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FOREWORD

YUKIHIRO OHIRA

Welcome to the fifth volume of proceedings of the National Symposium on Japanese Language Education (NSJLE).

After a two-year postponement due to the COVID 19 pandemic, the fifth symposium, hosted by the Monash Japanese
Language Education Centre, was held on November 4-5, 2022 at State Library Victoria. From its inception in 2012, the
biennial NSJLE has consistently provided a platform for Japanese language educators to gather and exchange innovative
teaching methods and insights and addressing evolving challenges in the field.

Under the theme 'Be Inspired, Be Inspiring/, this volume of proceedings encapsulates the community’s ongoing commitment
to fostering Japanese language learning. I'd like to thank each author for their time and expertise in contributing to this
volume. | would also like to give thanks to Dr. Rowena Ward, the chief editor; peer reviewers (in alphabetical order) Dr.
William Armour, Dr. Karen Daly, Anne de Kretser, Dr. Barbara Hartley, Dr. Kayoko Hashimoto, Emeritus Prof. Vera Mackie;
text editors Paul Allatson, Satomi Kawaguchi, and to Yukiko Menda and Ben Trumbull for their invaluable effort and support
in bringing this volume to fruition.

| trust that you will enjoy and find inspiration from these papers.

Yukihiro Ohira

Director

The Japan Foundation, Sydney
July 2024
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INTRODUCTION

ROWENA WARD
University of Wollongong

The theme for the 2022 National Symposium for Japanese language Education was ‘Be Inspired! Be Inspiring!. The theme
reflects the importance of ongoing innovation in teaching practices and being a good role model to students across the
education sector. This theme also recognises the need for new and innovative ways of teaching that resulted from the onset
of the COVID-19 pandemic in 2020 and the consequential switch to online learning. Importantly, as discussed by a number of
presenters at the Symposium, the sudden shift online did not prevent innovative collaborative projects between education
institutions in Australia and Japan from continuing albeit perhaps in a different format to what was originally envisaged.

Japanese language education and research on Japan has a long history in Australia. The University of Sydney offered the
first Japanese language classes in 1917. Since then, Japanese language education has spread across Australia and to all
levels of the education system. This situation is clear from The Japan Foundation’s ‘Survey Report on Japanese-lLanguage
Education Abroad 2021" which shows that Australia, with 415,348 Japanese language learners, ranked fourth in the world
for Japanese language learners (2023: 13).! An interesting anomaly continues to be the high number of learners (258,811)
in primary schools (2023: 40). Unfortunately, the same survey showed a fall in teacher numbers since the previous survey
in 2018 which while disconcerting, is not unsurprising in the light of the ongoing nation-wide shortage of language teachers.
The breadth of learners across all levels of the education system is reflected in the range of articles in these Proceedings of
the "2022 National Symposium of Japanese Language Education’

This volume is divided into three sections. The first — Inclusive Practices - includes an updated version of Professor Claire
Maree’s keynote on Beyond Inclusion: Facilitating LGBTIQA+ Affirmative Japanese Language Learning. As Maree writes, there
is a growth in Japanese language learners who are ‘eager to explore issues of equity and discrimination around gender and
sexuality as they relate to Japanese society, culture and language' (page 10). Importantly, this growth occurs at all levels of
the education system: primary, secondary and tertiary. The second article in the section — by Victoria Poulos - outlines how
differentiation in teaching practices can serve to include, and motivate, gifted learners to continue in their language studies.

The second section - Teaching Practices - includes articles by Oldmeadow et al which discusses the successful implementation
of a whole-school Japanese language program at Mernda Central College on Melbourne’s northern outskirts. The section
also includes articles by Nathan Lane and one by Okumura Shinji and Uekusa Masae on the integration of innovative teaching
practices into the classroom. Both articles introduce useful examples of their respective practices which can be expanded
and / or modified for other classroom settings. The last two articles in this section address how practices used in Japan
can be adapted for the Australian classroom or vice versa. In their article on a trial implementation of the Dialogic Language
Assessment for Japanese as a Second Language (DLA) in a bilingual school in Australia, Kadowaki and Morita show how after
the implementation, the Japanese language teacher in the Australian school modified her teaching practice to encourage
students to speak more in Japanese in class. In contrast, Okumura Keiko discusses how she utilises the principles and practices
of Community Language Education which she acquired while teaching in Australia in her teaching practice in a university in
Japan. The authors of both articles recommmend further trials into the implementation of the practices they introduce.

