorities truly engage with diversity and design 

issues-based curricula? To what extent do, or should, teachers fulfil institutional 

expectations under “authoritarian surveillance” (Sonu, 2012), or to what extent 

do/should they create “private spaces” operating according to a hidden transcript 

pursuing equity, diversity and community activism? Sonu’s research recognises that, as 

classroom discourse moves to more constructivist approaches, the focus of agency for 

meeting curriculum objectives shifts from teacher to student. Surely, there are 

implications here for curriculum design, particularly in relation to intercultural language 

curricula.  

The agentive individual consciously attempts to influence the course and functioning of 

their life circumstances (Brown, p. 103). Van Lier (2008) suggests three fundamental 
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features of  agency: initiative, or self-regulation by learner or group; interdependency 

(both mediating, and mediated by, the sociocultural context); and “an awareness of the 

responsibility for one’s own actions vis -a-vis the environment, including affected 

others” (Van Lier 2008, p. 172.)   

These are classroom issues related to agency (Van Lier, 2008) which affect learner and 

teacher alike. There is an onus on the teacher to avoid marginalizing students, and to 

engage with them, as reflected in this quote: 

“If language educators recognize that diverse classroom practices offer learners 

a range of positions from which to speak, listen, read, or write, it is important 

for educators to explore with students which identity positions offer the 

greatest opportunity for social engagement and interaction. And, of course, if 

there are identity positions that silence students, teachers need to investigate 

and address practices that marginalize students.”  

 (Lo Bianco, Orton and Gao 2009, pp. 429-430). 

For the language teacher, then, agency needs to be mediated. Mediated agency relates to 

the way agency is both relational and mediated (Ahern, 2011 in Feryok, 2012, p. 97), 

situated agency in a social context embracing past, present and future; agency which 

responds to contextual affordances or constraints (van Lier, 2002, ibid.); having agency 

understood as having meaning and purpose (Lantolf & Thorne, 2006, ibid.).  

One key affordance in the development of agency is the social structures of the school 

(Priestley, Biesta & Robinson, 2013).  The authors’ research found that where managers 

are approachable, there is strong collegial support and collaboration, and a desire to 

‘pull together for the sake of the students’ (ibid, p. 190), teacher agency burgeons.  

Agency thus becoming what van Lier (2008) describes as “a contextually enacted way 
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of being in the world”, Feryok concludes (2012, p.106) that teachers, though beset with 

many and various stakeholder constraints, can act as agents. However, the author warns 

that, for a teacher to develop that personal sense of agency in attempting to meet 

multiple demands in a fast-changing world – where global and national increasingly 

impact on the local – presents a major challenge.  

While not using the term ‘mediated agency’, Mercer (2012, p. 56) describes 

pedagogical implications of notions of complexity explored in her research on learner 

agency. She considers that the concept of decentralised control may prove to be a 

useful, liberating insight for teachers if they understand that not one single intervention 

may affect learner agency. Rather, teachers can “work at creating momentum by 

attending to a range of dimensions and components in the agentic system” which might 

mean creating a range of conditions and learning environments, both in class and 

beyond, which are designed to enhance and facilitate learner agency.  Mercer argues 

that maximum effect can be achieved if educators “concentrate on key components of 

the system which, in respect to agency, seem to include learner beliefs about themselves 

and their contexts of language learning” (ibid., p.56).   

Central to this thesis is the exploration of the agency/capability link. This requires a 

focus on that link in general, in languages teaching and learning in particular and, 

necessarily, in intercultural languages education.  It also requires an understanding what 

intercultural capability is, as discussed in section 2.3.2.2.    

Notions of capability, and the agency capability nexus will be explored in section 

2.3.3.4. 
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2.3.3.4 Conceptions of capability 

Agency is a concept that builds on the idea of capabilities. The concept of agency is 

intended to foreground the importance of this idea. A citizen with agency is 

“…someone who acts and brings about change, and whose achievements can be judged 

in terms of her own values and objectives, whether or not we assess them in terms of 

some external criteria as well”.  

Sen, 1999, p. 17). 

"How we teach slowly shapes the way young people respond to the unknown – to 

change, challenge, complexity and uncertainty… Our teaching can steer them toward 

becoming more positive, confident, and capable in the face of difficulty. OR it can steer 

them toward becoming more timid, dogmatic and insecure."       

 (Claxton, 2018, p. 34) 

Intercultural capability references (the) capacity to interpret, create and exchange 

meanings in communication between people within and across languages and cultures.”  

 (Scarino, 2010, p. 326) 

These three quotes reflect different conceptions of capability, all of which have value in 

the intercultural language education endeavour.  Sen writes of  citizens and values and 

effecting change; Claxton describes the choices teachers have in guiding learners to 

confidence and capability; and Scarino describes intercultural capability as 

communicating across languages and cultures. All of these quotes contain important 

elements.  

The notion of capability is associated with that of competence or competencies, as 

previously discussed in section 2.3.2.1(a) Notions of intercultural competence.  The 

capability approach foregrounds the development of individual well-being and freedom, 
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and indirect effects on social changes in addition to the direct economic effects (Hart, 

Biggeri & Babic, 2018, p. 18).  Related to this is the idea of “agency achievement”, 

defined as “the realization of goals one has reason to pursue.” (ibid., p. 20). This 

combining of agency and achievement has the ring of what this thesis conceives of as 

capability.  

2.3.3.5 The relationship between capability and agency  

The term ‘capability’ has not often been used in education.  However, Hart, Biggeri and 

Babic’s (2014) central research on the capability approach as applied in schools in the 

UK demonstrated how sociocultural theory, activity theory and situated cognition 

theory informed researcher understanding of the role of the child in human 

development. These approaches “highlight the human ability (or capability) to construct 

knowledge” and how this is connected to a person’s real-life social context such that 

“intelligence and learning are not a product but a process where the (person) becomes a 

social actor, or rather an agent, of their own development” (Hart, Biggeri & Babic, 

2014, p.21). These authors note how debate continues on the kinds of capabilities which 

individuals will need to lead “autonomous, empowered, agentic lives in a context of 

social justice” (ibid., p. 21), but the linking of agency and capability is important. 

The related field of social cognitive theory is founded on an agentic perspective 

according to Bandura (2018).  Noting the way human agency operates through a triadic 

codetermination process of causation involving forethought (planning learning steps), 

self-reactiveness (anticipating outcomes by responding to situations and self-

regulating), and self-reflectiveness (acting introspectively), Bandura (2018, p. 131) 

describes how people are not only self-regulators but also self-examiners of their 

functioning. They reflect on their efficacy to realize given challenges, the soundness of 

their thoughts and actions, their values, and the meaning and morality of their pursuits.  
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The author asserts that, when self-reflecting at this higher level, individuals weigh up 

the relative merits of alternative courses of action and competing values and choose one 

course over another.  This may be equated with the metacognition element in Figure 4  

Agency: agentic engagement/capability - from latent to overt. 

As education seeks to build an agentic perspective, perhaps the key question educators 

need to ask ourselves is “How do we translate aspiration into functioning capability?” 

(Nixon, 2018, p. 902). In researching positive approaches to discipline in UK schools in 

the 1990s, the author heard a teacher say “It’s not just that expectations need raising; 

it’s that they need to see that they can achieve. … There’s some sort of difference there 

I think.”  Nixon expands on this by quoting the work of Gibbs (2017, Why Universities 

Should Seek Happiness and Contentment) in which the author asks these questions: ‘Do 

we want an educational system driven by prescribed notions of what students should be 

and become? A system framed by pre-specified ‘targets’ and ‘outcomes’? Or do we 

want a system in which students begin to achieve a ‘settledness’ and ‘resolution’ by 

confronting the big ontological questions: “Who am I?’, ‘What do I want to be?’. ‘What 

do I want to become?’  Gibbs then declares that ‘the education endeavour’ has the goal 

of ‘realizing our fates by resolutely grasping our potential and recognising our heritage 

and what it might involve’ in ‘learning to become’. (Gibbs, 2017 in Nixon, 2018, p. 

904).  

Nixon (2018, p. 906)  argues that this is highly relevant in education as teachers ‘need 

to enable students to understand and come to terms with their origins and their 

developing sense of shared and unpredictable destinations (so they can) realise their 

own fates’. Teachers, then, in enabling the student to be architect and questioner of her 

or his own life expectations, must aspire “to be an exemplary learner and to teach 

learning’ (ibid). 
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The notion of a self ‘becoming’ comes from Killick (2014, p. 68) who describes how’ 

lived-experience includes experience of a self standing back, taking stock, thinking 

from’ (also experiencing this self) ‘as having been and once again continuing to be 

within/ of the world; in its flow and shaping its flow’. Killick says this view forms the 

basis of his perception of lifeworld, asserting that simply airing our perceptions and 

those of others and presuming a student will understand those is pointless. Rather, 

educators need to ‘offer through the learning spaces and experiences we create, new 

dimensions to biography which can shape the on-going business of lifeworld 

construction’ (Killick, 2014, ibid.)  

Similarly, in terms of developing intercultural capability, Murray and Scarino (2014) 

describe the need to view all languages as part of a larger ecology of languages which 

are increasingly impacting on one another. In offering the possibility of “a richer, more 

inclusive and egalitarian view” of languages and their entwined cultures, it enables a 

more vibrant learning and teaching environment “as much about developing the 

intercultural capability of students – and indeed teachers – as about language acquisition 

(Murray & Scarino, 2014, p. 4).  The authors note the need to “give greater prevalence 

to the social-psychological dimensions of language use and language learning” (p. 5), 

maintaining that the ability to function appropriately and effectively in linguistically and 

culturally diverse settings “requires language users to assume the role of intercultural 

mediators of languages and cultures, facilitating communication in the context of 

diversity” (ibid.)   

The learners and teachers referred to by Murray and Scarino (2014) in becoming 

reflective mediators of meaning across language and cultures, will all need to have 

“sophisticated capabilities” (Murray & Scarino, 2014, p.6) for language use, including a 

sensitivity to variations in meaning-making in different languages.  This thesis argues 
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that these aspects of nuanced, reflective intercultural and inter-linguistic mediation and 

responsiveness to contextual differences go well beyond autonomy, and are features of 

agency which, when applied, become capability (p. 6). 

The goal of ICLTL ideally is to develop such inter-linguistic and intercultural capability 

as enables both learners and teachers to communicate across semiotic systems, drawing 

on diverse lived experiences. In this rapidly evolving scene, Murray and Scarino (2014, 

p. 7) advocate an evolved framing of the views on language learning that: 

• tends towards plurilingual approaches 

• recognises that languages and cultures are central in educational activity 

• critically appraises the notion of ‘competence’ to ensure it captures ‘the 

relational positioning of practices … in the interface between linguistic and 

cultural systems and the individual’s capacity to negotiate the processes of 

encoding, interpreting and meaning-making across languages and cultures’ 

• focusses on multilingual practices … including translanguaging, reflection and 

reflexivity and avoiding preconceptions (Blommaert & Rampton, 2012) 

• in the face of multiple identities, and identity formation in the learning of 

languages, acknowledge the role of identy/identities, referencing Norton’s 

(2000) identity theory as policy and practice are shaped 

• recognises that policy-makers and teachers are faced increasingly with diverse 

contexts of practice  

• specifically examines the tensions possible between the potential of mixed 

language practices vis-s-vis traditional institutional conception of 

multilingualism (Murray & Scarino, 2014, pp. 7-8). 

If these steps are adopted, the learner becomes the embodiment of learning, according 

with Liddicoat’s (2017) view that intercultural language learning involves language, 
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culture, learning and the learner with the learner central to this. In playing the roles of 

language learner, user and person, the learner embarks on a journey of personal 

transformation towards becoming more interculturally adept and operating with 

increasing ease across languages and cultures.  Implications for the teacher’s 

experience, self-concept and agency are significant. 

Early intercultural advocates, Cochran-Smith and Lytle (1999, in Murray & Scarino, 

2014, p. 9) advocated for language teachers to equip their students by giving them 

experiences and tools to enable them to engage with and traverse differences in 

languages and cultures (as in Stetsenko, 2007a, “means and spaces”), and to encourage 

them in mediating meaning; and to develop a capability to draw on all of their linguistic 

and cultural knowledge. This would accord with the knowledge as agency notion 

expanded on later in this section.   

Significantly, Murray and Scarino (2014, p. 9) argue that communicating in other 

languages becomes the ever-evolving capability to negotiate difference in exchanging 

meaning.  This entails learners being provided with opportunities – “to reflect on, 

recognize and exploit (researcher emphasis) relationships between languages; to draw 

comparisons; to construct and deconstruct meanings, explain relationships between 

forms and meanings, differences in the nature of those relationships between different 

languages; and the implications for encoding and interpreting meaning; and to ‘move 

between languages’ (Ortega, 2009, 2010) productively and with ease” (Murray & 

Scarino, 2014, p.9)... 

The capability referred to by Murray and Scarino (2014) involves developing a 

knowledge base, and one of the means for developing agency as alluded to by Stetsenko 

and Arievitch (2016) is possessing knowledge. Hence, it seems logical to consider 

knowledge as agency.  
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*Figure 3: Knowledge-Agency Window (Deakin-Crick, 2011) 
*Used with author’s permission obtained 7/2/2019. Refer to Appendix N: Dixon-Crick permission 

Deakin-Crick’s (2011) work on this in the Knowledge-Agency Window illustrates how 

this might work, with an emphasis on knowledge, enquiry and self-regulation.    

 In more recent work, Crick (2018) expands on the notion of resilient agency, and that 

of agency and hope.  In relaying a young boy’s words “It’s a gift” when he realized he 

could be ‘a pilot, not the passenger in his own life story’ (note the parallels with Lavie 

et al’s 2018 spectator to explorer metaphor), Crick (2018, p. 4) describes this as a 

transition to what she terms ‘resilient agency’ (ibid).  The author defines this as ‘the 

ability to take responsibility for his own life, to make decisions that enable him to 

productively navigate the risks, uncertainties and challenges he faced in his own life, to 

find a way forward to achieve his personally owned sense of purpose’.   

Developing learners to become pilots, not passengers in their dynamic, complex, 

unsettled lives is surely a worthy goal. In discussing how ‘magic moments’ emerge 

(Crick, 2018, p. 5), the author observes how, in the ecosystem of interactions among 
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and between learners, teachers and the learning environment, these emerge 

spontaneously, and are difficult to measure and assess.  Yet, in then exploring resilient 

agency as an emergent property of a ‘learning ecosystem’, Crick asserts (p.5) such 

resilient agency is a critical capability in the complex and uncertain world of the 21st 

Century.  In ICLTL, with its extra layers of linguistic and cultural complexity, 

developing this presents particular challenges. 

Based on the literature reviewed in this field, this thesis treats agency as encompassing 

motivation, identity (including potential), autonomy and metacognition, and represents 

this in Figure 4: AGENCY: agency and capability which will be discussed in detail in 

Chapter V. 

 

Figure 4: AGENCY: agency and capability  
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CHAPTER III METHODOLOGY 

 
3.0 Context of project  

This research study aims to analyse secondary school language teachers’ professional 

practice and student responses in the teaching and learning cycle.  In attempting to 

discern whether and how these teachers focus on a dynamic view of the intercultural, 

and how these teachers are embedding ‘the intercultural’ in their planning and practice 

to develop students’ intercultural capabilities and agency, there was a need to 

understand aspects of the selected teachers’ contexts, their learners, and their own non-

visible and observable beliefs.  The process by which this was undertaken is now 

described. 

3.1 Sampling 

This study was set up to examine whether and how languages and cultures teachers 

develop intercultural capability and agency in their students at Senior language level. 

Since the researcher’s professional experience was gained in Queensland, it was 

decided that a purposive sampling informed by her own professional experience and 

judgement was suitable. This sampling was designed to yield data from this population 

of Senior secondary (Years 11-12) language teachers which, as emerging notions are 

interrogated, creates further questions to investigate. Accordingly, a non-random 

choice of Queensland language teachers was made, based on their own reputation as 

expert, accomplished practitioners, and on their schools having vigorous language 

programs with high retention rates ranging from 20% to 42% of the Year 11 cohorts.  

Further details of these teachers can be found in section 3.3 Number and selection of 

sites and teachers. 
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As another underpinning of comparability, all schools chosen are in South East 

Queensland. Two languages teachers in each school – two teachers of French and six 

of Japanese – were chosen to provide same-context comparability. 

The four schools approached – chosen with a deliberate mix of state, independent and 

Catholic schools, including three IB Diploma classes and five mainstream Studies 

Authority ones – all agreed to participate.  Having both IB and Studies Authority 

programs was considered valuable as it provides some points of comparison on 

curriculum and assessment practices, in one case within the same school.  Year 11 and 

12 classes were chosen on the basis that students in those levels had the maturity and 

language range to be able to interact meaningfully in and about the target languages 

and cultures, thus enabling viable data to be gathered.  Exact details about the schools 

and year levels can be found in section 3.3. 

Several decisions about methodology were necessary. To provide a sufficient variety 

of practice which might yield rich data, eight teachers were surveyed; in the interests 

of internal comparability, two teachers from each school were surveyed.  The 

researcher aimed to keep the data-gathering process ‘plumb’ (Chenail, 1997) through 

continuously aligning the phenomena being studied with the research question, the 

data to be collected and the data analysis procedure to ensure that the data is valid, fair 

and reliable. In pursuit of representativeness, validity, fairness and reliability, multiple 

strategies were employed. Further details on this are provided in section 3.6 in Table 7. 

3.2 Multiple strategy qualitative study 

In qualitative research analysis, the challenge is to “reduce data, identify categories 

and connections, develop themes, and offer well-reasoned, reflective conclusions” 

(Suter, 2012, p. 353). The author goes on to describe this process as “tearing apart and 
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rebuilding abstract conceptual linkages, requiring synthesis and creative insight, 

changing one’s ‘lens’ to reconstruct an interpretation, and definitely carefully 

documenting the process to enhance the credibility of findings”.  In this study, this 

involved synthesising data sources (such as the data from student questionnaires and 

teacher questionnaires with what teachers said in their stimulated recall) and 

discerning themes (such as learner centred practice) within that, then referring back to 

the research question to find where these fitted. 

A two-phase multiple strategy study within the qualitative paradigm was chosen as it 

best fitted the study’s purpose of exploring whether and how language teachers’ 

professional practice includes a focus on a dynamic view of the intercultural, and how 

they are embedding this in their planning and practice.  

Phase One of this process was the data collection phase . The reasons for choosing each 

instrument are outlined in Section 3.5 Data gathering. 

Phase Two was the subsequent data reduction and analysis. Data were analysed using 

thematic Content Analysis and the following flow – data collection, data display, data 

reduction, drawing conclusions then repeating the process as necessary to draw valid 

conclusions and verify them (Miles & Huberman, 1984, p.23), 

The details of Phases One and Two are outlined below in Table 2.  
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Table 2: Phases of research 

Phase Activity Data 

One Ethics and initial consent: 

Recruit schools and participants. 

Finalise ethics application. 

Email sample consent forms to both 

Principals and teachers post ethics approval.  

Data collection: 

Visit schools and classes as observer to introduce the 
research and distribute hard copy consent forms. 

Observe one class for each teacher. 

Collect signed written consent for participation from 
Principals, teachers and parents of students. 

Obtain student and teacher background information via 
questionnaires. 

Examine curriculum documents for each school. 

Video one class per teacher. 

Conduct an audio-recorded stimulated recall with each 
teacher. 

Counter-sign, scan and return all consent forms to 
relevant Principals and teachers (teachers to distribute 
student forms) 

 

 

Teacher/student 
questionnaire 
responses 

Work 
programmes, 
learning 
sequences, 
assessment 
plans 

Video footage 

Transcribed 
audio of 
Stimulated 
recall 

Two Data display:  

Transcribe all audio-recorded materials 

Complete relevant appendices for document 
examination, classroom observation and videoed class 

Data reduction: 

Collate student and teacher questionnaire responses.  

Analyse data/develop themes/draw conclusions. 

 

 

The ways teachers voice their perceptions of dynamism in language learning, how they 

understand intercultural language learning, and how they enact these elements are 
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central here. There is a need to document such a practice in the interests of further 

developing critical, reflective, transformative, intercultural language pedagogies.  

Participant teachers are afforded explanatory power to identify what is significant to 

them in their specific contexts in investigating how changing educational ecologies 

encourage them to become co-investigators of new solutions (Toohey, 2017), with 

their learners.   

Another aspect of qualitative research is that it acknowledges the subjective nature of 

research in terms of both participant’s interpretations of experience and the 

researcher’s data collection process, analytic frameworks and ultimate interpretation, 

hence requiring a careful reflexive stance by the researcher. Heeding the advice of 

Miles and Huberman (1994, p. 55) the researcher aimed to link questions to concepts 

to data, since developing research questions is a valuable defence against the confusion 

and overload possible in this early career research.   

The researcher considered that this study would involve elements of deconstructing 

classroom interactions and the roles of teachers and students observed when videoing.  

Such analysis was deemed useful also in attempts to analyse and interpret these 

phenomena in terms of the teachers’ lived, applied experience and their reflections on 

that.   

An adapted Hammersley (1998) framework tool Figure 5 has been used in iterative 

reflection on the data gathered. 
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Figure 5:  Hammersley framework (adapted) 
Source: Hopwood’s (2013) adaptation of Hammersley (1998) framework 

3.3 Selection of year level, sites and teachers 

Given the level of maturity and linguistic capacity required for eliciting substantial 

evidence of student interactional performance, Senior students in Year 11/12 were the 

focus of this research. The fact that these students have elected to study this language 

at this level, and are studying themes and concepts in some depth, both their 

investment in their learning and their language capacity were expected to be greater 

than in earlier years of schooling. Another factor is that IB Diploma is offered only in 

Year 11/12.   

FOCUS 

Developing students’ 
intercultural capability

MY ANGLE

The role of accomplished 
teachers of senior years 

languages and cultures in 
doing this

CASE

Empirically, I studied 8    
teachers in 4 schools over 
2 lessons each to establish 
how they relate to learners 

as they use languages 
collaboratively to achieve 

goals they value.

METHODOLOGY                           
Multi-instrument 

qualitative study using a 
range of 6 data sources

Evidence is high quality 
because it is triangulated 

and because good 
relationships prevailed 

between the researcher 
and the participants. 

CLAIMS                                   

I can claim the following 
about the participants I 

studied …

I can justify the 
relationship between 

conclusions and claims 
because ...

CONCLUSIONS

What my study means for 
the wider topic; why 

people should care about 
this   
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The sampling of school sites and teachers was determined according to criteria decided 

by the researcher – a purposeful sampling for both convenience (the researcher 

understands both of the languages taught) and complexity (some anticipated difference 

in teacher backgrounds, and school contexts).  Hence languages teachers from each of 

the three sectors, considered expert in their setting, were chosen.  The choice of four 

different school sites – two state system, one independent, one Catholic – makes 

evident different curriculum planning and resourcing.   

This sampling is described as purposive since the focus is on a sample – in this case, of 

schools and teachers – “purposely” selected for its potential to yield insight from its 

illuminative and rich information sources (Patton, 2002, p. 40, in Suter 2012, p. 345).  

The two languages chosen, Japanese and French, reflected the fact that the researcher 

had sufficient understanding of those languages to understand proceedings in Senior 

secondary classrooms. Both of the state system schools were independent public 

schools in which, while having to adhere to authority assessment processes, principals 

have “greater autonomy in decision-making and increased capacity to work in new 

ways to maximise learning outcomes” https://education.qld.gov.au/schools-

educators/independent-public-schools.  Both principals actively support languages in 

the curriculum. Having two teachers from each site was intended to provide internal 

points of variety, as well as the external variety between school sites.  While eight 

participants may appear a small sample, Bibby’s (2002) small-scale study of seven 

teachers illustrated how such small samples can reveal both diversity and depth. 

Specific details of this are elaborated in 3.6 Data reduction. 

The choice of accomplished (AFMLTA, 2005) teachers is aimed at providing greater 

range and depth of practice, and a richer, more diverse learner experience. All have 

reputations as expert practitioners – one from each school was the faculty or 

https://education.qld.gov.au/schools-educators/independent-public-schools
https://education.qld.gov.au/schools-educators/independent-public-schools
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department head for languages; others had Senior teacher status.  In the case of IB 

programs, given the international inquiry focus of the curriculum and the demanding 

application process to join, to teach in this system, the principals and teachers are all 

both professionally and interculturally engaged.    

It was anticipated that the participants’ pedagogic style would impact significantly on 

data obtainable.  Should the teacher conduct a top-down, didactic lesson, it was 

expected that that would provide little generative student interaction. However, should 

the teacher set up a variety of learner experiences conducive to purposeful inquiry and 

lively interaction, the data generated was expected to be rich. 

Several issues required consideration in this sampling, with known constraints and 

requirements having impacted on the decisions made.  School timetables and teachers’ 

time constraints were first order considerations, particularly as the researcher wished to 

conduct this study involving Senior students whose teachers are under significant 

systemic pressure. In fact, data gathering was scheduled for early Term 2 (from mid-

April to mid-May) for reasons of teachers settling in their students before this research 

intrusion, then having time to conduct tests later in Term 2. 

3.4. Ethical considerations 

According to the ethics submission, the study participants – principals and teachers – 

were informally recruited in December 2017– January 2018.  In January 2018, these 

parties were sent further preliminary details of the research, and the researcher 

received in-principle permission, but formal information and permission forms to 

principals and participants could not be delivered until ethics permission was received.  

A provisional timetable of visits was agreed upon. Once ethics approval was obtained, 
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principals were emailed the approved information and consent forms for themselves, 

their participating teachers, and the parents. 

 Principals, teachers and parent/child information and permission forms were then 

distributed on the first visit to each of the four schools. This had been scheduled 

provisionally by the end of February 2018, but actually occurred in Term 2 between 

mid-April and mid-May 2018.  The principal’s form in each case was hand-delivered 

to the school’s main office.  On the same day, teacher and parent consent form were 

delivered to teachers.  As participants, teachers facilitated the dispensing and 

collecting of parent consent forms and completed their own forms. Classes included 

numbers of Culturally and linguistically diverse (CALD) students and one CALD 

teacher participant. Explicit details can be found in Table 3 and Table 4 and Appendix 

T.  

All schools approached required the permission of the principal, not the department or 

sectoral office. Permission from principals was obtained by the Principal information 

sheet and consent form (Appendix D).  Issues of protecting children and young people 

were addressed by obtaining consent from all stakeholders using the HREC template. 

Regarding consent, this was obtained in written form from all participants. Since the 

classes videoed included students under 18 years old, permission to film was sought 

from parents of all students.  In the few cases where permission was not received, 

those students were seated in an area of the classroom which was not filmed. This 

permission was obtained by the Parent and child information sheet and consent form 

(Appendix F). 

The researcher collected principal and teacher consent direct (teachers on Appendix E: 

Teacher participant information sheet and consent form), and forms from students via 
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the teachers in each school. The researcher then also signed and scanned those forms 

and returned originals to the principals and to respective teachers to distribute to their 

students.   

As far as risk or harm were concerned, the risk in this project was considered to be 

negligible, since: 

• only those students with written parental permission will be filmed 

• the researcher met informally with each class pre-filming to introduce herself; 

to explain the purpose of the research and the students’ importance to it in terms of 

understanding the role of learner agency; and to allay concerns or potential student 

discomfort about being filmed. Some teachers did later say that they felt their students 

were more self-conscious when being filmed 

• the research having involved only two visits into classrooms, minimal 

inconvenience to students’ subject learning was ensure – one lesson of being 

observed/briefed about the project and their involvement, another being 

videoed doing what they would normally be doing in their lesson 

• videoed footage of students who have parental permission will be used 

exclusively by the researcher (and potentially viewed by the supervisors) 

• teacher participants, particularly as they were highly experienced, were mostly 

open and self-reflection and prone to minimal self-consciousness.   

Inconvenience to participants was designed to be minimal. Since the researcher’s 

efficacy as a researcher depended largely on respectful interpersonal engagement and 

maintaining professional distance, efficient organisation of timelines and 

documentation ensured only one glitch in the process when a camera replay 

malfunctioned and stimulated recall with that teacher needed to be deferred to a 
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mutually-agreeable time. The time imposts for teachers, although designed to minimal, 

and consented to prior by teachers, may have caused some inconvenience such as 

staying after school by arrangement to complete a stimulated recall.   

Close scrutiny of their classroom practice by the researcher, then their own reflection 

on practice in stimulated recall, produced enthusiastic responses from some, whilst 

others seemed to find that process more discomforting.  

Whilst risk to the research was possible, given changing daily circumstances in 

students' and teachers' lives and school vicissitudes, clear written and oral 

communication between researcher and school personnel, clear written communication 

between researcher parents, some orientation time with students prior to filming days, 

and researcher preparedness in terms of resourcing minimised this risk. Specifically, 

risk was minimised and managed through the researcher anticipating possible risks; 

engaging constructively, professionally and non-judgementally in a timely way with 

school personnel; engaging with students to be filmed prior to the filmed lesson 

through visiting their classes once prior to explain the research purpose and their role, 

and as an observer; and being organised and sticking to agreed timelines.  Risks to the 

researcher were minimised by careful consideration of interpersonal communication to 

avoid misunderstandings. Having each step of the research data collection resourced 

fully and in a timely fashion to adhere to an agreed proposed timeline was essential in 

avoiding risks to the researcher. 

Curriculum document scans were agreed to on either the day of the first visit, or to 

follow the videoing of classes on the second visit.  Whilst the stimulated recall 

occurred on the filming day with six teachers, two could not accommodate that, so it 
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was undertaken the following day, with the exception already noted deferred as that 

teacher had taken on a more demanding role in the school.   

Pre-existing relationships with participants, or any influence from knowing the 

researcher from professional activities were minimal. The researcher had worked 

under one of the principals, and with one of his teachers some time ago; two other 

principals and HODs were known to the researcher professionally; the researcher had 

attended events at one school and knows both teachers professionally.  

Issues of student assessment, employee security, etc., were not adversely affected by 

participation in this research because inconvenience was minimised by limiting the 

teacher time commitment, receiving returned permissions direct from the teacher (with 

their check-off),  and conducting the research in school time as early as convenient in 

Term Two to avoid major assessment events and potential anxiety about time pressures 

in high-expectation schools. 

3.5 Data gathering 

In order to brief participants and set up the research, preliminary meetings and 

arrangements were conducted according to the intended steps in Ethics. The researcher 

had set up these meetings as outlined in section 3.4. 

To ensure alignment among evidence sources, multiple methods were employed in 

gathering data. These were a curriculum document examination, an unfilmed 

classroom observation, a student questionnaire, a teacher questionnaire, a videoed 

class and a stimulated recall of the class with the teacher involved. 

Data collection methods were designed with the aim of discovering how ICLTL are 

being enacted. 
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3.5.1 Examination of curriculum documents 

Designed to understand how teachers apply ICLTL in their planning and the impact of 

local or IB proscription, the Curriculum Document Examination  involved analysis of 

school work programs, learning sequences, resources and assessment instruments used.  

Documents were analysed against a checklist (see Appendix K: Curriculum document 

examination protocol) of elements/evidence of planning based on the principles for 

developing intercultural language learning (Scarino & Liddicoat 2009, p. 40; Liddicoat 

& Scarino, 2013). 

3.5.2 Classroom observations  

The Classroom Observation protocol was designed as an opportunity to introduce the 

researcher and the research to students and to develop a sense of classroom interactions.  

The researcher arrived at the school before the agreed time and, observing school 

protocols, signed in and was accompanied by the teacher or another staff member to 

the participant teacher’s classroom. The researcher observed each teacher once in 

lessons ranging from 50 minutes to 70 minutes in length.  After being introduced by 

the teacher and explaining to students the purpose of the study, their importance to 

that, and that they would need to take a form home to obtain parents’ consent to be 

filmed on the next visit, the researcher sat at the back of the classroom taking written 

notes.  In observing, the class focus, the stimulus materials used, teacher approach 

(how teachers orientated students to the learning goals), and the nature of teacher-

student interactions were noted against Appendix I: Classroom observation protocol: 

teacher attributes and methods for later discussion with the teacher in stimulated 

recall. 
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3.5.3 Student questionnaire 

Designed to unearth learner backgrounds and views, hence to gain an idea of the 

complexity and motivations of students,  the Student Questionnaire was handed out by 

the teacher. 

At the end of the classroom observation, the teacher made time to distribute the parent 

consent forms and student questionnaires, giving clear instructions to students about 

needing to return them, or to bring a note from parents about non-participation if they 

so desired.  In the questionnaire, students were asked these questions: (1) What is your 

cultural heritage? (2) What language/s are spoken at home? Please specify by whom. 

(3) What opportunities do you have to use the language you are studying in this class 

outside the classroom? 

Table 3 summarises student responses to Question 1 in the student questionnaire, 

‘What is your cultural heritage?’ 
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Table 3: Question 1 of student questionnaire: What is your cultural heritage? 

 

 

 

 

Class Australian Australian_Euro Australian-
Asian 

Asian Other 

 1 3 5  

1 Aboriginal Italian 

1 2  

2 2 3 2 3  

3 2 6 

+ 1 Brazilian 
American 

- -  

4 4 4 - - 1 Rotuman 
(Fijian) PNG 
Australian 

5 2 5 

+ 1 Australian 
American 

- - 1 Indian 
Samoan 

6 4 3 

+  1 Australian born 
South African 

+  1 British (white) 

- - 1 NZ 

7 1 3 4 4 1 Japanese Irish 
NZ 

1 Fijian NZ 

1 Greek NZ 

1 Japanese NZ 

8 6 4 1 7 1 Lebanese 
Nepalese 
Australian 

1 NZ Australian 
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Table 4 summarizes student responses to the Student Questionnaire Q.2., “What 

languages are spoken at home?” 

Table 4:  Student questionnaire – class-specific summary of learners’ responses to Q.2 What language/s 
are spoken at home? 
 

*Class 
(number 
of 
students) 

English 
only 

English and other (EUR/Asian) Other 

1 (12) 7 5 (1 each – Italian, German, 
Cantonese, Mandarin and 
Cantonese, Japanese) 

 

2 (11) 8 2 (1 Japanese, 1 Korean) 1 Mandarin primarily 
with some EN. 

3 (9) 7 2 (1 French, 1 Portuguese)  

4 (9) 9 - - 

5 (9) 8 1 Punjabi and English - 

6 (10) 8 1 Swiss German Skyping with 
grandparents 

1 Afrikaans 

7 (16) 9 6 2 

8 (20) 9 7 (1 each -French, Spanish, Russian 
and Japanese according to studies 
being undertaken by family 
members; 1 Arabic) 

3 (3 Japanese, 1 
Mandarin) 

 
*Note that the number of students participating per class is indicated in brackets in Column 1 of Table 4. 
 

3.5.4 Teacher questionnaire 

Bearing in mind the role of teacher values and perceptions of their role, the Teacher 

Questionnaire was designed to unearth  teacher backgrounds, education, experience and 

views.  

Teachers were asked: 
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1. What is your cultural heritage?  

2. What languages are spoken at home? 

3. What are your teacher qualifications? Please specify the institution and 

year.  

4. Why do you believe Languages should be in the school curriculum i.e. what 

is your language teaching philosophy?  (Communicative purposes/CLIL/??)  

5. What aspects (of definitions of intercultural language teaching/capability 

supplied) particularly resonate with you? Can you think of any other 

elements you would include?  

A summary of responses to the first three questions can be found below in Table 5.  
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Table 5: Teacher questionnaire responses: backgrounds  and languages spoken  and taught 

Teacher 
pseudonym 

Languages 
spoken 

Backgrounds and qualifications 

Mme Cheval English 

French 

Australian born.  Bachelor and post-graduate studies. 

Mme Dupont Romanian, 
English, 
French 
(sometimes 
Spanish) 

Born abroad. Multicultural Eastern and Western European 
background.  

2 Bachelor degrees, 1 with language focus. 

Elena English 

Japanese 

Australian born.  Western European heritage. 

Bachelor and post-graduate studies.  

Kourogi 
sensei 

English 

Japanese 

Australian born.  Anglo descent. Bachelor and post-
graduate studies. 

Oiwai sensei English 

Japanese 

Australian born.  Bachelor degree with language focus. 

 

Peters English 

Japanese 

Australian born.  Bachelor degree with language focus, 
post-graduate studies.  

Sakura English 

Japanese 

Australian born.  Bachelor and post-graduate studies with 
intercultural language focus. 

Sumisu sensei English 

Japanese 

Australian born.  Anglo descent. More than 3 tertiary 
qualifications.  

 

3.5.5 A videoed class  

The Videoed Classroom Protocol was designed to guide the observer in annotating tbe 

common tool (Appendix I) based on a synthesis of selected literature.  It enabled the 

even-handed  gathering of  specific data about ICLTL enactment across the eight 

teachers. 
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Well in advance of filming, each teacher had nominated one class to be filmed.  In 

filming, the researcher noted aspects of teacher practice, learner response to stimuli, 

learner risk-taking, teacher/learner and learner/learner interactions and learner 

reflection.  

3.5.6 Stimulated recall 

Mishler’s view (1991) that the respondents themselves should be granted a more 

extensive role as participants and collaborators in the research process informed the 

researcher’s approach in this step, designed to afford the teacher a valuable 

opportunity to reflect on their own ICLTL practice as they controlled the video replay. 

Hence, each teacher was able to  comment on his/her teaching choices/habits/strategies 

used in an audio-recorded stimulated recall of their videoed lesson. Each also 

responded to some standard researcher questions (see Appendix K).  These questions 

and the responses of the interviewees constituted components of an interview, where 

both parties “collaboratively assemble accounts of experience”, then “work together to 

discern and designate the recognizable and orderly features of the experience under 

consideration” (Gubrium, 2012, p. 33).  This a very informative, mutually productive 

process. The researcher noted that it was more effective to do the stimulated recall the 

day after the class was videoed to provide time to replay the video herself and consider 

particular aspects to probe with the teacher in the stimulated recall.  Appendix I 

although not originally designed for the Stimulated Recall, proved a valuable reflective 

tool here.  

In order to facilitate the data gathering – videoing in particular – the introductory visit 

was essential. Following that introductory visit to orientate/distribute consent forms 

(principal/parent and child [of students aged under 18]/teacher participant), and 
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questionnaires (student and teacher), a variety of empirical materials that describe 

“routine and problematic moments and meanings in individuals’ lives” (Denzin & 

Lincoln 2004, p. 2) was gathered as outlined above. All interactions in data gathered 

were transcribed, then organised loosely according to which of the research question 

and the analysis of didacticism and agency they related.    

The relevance of the data gathered to the research question and analysis of didacticism 

and agency is outlined below in Table 6. 

3.6 Data reduction 

Data were reduced using the research question initially, then by eliminating repetitive 

or irrelevant data to define concepts, categorised into thematic groupings; then 

reorganised into thematic representations of findings, discerning possible super-

themes. In order to reduce the data, take meaning from the findings and answer the 

research question, thematic analysis was undertaken. Themes are meaningful concepts 

related to the phenomenon being studied. Thematic codes were established, informed 

by the literature, for “qualitative richness of the phenomenon” (Boyatzis, 1998, p. 31). 

In doing this, inductive reasoning was used to accommodate participant-initiated topics 

not driven by the researcher’s questions; and deductive reasoning was relevant in 

confirming predictions about how variables are related, given that close examination of 

data is to be meshed with application of theories emerging from prior research in 

developing analysis.  

3.7 Data analysis 

Data were analysed using thematic Content Analysis and the following flow – data 

collection, data display, data reduction, drawing conclusions then repeating the process 

as necessary to draw valid conclusions and verify them (Miles & Huberman, 1984, 
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p.23), with an extra step of data reorganisation (Roulston, 2013) inserted as per Table 

6. 

Table 6: Thematic analysis – data reduction, categorisation, reorganisation (Roulston, 2013)   

 

How is ICLTL enacted in these Queensland 
classrooms? 

___ 
___              
___                         
___ 
 
 
___ 
___              
___                         
___ 
 
 

What does the data tell us about didacticism 
and agency? 

___ 
___              
___                         
___ 
 
 
___ 
___              
___                         
___ 
 
 

 

The first step in the data display for this part of the teacher questionnaire, for example, 

was to develop the table of responses already seen in Table 5.  

The trustworthiness of the research being contingent on its credibility, transferability, 

dependability and confirmability (Guba, 1981, in Shenton, 2004, p. 73) was a central 

consideration.  Table 7  represents this detail graphically. 

Table 7: Addressing Guba’s Four Criteria for Trustworthiness (Shenton, 2004: 73) 
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The other essential consideration was “keeping things plumb”.  In order  to do so, 

Chenail (1997) maintains, four components – the area of curiosity (the area or 

phenomenon studied in this thesis); the mission question (the actual questions 

addressed, what the study really wants to find out): the data collected (what is 

generated or collected “in the field” by this study);  and the data analysis procedure 

(naming and categorising what was collected,  declaring whether the data is talk or 

observations of talk) need to be kept in alignment.  This entailed continuous personal 

reflection on these four elements in progressive focussing during data evaluation.  

What emerged from the data analysis will be described and discussed as follows:  

• Chapter IV will address the research question: How is ICLTL enacted in these 

Queensland classrooms? 
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• Chapter V: The degrees of didactic and agentive practice evident in the 

enactment of ICLTL in these Queensland classrooms will analyse the data in 

examining the degrees of didactic (influence of proscription) /agentive practice 

in the ICLTL process  
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CHAPTER IV HOW ICLTL IS BEING ENACTED IN THESE 
QUEENSLAND CLASSROOMS 

4.1 Overview and presentation of data 

In Chapter III, section 3.5 described the research methodology, including the six data 

collection methods used. 

This chapter analyses the data gathered in addressing the Research Question How is 

ICLTL enacted in these Queensland classrooms?  It examines whether and how 

teachers’ professional practice includes a dynamic view of the intercultural orientation 

towards language learning, and the extent to which these teachers enact this in their 

planning and practice in Senior languages classrooms.   

The focus is on how these teachers develop intercultural capability, recognising, 

eliciting and valuing what learners bring, mediating perspectives and understanding, 

and facilitating their meaningful application.  Teachers’ articulated understandings, 

questions and definitions about the intercultural approach, and the reasons given for 

using these, are analysed and interrogated in relation to key literature.  Students’ 

articulated understanding of their language learning are also discussed. 

4.2 What data sources reveal: how ICLTL is being enacted  

This section examines in detail the intercultural language teaching and learning 

occurring in the eight classrooms studied in this thesis.  It does this through examining 

the data instrument by instrument as follows. The order in which the data is examined in 

Chapter IV has been chosen because the relational aspects of reflective ICLTL practice 

are central, and the capacity of both student and teacher to reflect intrapersonally and 

interpersonally is an important starting point in considering this. Insofar as the student 
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and teacher questionnaire responses reveal this detail, the researcher felt it important to 

interrogate this data first.  

4.2.1 Student Questionnaires 

Student Questionnaires were completed by 96 students overall. The answers which 

students provided to Questions 1 and 2 in the Student Questionnaire reveal how they 

view their cultural heritage and home language use and are summarized in Table 3 and 

Table 4 in Chapter III, since these responses do not actually directly address the 

research question How is ICLTL enacted in these Queensland classrooms?  It is 

material to this research question that responses in Table 3 and Table 4 did reveal 

cultural diversity in several classes, no Asian heritage in four of the classes, and a 

predominance of Asian heritage students in one class.  The majority of student 

participants (64) speak English at home, although there is evidence of background or 

heritage language use by 32 students, with English spoken home by fewer than half of 

the students in one class. 

Students’ perceptions of co-curricular opportunities in their programmes in responding 

to Question 3  are summarized below in Table 10. 
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Table 10: Student questionnaires - class-specific summary of learners’ perceptions of opportunities 
offered in their Languages studies 

Class None: 
Number of 
students 
reporting no co-
curricular 
opportunities. 

Number of 
students 
reporting school-
facilitated co-
curricular 
opportunities 

Number of students reporting  
self-generated opportunities 

1 5 6 4 

2 1 6 6 

3 2 1 5 – plan to study JA post school, learning KO on side, 
want to regain FR)/plan to study Commerce post school 
-JA useful/thinking about going to JA in future/some 
small conversations in library for practice/enjoy 
watching anime for listening>reading sub-titles. 

4 - 3 5 clearly 
 
2 almost… “I could use my knowledge of the French 
language to talk to French people and understand the 
French culture better” and  
“I could use the language on holidays, for example a 
European trip. However apart from that, my Mum can 
speak a little French which is helpful for tests.” 

5 1 4 4 

6 - 5 5 

7 1 3 5 
1 student who tries NOT to speak Japanese as he is 
“here to learn English”. 

8 - 9 11, including 6 native speaker Japanese students 

Note: “None” refers to no evidence of co-curricular programme; “school-facilitated” refers to the co-
curricular activities organised by the  teacher or the school; “self-generated” refers to the opportunities 
which the student makes or takes to further their language scope or grasp of cultural aspects of the 
language. 

The responses to Question 3: What opportunities do you have to use the language you 

are studying in this class outside of the classroom? show that students seem to self-

generate opportunities to speak the language more in four of the classes, and that, even 

within the same class, students perceive opportunities differently.  The pattern in Class 

1 suggests that the curriculum may be offered, but may not be enacted, whether because 

of a lack of learner engagement, or possibly perhaps because of students’ background 

cultures. 

While this summary of responses does not specify or reveal the scope and nature of 

what was undertaken in the ICLTL in these classrooms, teachers indicated during 

classes and observed during Stimulated Recall that opportunities provided included 
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international exchanges (all schools), and an array of context-specific teacher-organised 

opportunities where students could use the language in real contexts, including 

restaurant outings and curriculum-related excursions.  

4.2.2 Teacher Questionnaires 

Teachers’ definitions and understandings of ICLTL became apparent through their 

answers to the Teacher Questionnaire, during classroom observations and in the 

Stimulated Recall sessions.  Their responses to questions 1, 2 and 3  in the Teacher 

Questionnaire about their backgrounds, experiences, beliefs and qualifications were 

recorded in Table 5 found in Chapter III.  While this data did not directly address the 

Research Question,  it does provide useful background information when considering 

teachers’ pedagogical stance and potentially influence their degree of agentive practice. 

Table 5 revealed that seven of the eight teachers were native speakers of English with 

other language expertise apparently only in the language they are teaching.  Likewise, 

seven of the eight were Australian born, although one of those has a European family 

heritage.  Evidence of languages studies and intercultural education was provided in the 

profiles of four of these eight teachers.   

Questions 4 and 5 of the Teacher Questionnaire invited reflection on the following 

definitions from Liddicoat and Scarino (2013), Liddicoat (2017) and Scarino (2014) 

apropos teachers’ own perspectives and practice. 
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Q. 4 asked “Why do you believe Languages should be in the school curriculum i.e. what 

is your language teaching philosophy?” and Q.5, “What aspects (of the quotes) 

particularly resonate with you? Can you think of any other elements you would 

include?”  

In response to Q.4, teachers reflected a range of appreciation of what ‘intercultural’ 

means, most mentioning communication in some form – as ‘communicate with people 

from other cultures on a personal level’ (Sumisu); ‘ability to communicate in authentic 

contexts for a meaning(ful) purpose’ (Peters); ‘a focus on communication and use of the 

target language’ (Kourogi); ‘communicative purpose’ (Mme Cheval); ‘learn about … 

and reflect on own and other’s cultures through language’ (Sakura); ‘communicative 

language learning’ (Oiwai).  

Intercultural language teaching and learning 
To teach from an intercultural perspective is a framing of the ways teachers 
understand the diversity of languages and cultures, their lives within this diversity 
and its relationship to their work as teachers. It also means teaching in such a way 
that the focus of learning is the development of an intercultural perspective by 
learners as their own experience of linguistic and cultural diversity. The enactment 
of an intercultural perspective occurs at each point within the ecology of teaching 
and learning and the articulation of an intercultural perspective is both a global and 
a local feature of that ecology. This means that language teaching and learning 
from an intercultural perspective is an activity in which principles and theoretical 
positions affect practice at every level. In this way, such teaching is both personal, 
drawing on the dispositions of individual teachers and students, and coherent, 
integrating dispositions across the whole process of teaching and learning. 
 
Liddicoat, Anthony J. and Scarino, Angela (2013), ‘Intercultural Language Teaching 
and Learning’, John Wiley and Sons. p. 7. 
Intercultural capability    
Developing intercultural capability requires the integration of performance, 
analysis and reflection.  Liddicoat, A.J., 2017                      
‘Learning to communicate successfully, to exchange meaning across languages and 
cultures, and, through reflection, to develop an understanding of the processes 
involved’.  Scarino, A., 2014  
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Teacher perception of the connectedness of language and culture was reflected in the 

following response alluding to embedded cultural practices and beliefs: 

I want language students to be able to communicate with people from other 

cultures on a personal level but also to understand how language and culture are 

tied and how they influence governance in other countries.  

 (Sumisu, TQ)  

In discussing what informs their practice, teachers’ perceptions of the connectedness of 

language and culture varied, two alluding to embedded cultural practices and beliefs 

being reflected in language, while no response indicated a view that a language has 

multiple cultures (which possibly which may reflect the nature of the question, the 

perception of Japanese and French ‘culture’ as somewhat static, or a view of the 

students as culturally homogenous). Although some placed culture learning higher in 

their priorities, none expressed a culture-as-discrete view. 

Teacher responses to Q.5 “What aspects (of the quotes) particularly resonate with you? 

Can you think of any other elements you would include?” revealed various perspectives.  

“The development of an intercultural perspective by learners as their own experience of 

linguistic and cultural diversity” (Liddicoat and Scarino, 2013)  resonated particularly 

with three teachers, one stating: 

I want to utilise the experiences of many of my Year 12 students who are growing 

up in bilingual households and learn from their experiences. They can teach me!   

(Sumisu, TQ) 

Others focussed on their own beliefs and capacities, ranging from personal beliefs 

driving reflective practice to the notion of shared teacher-learner cultural backgrounds 
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being an asset in target language teaching, to the way in which teachers are shaped by 

their own experiences and cultural identity, as is evident in these quotes: 

I think language teachers and learners with same or similar cultural backgrounds 

can enjoy a depth of communication regarding the language that (for example) 

native teachers and L1 learners may not. The non-native teacher may have 

followed a similar journey towards the language learning as the student – making 

the process more transparent and accessible perhaps. 

 (Mme Cheval, TQ) 

The Teacher Questionnaire responses thus represent varied perspectives on language 

and culture connectedness and the need for reflective practice, also demonstrating 

teacher conviction about how their own experiences and beliefs impact on the ways they 

teach languages.  This reflects the work of Liddicoat and Scarino (2013), Liddicoat 

(2017) and Dornyei and Ushioda’s (2015) work on motivation in context, as it does 

elements of Larsen-Freeman and Freeman (2008) on teachers as arbiters of their own 

practice. 

Drawing on the quotes cited in the questionnaire, in responding to Teacher 

Questionnaire Q.5, “What aspects (of the quotes) particularly resonate with you? Can 

you think of any other elements you would include?” three teachers cited “The 

development of an intercultural perspective by learners as their own experience of 

linguistic and cultural diversity” as their priority.  One chose ‘Developing intercultural 

capability’ (Liddicoat, 2017), and others were driven by their own beliefs and 

capacities, with views that personal beliefs drive reflective practice, that shared teacher-

learner cultural backgrounds are an asset in TL teaching, and that teachers are shaped by 

their own experiences and cultural identity. 
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The views expressed reflect awareness of the principles and practices of ICLTL, and the 

way teachers’ personal and professional stance may impact on the enactment of these.  

4.2.3 Classroom observations 

In responding to the  research question : How is ICLTL enacted in these Queensland 

classrooms? teacher attributes and methods were observed and notated using Appendix 

H: Classroom observation protocol. 

This section will now consider the evidence in annotations on Appendix H as observed 

in the practice of one teacher, Sumisu.  A summary of the other seven teachers’ 

observed attributes and methods follows.  Teachers demonstrated varying degrees of 

appreciation and application of the principles of ICLTL in the initial classroom 

observation and when videoed (4.2.5). 

ICLTL practice was observed during initial classroom observations as elaborated below. 
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Table 8: Annotated Appendix H_ Classroom observation protocol: Teacher attributes and methods 
(Sumisu)  

Teacher 
attributes and 
methods 

Whether teachers How teachers 

Attributes: 
 
Development of 
affective space – 
teacher, student, 
learning   
(van Manen, 
1991: 256) 

Enact: 
 
a sense of responsibility 
a passion for knowledge  
tactful sensitivity 
humour 
an ability to be self-critical interpretive 
intelligence 

Comment: 
 
Respectful engagement, high 
expectations of learners. 

  
“I love it, but next time I want 
to see…”   

   
 

Methods: 
 
General teacher 
approach 
Liebowitz 
 (in Barkhuizen  
2017, p. 79) 
 

-  constructed a path for student 
learning 
- scaffolded social interaction and 
individual meaning making 
- normalised interpretation and 
reflection as part of the culture of 
language learning 
 

Quizlet – vocabulary 
reviewed with students 
→interaction/making 
connections. 
Excellent differentiation 
across ss comments.  
T was reflective and 
responsive. 

Developing 
intercultural 
capability 
 
Garcia & Li Wei 
 (2014) 
 
Larsen-Freeman 
(2012) 
 
 
Kohler (2015, p. 
175) 

Encourage… 
- translanguaging opportunities – e.g 

conceptual discussions  
- grammaring acceptance – process 

and product both valued 
- guided student inquiry 
- questioning to extend 
- facilitating students to mediate a 

way of being in relation to 
language itself 

- use of self-reflection in mediating the 
concept of culture (Kohler, p. 175) 

 
In a unit on getting a driver’s 
licence, throughout the input 
(an authentic Japanese clip on 
driving), discussion, critical 
inquiry and collaborative 
student activity, these 
elements were encouraged 
and evident. 
 
 

Scarino (2009, p. 
4) 
 

Extend students’ repertoires as: 
- participant users 
- learner/analysers 
 

- Guided classroom 
discussion on the +/- of 
driving; “Student name, I 
love it, but next time, I 
want to see expected 
Kanji”. 

- T toured to respond to 
individual learners 

 
Hart, Biggeri & 
Babic (2014) 

- be involved in their own 
development as a social actor 
(individual who does something), or  

- agent (who does something with 
other people) 

in a transformative process 

Stimulated analysis of and 
critical reflection on the pros 
and cons of driving a car as 
opposed to using public 
transport.  

It is apparent from these observations that Sumisu  developed affective space, adopted a 

scaffolded, reflective approach, aimed to develop intercultural capability through 
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encouraging grammaring, extended through questioning, and facilitated students as they 

made meaning through using and analysing the language. Initiating and facilitating 

critical reflection on the pros and cons of driving a car vs using public transport, the 

teacher encouraged learners to become involved as social actors in the issue of cars and 

the environment, displaying the attributes and applied all of the quality practices 

described by authors.  The observed practices of the other teachers are summarised in 

Table 9. 

Table 9: Summary of teacher attributes and methods observed in classroom observation. 

Teacher attributes 

and methods 

Summary of evidence of these as observed in initial classroom 

observation 

Development of 

affective space 

Five of the other seven teachers appeared to know their students well, 

and to have a strong rapport. Four of these used a degree of humour. 

Scaffolded reflective 

learning 

In terms of reflecting on language forms, this was the case for all. 

However intercultural reflection appeared under-emphasised, except 

for the case of Oiwai in orientating students in the Celebrations unit. 

Full details appear in Appendix Q: Celebrations unit - researcher 

notes on classroom observation. Figure 6: Celebrations lesson flow 

below illustrates how this worked. 

Encouraged 

grammaring 

Two of the seven teachers appeared more focussed on language form, 

while the others encouraged experimentation to achieve mastery. 

Extended through 

questioning 

This facet appeared under-realized by three teachers (for some, this 

was the first or second lesson in the unit). 

Facilitated students 

in meaning making 

as users/analysers of 

the TL. 

All did this, whether through code-switching to discuss a concept in 

English, or guiding analysis of language. 
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The lesson flow as outlined in Figure 6 illustrates how this teacher, Oiwai, facilitated 

the classroom discussion with input from students, easing towards a notionally-agreed 

culminating task of a Christmas party.   

Figure 6: Celebrations lesson flow  

Active conversation – mostly English between Japanese and Australian students. Teacher 
gives individual feedback during the conversation. NOTE: students write understandings in 
Japanese. 

T: Just re-directing you to make sure you have some good inquiry questions. 

S: In Japan, is the Santa story told? 

T: Do we need to investigate the origins of the Santa story – need to investigate our own story to 
explain to others? 

What do we need to do? → shukudai (homework) research. Japan has taken the Santa image and 
celebrates a Western event in its own way – influences?? 

S: Every family has a different story and celebrates its own way 

T: Paraphrase – ‘Everyone has adapted to suit own (murmured inputs from ss) religion, age, sub-
culture’. 

S: ‘Me, being Catholic, presents, then church, family celebration.  In Grandma’s time, no presents 
at all → now.’ 

S2. ‘Mine changed, because my sister is religious and I live with her. I respect her beliefs - but 
have my own.’ 

S_Ja: 80% of Japanese are atheists. 

S2_Ja: It’s usually a school day in Japan. 

T: Christmas holidays in Australia – nagai (long). 6-8 weeks; fuyu yasumi (winter holidays) – 2 
weeks. 

→ Students make sentences – eat KFC, do Cosplay, gift giving is popular – Teacher eased 
students along to build correct Japanese sentence.  Purezento wo ageru kotoga ninki desu. 

S. Older Australians eat hot food – that’s English influence. 

S_Ja: Japanese eat KFC because no turkeys in Japan and chikin is a substitute. 

T: shiritai koto wa nan desuka (What do you want to know?). 

S_Ja: What is most famous song?                                                                               

T: Is it Mariah Carey ‘All I want for Christmas is you?’                           

S_Ja: The most common song is …. 

T: kurisumasu paatei wo shimashou. KFC, paburoba, carols, trifle/Xmas cake 

Students attempt to write about this, sharing thoughts. 

T: So, let’s put this together… 

Hayaku okite, kurisumasu tsurii ni itte, tsurii no shita ni purezento ga (ippai) arimasu. Kazoku wo 
matte imasu. Kazoku wa tsuku toki ni purezento wo akemasu. 

Students repeat 3X.  
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The elements highlighted in Figure 6 illustrate how Oiwai applied ICLTL critical 

inquiry practices in this lesson, and the level of co-construction of meaning between 

students as guided by the teacher. The class conversation goes beyond IRIRRI – 

Initiation (T)/Response (S)/Initiation (T)/Response (S2)/Response(S)/Initiation (T), 

suggesting a high level of learner engagement and co-construction of meaning. The 

teacher also engages in, and expects, languaging – mixing up language to maintain the 

flow, and expecting answers in both English and Japanese, which entails both native 

Japanese and native English-speaking students to work in both their L1 and L2.  

Appendix Q contains further details.  

The culminating task planned in that lesson was enacted as evident in Figure 7. 

 

                     Figure 7: kurisumasu paatei 
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4.2.4 Curriculum document examination 

4.2.4.1 QCAA programme document examination 

Viewed by the researcher as an insider experienced in teaching Year 11-12 Japanese 

using Studies Authority curriculum and assessment guidelines, the documents examined 

indicate teachers’ compliance with curriculum prescription in those schools running 

QCAA programmes. The evidence of this was recorded on Appendix K as each school’s 

documents were examined in the schools.  The summary appears in Table 11 below. 

Table 11: Elements revealed in curriculum document examination QCAA programmes 

Documents examined: 
 
Course overview including: 

• unit plans specifying 4 semester units with sub-
topics  

• the literacy, numeracy and 21st century skills 
underpinning this. 

• detailed learner experiences to be covered in 
each topic 

• detailed assessment plan – formative and 
summative 

• instrument-specific marking guide 
• text selection advice  

1 specific semester plan (French) 
School-specific resource list including texts and authentic 
materials. 
 

 
 
Course overview evident in 
documents examined for all 5 
teachers. 
 
 
QCAA Assessment guidelines 
explicit on formative and summative 
assessment. 
 
 
 
 
 
Semester plan – 1 teacher. 
 
 

Evidence of planning for: 
 

• Meaningful conceptual learning  
• The intercultural approach – active construction, 

making connections, interaction, reflection, 
responsibility * * 

• Reflexive, context-fit learning 
 

 

It was evident that all 5 teachers are 
following QCAA programme 
guidelines. 
Two schools placed particular 
emphasis on using authentic 
resources and native speaker access. 
One school has a Languages faculty 
strategy to differentiate in 
collaborative, purposeful learning and 
writing. 

 
The Documents examined section in this Appendix K relates in this case, to the QCAA 

documents. The Evidence of planning for section of the protocol was designed based 

broadly on the work of Liddicoat and Scarino (2013, p. 101) the researcher 
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understanding that the elements can only be indicative, the variety and nuance aimed for 

in enactment being beyond the scope of planning documents.  

A representative selection of the QCAA documents examined for both Japanese and 

French can be found in Appendix S: QCAA curriculum documents which includes:  

• Sample unit plan for Japanese QCAA Unit description – Exploring our world 

• QCAA French Semester Overview 

• QCAA Ma Vie unit_ 2009 

• QCAA French assessment guidelines p.1 

• QCAA French assessment guidelines p.2 

These documents respectively reveal the following elements. 

• The sample unit plan for Japanese QCAA Unit description – Exploring our 

world revealed under-statement of the intercultural approach in terms of the 

active verbs used such as consider, compare, express, appreciate (appreciating), 

develop opinions with no element of active construction (as mentioned in Table 

11 Elements revealed in curriculum document examination QCAA programmes 

based on Liddicoat and Scarino (2013, p. 10), a mention of perspectives and 

analysis, and a mention of Japanese culture without reflection on and evaluation 

of what students are being exposed to is evident in the QCAA Unit description – 

Exploring our world  unit description.   

• The QCAA French Semester Overview shows the Semester Overview developed 

by one school based directly on the QCAA syllabus.  It reveals an unelaborated, 

form-focussed approach for a course based on the former version of the QCAA 

Senior French Syllabus which is used by two different teachers each teaching 

one class.   
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• The 2019 version appears in QCAA Ma Vie unit_ 2009, being the only version 

available online. Evidently, the teachers transferred the online version directly to 

their school document which references basically textbook sources, but the 

teacher in this study assembles an array of authentic, pertinent resources. The 

intercultural in the French Syllabus seems to constitute compare (information 

about their own and others’ personal identities and cultural values) and contrast 

(lifestyles in Australian and French-speaking communities) with no evidence of 

higher-order skills of critical questioning, reflecting and evaluating. 

• QCAA French assessment guidelines p.1 and QCAA French assessment 

guidelines p.2 show that the QCAA guidance for assessment is explicit, here 

illustrated for French, although the same elements apply for Japanese and 

French.   

Both formative and summative assessments explicitly describe content, with schools 

left to decide “The sequencing, scope and scale of assessments for Units 1 and 2 

(which) are matters for each school to decide and should reflect the local context”.  As 

observed in practice, all schools in the study prepare students for summative speaking 

tests and guide students in accessing genre types and language pertinent to writing tests 

and receptive skill tests.  Specific teacher-student negotiation of assessment elements in 

the work of Elena will be discussed in section 4.2.3.  

In terms of the authentic resourcing of programmes, individual choices are evident in 

two schools in the co-planning of teachers of the same language. Although the literacy, 

numeracy, 21st century skills mantra permeates authority documents, QCAA document 

examination revealed under-statement of the intercultural approach as evident in 

Appendix U: QCAA curriculum documents in QCAA Unit description – Exploring our 

world in which Japanese culture and language appear to be treated as separate entities.  
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The schools participating in this study were selected partly because they offer both 

QCAA and IB curricula. Table 12 reveals how some schools use only one curriculum, 

others both QCAA and IB.  

 

 

 

Table 12: Breakdown of curriculum type by school  

School QCAA IB 

A √ √  

B √ √  

C  √  √ 

D √  √  

Total number of participating 
teachers teaching each 

5 3 

 

The table reveals how five teachers are teaching the QCAA curriculum, and three are 

teaching IB. In the two schools using QCAA programming, a degree of individuality in 

terms of the authentic resourcing of programmes is evident in the co-planning of 

teachers of the same language.  

Specific aspects revealed by the IB curriculum document examination will now be 

discussed in section 4.2.4.2. 

4.2.4.2 IB Diploma programme document examination 

In the IB Diploma schools, the researcher, having had no experience as a teacher of this, 

was guided by the three teachers of those classes. The documents examined indicate 

teachers’ compliance with curriculum prescription in those schools. The evidence of 
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this was recorded on Appendix K as each school’s documents were examined under 

conditions outlined above for QCAA schools. The summary appears below in Table 13. 

 

Table 13: Elements revealed in curriculum document examination IB Diploma programmes 

Documents examined: 
 

• Diploma Programme Subject Outline 
Japanese Language B Program -Ab 
Initio (for students with little or no 
experience of the language; 

• Topics/themes of term long unit plans 
specifying learner experiences/ authentic 
curriculum resources and key 
texts/differentiated materials. 
 

• Detailed assessment plan 

Followed IB programme practices adjusted to school 
context. 
Themes/learner experiences -yes. 
 
Both formative (Yr 11) and summative (Yr 12) 
assessment was detailed, specifying instruments to be 
used - the describe, compare, reflect frame for written 
assignment; and productive skills/interactive and 
receptive skills combined for the oral task. 
 
Reading tests use multiple choice questions marked by 
numbers rather than qualitative criteria. 

Evidence of planning for: 
 

• Meaningful conceptual learning  
• The intercultural approach – active 

construction, making connections, 
interaction, reflection, responsibility 

• Reflexive, context-fit learning 
 

 

Explicit emphasis in planning on developing 
intercultural understanding by reflecting.  One 
school’s programme used a range of textbooks and 
dictionaries, supplementing this with lesson sequences 
and authentic resources in their blackboard 
communities for Japanese and French.  The other did 
not use blackboard resources for Japanese but used a 
range of online sources. 
There was emphasis on authentic resources and native 
speaker access. Students encouraged to be open-
minded, thinking, knowledgeable inquirers as per IB 
Learner Profile. 
 

 
 

IB materials were examined using the categories of Documents examined and Evidence 

of planning for.  Table 13 reveals what the examination found, noting a focus on the 

intercultural approach and reflexivity (in the “describe, compare, reflect frame for 

written assignment” and the explicit encouragement of students to be “open-minded, 

thinking, knowledgeable inquirers as per IB Learner Profile 
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A representative selection of the IB documents examined can be found in Appendix V 

which includes:  

• IB Diploma plan - Year 1, Semester 1;  

• IB Diploma plan -Year 1, Semester 2/Year 2, Semester 1;  

• IB Diploma plan -Year 2, Semester 1,2; and  

• IB Approaches to learning, International mindedness. 

As noted in Table 12, there are two teachers teaching IB in only one of the four schools. 

Since one teaches French, the other Japanese, no direct comparison of resourcing is 

possible. The evaluation of resources is evidenced by practice, not planning, so the 

extent to which teachers enact intercultural curriculum using authentic TL materials will 

be explored later in this chapter in section 4.4.1. 

4.2.5 Videoed classroom observation  

The annotated Appendix I will be used in Table 14 as an example of how language, 

learner, learning and teacher are all involved in dynamic ecological interaction. 
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Table 14: Appendix I - Videoed classroom observation protocol (Elena) 

Language 
use 

Language interpretation 

Language 
as 

• Social practice – emphasis on people and reciprocal processes of 
interpretation and meaning making 

• Language as dynamic 
• Exchange of meaning 
• Reflection on language exchange 
• Reflection on participants’ views 

• Cultural practice  
o Culture as a lens for mutual/reciprocal exchange of meaning 
o Intercultural de-centering (intra →inter) 
o Student as intercultural participant/interpreter/mediator 

 
Language 
learner 

• As a user and learner of language                                       √ 
• As a reflective interactant in using the target language      √ 
• As a person                                                                          √ 

 
Learning • Fixed context 

• Context created by participants as they interact 
• Learning how to mean (Halliday 1993, p. 93) 
• Interaction involving 1 person’s history/experience/memories 

interacting with another’s (Kramsch, 2009) 
o Opportunities to: 

o Examine/investigate 
o Engage 
o Participate in meaning making 
o Inquire/compare own language and culture worlds 

with others’ 
o Deepen understanding through reflection 

• Own situation/own horizons → expansion (‘fore-
understandings’), new horizons (Gadamer 2004, p. 302) 

 
 
In the ‘Language as’ section, Elena used language for both social practice and cultural 

practice, encouraging reflection on both language exchange – ‘What IS futsuu no 

nihongo’? – and participant’s views. She checked her own assumptions in intercultural 

decentring in saying “I would never have thought that no-one would come up with the 

nose (traditional Japanese way of indicating oneself). … The gestures thing … gave me 

different things than I expected.  I don’t know why I thought there was a gender bias”.  

Learner roles as user, interactant and person were evident in teacher/learner and 

Both learners 
and teacher 
expanded 
their horizons 
in interaction. 
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learner/learner conversations and reflected in the way Elena valued that learner’s 

history, as in “The twin boys… have been here for three years, so they’ve got 

‘Aussified’ ”.   

Both learners and teacher expanded their horizons in interaction as Elena learnt from the 

students and they co-constructed an appropriate tour guiding approach related to their 

speaking task and came to understand the reasons for that.  

4.2.6 Stimulated recall 

The Stimulated Recall revealed further elements of teachers’ ICLTL practices.  Most 

seemed to observe systemic guidelines (which may reflect the stage in the unit of work), 

but the following excerpt (from video record reviewed in stimulated recall) 

demonstrates teacher co-reflection with students on the design of a speaking 

assessment:  

They’re drawing connections from what you would do in tour-guiding generally 

… they need to understand there are things that a Japanese tour guide (in 

Australia) speaking to Japanese people would do, that maybe an Aussie wouldn’t. 

So, they’re doing the tour for Japanese people … and I don’t know that I’ve spelt 

that out clearly on the task sheet. Maybe I need to state “You work for (XYZ 

specialty) tours”. But remember, the Japanese Country Women’s Association 

probably don’t want young surfie tour guides. … to make this language authentic 

and follow the cultural things I’ve set up – “you’d only be a tour guide for a 

younger Japanese group” – I need to tweak my task sheets.  

Elena (Stim. Rec., May 8th, 2018) 

In co-constructing the wording of an assessment task with students, Elena exhibits clear 

appreciation of ICLTL principles, is constantly acting as the go-between on aspects of 
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form and meaning-making practice, iteratively reflecting intra and inter and making 

connections, considering student motivation in context and demonstrating a reflexive 

attitude to the national. 

This section of the thesis now considers the evidence of teachers’ grasp of ICLTL as 

reflected in researcher notations on the Stimulated Recall checklist. 

The ways views expressed were enacted became evident in teachers’ classroom 

performance, as evidenced in reflective discussions in the Stimulated Recall of the 

videoed lesson.  The teacher had control of the video replay, with the researcher asking 

the teacher to pause on occasions for clarification, or to ask a question from the list in 

Appendix K: Stimulated recall of videoed classroom interactions.  Only those questions 

which seemed timely were used.  

Table 15 below illustrates the frequency of use of the questions included in Appendix 

K. 
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Table 15: Frequency of questions used in stimulated recall of videoed classroom interactions 

 

 

Question or comment Times used/comments 

“Could we come back to …?  That really interests 
me”.  
 

Kourogi- catalyst for 1 group 
choosing to write in English one in 
Japanese. 
 

How did you feel about the kind of 
discussions/student reactions to content? 
 

Peters 

What did you notice about your contribution - input, 
questioning, movement, ways of discussing, 
discussion handling? 
 

All 8 teachers 

What did you feel about the ‘intercultural-ness’ of the 
class, OR the use of Target 
Language/English/translanguaging? 
 

All 8 teachers.  
Mme Dupont. In “IB prompting 
with IC focus, we compare all the 
time… I think we do pretty well. If 
it’s really, really hard, we use both 
TL and English. 

What are your reactions to your teaching this lesson? 6 teachers (including Sumisu, when 
researcher noticed her reflexivity). 
 

How did it compare with your usual approach? 
 

Sakura 

What messages do you hope students took away/ 
think they took away? 
 

2. Elena hoped students recalled 
‘non-gushing keigo’;  
Mme Dupont hoped for a better 
student understanding of what we 
have in Australia, valuing tourists 
differently from France;  a better 
understanding by being more 
reflective. 

How do you feel about the language/culture 
integration in this? 
 

Mme Dupont 

What comments do you have about the interaction 
and how learning was mediated?  
 

6 teachers expressed these views – 
Elena and Sumisu used the 
language as a resource to make 
meaning (Kohler, p.175r); Sakura 
and Peters mediated abstract ideas 
and concrete experiences (Kohler, 
p.164); Mme Cheval and Mme 
Dupont led students into the 
language  
using the TL and visual stimuli to 
give students hints. 
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Because Peters was discussing student exchange with her class, the researcher strayed 

slightly from the set questions to ask this teacher “What do you see as the value of 

student exchange, say in the intercultural sense, looking with more perceptive eyes?” 

Otherwise, questions were scripted. One teacher, Elena, was so enthusiastically engaged 

in the Stimulated Recall that the researcher needed to ask only one question “What 

messages do you hope your students took away/think they took away?” 

The evidence from the stimulated recall revealed varying elements which might be 

categorized as related to context (school, classroom, curriculum), to interactions 

(teacher-learner, learner-learner, learner-content), and to teachers’ beliefs and values as 

they affect pedagogical stance. All impact on the enactment of ICLTL, the culminating, 

applied element in Research Question 1: How is ICLTL enacted in these Queensland 

classrooms? 

4.2.6.1 Context responsive enactment of ICLTL: evidence from Stimulated Recall 

Context is central to enactment. The four schools’ systemic and institutional contexts 

ranged from prestigious or Catholic schools to vibrant independent public schools with 

distinct school cultures, variously diverse student cohorts and varied co-curricular 

programs.   

The parameters attached to these schools following QCAA or IB curriculum were 

examined in section 4.2.2. The as-yet unexplored impact of curriculum dictates in terms 

of teachers feeling they have time to effect ICLTL will be explored after aspects of 

school context. 

Aspects of context responsive enactment of ICLTL related to the use of infrastructure 

and resources in classrooms appear below in Table 16. This table relates to 
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infrastructure that teachers either were observed using, or described using, in Stimulated 

Recall.  

 

 

Table 16: Classroom infrastructure usage 

Infrastructure  Usage Teacher comment 

IWB To channel authentic inputs.                                            
To outline task goals / explicit language focus. 
 
 
With laptop, to co-construct texts with students.  

Sakura, Sumisu, 
Peters, Kourogi. 
Mme Dupont. 

Mme Cheval. 

Whiteboard Teacher: as adjunct to record teachable moments 
as IWB used for pre-set curriculum. 
To focus learning and follow teachable moments. 
To attach magnetic cards for a code-focussed 
game. 
To attach realia such as posters. 

Sumisu 

Elena, Oiwai. 

Peters. 

Oiwai. 

Laptop/tablet Teacher: to project YouTube clips 

Student: to record notes, complete set tasks, 
research. 

Elena, Oiwai. 

Mme Dupont, 
Sakura. Sumisu finds 
they distract 
students.  

iPhone Teacher: project YouTube clips onto whiteboard Elena, Oiwai. 

Realia – posters, 
cultural artefacts 

Teacher: as stimulus.   

Pen and paper Students: to record notes, complete set tasks.  

 

The actual classrooms in which teachers taught ranged, within one school, from a large, 

dedicated, traditional Languages classroom with IWB and two whiteboards to a shared 

modern classroom with curved contours more conducive to teacher-learner interaction 

with IWB and teacher laptop and no language realia. In the other three schools, teachers 

taught in more modern classrooms well-resourced with technology and realia.  
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4.2.6.1.1 Co-curricular: Student exchanges in ICLTL 

Student exchanges, potentially a valuable component in a school’s contextual offerings, 

are treated variously by the four schools, amid an increasing focus on developing global 

perspectives. Comments on aspects of inbound exchanges include: 

So, I’m speaking to you in Japanese, because I need you to engage, and I’m 

speaking to you (non-Japanese) in English to make you feel comfortable, so that 

we can start communicating. It’s almost like I’m going back to your comfort zone 

so that we can move forward – in either language. 

Oiwai (Stim. Rec., May 17, 2018) 

This comment reflects code-related views, yet with an intercultural reflective note as 

Oiwai notes the difficulty of finding a shared comfort zone as a springboard to learning 

in a school with a large inbound Japanese programme. 

The comments below reflect how different schools experience outbound exchanges. 

Grade 11s get an opportunity to be selected to do a 6-8week homestay… (we’ve 

taken) Year 11s twice now to (a place in Japan), using an agent. We get there, 

and we’re making noodles, and we walk to the castle, and these elderly volunteers 

guide our students through … and they’ve got good English. And they home-

stayed us with elderly residents in a small country town. 

Sumisu (Stim. Rec., August 31, 2018) 

Our sister school is in (Japanese place) because they have global programs… 

Those girls are international ambassadors and represented Australia at the 

Parliamentary Debate World Congress (PWDC)…they’re used to tapping into 

international students and finding out more. 

Oiwai (Stim. Rec., May 17, 2018) 
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The first quote reflects a more relaxed, culturally related exchange; the latter reflects the 

purposeful selection of a school to build international focus and global capacity in the 

students.  

4.2.6.2 Curriculum dictates in ICLTL: evidence from Stimulated Recall 

Teachers commented on curriculum proscription in terms of the need to follow a 

prescribed path and to cover content, and the constant time pressures associated with 

that. Some indicative observations were: 

 (The Ab Initio students) were struggling to put together basic sentences … which 

is another reflection on using more TL in the classroom, or repetition, in them 

being able to describe a scene they are looking at – which is what they have to be 

able to do in their individual oral. … We’ve got to get through all these themes 

and topics (and) I want them to have some knowledge about these topics and 

culture. As well as grammar, from the textbooks. … sometimes I don’t feel they’re 

getting enough practice at using the basics over and over again. ‘Cause you’re 

always moving on to more grammar, new Kanji, new vocab. 

Sakura (Stim. Rec., May 4, 2018)  

If I had more time, I would have got them to research what the law is in France… 

and talk to them about why that might be. What are the cultural factors 

influencing that? 

Mme Cheval (Stim. Rec., May 16, 2018) 

 

Sakura’s comments highlight the need to cover and drill prescribed content in IB, and, 

although she has an ICLTL background, she refers to students ‘having some knowledge 

about these topics and culture’, which appears to stall at the level of product and 

cultural awareness rather than the critical consciousness and performative process 
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referred to by Garcia and Li Wei (2014). Both of these comments reflect how, whether 

in the inquiry-oriented, internationally-minded IB program or in QCAA curriculum, 

content coverage and the product expected in assessment is taking precedence over the 

process of critical intercultural inquiry.  

4.3 Analysis 

This study aimed to analyse language teachers’ practice in context to ascertain whether 

and how this included a focus on dynamic practice and the development of 

intercultural capability in students. This section now examines the how ICLTL are 

enacted in these Queensland classrooms with reference to key literature. The degree of 

agency in teachers’ practice  will be considered in Chapter V which goes on to analyse 

the data to establish the degrees of didactic (influence of proscription) and agentive 

practice in the ICLTL process and their perceived impacts on learners. 

The kinds of ICLTL happening will now be analysed considering elements of 

ecological dynamism and mediated emergence, and the role of affordances.   

Teachers all reflected awareness of the Principles for Teaching and Learning Languages 

from an Intercultural Perspective (Liddicoat & Scarino, 2013, pp. 101-102), these being 

active construction, making connections, interaction, reflection and responsibility. 

While they all demonstrated, in classroom observations, during videoed class and in 

stimulated recall, that they know the terminology of ICLTL, explicit critical reflection 

seemed lacking at times. 

In terms of learner centredness (Liddicoat & Scarino, 2013, pp 51-56), knowing their 

student as ‘learner, user and person’, as outlined in section 4.5.1, teachers demonstrated 

capacities might be described as fledgling to strong. 
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Offset against the three elements (Liddicoat, 2017) of inquiry frame, intercultural 

questioning and learner centredness, all teachers to some extent used an inquiry 

approach.  Intercultural questioning ranged from ‘almost there’ to strong, and learner 

centredness was fledgling to strong, as just outlined. 

Larsen-Freeman and Freeman’s (2008, pp. 160-161) description of languages as 

‘dynamic creatures of use in the world’ was reflected particularly in this stimulated 

recall: 

It means something about their Japanese … because they’ve got a Japanese 

Mother influence vs a Japanese Father influence … but they been living in 

Australia so long … what’s okashii (funny) or futsuu (usual) – they sometimes 

don’t even agree among themselves. … 

One of his answers was “Well, I don’t really know, because I don’t use keigo 

(respect language) much.” But I think that was just the way he felt about it, and 

the way he’d say the language, that he’s not talking from experience.  Because 

they don’t use it, all those boys. 

Elena (Stim. Rec., May 8, 2018) 

The data suggest there was a range of overt teaching of using language for purposes 

beyond itself, as reflected in the Student Questionnaire responses about opportunities 

they had to use the language, with replies ranging from ‘to read the labels at Daiso’ to 

participating in student exchanges, even to the extent of being involved in the 

Parliamentary Debate World Congress (PWDC) (Oiwai’s student).   

It seems apparent from the data  that, in taking a reflexive attitude to ‘the national’ and 

appreciating the need for transnational pedagogies, several teachers aligned with 

Risager’s (2007, p.189) views.  This reflexive attitude to the national was evident in 
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classroom observations, document examination, Teacher Questionnaire and Stimulated 

Recall.  

Two teachers (Mme Cheval and Sumisu) agree with Risager’s assertion that a non-

native teacher can be more effective in this dynamic global context, and with Larsen-

Freeman and Freeman’s  (2008, p. 171) view  that ‘those who have mastered the 

language that they are teaching as a “foreign” language are often in a much better 

position to identify the learning challenges for other learners than a native speaker who 

has come to the language as a birthright’. Similarly, Sakura says ‘I speak Japanese, but I 

am not, and cannot be, Japanese’ (Stim. Rec., May 4, 2018).  

In classroom observations and stimulated recall, there was an apparent range of teacher 

awareness of their learners’ ‘subjectivities and historicities’ (Kramsch, 2013), related 

sometimes to students’ heritage and linguistic backgrounds, sometimes to the teacher’s 

relationship with the students, how long they had taught them or how well they know 

them. Five teachers indicated they had been teaching these students for a number of 

years, yet, of those, two indicated that, despite that, they sometimes felt deficient in 

their role as ‘go-between’ with third culture students.  Two did not appear to know their 

students’ backgrounds, apparently seeing them just as learners of the language. Mme 

Cheval, in particular, operated effectively as ‘go-between’ in an interpersonal and 

interlinguistic sense (Kramsch, 2004). 

Teacher motivation in context (Dornyei & Ushioda, 2015) was evident in 

aspects/differences observed across and within schools, teachers revealing individuality 

through authentic resourcing of programmes. Within the same schools, teachers of the 

same language had co-selected authentic resources, motivated by their own pedagogical 

beliefs, and teachers of different languages in IB had chosen their own based on 
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curriculum expectations and personal views as ‘arbiters of their own practice and (…) 

knowledge generators’ (Larsen-Freeman & Freeman, 2008, p. 164).   

For a Year 12 IB Japanese unit on work, Sakura chose a modern Japanese corporate 

concept of ‘Premium Friday’ (a Japanese government initiative to encourage workers to 

leave early on the last Friday of the month as an attempt to boost the economy).  She 

applied her ‘principled eclecticism…understanding how language in classrooms refracts 

through the person of the teacher and reflects the wider world’ (Larsen-Freeman and 

Freeman, 2008, p. 170) to source, adapt and purposefully combine authentic stimulus 

materials.  In so doing, Sakura applied the Principles for Teaching and Learning 

Languages from an Intercultural Perspective (Liddicoat & Scarino, 2013, pp 101-102).   

Reflecting on the process, Sakura states: 

 I wanted to get stimulus that I thought the kids could explain, and describe what 

they’re doing, what they’re wearing, and maybe put 2 and 2 together … from an 

IB perspective … making those connections.  Then, if they got the third one, which 

indicates how they’re going to use Premium Friday, the penny would drop. 

Sakura (Stim. Rec., May 4, 2018) 

Another aspect of teacher motivation was their ideological stance as evidenced in this 

quote: 

I don’t want to leave them hanging …  

And at the end of the day, I really don’t care about the content. It’s about the kids. 

It would be nice to think that you’ve helped them learn a little bit more about 

themselves, or helped them to become better researchers, or more interested in 

language overall, or a concept.  Yes, but able to manage their own learning or 
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something, because language learning gives you skills beyond a language, 

doesn’t it? 

Mme. Cheval (Stim. Rec., May 16, 2018) 

Learner motivation in context (Dornyei and Ushioda, 2015) – as evident in classroom 

observation, student questionnaire responses about opportunities to use the language 

beyond the classroom (refer to Table 10) and stimulated recall, where teachers 

discussed their own and their students’ motivation – differed across teachers and 

classes.  In stimulated recall, Kourogi revealed that he knew his students in class, their 

post-school aspirations and the ways they pursue languages in their free time.   

One is stronger in that group … he has a Brazilian mother. And he’s very 

interested in different languages, one of which is Norwegian, and wants to go to 

Norway.  

(About another student)  He’s massively into anime… and comes up with bizarre 

vocab which … has obviously helped with his listening. 

(Yet another) student mentioned hanami today out of the blue. This student had 

researched and found there’s a hanami festival and wanted to know if this was 

just a Tokyo thing. 

Kourogi (Stim. Rec., May 16, 2018) 

In considering learners’ backgrounds apropos motivation, Oiwai demonstrates in 

stimulated recall (May 17, 2018) that she knows her learner’s history to some extent. 

“For someone like the boy you talked to who’s lived in America and Australia, how 

long has he spent in Japan?” She continues “It was interesting to see, from your survey 

(SQ) what they’d actually put down as their line of heritage”.   
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4.3.1 Mediation in ICLTL teachers’ practice 

Evidence of teachers’ ICLTL enactment through mediation, ‘languaging’ and 

encouraging languacultures revealed in the Stimulated Recall is analysed below in 

relation to key literature.  

The QCAA Unit description – Exploring our world in which Japanese culture and 

language appear to be treated as separate entities demonstrates the need for agentive 

teacher practice if intercultural capability is to be developed. One aspect of developing 

agency and capability involves teachers mediating perspectives and understanding and 

facilitating their meaningful application. Two key definitions of mediation, from the 

CEFR and Lantolf and Poehner (2014), and Liddicoat and Scarino’s (2013) notion of 

‘more knowledgeable other’ are used in reflecting on teachers’ mediation practices. 

“… the written and/or oral activities of mediation make communication possible 
between persons who are unable, for whatever reason, to communicate with each 
other directly. Translation or interpretation, a paraphrase, summary or record, provides 
for a third party a (re)formulation of a [spoken or written] source text to which this third 
party does not have direct access. Mediating language activities – (re)processing an 
existing text – occupy an important place in the normal linguistic functioning of our 
societies” . 
 

Common European Framework of Reference for Languages 1  p.4). 

The CEFR definition specifies elements of mediation – translation, interpretation, 

paraphrase, summary, record, (re) processing a text – which might be a teacher’s focus 

for a given class. Lantolf and Poehner (2014, p. 159) describe how, to achieve 

“appropriate collaborative functioning”, mediation needs to strike the right note – not so 

explicit as to limit a learner from contributing fully to a given activity, but explicit 

enough to be valuable to the learner and entailing a level of challenge for the learner.  

Here, the role of the “more knowledgeable other” as mediator (Liddicoat & Scarino, 

2013, p. 51) comes into play.  Kohler’s (2015) notion of mediating the concrete and the 

http://www.coe.int/lang-CEFR
https://www.coe.int/en/web/lang-migrants/linguistic-and-cultural-mediation#1
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abstract is also pertinent. All will be referenced in relation teachers’ mediation 

practices. 

The data reveals that, while all teachers mediated meaning making through the prism of 

their own exchange experiences and linguistic knowledge, several teachers adopt this 

role of “more knowledgeable other” in mediating different aspects. Figure 8 shows one 

teacher’s understanding of the process. 
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Figure 8: Mediation in Mme Cheval’s practice  

It is evident from this conversation that, although she seems unsure of the definition of 

‘mediation’, Mme Cheval is ‘strik(ing) the right note – not so explicit as to limit a 

learner from contributing fully to a given activity, but explicit enough to be valuable to 

the learner’.  

In a class with constant interaction between teacher and students, the teacher typing 
into a laptop connected to the IWB as the group co-constructed text to reach a shared 
understanding. 

R: What about the process of mediation, where you were using language as a 
resource for meaning making? Did you perhaps change the way you started 
something en francais? 

T: Saying I used pared-down language? 

R: Also, where you were teasing out their answers about medicinal drugs, the 
laws or whatever? 

T: Like, giving them the structures? 

R: … and then, if they were struggling … easing them on a bit with the use of 
the language … When you were trying to get them to provide the information, 
and then, to get it grammatically correct as they input… How did you … keep 
that moving along? 

T: Well, I suppose in my mind I’ve got the sentence that I want them to write 
… which is based on the structures and tenses we already know. So, I already 
know the structures I want to put on the IWB … and I want them to try to 
remember how to make that sentence. Like ‘What do we know that could help 
us make this sentence? How can we start? How can we write this?’ And when 
they don’t know, I’m … asking them ‘Qu’est-ce q’on dit?’ Because I want 
them to remember, to tell me how to start it, then I’ll fix it up … tease it out the 
next bit. ‘Cause they get stuck on word order and translating from English. And 
I want them to think of the structures they already know, and think in them, 
rather than going ‘Just translate what that guy said’. And to do that … that’s 
bad. 

Mme. Cheval (Stim. Rec., May 16, 2018) 
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4.3.1.1 The role of languaging 

Although Mme Cheval is code-focussed, this flow also entails a level of challenge for 

the learner, as Lantolf and Poehner exhort (2014, p. 159), since the teacher states in 

saying she wants the students to think, rather than merely translate.  This reflects how 

both teacher and learner are empowered, power relations transformed, and meaning 

making becomes the teaching and learning focus as ‘languaging [is granted] primacy 

over what is languaged’ (Cowley 2017, p.3 in Li 2017, p.9).  

Another manifestation of mediation entails the teacher reflecting on her interrogation of 

the concept of gratitude with students through viewing and discussing sources about 

graduation ceremonies, and on her own Japanese experience: 

It’s not only a ceremony, it’s a value, immersed in the general culture.  

… having to find these resources is the most time-consuming, but probably the 

most important because … otherwise, you only have the linguistic elements. And 

… really, to learn a language, to draw students out, you really have to know 

aspects of the culture.      

                                                                        Peters (Stim. Rec., May 2, 2018)                                                                                                                                                                                                                                                

Peters mediates the concept of gratitude, an abstract idea, through the lens of her own 

experience, with the concrete experience of graduation being portrayed through 

authentic resources. (Kohler, 2015, p. 164) 

Mediating language activities – (re)processing an existing text (CEFR, p. 4) occurred 

through the purposeful application of classroom strategies in a class when, having done 

a brief vocabulary warm up with students, the teacher played an audio clip about 

Japanese customs. He then asked them, languaging judiciously between Japanese and 

English, to form two groups, choose one whiteboard per group, and collaborate to write 
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their pooled understandings about customs, shuukan. One group collaborated, pooling 

significant cultural understandings in English; the others were so focussed on writing 

correct Japanese that they manifested very little cultural understanding in that activity. 

The teacher remarked: 

One group got a lot of things up and were using English. The other group, I 

noticed, really stuck to Japanese. And they were …’ No! No!’, and they’ve rubbed 

out another person’s, saying ‘It’s not right, write it this way’. 

Kourogi (Stim. Rec., May 16, 2018) 

Before the activity, Kourogi was “strik(ing) the right note – not so explicit as to limit a 

learner from contributing fully to a given activity, but explicit enough to be valuable to 

the learner” (Lantolf & Poehner, 2014, p. 159) in his Japanese/English input, but, during 

the activity, “maintaining a level of challenge for the learner” (ibid). The opportunity 

Kourogi missed was to encourage learner reflection on the written responses as stimulus 

for further work (Liddicoat & Scarino, 2013, p. 101), something he later acknowledged 

in this conversation: 

R: …sometimes, don’t you look back and think ‘Wouldn’t it have been good to 

have time to go deeper on that?’ 

T: Yes. That’s a good point. Maybe I could’ve said to that group ‘Why did you 

decide to write that in Japanese? And why did you come up with only a little bit in 

comparison with the other group? 

R:  … letting it be a pooled source of ideas, for starters, letting them look at each 

other’s work. 

T: Yes, ‘cause then they’re looking ‘What did they do? Different from us!’ It’s 

always a balance with how long you let the mayhem go. 
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 Kourogi (Stim. Rec., May 16, 2018) 

A final aspect evident in the data was how engagement is mediated between strangers 

and between friends. In this videoed lesson, in group work task about Christmas, 

Japanese students were asked to work on a collaborative task with non-Japanese 

students whom they did not know. The teacher worked hard in “inviting interpretations 

… encouraging students to make connections to their own language and culture” 

(Crozet & Liddicoat in Kohler, 2015, p. 217) and noted in review: 

Two Japanese boys wrote a lot on their shitte iru koto (known facts) but didn’t 

feel comfortable asking questions about Australia. It was interesting to see the 

dynamics between (members of) that group. They weren’t comfortable to actually 

reveal their personal experiences. That was too close for all of them. 

In commenting on another group doing the same task: 

The Japanese girl was sitting with boys and girls, some of whom had recently 

been to a student event overseas. They’re a lot more comfortable being out of 

their comfort zone, they’re close friends … So, I notice they had a lot more 

conversation going on, and I didn’t need to interfere a lot. 

 Oiwai (Stim. Rec., May 17, 2018) 

Oiwai’s comments illustrate how important the interculturally attuned ‘knowledgeable 

other’ becomes in mediating learner difference. Steering learners from being really 

uncomfortable with high support needs to being ‘comfortable out of their comfort zone’ 

in diverse settings is one of the real mediation challenge for intercultural languages 

teachers. 

The examples of practice cited in section 4.4 and section 4.5 illustrate the ways 

affordances (Aronin & Singleton 2012, p. 318) worked through providing individual 
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language affordances as “opportunities for a student to interact in, and use, the 

language” (as evident in SQ responses, classroom observations, Stim. Rec.). They also 

demonstrate how linguistic affordances such “events and happenings …school 

buildings …, curricula, … the degree of professionalism of language teachers, the 

availability of (resources) for learners, computers and monitors for listening to and 

observing correct pronunciation, native-speaker interlocutors, cognates between the 

languages known by an individual…” (ibid) are applied in these schools as impact, as 

evidenced in sections 4.4.2.2.1, 4.4.2.2.2 and 4.4.2.2.3.  

Several teachers encouraged learners in ‘coming-to-know-while speaking’ (Swain, 

2006) as they harness the dynamic relationship between language and thought. Their 

reasons for doing so, according to Stimulated Recal,l reflected teacher attitudes of ‘have 

a go’ (Sakura), or to simply facilitating understanding, as revealed in this excerpt: 

…students struggling for conversation confidence … even in English, struggle 

more in Japanese – for fear of being incorrect. So, (I) prompt with English.  (It’s) 

necessary for the Japanese students to understand that … you’re all struggling. 

I’m speaking to you in Japanese, because I need you to engage, and to you in 

English to make you feel comfortable. Whatever’s comfortable, just 

communicate. 

Oiwai (Stim. Rec., May 17, 2018) 

There is sometimes a fine line between “shuttling between” norms (Canagarajah, 2013), 

using strategies for social success, and code-switching.  Oiwai’s example above (in a 

diverse class) and the following from Mme Cheval (in a monolingual background class) 

demonstrate how they have adopted multiple identity goals between target language 

expert and mediator of meaning unconstrained by undue “watchful adherence” 

(Otheguy, Garcia & Reid, 2015) to language as set code.  
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I’m trying to use the language but going back to English when they get lost. … It’s 

probably not ideal to keep using the language (if they) feel isolated, they 

shouldn’t feel the lessons are excluding them in some way. And I want them to feel 

… like they should enjoy the language for heaps of reasons – and one of them 

could be, or should be, that they can do the work. That’s why I go back to English 

when they need to do it quickly. 

Mme Cheval (Stim. Rec., May 16, 2018) 

Otheguy, Garcia and Reid’s (2015) “watchful adherence”, as revealed in the data 

discussed in this chapter, was observed in all teachers, but on a scale from managed to 

driven by.  The teachers’ awareness of the implications for learner engagement may 

vary, but the sense of time constraint appears constant. 

4.3.1.2  The treatment of ‘languacultures’ 

In analysing teachers’ treatment of languacultures, the researcher is conscious of the 

role of students’ backgrounds and lived experiences.  Oiwai, possibly because of 

teaching in a more diverse setting, provides rich data here: 

 … when they talked about their cultural backgrounds, for me to actually see what 

they’d put down as their heritage…was interesting. (It) influenced what they said 

about Christmas…  The tricky part is, when they put ‘Japanese’, what their actual 

personal experiences are. … their parents are native speakers, and they live in 

Australia … and the students are almost culturally stuck … What ARE their 

experiences? Is it a traditional Japanese experience, or is that a modern, blended 

version of a traditional Japanese experience because their family has evolved by 

living in Australia? … they’re stuck between ‘I’m a C level in English, but I’m a 

native speaker level, but I’m not a native speaker, because I’m living in Australia, 
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and I’m not getting that level of Japanese’.  (They have) almost an internal battle 

with their identity, particularly cultural identity … I think they’re actually 

struggling with who they are in general. 

Oiwai (Stim. Rec., May 17, 2018) 
 

This excerpt reveals the complexity of having learners, all with languages and cultures 

tied up in different configurations – as the Student Questionnaire and classroom 

observations revealed - all needing to be recognised and valued by the teacher, and the 

inherent challenges for the practitioner, no matter how ‘reflective and refractive’ 

(Larsen-Freeman & Freeman, 2008, p. 170).  

Chapter IV has reported and analysed the data which responds to the Research Question  

– How is ICLTL enacted in these Queensland classrooms?   In Chapter V the data will 

now be analysed to establish degrees of didactic (influence of proscription) and agentive 

ICLTL practices being enacted. 
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CHAPTER V ANALYSIS OF DATA: THE DEGREES OF DIDACTIC 
(INFLUENCE OF PROSCRIPTION) AND AGENTIVE 
PRACTICE IN THE ICLTL PROCESS  

In Chapter IV, the enactment of ICLTL in these Queensland classrooms was examined 

through data gathered specifically in  each of  the chosen methods. 

These definitions of agency principally guide this examination. 

Agency is “movement, a change of state or direction, or even a lack of 

movement where movement is expected.  (…) the concept of agency is central 

in learning, more general and more profound than the terms autonomy, 

motivation and investment, though closely related”. 

Van Lier (2010, p 4) 

“To be an agent is to intentionally produce certain effects by one’s actions” 

Bandura (2018, p. 130) 

The following definition, along with the literature on agency, also informs the 

researcher’s thinking in this analysis. 

Didactic:  intended to teach, especially in a way that is too determined or eager, 
and often fixed and unwilling to change.  

 
https://dictionary.cambridge.org/dictionay/english/didactic  (accessed 13 July 

2019) 

5.1 Overview and presentation of data 

Chapter V now analyses the data specifically to establish degrees of didactic (influenced 

by proscription) and agentive ICLTL practices. It does so by  discussing the data as it 

relates to the key research in the area of teacher and learner agency. One pivotal 

consideration in this is the question “Agency for what?’ Do teachers believe in, or feel 

https://dictionary.cambridge.org/dictionay/english/didactic
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themselves responsible for, instrumentalist curriculum (Priestley et al, 2012).? Or do 

they feel moral agency to make meaning with students to empower them through 

educational curriculum to ‘creativity, criticality and transformations” (Garcia & Li Wei, 

2014), 

5.1.1 A key consideration: Agency for what? 

Table 17 : Agency for what? below outlines the most salient aspects of the key research 

in the area of  teacher and learner agency in terms that might relate to didacticism  and 

agentive practice. Didactic approaches may represent instrumentalism as teachers focus 

on teaching a ‘semiotic ensemble’ (Garcia & Li Wei, 2014) or product and routine,  

while agentive approaches focussed more on process, meaning making and reflection 

(ibid) may be considered educational.  This is resonant with producing spectators or 

agentive explorers, as outlined in the Conceptual Framework. Whether and how 

teachers are stepping students beyond routines and proscription will now be discussed 

in light of the data. 
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Table 17: Agency for what? 
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5.2 The enactment of agency in ICLTL by teachers and learners 

As discussed in the Chapter II, agency is regarded by key researchers including Van 

Lier (2008) and Mercer (2011, 2012) to be impacted by several factors, largely 

considered to be intertwined with motivation, identity, autonomy and metacognition.  

The clearest definition of agency for considering the data here on how teaching and 

learning are enacted is “the capability of individual human beings to make choices and 

to act on these choices in ways that make a difference in their lives” (Martin, 2004, p. 

135). 

These views inform the researcher-designed Figure 4: Agency and capability  used as a 

reflection tool in considering in this section.  Several scenarios need to be considered:  

- The ICLTL teacher or learner who may be motivated, have a strong sense of 

identity, be capable of autonomous action but used to/conditioned to didactic 

teaching, be capable of metacognition but shy/diffident to demonstrate this. Is this 

latent agency?  

- What would it take to move this to reticent agency? (Relationships, confidence, 

feeling valued, making choices, yet not ready to be overtly agentic).  

- How does this become overt agency? (Sense of moral purpose, feeling safe to 

express oneself) and act in ways that make a difference in their lives? 

  



 164 

 

Figure 4: Agency and capability 

5.2.1 Teacher agency enacted  in ICLTL 

The enactment of teacher agency is now examined through evidence from the Teacher 

Questionnaire, curriculum document examination, the classroom observation protocol, 

the videoed class observation protocol, and Stimulated Recall. The evidence will be 

considered in the light of Figure 4: Agency and capability and Table 19: Agency for 

what? and whether the agency enacted might be categorised as latent, reticent or overt; 

non-visible or observable (or both); and how a teacher may be didactic, focussed on 

teaching a ‘semiotic ensemble’, or agentive in empowering, developing processes, 

performance and embodiment leading to ‘creativity, criticality and transformations’ 

(Garcia & Li Wei, 2014:66). Thus, the nature and role of a teacher’s didacticism and/or 

agentive practice in developing learner agency and intercultural capability is in focus. 
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5.2.1.1 Didactic enactment of ICLTL 

5.2.1.1.1 Teacher questionnaire 

Didactic values or practices were not discernible in this data. The teacher questionnaire 

responses all reflected, to some degree, understanding of, and valuing of, the principles 

and practices of ICLTL.  

5.2.1.1.2 Curriculum document examination 

QCAA provides specific unit and assessment plans – Table 11: Elements revealed in 

curriculum document examination – which limit opportunities for agentive practice. 

Full details are available in Appendix S. This specificity engenders the practice of 

teaching a ‘semiotic ensemble’ (Garcia & Li Wei, 2014), and the development of 

learner rituals which produce spectators (Lavie et al, 2018) as described in Figure 1: 

Intercultural language learners: spectators or capable agents? 

Table 13: Elements revealed in curriculum document examination IB Diploma 

programmes reveals considerable prescription in the specification of assessment 

instruments and the fact that the reading tests use multiple choice questions marked by 

numbers rather than qualitative criteria. Opportunities for meaningful, purposeful, 

integrated performance appear limited.  

5.2.1.1.3  Classroom observation protocol 

The development of learners as agentive social actors was not overt in the observed 

practice of three teachers. However, this may have been because of the timing of 

observations early in a unit of learning, when learners’ understanding of both concepts 

and language forms were at a fledgling stage. 
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5.2.1.1.4 Videoed class observation protocol 

While observed teacher practiced evidenced a range of didacticism, it was deemed 

ethically  difficult here to use the  protocol showing didactic, non-learner centred 

practice attached to a particular teacher’s name, or pseudonym.   

5.2.1.1.5 Stimulated recall 

One aspect of the enactment of teacher agency involved teachers’ own views of their 

learners’ capacities, as illustrated in the following reflection: 

I know, if I’m not there to guide them, they won’t be able to do it … properly. 

So, it’s really important for the teacher to be there, and engage them all the time 

… just explain to them that it’s really interesting and give them the information 

that’s going to be important for that lesson … or topic. 

Mme Dupont (Stim. Rec., April 27, 2018) 

This quote seems to separate the learners from their learning, in the sense that the 

teacher’s words reflect a lack of rapport with, or even belief in,  the students, who she 

repeatedly refers to as ‘them’.  This has implications for the sort of teacher/learner 

relationship which might foster agency and allow for process rather than product, for a 

teacher being able to act as ‘knowledgeable other’ without trying to be the sage. 

Another element of didacticism which became apparent was in this quote, which 

reflects that the teacher is unsure of  their learners’ backgrounds despite apparently 

having travelled with them (‘they all travel … with Australian passports’). 

I’ve got (name 1) and (name 2). Name 1’s I think Chinese background, but I 

think English is probably their first language. And they all travel with, 

obviously,  Australian passports  but yea, they don’t – I don’t think they speak a 

second language at home. I could be wrong, but … 
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Peters (Stim. Rec., May 2, 2018) 

Given the emphasis in the literature on relational, mediated agency and meaning 

making, this apparent distance between the teacher and the learner suggests a more 

didactic than agentive view.  

5.2.1.2 Agentive enactment of ICLTL 

5.2.1.2.1 Teacher questionnaire 

Q. 4 asked “Why do you believe Languages should be in the school curriculum i.e. what 

is your language teaching philosophy?” and Q.5, “What aspects (of the quotes) 

particularly resonate with you? Can you think of any other elements you would 

include?”  A summary of the responses is found in Appendix R: Summary of Teacher 

Questionnaire responses to Q. 4 and Q. 5 

The articulated beliefs in these responses reveal a range of perspectives on the 

connectedness between language and culture and the need for reflective practice.  On 

the former, an indicative response is: 

Languages underpin every aspect of our lives. I want language students to 

communicate with people from other cultures on a personal level but also tu 

understand how language and culture are tied.  

Sumisu (TQ) 

On the need for reflective practice: 

I aim to develop a cultural competence where students develop the ability to 

think critically and expand their perspectives. 

Peters (TQ) 

They also demonstrate teacher conviction about how their life trajectory impacts on 

how they teach languages.   
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What we believe influences how we behave and act. Teachers bring their own 

beliefs to the classroom and I do this regularly. Having students from Japan, 

China, Thailand in my classroom also helps us reflect on how different cultures 

say/do/believe. These three – say/do/believe are so integrated and 

interconnected. 

Oiwai (TQ) 

In this excerpt, Oiwai notes the impact of what she believes on her classroom actions, 

and the impacts of dealing with diverse students on her capacity to reflect 

interculturally.  

5.2.1.2.2 Curriculum document examination 

Enacted teacher agency as discernible in curriculum documents is now examined in 

terms of whether or how these documents describe learner experiences designed by the 

teacher, and the resources assembled or designed by the teacher. Table 11 and Table 13 

will be revisited in considering this.  
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Table 11: Elements revealed in curriculum document examination QCAA programmes 

Documents examined: 
 
Course overview including: 

• unit plans specifying 4 semester units with sub-
topics  

• the literacy, numeracy and 21st century skills 
underpinning this. 

• detailed learner experiences to be covered in 
each topic 

• detailed assessment plan – formative and 
summative 

• instrument-specific marking guide 
• text selection advice  

1 specific semester plan (French) 
School-specific resource list including texts and authentic 
materials. 

 

Elements revealed: 
 
Course overview evident in 
documents examined for all 5 
teachers. 
 
 
QCAA Assessment guidelines 
explicit on formative and summative 
assessment. 
 
 
 
 
Semester plan – 1 teacher. 
 
 

Evidence of planning for: 
 

• Meaningful conceptual learning  
• The intercultural approach – active construction, 

making connections, interaction, reflection, 
responsibility  

• Reflexive, context-fit learning 
 
 

Elements revealed: 
It was evident that all 5 teachers are 
following QCAA programme 
guidelines. 
Two schools placed particular 
emphasis on using authentic 
resources and native speaker access. 
*One school has a Languages faculty 
strategy to differentiate in 
collaborative, purposeful learning and 
writing. 

 

Teacher agency is discernible in the two schools which placed particular emphasis on 

the use of authentic resources, and in having a specific Languages faculty strategy on 

collaborative, purposeful learning and writing.  *The Languages faculty strategy to 

differentiate in collaborative, purposeful learning and writing stands out as agentive 

practice at faculty level which must involve all teachers.  Such collaborative practices 

reflect the work of Priestley et al (2012) on the power of horizontal structure in 

developing agentive practice. 
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Table 13: Elements revealed in curriculum document examination IB Diploma programmes 

Documents examined: 
 

• Diploma Programme Subject Outline 
Japanese Language B Program -Ab 
Initio (for students with little or no 
experience of the language; 

• Topics/themes of term long unit plans 
specifying learner experiences/ 
authentic curriculum resources and key 
texts/differentiated materials. 
 

• Detailed assessment plan 

Elements revealed: 
Followed IB programme practices adjusted to school 
context. 
Themes/learner experiences -yes. 
 
Both formative (Yr 11) and summative (Yr 12) 
assessment was detailed, specifying instruments to be 
used - the describe, compare, reflect frame for written 
assignment; and productive skills/interactive and 
receptive skills combined for the oral task. 
 
Reading tests use multiple choice questions marked by 
numbers rather than qualitative criteria. 

Evidence of planning for: 
 

• Meaningful conceptual learning  
• The intercultural approach – active 

construction, making connections, 
interaction, reflection, responsibility 

• Reflexive, context-fit learning 
 

 

Elements revealed: 
Explicit emphasis in planning on developing 
intercultural understanding by reflecting.  One 
school’s programme used a range of textbooks and 
dictionaries, supplementing this with lesson sequences 
and authentic resources in their blackboard 
communities for Japanese and French.  The other did 
not use Blackboard resources for Japanese but used a 
range of online sources. 
There was emphasis on authentic resources and native 
speaker access. Students encouraged to be open-
minded, thinking, knowledgeable inquirers as per IB 
Learner Profile. 

 

Table 13 reveals learning resources beyond textbooks and dictionaries. These included 

multimodal texts used for comprehension tasks as in Appendix P and images assembled 

for discussion in speaking tasks.  There is some licence given to teachers in that they 

can flesh out their own units on the specified topics and themes using specified learner 

experiences, and the combination of productive, interactive and receptive skills for oral 

tasks encourage agency. The explicit emphasis on developing intercultural 

understanding by reflecting hints at agentive ICLTL practice, as does the 

encouragement of students to be ‘open-minded, thinking, knowledgeable inquirers’. 

 Three teachers had developed their own blackboard resources containing all of their 

learning materials, which may reflect either professional agency or school policy.  The 

sourcing of other supplementary sources and accessing native speakers were other 

manifestations of teacher agency. To the extent that resource provoke reflective 
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intercultural inquiry, and accommodate a focus on process, not just linguistic product, 

this indicates agency on the teacher’s part. 

5.2.1.2.3 Classroom observation protocol 

Teacher agency was observed in many ways in classroom observations, with Appendix 

Q: Celebrations unit – researcher notes on classroom observation, focussing on 

Oiwai’s design and resourcing of an engaging intercultural lesson, providing an explicit 

example. Whilst all cited particular textbooks in their curriculum planning, only three 

explicitly referenced them in the observed classes. Further evidence of teacher agency 

was evident in Table 8, repeated here for convenience. 
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Table 8: Annotated Appendix H: Classroom observation protocol: Teacher attributes and methods 
(Sumisu)  

Teacher 
attributes and 
methods 

Whether teachers How teachers 

Attributes: 
 
Development of 
affective space – 
teacher, student, 
learning   
(van Manen, 
1991: 256) 

Enact: 
 
a sense of responsibility 
a passion for knowledge  
tactful sensitivity 
humour 
an ability to be self-critical interpretive 
intelligence 

Comment: 
Respectful engagement, high 
expectations of learners. 

  
“I love it, but next time I want 
to see…”  

  
   
 

Methods: 
 
General teacher 
approach 
Liebowitz 
 (in Barkhuizen, 
2017, p. 79) 
 

-  constructed a path for student 
learning 
- scaffolded social interaction and 
individual meaning making 
- normalised interpretation and 
reflection as part of the culture of 
language learning 
 

Quizlet – vocabulary 
reviewed with students 
→interaction/making 
connections. 
Excellent differentiation 
across ss comments.  
T was reflective and 
responsive. 

Developing 
intercultural 
capability 
 
Garcia & Li Wei 
 (2014) 
 
Larsen-Freeman 
(2012) 
 
 
Kohler (2015, p. 
175) 

Encourage… 
- translanguaging opportunities – e.g 

conceptual discussions  
- grammaring acceptance – process 

and product both valued 
- guided student inquiry 
- questioning to extend 
- facilitating students to mediate a 

way of being in relation to 
language itself 

- use of self-reflection in mediating 
the concept of culture (Kohler, p. 
175) 

 
In a unit on getting a driver’s 
licence, throughout the input 
( an authentic Japanese clip on 
driving),  discussion, critical 
inquiry and collaborative 
student activity, these 
elements were encouraged 
and evident. 
 
 

Scarino (2009, p. 
4) 
 

Extend students’ repertoires as: 
- participant users 
- learner/analysers 

 

- Guided classroom 
discussion on the +/- of 
driving; “Student name, I 
love it, but next time, I 
want to see expected 
Kanji) 

- T toured to respond to 
individual learners 

 
Hart, Biggeri & 
Babic (2014) 

- be involved in their own 
development as a social actor 
(individual who does something), or  

- agent (who does something with 
other people) 

in a transformative process 

Stimulated analysis of and 
critical reflection on the pros 
and cons of driving a car as 
opposed to using public 
transport.  
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The evidence in Table 8 shows that, in the methods Sumisu opted to use, in particular as 

she ‘normalised interpretation and reflection as part of the culture of language learning’, 

valued both process and product, and ‘facilitated students to mediate a way of being in 

relation to the language itself’, she both exercised her own agency and fostered learner 

agency in encouraging her learners to ‘be involved in their own development as social 

actors’.   She set up a lesson on getting a driver’s licence, using videoed footage of a 

young Japanese person doing a driving lesson, and another of a Japanese-speaking 

Australian driver filling his car in Japan (an agentive choice of resources) and led a 

critical inquiry lesson.  

In discussing the inputs, collaborating to share understandings in groups, then reporting 

back on the pros and cons of getting a licence, students were participant/users and 

learner/analysers, analysing and critically reflecting as described in Hart, Biggeri and 

Babic (2014).   

The development of learners as agentive social actors was apparent in the practice of 

five teachers, evidence of one to be found in Appendix O: Celebrations unit.   

5.2.1.2.4 Videoed class observation protocol 

A range of evidence was gathered through this protocol, Appendix I. The observations 

in the videoed class of one teacher, Elena, are re-presented below in Table 16. 
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Table 16: Appendix I– Videoed classroom observation protocol (Elena) 

Language 
use 

Language interpretation 

Language 
as 

• Social practice – emphasis on people and reciprocal processes of 
interpretation and meaning making 

o Language as dynamic 
o Exchange of meaning 
o Reflection on language exchange 
o Reflection on participants’ views 

• Cultural practice  
o Culture as a lens for mutual/reciprocal exchange of meaning 
o Intercultural de-centering (intra →inter) 
o Student as intercultural participant/interpreter/mediator 

 
Language 
learner 

• As a user and learner of language                                       √ 
• As a reflective interactant in using the target language      √ 
• As a person                                                                          √ 

 
Learning • Fixed context 

• Context created by participants as they interact 
• Learning how to mean (Halliday 1993, p. 93) 
• Interaction involving 1 person’s history/experience/memories interacting 

with another’s (Kramsch, 2009) 
o Opportunities to: 

▪ Examine/investigate 
▪ Engage 
▪ Participate in meaning making 
▪ Inquire/compare own language and culture worlds with 

others’ 
▪ Deepen understanding through reflection 

• Own situation/own horizons → expansion (‘fore-understandings’), new 
horizons (Gadamer 2004, p. 302)            

 
 

Further details from Elena’s Stimulated Recall about interactions in this class were 

discussed in Chapter IV section 4.3.2. and in Table 16. 

Evidence from Elena’s observed practice, in particular in her enactment of reciprocal 

processes in meaning making, and in her treatment of learners as reflective interactants 

(and set them a realistic, iteratively adapted task, as analysed in her Stimulated Recall 

comments in section 5.2.1.2.5 reflects a real sense of agentive teacher and learner 

behaviour and mutual expansion of horizons.   

5.2.1.2.5 Stimulated recall 

The parameters and questions for this can be found in Appendix K. 
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Much seems to hinge on teachers’ understanding of applying intercultural language 

learning principles, particularly in the reflective questioning process.  A spectrum of 

practice was evident, some demonstrating a knowledge of the principles – noticing, 

making connections – asking students what they think, yet providing no opportunity for 

deeper reflection, for example, asking “Why might this be so?” and considering that 

against their own ways of agreeing/interrogating that)” as with this quote:  

It’s definitely more of me talking; there wasn’t a significant group work 

aspect…; using anecdotes for them to be able to respond and to provide … 

purpose and meaning for them writing the sentence…making that link into their 

ideas. (‘What do you think agreeing looks like and sounds like in Japanese?’)  

You’ve almost got to research before you assume … about who speaks what at 

home. 

Peters (Stim. Rec., May 2, 2018)    

Teachers’ relationship with and perceptions of their learners was another apparent factor 

in the data. Six teachers appeared to know and value their students (with the preceding 

quote reflecting a need to know the students better).  

The impacts of didacticism vs agentive teacher practice on learner agency are now 

discussed in terms of how the relationships teachers build with students, and how they 

‘create momentum through a range of learning environments, in class and beyond’ 

(Mercer, 2012)  seem to impact on the learners.   

5.2.2 Learner agency enacted  

It is evident that the context of learning (which includes opportunities), the element of 

time inherent in learning (lived experience to the here-and-now to aspirations), a 
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learner’s readiness or willingness to interact, and how their own inner motivation, sense 

of personal identity and self-efficacy works all impact on that learner’s agency.  These 

elements will be discussed here as types of learner agency enacted. 

5.2.2.1 Types of learner agency enacted - situated (contextually, temporally, interpersonally, 
intrapersonally)  

In terms of contextually situated enacted learning, responses to the Student 

Questionnaire Q.3 about learner’ perceptions of opportunities offered in their 

Languages studies as summarized in Table 10  reveal a range of agency in terms of 

perceptions of, and levels of involvement in, the co-curricular programme offered. 

Table 10: Student questionnaires - class-specific summary of learners’ perceptions of opportunities 
offered in their Languages studies  
 

Class No. 
(No. of 
students) 

None: 
Number of 
students 
reporting 
no co-
curricular 
opportuniti
es. 

Number of 
students 
reporting 
school-
facilitated co-
curricular 
opportunities 

Number of students reporting  
self-generated opportunities 

1 (12) 5 6 4 
2 (10) 1 6 6 
3 (9) 2 1 5 – plan to study JA post school, learning KO on 

side, want to regain FR)/plan to study Commerce 
post school -JA useful/thinking about going to JA in 
future/some small conversations in library for 
practice/enjoy watching anime for listening>reading 
sub-titles. 

4 (9) - 3 5 clearly 
 
2 almost… “I could use my knowledge of the French 
language to talk to French people and understand the 
French culture better” and  
“I could use the language on holidays, for example a 
European trip. However apart from that, my Mum 
can speak a little French which is helpful for tests.” 

5 (9) 1 4 4 
6 (10) - 5 5 
7 (16) 1 3 5 

1 student who tries NOT to speak Japanese as he is 
“here to learn English”. 

8 (20) - 9 11, including 6 native speaker Japanese students 
Please note: “None” refers to no evidence of co-curricular programme; “school-facilitated” refers to the 
co-curricular activities organised by the teacher or the school; “self-generated” refers to the opportunities 
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which the student makes or takes to further their language scope or grasp of cultural aspects of the 
language. 

Applying the scale of agency as latent, reticent or overt (Figure 4), Table 10 reveals that 

ten students exhibited latent agency; 37 exhibited mid-range agency, since they did not 

report self-generating opportunities to use the language (hence, they are not necessarily 

reticent, but not yet overt); and 48 demonstrated tendencies to self-generate, some 

through current practices, some apparently through an aspirational ‘ideal future self’ 

motivation (Dornyei & Ushioda, 2015). Some, apparently, do not fall entirely into one 

column or another, but gave more nuanced answers such as ‘I sometimes go on class 

excursions’, but ‘I love shopping at Daiso, reading the labels’. 

Those students being overtly agentic in the here-and-now exhibit elements of 

temporally-situated agency insofar as they report current  intrapersonal elements such as 

‘enjoying watching anime for listening rather than reading sub-titles’, ‘reading labels in 

Daiso’, and the Japanese student who states he ‘tries NOT to speak Japanese as he is 

“here to learn English”;  Some report current, interpersonal agency such as ‘small 

conversations in the library for practice’ (although the ‘for practice’‘ element suggests 

future aspiration, an intrapersonal matter.  

Others who appear to take a less direct, more future-oriented, stance report ‘plan to 

study Japanese post school’, ‘learning Korean on the side’, ‘want to regain French,’ 

‘plan to study Commerce post school and Japanese is useful’, ‘thinking about going to 

Japan in future’, ‘I could use the language on holidays, for example a European trip. 

However apart from that, my Mum can speak a little French which is helpful for tests’.  

While seemingly vague, the element of apparent future aspiration speaks of motivation 

and potential agency. 
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Further evidence of situated learning relates to the classroom context and is drawn from 

stimulated recall with the teachers. Examples of teachers’ comments are discussed 

below in terms of the contextually-situated agency learners exhibit, and the elements 

inherent in that. 

The following comment reveals the contextual affordance of the teacher-learner 

relationship in this situated learner agency: 

… I was correcting some work, and didn’t recognise a word, and I said 

“What’s…?” And he said “I looked it up”. And I said “That’s really good, 

that’s a word for me. I’d never seen that one before”. … it probably would’ve 

made me feel more positive towards the language learning if I didn’t feel like the 

teacher was … the god who knows everything.   

Mme Cheval (Stim. Rec., May 16, 2018) 

This quote reveals the role of a learner and learning-centred teacher stance in 

encouraging learners to take risks with their learning. It also reveals an overtly agentic 

stance on the learner’s part. 

R … it’s quite an organic process, isn’t it? 

T: Yes, that’s my hope. And it does – time, really. It’s time you … need, because 

there’s just, you know – the kids, too, might say “Oh, I’ve got to do my speaking 

practice!” But they forget that, in class, you answering questions leads up to it. 

But I think having explicit time is just (so) important … in terms of … getting 

them to do something original, and risk take, and recognise that they can do it 

Sumisu (Stim. Rec., Aug 31, 2018) 

Sumisu’s reflection reveals the committed professional stance behind her actions, 

another element of contextual affordance applied in providing opportunities for learner 



 179 

agency to develop.  The temporal aspect Sumisu cites warrants consideration in terms of 

opportunity.  

Another contextually situated affordance in the development of learner agency is the 

event participation which a teacher enables, as in this excerpt:  

They’ve just come back from Thailand. They’re International Ambassadors 

(who) represented Australia at the PDWC (Parliamentary Debate World 

Conference). So, they’re very used to tapping into international students and 

finding out more. 

Oiwai (Stim. Rec., May 17, 2018) 

It is evident that such student participation is initiated and facilitated by the teacher and 

supported by the school leadership, logically based on their own knowledge and overtly 

agentive, accomplished intercultural stances. This level of agency in these learners, 

then, might be seen as ‘rubbing off’ from the institution’s enacted stance. 

The element of metacognition associated with agency was not captured widely in data 

gathering, although it is evident in these quotes: 

And one of (the students) mentioned hanami today, without me saying anything. 

And he said “Oh, because I researched it.” … and he asked, “Is that just a 

Tokyo thing, or does hanami relate to …?” 

Kourogi (Stim. Rec., May 16, 2018) 

Here, the student not only displays overt agency in independently researching, he also 

shows he is evaluating his prior knowledge in a metacognitive way by asking ‘Is that 

just a Tokyo thing, or does hanami relate to …? 

The following reveals the element of student humour as agency: 
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R: (How do you feel about) encouraging using the target language as a means 

of expression amongst students? 

T: Yes, they did, and they were using it. And I think one of them made a joke in 

the language. That was pretty cool. 

Mme Cheval (Stim. Rec., May 16, 2018) 

In this discussion of languaging (another contextual linguistic affordance), Mme Cheval 

expresses pleasure that a student made a joke in French. It is possible this teacher’s own 

sense of humour and level of comfort with languaging could both be considered as 

affordances in this overtly agentive, metacognitive behaviour. 

5.3 Analysis 

5.3.1 Enactment of teacher agency  

The array of language teaching methodologies used across the four schools seemed to 

reflect the contexts, their student cohorts and the nature of the teachers’ own 

pedagogical training, background and beliefs, all considered as affordances.  This 

related to Mercer’s (2012) work on situated agency, as evidenced by the stated teacher 

beliefs and views of the learner which reflect teacher’s ‘multiple identity goals’ 

(Kubanyiova & Crookes, 2007).    

Whether explicitly articulated or observed, teacher’s identity goals range from what 

may be perceived as instrumentalist, or somewhat didactic, being master of code as in 

Mme Dupont’s “I know, if I’m not there to guide them, they won’t be able to do it … 

properly” (Stim. Rec., April 27, 2018) to agentive, accomplished intercultural mediators 

as in “They’re very used to tapping into international students and finding out more”.  

Oiwai (Stim. Rec., May 17, 2018).   
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These behaviours, and others cited in section 5.2.1 make it clear that  

… teachers can work at creating momentum by attending to a range of 

dimensions of the agentic system such as … creating a range of conditions and 

learning environments (in and out of class) designed to enhance and facilitate 

learner agency. In particular, educators can concentrate on key components of 

the system which, in respect to agency, seem to include learner beliefs about 

themselves and their contexts of language learning.   

Mercer (2012, p. 56) 

 To reflect the findings of this research study, to capture the synthesis of expert research 

views on agency reflected in the Chapter II Literature Review, and to provoke further 

discussion, the researcher developed Figure 9. This represents the complexity of the 

intercultural language teacher’s role in dynamic times.   

 

Figure 9: Teachers as agentive, strategic, accomplished mediators in relational reflective spaces 
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Figure 9  was based on these sources: Canagarajah, 2013; Feryok, 2012; Kohler, 2015; 

Kubanyiova and Crookes, 2007; Liddicoat and Scarino, 2013; Liddicoat, 2017; Mercer, 

2011, 2012 and  Risager, 2007. 

5.3.2 Enactment of learner agency  

According to Martin (2004) agency is “the capability of individual human beings to 

make choices and to act on these choices in ways that make a difference in their lives” 

(2004, p. 135).  Evidence from Student Questionnaire responses and Stimulated Recall 

shows that learners exercised this agency to varying degrees from latent to overt 

depending on their contextual, temporal, interpersonal and intrapersonal situations.  

The types of learner agency enacted as evidenced in section 5.2.2 Learner agency 

enacted reflect the gamut of contextually, temporally, interpersonally and 

intrapersonally situated (Mercer, 2012, p. 46).  The types of learner agency 

demonstrated (Mercer, 2011, p. 432) related to contextual factors explored and to 

learner goals, metacognition and reflection.  

The levels of agency exhibited were discussed as latent, reticent or overt based on 

Student Questionnaire responses, although these boundaries were sometimes blurred. 

For example, latent agency might contain elements of reticence because of cultural or 

personality factors; mid-range agency, since they did not report self-generating 

opportunities to use the language, may mean the learner is not necessarily reticent, but 

not yet overt.  

 Based on  Reeve and Tseng’s view (2011, p. 258) view that agentic engagement “is the 

process in which students intentionally and somewhat proactively try to personalize and 

otherwise enrich both what is to be learned and the conditions and circumstances under 

which it is to be learned”, evidence in the Student Questionnaire responses and 
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Stimulated Recall highlights the intentionality and proactivity of learners under 

circumstances in which agency is encouraged or actively fostered.  

Finally, the element of time constraint as an inhibitor of the development of agency was 

evident in some form in responses from all teachers, irrespective of which curriculum 

they follow.  

From the evidence, I believe ICLTL is enacted both didactically and agentively in 

varying measure. 

Chapter VI will now discuss this study in retrospect, and consider the findings, how 

they address the purpose of the study, and as they relate to key literature. It will also 

consider directions for future research. 
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CHAPTER VI CONCLUSION AND RECOMMENDATIONS 

6.1 Summary of the study  

This research study aimed to examine whether and how school language teachers in one 

Australian state – Queensland – develop and enable their students’ intercultural 

capabilities. It was not aimed at judging teachers, rather at establishing how teacher and 

learner agency is enacted in ICLTL practice, so that curriculum authorities, school and 

curriculum leaders and language teacher educators  can manage the development of this 

practice in teachers, thereby hoping to impact student learning.  Teachers themselves 

wishing to develop more agentive practice may learn from the practice of fellow 

professionals outlined in this thesis.  

Through iterative inquiry and reflection and a qualitative research design, the study 

focussed on the practice of eight teachers of senior languages; their perceptions of their 

students and their students’ interculturality; and whether and how these teachers 

designed their teaching to develop what can be assessed as intercultural capability.  

Specifically, this study examined teachers’ own world views; their perceptions of their 

learners as individuals who bring stores of knowledge; the learner routines they design 

and implement; the ways they mediate the nexus between language, culture and 

learning; and their reflexivity.  

Teachers in this study were observed offering a range of state Studies Authority and IB 

Diploma curriculum.  The study found these language teachers adopt varying, though 

essentially intercultural, professional stances, some more flexible than others, all 

influenced by their own experiences and beliefs. They apply varying degrees of 

‘watchful adherence” (Otheguy, Garcia & Reid, 2015, p. 283) to systemic imposts, and 

use an array of strategies, delivery methods and resources in enacting these curricula. In 
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line with the literature, the teachers delivered an intercultural curriculum based on 

Liddicoat and Scarino’s model of working with the principles of ICLTL. 

All teachers in this study understood the ICLTL approach in principle.  As research by 

Sercu (2006) and Kohler (2015) found, a key element of the intercultural inquiry 

practice is teacher questioning, and, while in-principle understanding was evident, this 

study found that in practice, explicit inquiry questioning was less well- developed.  

Teachers in the study, all respected, accomplished practitioners, actually exhibited 

‘almost there’ to ‘strong’ reflective questioning skills.  Inasmuch as this was the least-

developed element of teachers’ ICLTL practice,  some opportunities seemed to be lost 

in critical reflection and the development of higher order agency and capability. The 

findings in this study also suggest that there are strong links between ways teachers 

view their learners and their own role as languages educators, the professional stance 

they adopt (including their own agency) and the learner agency they facilitate and 

develop. 

It is noteworthy that teacher reflections often lamented that time constraints had 

prevented them from following through on critical reflection. The extent to which 

curriculum proscription and testing regimes influenced this was not determined. 

The complexity and chaos related to the burgeoning diversity in classrooms places 

pressure on teachers to become polyfocal, reflective practitioners who differentiate their 

practice to not just accommodate, but embrace, this diversity.  Teachers thus need to act 

agentively in evolving their pedagogical stance to accommodate these changes. 

Meanwhile, languages curricula proclaim an intercultural approach, even though this 

ranges from requiring teachers to develop ‘intercultural understanding’ with no 

reflective element to overtly espousing international mindedness and critical 

intercultural reflection.   
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Amid confused clamouring for ‘cultural competence’ or ‘intercultural understanding’ 

with its suggestion of cultural fixedness, it is clear the concept of  ‘intercultural 

capability’ emerges from this critical intercultural stance as enabling more worthwhile 

outcomes in terms of learner engagement and agency and, potentially, ensuing learner 

involvement in worthwhile endeavours beyond the school. 

Essential to the effective development of meaningful learner agency and intercultural 

capability is the teacher appreciation that language, culture, learning and learner are 

inextricably linked (Liddicoat & Scarino, 2013) with the learner at the centre 

(Liddicoat, 2017).  One complication of the complexity mentioned is that the notion of 

‘one language equals one culture’ has become irrelevant in the movement of people and 

ideas, facilitated by ICTs.  Hence, even the most knowledgeable teacher cannot predict 

what cultural knowledge a learner who speaks a particular language, or variation of it, 

may have.  The onus is on the teacher to get to know the learner before them with all of 

their variables, and to develop them as agentive intercultural actors. This requires 

agency on the teacher’s part. 

The study further reveals that even the most accomplished teacher is juggling the 

demands of variously proscriptive regimes with his or her agentic professional stance 

and determination to put the building of intercultural capability at the heart of their 

teaching.   

Intercultural language teachers have particular opportunities to adopt a critical stance 

(Larsen-Freeman and Freeman, 2008), and to draw on learners’ ‘funds of knowledge’ 

(DaSilva Iddings, 2017, p. 5) to develop reflective inquiry and enrich the learner 

experience.  

This study shows that teachers are moving in the direction of greater and more vibrant 

engagement with learners in developing mutual agency.  However, in an assessment 
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policy climate increasingly driven by a focus on ‘assessment-as-measurement and 

performance in pen and paper tests’ (Willis, 2011, p. 24), there is an important need for 

professional discussion to focus on the role assessment plays in developing learner 

identity and agency.    

I have followed a process of examining these teachers’ intercultural practice with them, 

and they have told me what they do. Now, as the researcher who, knowing the literature, 

has examined this in a more detailed way, I have the responsibility of reporting 

intercultural language education in this study to a more public audience.  

I recommend that schooling and curriculum authorities take heed of the findings of 

research such as this and examine suitable ways of knowing that teachers can be 

educated to become intercultural mediators. The hope is that such a methodology and 

pedagogy will rub off on students in developing them as interculturally capable citizens 

for a future Australia. 

How key stakeholders might capitalise on  the opportunities highlighted in this study  

will now be discussed. 

6.2 Recommendations 

This study enriches our understanding of language teachers’ ICLTL practice.  Out of 

this arise some recommendations for curriculum authorities, school and curriculum 

leaders and language teacher educators.  These are outlined and elaborated below. 

6.2.1  Implications for curriculum authorities 

The most adept ICLTL teacher is influenced by the time constraints imposed by 

curricular prescription and testing regimes which do not encourage agency or  

accommodate analytical/performative assessment or project-based intercultural 
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capability assessment. As Sanger (in Campbell, 2012, p. 285) argues, an ideology of 

accountability and instrumentalism in high-stakes testing regimes is “an ideology that 

fails to address the moral nature of teaching”.  If teachers are to be afforded agency to 

“govern practice in ways that are consonant with personal and professional values and 

beliefs” (Campbell, 2012, p. 189), curriculum and assessment practices need to 

accommodate the “engagement of actors with temporal-relational contexts-for-action” 

(Priestley, Biesta & Robinson, 2013, p. 189).   

Pivotal considerations for authorities in liquid modernity are the  extent to which  they  

truly engage with diversity and design issues-based curricula; and the  extent to which 

teachers do, or should, fulfil institutional expectations under “authoritarian surveillance” 

(Sonu, 2012), or to which they  do/should they create “private spaces” operating 

according to a hidden transcript pursuing equity, diversity and community activism..  In 

relation to intercultural language curricula, under more inquiry-based, discursive 

constructivist approaches, the focus of agency for meeting curriculum objectives shifts 

from teacher to students, with implications for assessment. 

If policy makers proscribe mere ‘intercultural understanding’, school leaders are more 

likely to be concerned with test data than with developing real capability.  In such 

scenarios, the teacher is much less likely to seek to activate and nurture professional 

engagement and to develop their own - and their learners’ - agency, and intercultural 

capability building is severely undermined. 

What is required may be curriculum adapted to the modern environment and learner, 

more opportunities for issues-based intercultural learner collaborations, and modern 

context and learner-fit assessment practices which encourage learners to both participate 

and analyse (Murray & Scarino, 2014). Such equitable assessment could perhaps be 
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another form of affordance along the lines of Aronin and Singleton ‘s work (2018, p. 

318).  

Two policy directions seem plausible and more context-fit and relevant to today’s 

diverse learners. One is to include in the curriculum at least one integrated unit (along 

the lines of CLIL) for assessment. The other element - flipping the learning of forms of 

language so that learners learn these using various sources, ICTs included, then come to 

class with knowledge of the language basics – would underpin learner readiness to work 

in collaborative groups of learners on inquiry projects on selected issues.  This 

flexibility would allow for more differentiated learner support as the agentive teacher 

worked as a ‘guide on the side’ and facilitator, rather than as a didactic sage with 

limited differentiated practice. 

A policy shift such as that outlined would  have implications for curriculum resource 

developers.  Priestley  et al (ibid, p. 2012) argue that teachers need scope to use suitable 

educational methods ‘encompassing experiential, dialogical and student-centred 

approaches, engaging students more widely and enabling them to develop thinking 

skills and to make links within and between their different areas of study’. Resource 

developers need to accommodate this. 

Although this study shows that these ICLTL teachers exercised somewhat eclectic 

choice of supporting materials, all to some extent used a core text.  In an agentic 

intercultural environment, these texts are arguably better designed around higher-order 

concepts than topics, since topic-based language is readily accessible online.  There is 

scope also for online platforms offering realistic, meaningful, issues-based 

interactional opportunities in the target language. These may be - and are arguably 

logically-  cross-curricula. 
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6.2.2 Implications for school and curriculum leadership 

Cherkowski and Bradley-Levine (2018, Editorial 5) argue that teacher leaders 

determined to develop a vibrant school culture foster caring relationships and facilitate 

collaborative teacher practices of risk-taking, resilience, and growth do model these 

traits effectively for students.  

Hence, one way to grow teacher agency may be to develop horizontal management 

practices in schools which encourage peer collaboration, co-planning and hybrid teacher 

leadership models which encourage teachers to take the lead on issues or elements of 

their practice. Advancing this notion and making hybrid teacher leadership sustainable 

in developing context-fit collective teacher agency which enriches learning and teaching 

would potentially add great value.   

This has major implications for scenarios in which there is only one language teacher in 

a school, or where that teacher is excluded from collaborative planning for whole school 

literacy or treated as the provider of non-contact time for other teachers doing such 

serious business.  How does school leadership facilitate peer collaboration for such a 

teacher? What provision is made for his/her professional learning?  

One way of developing professional ownership and agency may be through school 

leaders encouraging that teacher to join a community of practice with other languages 

teachers.  Supporting their membership of the state languages teachers’ professional 

association is a valuable start. Another positive step would be for school leaders to 

familiarise themselves with the principles and practices of language teacher leadership 

embedded in the AFMLTA PSP 

https://www.afmlta.asn.au/content/resources/professional-standards project materials, 

embracing the leadership standards and encouraging the teacher practices within that to 

build common language and understanding about ICLTL practices. 

https://www.afmlta.asn.au/content/resources/professional-standards
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Another way for school and curriculum leaders to grow their teacher’s agency is to 

actively support their attendance at professional learning events provided by the 

AFMLTA or state Languages teachers’ association. 

6.2.3 Implications for language teacher educators 

There are opportunities to build the shared language of PSP into pre-service language 

teacher education, and to include a focus on agency.  This could then be facilitated as 

the focus of career-long, school-based professional growth. 

Acting agentically (Reeve & Tseng, 2011) is central to developing intercultural 

capability. The researcher suggests that such agentic engagement could potentially be 

co-constructed in meaningful, authentic, learner-centred practice which provides 

opportunities for learners to develop the capability to act with agency.   This is 

supported by Mercer’s (2012, p. 56) argument that maximum effect can be achieved if 

educators “concentrate on key components of the system which, in respect to agency, 

seem to include learner beliefs about themselves and their contexts of language 

learning. 

This appreciation of the significance of contextual factors and opportunities for the 

development of teacher agency has profound implications for both policy and practice.  

One is the need for a ‘systematic set of professional discourses over and above those 

provided by the language of policy’ (Priestley, Biesta & Robinson, 2013, p. 203). As 

Coburn and Russell (2008) argue, the nature and quality of professional relationships 

experienced by a teacher strongly impacts that teacher’s ability to develop agency and 

efficacy, with the differing achievement of agency impacted by the relational structures 

and qualities of schools (Priestley et al, ibid).  The school with a horizontal relationship 
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structure conducive to collegial dialogue and collaboration is more conducive to 

emerging agency as individual, social, material and structural factors interact. 

Since these educators operate within policy frameworks, recommendations arise also for 

policy makers in the area of intercultural communicative capability building. If the 

development of teacher agency is to be a priority – as called for in much recent 

educational discourse  – policy makers need clarity concerning the question “Agency 

for what?”.  Studies authorities may proscribe examination syllabi, which may be 

translated into enacted curriculum, and day-to-day classroom practices where teachers’ 

projective future aspirations come into play .  

Insofar as teachers are concerned with the provision of an educational curriculum as 

opposed to an instrumental one, agency may develop if education is not narrowly 

focused on topics, content and exams.  Teachers need scope to use suitable educational 

methods ‘encompassing experiential, dialogical and student-centred approaches, 

engaging students more widely and enabling them to develop thinking skills and to 

make links within and between their different areas of study’ (Priestley  et al, ibid, p. 

209).  Teacher agency is revealed through action based on espoused beliefs as well as 

attentiveness to the furthering of student agency (Campbell, 2012, p. 185).  Section 

6.2.1 on page 182 mentions further implications for teachers. 

As one element of this, it is recommended that teachers design and collaborate on 

meaningful student language exchanges where opportunities for students to interact 

purposefully in the target language in-country are optimised, and, ideally, long-term 

school-to -school, mutually beneficial relationships established to grow intercultural 

capability.   
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APPENDICES 

 

APPENDIX A National goals for schooling in Australia 

The initial document generated was The Hobart declaration on schooling (1989), 

which was superseded by The Adelaide declaration on National goals for schooling in 

the twenty-first century (1999), which in turn was superseded by The Melbourne 

declaration on educational goals for young Australians (2008). The ten Common and 

Agreed National Goals for schooling in Australia in The Hobart declaration provided 

for the first time a framework for co-operation between schools, States and Territories 

and the Commonwealth. These goals included to develop in students a knowledge of 

languages other than English. The Adelaide declaration goals included that students 

should have attained high standards of knowledge, skills and understanding through a 

comprehensive and balanced curriculum in the compulsory years of schooling 

encompassing the agreed eight key learning areas, which included languages. In The 

Melbourne declaration, the goal of promoting world-class curriculum and assessment 

included Languages (especially Asian languages) in the eight learning areas.  

  

http://www.educationcouncil.edu.au/Publications/Publications-archive/The-Adelaide-Declaration.aspx
http://www.educationcouncil.edu.au/Publications/Publications-archive/The-Adelaide-Declaration.aspx
http://www.educationcouncil.edu.au/site/DefaultSite/filesystem/documents/Reports%20and%20publications/Publications/National%20goals%20for%20schooling/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
http://www.educationcouncil.edu.au/site/DefaultSite/filesystem/documents/Reports%20and%20publications/Publications/National%20goals%20for%20schooling/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
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APPENDIX B AFMLTA Professional standards for accomplished teaching 
of languages and cultures 

 

 

 
 



 218 

 
 



 219 

 
 



 220 

 
 
 



 221 

 
 



 222 

 
 



 223 

 
 
 



 224 

 
 
  



 225 

APPENDIX C Principal information sheet-consent form 

 
 
 
 
 
 
 
 

PRINCIPAL INFORMATION SHEET  
Unleash the orchestrators! Enable the collaborators! 

ETH17-1528  
WHO IS DOING THE RESEARCH? 
My name is Cynthia Dodd and I am a Masters Research student in International Studies at UTS.  My 
supervisor is Professor Lesley Harbon Lesley.Harbon@uts.edu.au. 
As a school Languages teacher of 25 years’ experience from P-12 across all sectors, I have a broad, yet 
in-depth, understanding of the demands of teaching and school life. As a teacher educator, professional 
leader and consultant, I have developed rich networks and understand the need for timely, appropriately 
pitched, respectful communication with stakeholders. 
 
WHAT IS THIS RESEARCH ABOUT? 
This research is to find out about the development of intercultural capability in Senior Languages 
classrooms. 
The central aim is to ascertain: In the current context of approaches to language teaching, whether and 
how language teachers embed intercultural language teaching and learning 
principles in their language and practice.   
Through exploring how participating teachers design and resource curriculum and interact with students 
in classrooms, it aims to examine focus on the intercultural, and on activating what diverse students bring 
to their classes.   
 
FUNDING 
Funding for this research has been provided by an Australian Government Research Training Program 
Scholarship. 
 
WHY HAVE I BEEN ASKED? 
Your school has been invited to participate in this study because it is regarded as having excellent 
Languages programs with expert, widely engaged Senior years teacher practitioners. Your contact details 
were obtained by/from the researcher’s professional networks. 
  
IF I SAY YES, WHAT WILL IT INVOLVE? 
This project entails my introduction to and observation of classes prior to the commencement of video 
recording; students (with parent permission) being observed and videoed (these videos to be shared only 
by me and my supervisors, and stored in a locked cabinet) and completing a short questionnaire; teachers 
being videoed, interviewed via a stimulated recall, and completing a questionnaire; sharing of curriculum 
and teaching resources. 
 
If you consent to their participation, I will invite teacher participants to explore: 

- their understandings, questions and definitions about intercultural language teaching and learning, and the 
reasons for this 

- how these teachers enact intercultural language teaching and learning, particularly in terms of giving 
learners agency. 
 
I aim to do this by: 

- analysing each teacher’s curriculum documentation and resourcing 
- videoing a Senior class and observing the teacher’s pedagogy and teacher-student, student-student 

interactions  
- asking each teacher to answer a short questionnaire about their language teaching and education 

mailto:Lesley.Harbon@uts.edu.au
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- conducting a stimulated recall of the videoed lesson with the teacher as they control the video replay and I 
audio record, take notes and may occasionally ask a question in the discussion which ensues.  
I will also ask the Senior Languages students involved to complete a short questionnaire about their 
linguistic and cultural background.  This will be distributed with the Parent Consent forms for students to 
be videoed during a routine Languages class. 
 
Some teacher participant time is involved in school and via email communications with me in setting up 
the research. Then, I will ask teacher participants to: 

- attend a researcher briefing (1 hour approximately after school either at school or at a local café, at a time 
and place to suit participants). At this time, a tentative schedule of research will be established. 

- distribute and collect Parent Consent forms, along with a simple student questionnaire - 1 hour (I will 
deliver these forms to schools in a timely manner) 

- set up document scan - 1 hour (location to be decided by teacher e.g. Languages staff room or school 
library). Some schools may allow online access to these documents. 

- agree to be videoed in teachers’ own classrooms – the set up time will take approximately 30 minutes (I 
will arrive 30 minutes prior). Students whose parents have not consented will not be filmed.  

- complete a short questionnaire about their own language learning experience, cultural background and 
education. 

- participate in a stimulated recall of the videoed lesson - 1 - 1.5 hours (teachers decide venue and timing, 
optimally the same day as the videoed lesson) 
TOTAL: 5 hours over several days based on the following proposed researcher schedule 
 

December 
2017 
January 2018 
 

February/March 
2018  
 

Mid-April – mid-May 2018 April – 
November 
2018 

Participant  
recruitment 
using 
draft project 
information. 

Meetings with 
Principals and 
teacher 
participants to 
set provisional 
research 
schedule in 
Term 2. 
Set up data 
spreadsheet. 
 

Visit all teachers and focus classes for pre-
research introduction and orientation. 
Deliver Consent Forms to Principal/ Teacher 
participants. 
Deliver Parent Consent Forms for Child, and 
student questionnaires, to teachers for 
distribution.  
Collect same on scheduled visits. 
 
Curriculum document scan (4 full days – 1 
day/school/2 teachers; may need 1 day per 
teacher, depending on documents available 
and timetable conflicts). 
 
Distribute teacher questionnaires. 
 
Video classroom, debrief with teachers (1 
day/teacher, optimally same day) 
 
Follow up as needed in first 4 weeks of Term 
2 (17/4 to 11/5).  

Data 
interrogation, 
writing up, 
publication.  

 
ARE THERE ANY RISKS/INCONVENIENCE? 
Yes, there are some possible minor risks/inconvenience.   
They are: 

- for students, some shyness or initial discomfort likely to be ameliorated by initial  informal engagement 
in class as the researcher  introduces herself and her research goals, and the role of learner agency in this, 
well prior to the filming 

- for highly experienced, open and reflective teacher participants, there is a potential risk of initial self-
consciousness on being observed. 
On stimulated video recall, as teachers will control the video, any risk of feeling confronted should 
diminish.  
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The risk of changing daily circumstances in students' and teachers' lives and school vicissitudes will 
optimally be averted by clear communication between researcher and school personnel, and by researcher 
preparedness in terms of resourcing and timing.  
 
Since the schedule of research has been agreed with you and your participating teachers well in advance 
to accord with school schedules, this research will not have any impact on class progression or 
assessment. The class progression and assessment of your students, likewise, whether agreeing to 
participate or not, will not be impacted. 
 
DO I HAVE TO SAY YES? 
Participation in this study is voluntary. It is completely up to you whether or not you decide to take part. 
 
WHAT WILL HAPPEN IF I SAY NO? 
If you decide not to participate, it will not affect your relationship with the researchers or the University 
of Technology Sydney. If you wish to withdraw from the study once it has started, you can do so at any 
time without having to give a reason, by contacting Cynthia.M.Dodd@student.uts.edu.au. 
 
If you decide to withdraw your school from the research project, we will not collect additional 
personal information from your participating teachers, although personal information already 
collected will be retained to ensure that the results of the research project can be measured 
properly and to comply with law. You should be aware that data collected up to the time you 
withdraw will form part of the research project results. 
 
CONFIDENTIALITY 
By signing the consent form you consent to the research team collecting and using personal information 
about your participant teachers for the research project. All of this information will be treated 
confidentially. All school and teacher participant names and identifiable details will be withheld. Video 
and audio records will be strictly for the use of the researcher and her supervisors, and will be kept in a 
locked cabinet to which only the researcher has the key. 
We would like to store your information for future use in research projects that are an extension of this 
research project. In all instances your information will be treated confidentially. 
 
We plan to discuss this research at national and international conferences which focus on the 
development of intercultural capacity in Languages students and teachers (such as NZALT 
http://nzalt2018.org.nz/programme/), to publish the findings in articles in refereed professional journals 
(such as Babel https://www.afmlta.asn.au/content/babel), and potentially to refer to it in collaborations 
in this area with state departments through to international teacher educators (such as the Stanford 

World Language Project team https://cwlp.stanford.edu/). In any publication or discussion, 

information will be provided in such a way that you cannot be identified.  

 
WHAT IF I HAVE CONCERNS OR A COMPLAINT? 
If you have concerns about the research that you think I or my supervisor can help you with, please feel 
free to contact us on Cynthia.M.Dodd@student.uts.edu.au or Lesley.Harbon@uts.edu.au .   
If you have any concerns which you prefer to address to a local person, please contact Sherryl Saunders 
saunders.sherryl@gmail.com. 
 
You will be given a copy of this form to keep. 
 
NOTE:   
This study has been approved by the University of Technology Sydney Human Research Ethics Committee [UTS 
HREC].  If you have any concerns or complaints about any aspect of the conduct of this research, please contact the 
Ethics Secretariat on ph.: +61 2 9514 2478 or email: Research.Ethics@uts.edu.au], and quote the UTS HREC reference 
number.  Any matter raised will be treated confidentially, investigated and you will be informed of the outcome.   
  

mailto:Cynthia.M.Dodd@student.uts.edu.au
http://nzalt2018.org.nz/programme/
https://www.afmlta.asn.au/content/babel
https://cwlp.stanford.edu/
mailto:Cynthia.M.Dodd@student.uts.edu.au
mailto:Lesley.Harbon@uts.edu.au
mailto:saunders.sherryl@gmail.com
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PRINCIPAL CONSENT FORM 
Unleash the orchestrators! Enable the collaborators! 

ETH17-1528  
 
I ____________________ agree to my school’s nominated Languages teachers and their Senior classes of 
students with Parent Consent to participate in the research project Unleash the orchestrators! Enable the 
collaborators! (UTS HREC ETH17-1528) being conducted by Cynthia Dodd 
(Cynthia.M.Dodd@student.uts.edu.au : mobile ).  
 
I understand that funding for this research has been provided by an Australian Government Research 
Training Program Scholarship. 
 
I have read the Participant Information Sheet or someone has read it to me in a language that I understand.  
 
I understand the purposes, procedures and risks of the research as described in the Participant Information 
Sheet. 
 
I understand that my teachers’ commitment involves: 
- having an initial meeting with the researcher to discuss the project and set a provisional visit schedule 
- having their class observed by the researcher prior to the day of video recording 
- being interviewed about the videoed class 
- completing a questionnaire 
- sharing of curriculum and teaching resources 
 
I have had an opportunity to ask questions and I am satisfied with the answers I have received. 
 
I freely agree to my school’s participation in this research project as described and understand that I am 
free to withdraw at any time without affecting my relationship with the researchers or the University of 
Technology Sydney.  
 
I understand that I will be given a signed copy of this document to keep. 
 
I consent for this school’s nominated teachers to be:  
 

 Audio recorded 
 Video recorded 

 
and for the Senior students with Parent Consent to:  
 

 Be video recorded 
 Complete a short questionnaire 

 
I agree that the research data gathered from this project may be published in a form that:  
 

 Does not identify the school or its staff or students in any way 
 May be used for future research purposes 

 
I am aware that I can contact Cynthia Dodd if I have any concerns about the research.   
 
________________________________________ ____/____/____ 
Name and Signature [Principal]    Date 
 
________________________________________ ____/____/____ 
Name and Signature [researcher or delegate]  Date 
  

mailto:Cynthia.M.Dodd@student.uts.edu.au
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APPENDIX D Teacher participant information sheet-consent form 

 
 
 
 
 
 
 
 

TEACHER PARTICIPANT INFORMATION SHEET  
Unleash the orchestrators! Enable the collaborators! 

ETH17-1528  
WHO IS DOING THE RESEARCH? 
My name is Cynthia Dodd and I am a Masters Research student in International Studies at UTS.  My 
supervisor is Professor Lesley Harbon Lesley.Harbon@uts.edu.au. 
 
WHAT IS THIS RESEARCH ABOUT? 
This research is to find out about the development of intercultural capability in Senior Languages 
classrooms. 
The central aim is to ascertain: In the current context of approaches to language teaching, whether and 
how language teachers embed intercultural language teaching and learning 
principles in their language and practice.   
Through exploring how participating teachers design and resource curriculum and interact with students 
in classrooms, it aims to examine focus on the intercultural, and on activating what diverse students bring 
to their classes.   
 
FUNDING 
Funding for this research has been provided by an Australian Government Research Training Program 
Scholarship. 
 
WHY HAVE I BEEN ASKED? 
You have been invited to participate in this study because your school is regarded as having excellent 
Languages programs with expert, widely engaged Senior years teacher practitioners. Your contact details 
were obtained by/from the my professional networks. 
  
IF I SAY YES, WHAT WILL IT INVOLVE? 
 
If you decide to participate, I will invite you to explore: 

- your understandings, questions and definitions about intercultural language teaching and learning, and the 
reason for this 

- how you enact intercultural language teaching and learning, particularly in terms of giving learners 
agency 
I aim to do this by: 

- analysing your curriculum documentation and resourcing 
- videoing your class and observing your pedagogy and teacher-student, student-student interactions  
- asking you to answer a short questionnaire about your language teaching and education 
- conducting a stimulated recall of the videoed lesson with you as you control the video replay and I audio 

record, take notes and may occasionally ask a question in the discussion which ensues.  
 
Some participant time is involved in school and via email communications with me in setting up the 
research. Then, I will ask you to: 

- Attend a researcher-participants briefing: - 1 hour (in school or at a local café, probably after school in 
Term 1 – time and place to suit participants) 

- Distribute, collect and collate permission forms and student questionnaire - 1 hour (I will deliver these to 
schools in a timely manner).  

- Set up document scan - 1 hour (location to be decided by you e.g. Languages staff room or school 
library). Some schools may allow online access to these documents. 

mailto:Lesley.Harbon@uts.edu.au
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- Agree to be videoed in your own classroom – My set up time will take approximately 30 minutes (I will 
arrive 30 minutes prior).  Students whose parents have not consented will not be filmed.  

- Participate in a stimulated recall of the videoed lesson - 1 - 1.5 hours (you can decide the venue and 
timing, optimally the same day as the videoed lesson) 
TOTAL: 5 hours over several days based on the following proposed schedule 
 

December 
2017 
January 2018 
 

February/March 
2018  
 

Mid-April – mid-May 2018 April – 
November 
2018 

Participant  
recruitment 
using 
draft project 
information. 

Meetings with 
Principals and 
teacher 
participants to set 
provisional 
research schedule 
in Term 2. 
Set up data 
spreadsheet. 
 

Visit all teachers and focus classes for pre-
research introduction and orientation. 
Distribute Consent Forms to Principal/ 
Teacher participants. 
Deliver Consent Forms Parent for 
child/student questionnaires to teachers for 
distribution.  
Collect same on scheduled visits. 
 
Curriculum document scan (4 full days – 1 
day/school/2 teachers; may need 1 day per 
teacher, depending on documents available 
and timetable conflicts). 
 
Distribute teacher questionnaires. 
 
Video classroom, debrief with teachers (1 
day/teacher, optimally same day) 
 
Follow up as needed in first 4 weeks of Term 
2 (17/4 to 11/5).  

Data 
interrogation, 
writing up, 
publication.  

 
 
ARE THERE ANY RISKS/INCONVENIENCE? 
 
Yes, there are some possible minor risks/inconvenience.   
They are: 

- for students, some shyness or initial discomfort likely to be ameliorated by initial  informal engagement 
in class as I introduce myself and my research goals, and the role of learner agency in this, well prior to 
the filming 

- for highly experienced, open and reflective teacher participants, there is a potential risk of initial self-
consciousness on being observed. 
On stimulated video recall, you will control the video, so any risk of feeling confronted should diminish.   
The risk of changing daily circumstances in students' and teachers' lives and school vicissitudes will 
optimally be averted by clear communication between myself and the school personnel, and by my 
preparedness in terms of resourcing and timing.  
 
Whether or not you or your students decide to participate in this project (because the schedule of research 
has been agreed with you well in advance to accord with school schedules), this research will not have 
any impact on class progression or assessment. 
 
DO I HAVE TO SAY YES? 
Participation in this study is voluntary. It is completely up to you whether or not you decide to take part. 
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WHAT WILL HAPPEN IF I SAY NO? 
If you decide not to participate, it will not affect your relationship with the researchers or the University 
of Technology Sydney. If you wish to withdraw from the study once it has started, you can do so at any 
time without having to give a reason, by contacting Cynthia.M.Dodd@student.uts.edu.au. 
 
If you decide to leave the research project, we will not collect additional personal information 
from you, although personal information already collected will be retained to ensure that the 
results of the research project can be measured properly and to comply with law. You should be 
aware that data collected up to the time you withdraw will form part of the research project 
results. 
 
CONFIDENTIALITY 
By signing the consent form you consent to the research team collecting and using personal information 
about you for the research project. All of this information will be treated confidentially. All school and 
teacher participant names and identifiable details will be withheld. Video and audio records will be 
strictly for the use of the researcher and her supervisors, and will be kept in a locked cabinet to which 
only the researcher has the key. 
We would like to store your information for future use in research projects that are an extension of this 
research project. In all instances your information will be treated confidentially. 
 
We plan to discuss this research at national and international conferences which focus on the 
development of intercultural capacity in Languages students and teachers (such as NZALT 
http://nzalt2018.org.nz/programme/), to publish the findings in articles in refereed professional journals 
(such as Babel https://www.afmlta.asn.au/content/babel), and potentially to refer to it in collaborations in 
this area with state departments through to international teacher educators (such as the Stanford World 
Language Project team https://cwlp.stanford.edu/). In any publication or discussion, information 
will be provided in such a way that you cannot be identified.  
 
WHAT IF I HAVE CONCERNS OR A COMPLAINT? 
If you have concerns about the research that you think I or my supervisor can help you with, please feel 
free to contact us on Cynthia.M.Dodd@student.uts.edu.au or Lesley.Harbon@uts.edu.au .   
 
If you have any concerns which you prefer to address to a local person, please contact Sherryl Saunders 
saunders.sherryl@gmail.com . 
 
 
You will be given a copy of this form to keep. 
 
NOTE:   
This study has been approved by the University of Technology Sydney Human Research Ethics Committee [UTS 
HREC].  If you have any concerns or complaints about any aspect of the conduct of this research, please contact the 
Ethics Secretariat on ph.: +61 2 9514 2478 or email: Research.Ethics@uts.edu.au], and quote the UTS HREC reference 
number.  Any matter raised will be treated confidentially, investigated and you will be informed of the outcome.   
 
 
  

mailto:Cynthia.M.Dodd@student.uts.edu.au
http://nzalt2018.org.nz/programme/
https://www.afmlta.asn.au/content/babel
https://cwlp.stanford.edu/
mailto:Cynthia.M.Dodd@student.uts.edu.au
mailto:Lesley.Harbon@uts.edu.au
mailto:saunders.sherryl@gmail.com
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TEACHER PARTICIPANT CONSENT FORM 
Unleash the orchestrators! Enable the collaborators! 

ETH17-1528  
 
I ____________________ agree to participate in the research project Unleash the orchestrators! Enable 
the collaborators! (UTS HREC ETH17-1528) being conducted by Cynthia Dodd 
(Cynthia.M.Dodd@student.uts.edu.au : mobile ).  
 
I understand that funding for this research has been provided by an Australian Government Research 
Training Program Scholarship. 
 
I have read the Teacher Participant Information Sheet or someone has read it to me in a language that I 
understand.  
 
I understand the purposes, procedures and risks of the research as described in the Teacher Participant 
Information Sheet. 
 
I have had an opportunity to ask questions and I am satisfied with the answers I have received. 
 
I freely agree to participate in this research project as described and understand that I am free to withdraw 
at any time without affecting my relationship with the researchers or the University of Technology Sydney.  
 
I understand that I will be given a signed copy of this document to keep. 
 
I agree to be:  

 Audio recorded 
 Video recorded 

 
 
I agree that the research data gathered from this project may be published in a form that:  

 Does not identify me in any way 
 May be used for future research purposes 

 
I am aware that I can contact Cynthia Dodd if I have any concerns about the research.   
 
 
________________________________________  ____/____/____ 
Name and Signature [teacher participant]   Date 
 
 
________________________________________  ____/____/____ 
Name and Signature [researcher or delegate]   Date 
 
  

mailto:Cynthia.M.Dodd@student.uts.edu.au
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APPENDIX E Parent and child information sheet-consent form 

 
 
 
 

 
 

PARENT AND CHILD PARTICIPANT INFORMATION SHEET  
Unleash the orchestrators! Enable the collaborators! 

ETH17-1528  
 

WHO IS DOING THE RESEARCH? 
My name is Cynthia Dodd and I am a Masters Research student in International Studies at UTS.  My 
supervisor is Professor Lesley Harbon Lesley.Harbon@uts.edu.au.  
 
WHAT IS THIS RESEARCH ABOUT? 
This research is to find out about the development of intercultural capability in Senior Languages 
classrooms. 
The central aim is to ascertain: In the current context of approaches to language teaching, whether and 
how language teachers embed intercultural language teaching and learning 
principles in their language and practice.   
Through exploring how participating teachers design and resource curriculum and interact with students 
in classrooms, it aims to examine focus on the intercultural, and on activating what diverse students bring 
to their classes.   
 
FUNDING 
Funding for this research has been provided by an Australian Government Research Training Program 
Scholarship. 
 
WHY HAVE I BEEN ASKED? 
Your child has been invited to participate in this study because she/he is a Senior student of Languages in 
a school regarded as having excellent Languages programs with expert, widely engaged Senior years 
teacher practitioners.  
 
Your consent forms, and the short questionnaire for your child, are distributed and collected by your 
student’s teacher and returned to the me with no identifying details about your student.  
  
IF I SAY YES, WHAT WILL IT INVOLVE? 
If you consent to your child’s participation, I will: 

- brief them prior about the project at the end of a normal class 
- invite them to consider their own language and cultural background in responding to a short questionnaire 
- video-record them as they participate in their usual Senior languages class and interact with their teacher 

and other students.  
 
Students whose parents have not consented will not be filmed.  
 
The videoed class, and the post-video recall session with these teachers, are expected to yield valuable 
data about the extent to which, and how, teachers are valuing students’ lived experience in meaningful 
classroom interactions. 
 
The proposed timeline for this research is outlined in the table below. 
 
 
 
 
 
 
 

mailto:Lesley.Harbon@uts.edu.au
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December 
2017 
January 2018 
 

February/March 
2018  
 

Mid-April – mid-May 2018 April – 
November 
2018 

Participant  
recruitment 
using 
draft project 
information. 

Meetings with 
Principals and 
teacher participants 
to set provisional 
research schedule 
in Term 2. 
Set up data 
spreadsheet. 
 

Visit all teachers and focus classes for pre-
research introduction and orientation. 
Distribute Consent Forms to Principal/ 
Teacher participants. 
Distribute Consent Forms Parent for 
child/student questionnaires to teachers for 
distribution.  
Collect same on scheduled visits. 
 
Curriculum document scan (4 full days – 1 
day/school/2 teachers; may need 1 day per 
teacher, depending on documents available 
and timetable conflicts). 
 
Distribute teacher questionnaires. 
 
Video classroom, debrief with teachers (1 
day/teacher, optimally same day) 
 
Follow up as needed in first 4 weeks of Term 
2 (17/4 to 11/5).  

Data 
interrogation, 
writing up, 
publication.  

 
 
ARE THERE ANY RISKS/INCONVENIENCE? 
Yes, there are some possible minor risks/inconvenience.   
They are: 

- for students, some shyness or initial discomfort likely to be ameliorated by initial  informal engagement 
in class as the researcher  introduces herself and her research goals, and the role of learner agency in this, 
well prior to the filming 

- potential changing daily circumstances in students' and teachers' lives and school vicissitudes. This will 
optimally be averted by clear communication between me and the school personnel, and by my 
preparedness in terms of resourcing and timing. 
 
Since the schedule of research has been agreed with your Principal and your participating 
teachers well in advance to accord with school schedules, this research will not have any 
impact on class progression or assessment. The class progression and assessment of your 
child, likewise, whether agreeing to participate or not, will not be impacted. 
 
DO I HAVE TO SAY YES? 
Participation in this study is voluntary. It is completely up to you whether or not you consent to your 
child taking part. 
 
WHAT WILL HAPPEN IF I SAY NO? 
If you decide not to participate, it will not affect your relationship with the researchers or the University 
of Technology Sydney. If you wish to withdraw from the study once it has started, you can do so at any 
time without having to give a reason, by contacting Cynthia.M.Dodd@student.uts.edu.au. 
 
If you decide to withdraw your child from the research project, data collected up to the time you 
withdraw will still form part of the research project results. 
 
 
CONFIDENTIALITY 

mailto:Cynthia.M.Dodd@student.uts.edu.au


 235 

By signing the consent form you consent to the research team videoing your child in class and using the 
questionnaire information about her/him for the research project. All of this information will be treated 
confidentially. All school and teacher participant names and identifiable details will be withheld. Video 
and audio records will be strictly for the use of the researcher and her supervisors, and will be kept in a 
locked cabinet to which only the researcher has the key. 
 
We would like to store data gathered for future use in research projects that are an extension of this 
research project. In all instances your child’s information will be treated confidentially. 
 
We plan to discuss this research at national and international conferences which focus on the 
development of intercultural capacity in Languages students and teachers (such as NZALT 
http://nzalt2018.org.nz/programme/), to publish the findings in articles in refereed professional journals 
(such as Babel https://www.afmlta.asn.au/content/babel), and potentially to refer to it in collaborations in 
this area with state departments through to international teacher educators (such as the Stanford World 
Language Project team https://cwlp.stanford.edu/). In any publication or discussion, information 
will be provided in such a way that your child, their teachers and their schools cannot be identified.  
 
WHAT IF I HAVE CONCERNS OR A COMPLAINT? 
If you have concerns about the research that you think I or my supervisor can help you with, please feel 
free to contact us on Cynthia.M.Dodd@student.uts.edu.au or Lesley.Harbon@uts.edu.au.   
 
If you have any concerns which you prefer to address to a local person, please contact Sherryl Saunders 
saunders.sherryl@gmail.com. 
 
 
 
You will be given a copy of this form to keep. 
 
NOTE:   
This study has been approved by the University of Technology Sydney Human Research Ethics Committee [UTS 
HREC].  If you have any concerns or complaints about any aspect of the conduct of this research, please contact the 
Ethics Secretariat on ph.: +61 2 9514 2478 or email: Research.Ethics@uts.edu.au], and quote the UTS HREC reference 
number.  Any matter raised will be treated confidentially, investigated and you will be informed of the outcome.   
 
 
 
 
  

http://nzalt2018.org.nz/programme/
https://www.afmlta.asn.au/content/babel
https://cwlp.stanford.edu/
mailto:Cynthia.M.Dodd@student.uts.edu.au
mailto:Lesley.Harbon@uts.edu.au
mailto:saunders.sherryl@gmail.com
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PARENT/CHILD CONSENT FORM 
Unleash the orchestrators! Enable the collaborators! 

ETH17-1528  
 
I ____________________ give my consent for my student __________________to participate in the 
research project Unleash the orchestrators! Enable the collaborators! (UTS HREC ETH17-1528) being 
conducted by Cynthia Dodd (Cynthia.M.Dodd@student.uts.edu.au : mobile ).  
 
I understand that funding for this research has been provided by an Australian Government Research 
Training Program Scholarship. 
 
I have read the Participant Information Sheet or someone has read it to me in a language that I understand.  
 
I understand the purposes, procedures and risks of the research as described in the Participant Information 
Sheet (Parents and students). 
 
I have had an opportunity to ask questions and I am satisfied with the answers I have received. 
 
I freely consent to my child’s participation in this research project as described and understand that I am 
free to withdraw her/him at any time without affecting my relationship with the researchers or the 
University of Technology Sydney.  
 
I understand that I will be given a signed copy of this document to keep. 
 
I agree for my child to:  

 complete a short written questionnaire 
 be video recorded 

 
 
I agree that the research data gathered from this project may be published in a form that:  

 does not identify my child, his/her school or teacher in any way 
 may be used for future research purposes 

 
I am aware that I can contact Cynthia Dodd if I have any concerns about the research.   
 
 
________________________________________  ____/____/____ 
Name and Signature [parent]     Date 
 
 
________________________________________  ____/____/____ 
Name and Signature [child]     Date 
 
 
________________________________________  ____/____/____ 
Name and Signature [researcher or delegate]   Date 
 
  

mailto:Cynthia.M.Dodd@student.uts.edu.au


237 

APPENDIX F Student questionnaire – UTS(ETH17-1528 

UTS (ETH17-1528) 

Student questionnaire 

Students, please complete this prior to the videoed class. 

Q. 1
What is your cultural heritage?

______________________________________________________________________

______________________________________________________________________

______________________________________________________________________

____________________________________ 

Q. 2
What language/s are spoken at home? Please specify by whom.
______________________________________________________________________
___________

Q.3
What opportunities do you have to use the language you are studying in this class
outside the classroom?
______________________________________________________________________

______________________________________________________________________

______________________________________________________________________

______________________________________________________________________

_______________________________________________________ 

Thank you for your participation. 

Cynthia Dodd 
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APPENDIX G Teacher questionnaire – UTS(ETH17-1528 

 
UTS (ETH17-1528) 
 

Teacher questionnaire   
 
Please complete this either before the videoed class or between it and the stimulated 
recall.  
Q. 1: What is your cultural heritage? 
______________________________________________________________________

______________________________________________________________________

__________ 

Q. 2: What languages are spoken at home? 
______________________________________________________________________
______________________________________________________________________
__________ 
 
Q.3: What are your teacher qualifications? Please specify the institution and year. 
______________________________________________________________________
______________________________________________________________________
__________ 
 
Q. 4:  Why do you believe Languages should be in the school curriculum i.e. what is 
your language teaching philosophy?  (Communicative purposes/CLIL/??) 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
_________________________________________ 
Q. 5:  I am working with the following definitions.   
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What aspects particularly resonate with you? Can you think of any other elements you 
would include? 

______________________________________________________________________
_____ 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
________________________________________________ 

Thank you for your participation. 

Cynthia Dodd 

Intercultural language teaching and learning 
To teach from an intercultural perspective is a framing of the ways teachers 
understand the diversity of languages and cultures, their lives within this diversity 
and its relationship to their work as teachers. It also means teaching in such a way 
that the focus of learning is the development of an intercultural perspective by 
learners as their own experience of linguistic and cultural diversity. The enactment 
of an intercultural perspective occurs at each point within the ecology of teaching 
and learning and the articulation of an intercultural perspective is both a global and 
a local feature of that ecology. This means that language teaching and learning 
from an intercultural perspective is an activity in which principles and theoretical 
positions affect practice at every level. In this way, such teaching is both personal, 
drawing on the dispositions of individual teachers and students, and coherent, 
integrating dispositions across the whole process of teaching and learning. 

Liddicoat, Anthony J. and Scarino, Angela (2013), ‘Intercultural Language Teaching 
and Learning’, John Wiley and Sons. p. 7. 
Intercultural capability    
Developing intercultural capability requires the integration of performance, 
analysis and reflection.  Liddicoat, A.J., 2017      
‘Learning to communicate successfully, to exchange meaning across languages and 
cultures, and, through reflection, to develop an understanding of the processes 
involved’.  Scarino, A., 2014  
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APPENDIX H Classroom observation protocol 

Classroom observation protocol:  Teacher attributes and methods 
 (completed example for Sumisu with aspects highlighted and commented upon).  
 
Teacher attributes 
and methods 

Whether teachers How teachers 

Attributes: 
 
Development of 
affective space – 
teacher, student, 
learning   
(van Manen, 
1991: 256) 

Enact: 
 
a sense of responsibility 
a passion for knowledge  
tactful sensitivity 
humour 
an ability to be self-critical 
interpretive intelligence 

Comment: 
Respectful engagement, 
high expectations of 
learners. 
  
“I love it, but next time I 
want to see…”  
  
   
 

Methods: 
 
General teacher 
approach 
Liebowitz 
 (in Barkhuizen  
2017, p. 79) 
 

-  constructed a path for student 
learning 
- scaffolded social interaction and 
individual meaning making 
- normalised interpretation and 
reflection as part of the culture of 
language learning 
 

Quizlet – vocabulary 
reviewed with students 
→interaction/making 
connections. 
Excellent differentiation 
across ss comments.  
T was reflective and 
responsive. 

Developing 
intercultural 
capability 
 
Garcia & Li Wei 
 (2014) 
 
Larsen-Freeman 
(2012) 
 
 
Kohler (2015, p. 
175) 

Encourage… 
- translanguaging opportunities – 

e.g conceptual discussions  
- grammaring acceptance – process 

and product both valued 
- guided student inquiry 
- questioning to extend 
- facilitating students to mediate a 

way of being in relation to 
language itself 

- use of self-reflection in mediating 
the concept of culture (Kohler, p. 
175) 
 

 
In a unit on getting a 
driver’s licence, throughout 
the input ( an authentic 
Japanese clip on driving),  
discussion, critical inquiry 
and collaborative student 
activity, these elements 
were encouraged and 
evident. 
 
 

Scarino (2009, p. 
4) 
 

Extend students’ repertoires as: 
- participant users 
- learner/analysers 

 

- Guided classroom 
discussion on the +/- of 
driving; “Student name, I 
love it, but next time, I want 
to see expected Kanji) 

- T toured to respond to 
individual learners 

 
Hart, Biggeri & 
Babic (2014) 

- be involved in their own 
development as a social actor 
(individual who does something), 
or  
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- agent (who does something with 
other people) 
in a transformative process 
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APPENDIX I Videoed classroom observation protocol 

 
Videoed classroom observation protocol – checklist for language, learner and 
learning    

Language 
use 

Language interpretation 

Language 
as 

• Social practice – emphasis on people and reciprocal processes of 
interpretation and meaning making 

o Language as dynamic 
o Exchange of meaning 
o Reflection on language exchange 
o Reflection on participants’ views 
• Cultural practice  
o Culture as a lens for mutual/reciprocal exchange of meaning 
o Intercultural de-centering (intra →inter) 
o Student as intercultural participant/interpreter/mediator 

 
Language 
learner 

• As a user and learner of language 
• As a reflective interactant in using the target language 
• As a person 

Learning • Fixed context 
• Context created by participants as they interact 
• Learning how to mean (Halliday 1993, p. 93) 
• Interaction involving 1 person’s history/experience/memories interacting 

with another’s (Kramsch, 2009) 
o Opportunities to: 
▪ Examine/investigate 
▪ Engage 
▪ Participate in meaning making 
▪ Inquire/compare own language and culture worlds with others’ 
▪ Deepen understanding through reflection 
• Own situation/own horizons → expansion (‘fore-understandings’), new 

horizons (Gadamer 2004, p. 302) 
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APPENDIX J Curriculum document examination protocol 

Highlight elements observed. 

Documents scanned:  

Senior Work Program/ unit plans specifying learning experiences/ lesson plans/ 

authentic curriculum resources/ differentiated materials/assessment plan. 

Evidence of 

planning for: 

• languages taught as social practice, not just code 

• student opportunities to explicitly NOTICE, ANALYSE, COMPARE, 

INTERPRET language for cultural meaning 

• intercultural approach 

          . active construction 

                      . making connections 

                      . interaction 

                       . reflection 

                      . responsibility 

• meaningful learning experiences 

• learner agency and collaboration 

• generative use of authentic resources 

• student-centred inquiry 

• assessment formative (AF), summative (AS);  

• reflective loop – curriculum, pedagogy, assessment  

• reflexive, context-fit learning  

Kay references:  Liddicoat and Scarino 2013, p. 22; Scarino, A. and Liddicoat, A. 2009, 

Teaching and learning languages: a guide. Curriculum Corporation, p. 33. 
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APPENDIX K Stimulated recall of videoed classroom interactions (audio 
record, researcher notes) 

 
The observed teacher will have control of the video, and pause when she/he sees fit.                              
The researcher will have her completed checklist of planning as another springboard – 
or a ‘third thing’- to discuss in tandem with the video recall. 
Researcher questions will be used to ease participants along if they are hesitant, and will 
be respectful and open-ended, pausing to wait for the teacher to continue before 
intervening. 
Sample researcher statements/questions might be: 
“I noticed that you …. Can you tell me more about your thinking there?” 
“I’m curious about (something the teacher has said/done).  How do you see that tying 
in with …?” 
“Could we come back to …?  That really interests me”.  
 
Potential further questions for teachers 

- What kinds of interactions did you include in this class? (maybe extrapolate to planning 

documents as well) 

- What did you notice about student learning? 

- How did you feel about the kind of discussions/student reactions to content? 

- What did you notice about your contribution - input, questioning, movement, ways of 

discussing, discussion handling 

- What did you feel about the ‘intercultural-ness’ of the class, OR the use of Target 

Language/Engish/translanguaging? 

- What are your reactions to your teaching this lesson?   (Reflexivity) 

- How did it compare with your usual approach? 

- What messages do you hope students took away/ think they took away? 

- How do you feel about the language/culture integration in this? 

- What comments do you have about the interaction and how learning was mediated?  

- P. 164 – teacher mediation – abstract ideas/concrete experiences (EN/TL) 

- P 175 – the mediation practice of using language as a resource for meaning 

making/mediating a way of being in relation to the language itself. 
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- P 182 – little sense of ‘a priori’ but teacher making sense with students by taking an 

integrated view of language and culture (Crozet and Liddicoat, 2000) by moving 

between particular and general; using text analysis/open-ended questions/inviting 

interpretations/caveating generalised statements/encouraging students to compare and 

make connections with own language and culture/ using the TL as a medium of self-

expression.   Kohler (2015, p. 217) 
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APPENDIX L Blyth permission to use diagram 
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APPENDIX M Crick permission to use graphic 
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APPENDIX N PSP Information sheet 

 
 
    Professional Standards Project (PSP) –   Information Sheet 

 
The Professional Standards Project is a nationally coordinated professional learning program 
for languages teachers, to improve the quality of languages teaching and thereby improve the 
learning outcomes of students. It is based on the use of the Professional standards for 
accomplished teaching of languages and cultures (‘the Standards’) as a framework. (These 
Standards are available at http://www.afmlta.asn.au/afmlta/Standards%20for%20teachers.pdf ) 

 
This Project is funded by the Australian Government Department of Education, Employment and 
Workplace Relations (DEEWR) under the School Languages Program. Phase one (2007-2008) was one of 
the suite of Government funded national projects being undertaken to support the implementation of the 
MCEETYA National Statement for Languages Education in Australian Schools and the National Plan for
Languages Education in Australian Schools 2005-2008. Phase 2 (2009-2010) will be developed and 
implemented by the AFMLTA with the MLTAs of all States and Territories and the Research Centre for 
Languages and Cultures Education (RCLCE) at the University of South Australia.  
 
The overarching objective of the Project is to improve the quality of languages teaching and thereby 
improve the learning outcomes of students. 
 
The Project aims to: 

(a) develop a national professional development program and support materials using the Standards as a 
framework; 

(b) stimulate self-assessment and self-reflection among languages teachers about their professional 
knowledge and practice; 

(c) promote and recognise quality languages teaching; and 
(d) promote professional collaboration among languages teachers and school leaders across languages and 

across States and Territories. 
 
The initial professional learning program was developed in 2007 and implemented in 2008. An extension 
to the funding is enabling a second round of training in Stream A to take place in 2009, and development 
of a further assessment stream (Stream C) to take place during 2009 to be implemented in 2010. It will 
continue to incorporate a train-the-trainer model, where selected educators from each State and Territory 
will be trained to lead the professional learning program in their particular context.  
 
The professional learning program continues in 2009-2010 and comprises Stream A and Stream C: 
 

i) Stream A will be offered again to a further cohort of language teachers and is a general ‘awareness raising’ 
stream, consisting of 2 x 3 hour modules that will familiarise participants with all the dimensions of the 
Standards; and 

ii) Stream C will build on Stream A and B and consist of a further 4 x 3 hour modules that will focus on 
assessment. Participants in this Stream will be selected by way of an application process. Trainers will 
undertake a case study after their training in late 2009 and teachers will undertake a professional 
investigation as part of the program in 2010. 

 
A group of 400 teachers nationally participated across Streams A and B throughout 2007-2008. A further 
group of teachers will participate in Stream A in 2009 and in Stream C across 2009-2010. The target group 
continues to be teachers of all languages (including Indigenous languages) across Australia, in all sectors, 
across all levels of experience, and including those in mainstream schools, Government Schools of 
Languages, distance education, and ethnic/community schools. The materials and professional learning 
program developed will be relevant to all languages and programs. 
 
The participants and trained educators will be a significant ongoing resource to support further work and 
professional learning by State/Territory MLTAs and individual jurisdictions. 
 
Overall project outcomes include: 

o enhanced quality languages programs through enabling teachers to develop the attributes and capabilities 
embodied in the standards 

o greater leadership density and expertise at state/territory and national levels and across all sectors and all 
language groups 

o a national training package and support materials; 

    

http://www.afmlta.asn.au/afmlta/Standards%20for%20teachers.pdf
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o language specific annotations of the professional standards for teachers of Chinese, French, German, 
Italian Japanese and Spanish. 

o Improved teaching, learning and assessment practices in languages education. 
 
All the professional learning resources and processes of this project will be made available online for use 
by individuals and groups in their local contexts. 
 
For further information contact: 
 
Lesley Harbon      Angela Scarino    Ruth Fielding 
Project Director (Management)    Project Director (Research and Devt) Project Coordinator 
Phone: (02) 9351 2022     Phone: (08) 8302 4775   Phone: 9351 6241 
       Mobile: 0408 212 426 
Email: l.harbon@edfac.usyd.edu.au   Email: angela.scarino@unisa.edu.au Email: 
r.fielding@usyd.edu.au  
 
  

mailto:l.harbon@edfac.usyd.edu.au
mailto:angela.scarino@unisa.edu.au
mailto:r.fielding@usyd.edu.au
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APPENDIX O Celebrations unit – researcher notes on classroom 
observation  

 

ICLTL practice was observed in the initial classroom observation of Oiwai, in 

negotiating with students about what would constitute a fitting culminating task in a 

new unit of work on Celebrations, and in the choice of stimulus resource for the 

orientating discussion, the kurisumasu omedetou poster - 2 Japanese girls wearing 

Santa Claus hats below. 

 

kurisumasu omedetou poster - 2 Japanese girls wearing Santa Claus hats 

In an example of authentic materials being used purposefully to trigger intercultural 

reflective discussion, Oiwai began the observed lesson by clearly stating learning goals 

as evident in the table Celebrations unit - Lesson 1 learning goals below. The teacher 

wrote the heading in Japanese only, the rest in English, and students were expected to 

complete the table in English.  

Celebrations unit - Lesson 1 learning goals  
Mokuteki (aims) Kekka (findings) 

1. Investigate similarities and differences 
between Australian and Japanese Christmas. 

 

2. Compare Japanese and Australian notions of 
Christmas. 

 

 3. Communicate your understandings on 
a mind map.  
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Oiwai then drew attention to the poster and (clearly stating learning goals) handed out 

this mind map and instructed students to write understandings in Japanese as in Figure 

10: Christmas - Australia and Japan (what I know/ want to know about Japanese 

Christmas; things I didn’t know, interesting things). 

 
Figure 10: Christmas - Australia and Japan (what I know/ want to know about Japanese Christmas; 
things I didn’t know, interesting things) 

The lesson flow as outlined below in Figure 6: Celebrations lesson flow (which appears 

in-text in Chapter IV) illustrates how this teacher facilitated the classroom discussion 

with input from students, easing towards a notionally-agreed culminating task of a 

Christmas party.  
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Figure 6: Celebrations lesson flow 

The elements highlighted in Figure 6 illustrate how Oiwai applied ICLTL critical 

inquiry practices in this lesson, and the level of co-construction of meaning between 

students as guided by the teacher. The class conversation goes beyond IRIRRI – 

Active conversation – mostly English between Japanese and Australian 
students. Teacher gives individual feedback during the conversation. NOTE: 
students write understandings in Japanese. 

T: Just re-directing you to make sure you have some good inquiry questions. 

S: In Japan, is the Santa story told? 

T: Do we need to investigate the origins of the Santa story – need to investigate our 
own story to explain to others? 

What do we need to do? → shukudai (homework) research. Japan has taken the 
Santa image and celebrates a Western event in its own way – influences?? 

S: Every family has a different story and celebrates its own way 

T: Paraphrase – ‘Everyone has adapted to suit own (murmured inputs from ss) 
religion, age, sub-culture’. 

S: ‘Me, being Catholic, presents, then church, family celebration.  In Grandma’s 
time, no presents at all → now.’ 

S2. ‘Mine changed, because my sister is religious and I live with her. I respect her 
beliefs - but have my own.’ 

S_Ja: 80% of Japanese are atheists. 

S2_Ja: It’s usually a school day in Japan. 

T: Christmas holidays in Australia – nagai (long). 6-8 weeks; fuyu yasumi (winter 
holidays) – 2 weeks. 

→ Students make sentences – eat KFC, do Cosplay, gift giving is popular – Teacher 
eased students along to build correct Japanese sentence.  Purezento wo ageru 
kotoga ninki desu. 

S. Older Australians eat hot food – that’s English influence. 

S_Ja: Japanese eat KFC because no turkeys in Japan and chikin is a substitute. 

T: shiritai koto wa nan desuka (What do you want to know?). 

S_Ja: What is most famous song?  

T: Is it Mariah Carey ‘All I want for Christmas is you?’ 

S_Ja: The most common song is …. 

T: kurisumasu paatei wo shimashou. KFC, paburoba, carols, trifle/Xmas cake 

Students attempt to write about this, sharing thoughts. 

T: So, let’s put this together… 

Hayaku okite, kurisumasu tsurii ni itte, tsurii no shita ni purezento ga (ippai) 
arimasu. Kazoku wo matte imasu. Kazoku wa tsuku toki ni purezento wo akemasu. 

Students repeat 3X.  
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Initiation (T)/Response (S)/Initiation (T)/Response (S2)/Response(S)/Initiation (T), 

suggesting a high level of learner engagement. The teacher also engages in, and expects, 

translanguaging – using a mix of language/s to maintain the flow, and expecting 

answers in both English and Japanese, which entails both native Japanese and native 

English-speaking students to work in both their L1 and L2. 
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APPENDIX P Teachers’ sourcing and use of authentic materials 

 

In another example of the use of authentic materials, Mme Dupont, in teaching IB 

French, used authentic materials for reading comprehension tasks as in Figure 11: 

Australians prefer to holiday abroad shows how the teacher has adapted this text from 

an internet source and Figure 12: Venice - Australians’ favourite destination in Italy 

uses a page from a Backpackers’ Guide to Australia.  



 256 

Figure 11: Australians prefer to holiday abroad  

In Figure 11: Australians prefer to holiday abroad, the teacher has adapted the text 

from an internet source, attaching questions in keeping with IB assessment protocols. 
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In Figure 12: Venice – Australians’ favourite destination in Italy, Mme Dupont uses a 

page from a Backpackers’ Guide to Australia. 

Figure 12:  Venice - Australians’ favourite destination in Italy  
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APPENDIX Q Ethics approval letter 

 

 

12 April, 2018  

 

Research.Ethics@uts.edu.au 

  

Reply all| 
Today, 17:06 

Lesley Harbon; 

Cynthia Dodd; 

Research Ethics 

Dear Applicant 

 

Thank you for your response to the Committee's comments for your project 

titled, "Unleash the orchestrators! Enable the collaborators!". Your response 

satisfactorily addresses the concerns and questions raised by the Committee 

who agreed that the application now meets the requirements of the NHMRC 

National Statement on Ethical Conduct in Human Research (2007). I am pleased 

to inform you that ethics approval is now granted.  

 

Your approval number is UTS HREC REF NO. ETH17-1528. 

Approval will be for a period of five (5) years from the date of this 

correspondence subject to the provision of annual reports. 

 

Your approval number must be included in all participant material and 

advertisements. Any advertisements on the UTS Staff Connect without an 

approval number will be removed. 

 

Please note that the ethical conduct of research is an on-going process. The 

National Statement on Ethical Conduct in Research Involving Humans requires 

us to obtain a report about the progress of the research, and in particular about 

any changes to the research which may have ethical implications.  This report 

form must be completed at least annually from the date of approval, and at the 

end of the project (if it takes more than a year). The Ethics Secretariat will 

contact you when it is time to complete your first report. 

 

I also refer you to the AVCC guidelines relating to the storage of data, which 

require that data be kept for a minimum of 5 years after publication of research. 

However, in NSW, longer retention requirements are required for research on 

human subjects with potential long-term effects, research with long-term 

environmental effects, or research considered of national or international 
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significance, importance, or controversy. If the data from this research project 

falls into one of these categories, contact University Records for advice on long-

term retention. 

 

You should consider this your official letter of approval. If you require a 

hardcopy please contact Research.Ethics@uts.edu.au. 

 

To access this application, please follow the URLs below: 

* if accessing within the UTS network: https://rm.uts.edu.au 

* if accessing outside of UTS network: https://remote.uts.edu.au , and click on 

"RM6 - ResearchMaster Enterprise" after logging in. 

 

If you have any queries about your ethics approval, or require any amendments 

to your research in the future, please do not hesitate to contact 

Research.Ethics@uts.edu.au. 

 

Yours sincerely, 

 

Associate Professor Beata Bajorek 

Chairperson 

UTS Human Research Ethics Committee 

C/- Research & Innovation Office 

University of Technology, Sydney  

E: Research.Ethics@uts.edu.au 

 

 

REF: E38 

 
  

https://rm.uts.edu.au/
https://remote.uts.edu.au/
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APPENDIX R Summary of Teacher Questionnaire responses to Question 
4 and Question 5 

 
Question Sumisu ) Peters  Kourogi  Mme Cheval  
Q4. Why do you 
believe 
Languages 
should be in the 
school 
curriculum i.e. 
what is your 
language 
teaching 
philosophy?  
(Communicative 
purposes/CLIL?
?) 

Languages 
underpin 
every aspect 
of our lives. I 
want 
language 
students to 
be able to 
communicate 
with people 
from other 
cultures on a 
personal 
level but also 
to understand 
how 
language and 
culture are 
tied and how 
they 
influence 
governance 
in other 
countries. 

In my 
language 
classroom, 
students are 
constantly 
involved with 
interactions of 
the language 
that are 
appropriate to 
their 
respective 
level of 
proficiency 
with their 
peers and with 
me and often 
with visiting 
native 
speakers 
(students and 
student 
teachers). I 
aim to 
increase each 
student’s 
ability to 
communicate 
in authentic 
contexts for a 
meaning(ful) 
purpose. I also 
aim to 
develop a 
cultural 
competence, 
where 
students 
develop the 
ability to think 
critically and 
expand their 
perspectives. 

A mixture of: 
intercultural 
understanding; 
communication; 
thinking skills 
and a broad 
education. There 
should be a focus 
on 
communication 
and use of the 
target language. 

Combination of 
these: 

- Broad liberal 
education 
tradition 

- Learning for 
learning’s 
sake 

- Communicativ
e purposes 

- Cultural 
interpersonal 
literacy 

I believe language 
learning is one 
important tool to 
resist anti-
intellectualism in 
Australia. 

Q5. I am 
working with 
these definitions. 
(see below). 
What aspects 
particularly 

‘Developmen
t of an 
intercultural 
perspective 
by learners 
as their own 

‘An 
intercultural 
perspective by 
learners as 
their own 
experience of 

Appreciating the 
diversity of 
languages and 
cultures and 
different 
perspectives.  

Language teaching 
is culturally-situated 
– this is meaningful 
to me. I think 
language teachers 
and learners with 
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resonate with 
you? Can you 
think of any 
other elements 
you would 
include? 
 

experience of 
linguistic and 
cultural 
diversity’. I 
want to 
utilise the 
experiences 
of many of 
my Year 12 
students who 
are growing 
up in 
bilingual 
households 
and learn 
from their  
experiences. 
They can 
teach me! 

linguistic and 
cultural 
‘ resonates 
with me … I 
think it is 
important for 
students to 
make 
connections 
between their 
own worlds 
and the worlds 
of others.  
Other 
elements: 
intercultural 
language 
teaching 
stimulates an 
empathy and 
respect of 
others (social 
skills).  

Also, principles 
and theoretical 
positions affect 
practice. It’s not 
enough to know 
a word – you 
need to know it 
could have a 
deeper 
meaning/usage. 

same or similar 
cultural 
backgrounds can 
enjoy a depth of 
communication 
regarding the 
language that (for 
example) native 
teachers and T 1  
learners may not. 
The non-native 
teacher may have 
followed a similar 
journey towards the 
language learning as 
the student – 
making the process 
more transparent 
and accessible 
perhaps. 

 
Question 

 
Sakura 

 
Mme Dupont 

 
Elena 

 
Oiwai sensei 

Q4. Why do you 
believe 
Languages 
should be in the 
school 
curriculum i.e. 
what is your 
language 
teaching 
philosophy?  
(Communicative 
purposes/CLIL?
?) 

Studying a 
language is 
preparing our 
students for 
the global 
environment. 
It allows 
students to 
not only 
learn about 
different 
cultures 
through 
language but 
also reflect 
on their own 
culture and 
language. 
Learning a 
language 
improves 
students’ 
imagination, 
listening 
abilities, 
ways to deal 
with abstract 
ideas and 
problem 
solve. 

First of all, for 
a better 
understandin
g of the world, 
and secondly, 
for a better 
appreciation 
of other 
cultures.  I 
also think it 
helps students 
understand 
better their 
own language 
and culture (as 
they start 
making 
comparisons 
between their 
own language 
and culture 
and the ones 
they are 
learning 
about). 

Absolutely – 
Learning a 
language 
involves learning 
a culture and a 
disposition to be 
OPEN to 
learning about 
cultural 
differences. It 
helps us to reflect 
on our own 
beliefs and why 
we have them.  
Of course, 
language 
learning also 
helps: 

- Cognitive 
developme
nt 

- Memory 
- English 

language 
skill 

- Study skills 
etc.  

But culture 
learning is the #1 
important thing. 

For students to 
develop global 
mindedness and 
cultural 
understandings 
through 
communicative 
language learning. 
Learning a language 
unlocks memory 
and challenges 
students to 
understand 
perspectives. 
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Q5. I am 
working with 
these definitions. 
(see below). 
What aspects 
particularly 
resonate with 
you? Can you 
think of any 
other elements 
you would 
include? 
 

From quote 1 
‘…focus of 
learning is 
the 
development 
of an 
intercultural 
perspective 
by learners 
as their own 
experience of 
linguistic and 
cultural 
diversity. 
[…] both 
personal … 
and 
coherent…’. 
Quote 3. 
‘…through 
reflection…’ 
 
I think 
intercultural 
language 
teaching and 
learning 
really takes 
place when 
students 
reflect on 
their own 
culture and 
question 
and/or 
acknowledge 
the cultural 
impact on 
language. 

The 
intercultural 
capability 
resonates with 
me as being 
able to 
communicate 
is the first step 
that will 
prepare ss to 
understand not 
just the 
language but 
also the 
culture that 
comes with 
that particular 
language. 

What we believe 
influences how 
we behave and 
act. Teachers 
bring their own 
beliefs to the 
classroom and I 
do this regularly. 
Having students 
from Japan, 
China, Thailand 
in my classroom 
also helps us 
reflect on how 
different 
cultures 
say/do/believe. 
These three – 
say/do/believe 
are so 
integrated and 
interconnected. 

I would add that 
helping students 
with intercultural 
competencies assists 
students to find 
their own 
definition and 
place in the world. 
*on teacher 
response to Q5. 
indicates the 
teacher needed to 
come back to that 
one as she wanted 
more time to 
reflect properly on 
what resonated 
with her, rather 
than a knee jerk 
reaction in a 
rushed moment in 
(my) spare lesson. 
 
Intercultural 
perspectives 
influences 
everything we as 
language teachers, 
teach. There is no 
set rule as to what 
students bring 
with them to class. 
Experiences and 
cultural identity 
changes the way 
we should be 
teaching 
languages. 
Languages 
teachers are at the 
forefront of this 
important teaching 
methodology. 
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APPENDIX S QCAA curriculum documents 

 
 
This Appendix contains the following documents: 

• Sample unit plan for Japanese QCAA Unit description – Exploring our world 

• QCAA French Semester Overview 

• QCAA Ma Vie unit_ 2009 

• QCAA French assessment guidelines p.1 

• QCAA French assessment guidelines p.2 
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QCAA Unit description – Exploring our world 
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QCAA French Semester Overview 
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QCAA Ma Vie unit_ 2009 
https://www.qcaa.qld.edu.au/downloads/portal/syllabuses/snr_french_19_syll.pdf  

https://www.qcaa.qld.edu.au/downloads/portal/syllabuses/snr_french_19_syll.pdf
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QCAA French assessment guidelines p.1 
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QCAA French assessment guidelines p.2 
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APPENDIX T  IB curriculum documents 

 
 
Contents: 

• IB Diploma plan - Year 1, Semester 1;  

• IB Diploma plan -Year 1, Semester 2/Year 2, Semester 1;  

• IB Diploma plan -Year 2, Semester 1,2; and  

• IB Approaches to learning, International mindedness. 
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IB Diploma plan - Year 1, Semester 1 
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IB Diploma plan -Year 1, Semester 2/Year 2, Semester 1 
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IB Diploma plan -Year 2, Semester 1/2 
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IB Approaches to learning, International mindedness 
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