The third section — Japanese as heritage/community language — includes two articles. The first by Hashimoto et al notes
the increasing diversity among Japanese heritage learners in Australia and some of the problems which they face in local
schools. Importantly, they also recommend one solution to some of these issues in the form of the Watashi-go Portfolio
and explain how it can be used. The second article — by Matsui Miyako — discusses the Japanese language maintenance

1 https://www.jpf.go.jp/e/project/japanese/survey/result/survey21.html
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among children of intermarriage marriages. Matsui also explores the experiences of a small number of older children of
similar marriages to give an indication of how the situation has changed over time and their reflections on their childhood
experiences as adults.

All articles in this volume are inspirational and mirror the range of practices and research into Japanese language education
in Australia. They also illustrate the ongoing innovations which are a feature of the teaching of Japanese in the Australian
education system. | trust that readers are as similarly inspired as | am.

[ would like to express my thanks to all contributors and reviewers for their submissions and assistance. Similarly, | would
like for thank the staff of The Japan Foundation, Sydney, for the opportunity to edit this volume and for their assistance in its
production. | am especially grateful to Ben Trumbull for his assistance and patience.
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FACILITATING LGBTIQAF
AFFIRMATIVE JAPANESE
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University of Melbourne
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ABSTRACT

While there is increasing interest in exploring issues of equity and discrimination around gender and sexuality as it relates to
Japanese society, culture and language, there is still a perception that discussion of sexual orientation and gender identity
is taboo. How can Japanese language professionals facilitate learning and exploration around sexual orientation, gender
identity, expression and sex characteristics (SOGIESC) in Japanese? | turn to work by Knisely & Paiz (2021) which advocates
for "locally relevant” LGBTIQA+ inclusive pedagogies. | present a brief overview of developments in education policy, shifts in
public attitudes and recent guidelines for inclusive language. | also introduce some of the creative ways in which Japanese
speakers navigate gendered language norms. The paper concludes by an invitation to consider how Japanese language
professionals might collaborate to create and maintain learning spaces which not only include a diversity of SOGIESC, but
also affirm LGBTIQA+ students and teachers.

INTRODUCTION

There is growing recognition that Japanese language learners in Australia are eager to explore issues of equity and
discrimination around gender and sexuality as they relate to Japanese society, culture and language. One indicator of this
is the request | received to deliver a keynote on that topic at the National Symposium on Japanese Language Education
(NSULE) 2022" and the comments | received following the talk. Colleagues teaching at primary, junior and senior high
schools approached me to share their experiences of teaching trans? and non-binary® youth. They spoke of students who
were keen to explore ways in which they can express their own diverse gender identities and ways to refer to trans and
non-binary family and loved ones in and through Japanese. In the "Be Inspired Be Inspiring—Creating affirmative and
supportive learning environments for LGBTIQA+* teachers and learners of Japanese” later the same day,® we discussed
what terminology or linguistic strategies might be appropriate for different levels of Japanese Language Education (JLE)
in Australia. Colleagues mentioned the entrenched view that any discussion of sexual orientation was taboo in Japanese
language and culture. This viewpoint often makes it difficult to respond to the needs of sexuality and gender diverse
students as well as of staff. This is complicated by anti-gender, anti-LGBTIQA+ discourse, which circulates globally.

Within a climate where there is inquisitiveness, but also caution, how can language professionals facilitate learning
and exploration around sexual orientation, gender identity, expression and sex characteristics (SOGIESC)¢ in Japanese?
How might we do this at time where there is an increasingly vocal anti-gender backlash playing out across the globe?
Contemporary research into LGBTIQA+ affirmative language teaching (Knisely 2023; Knisley and Paiz 2021; Paiz and Coda
2021), seeks to explore those questions in relation to a diversity of languages (see, for example, Paiz and Coda 2021).

Looking towards Japanese language education (JLE), previous research has pointed to the lack of representation of
sexuality and gender diverse individuals in textbooks and other teaching materials (Arimori 2017; 2020; Maree 1998; 2011;
2020b; Moore 2019; Sall Vesselényi 2019; Yoshida 2023) and the difficulties in incorporating queer perspectives into JLE
(de Vincenti, Giovanangeli and Ward 2007; Maree 2020b; Yoshida 2023). Less attention has been paid to approaches that
incorporate trans-affirming pedagogies and gender inclusivity.

1 Many thanks to NJSLE for inviting me to present a keynote on this topic in Melbourne, and to all who shared their experiences and thoughts.

2 Trans and transgender are umbrella terms used for those whose gender identity differs from the one they were assigned at birth. The Oxford
English Dictionary (Revised 2018) defines transgender thus: ‘Designating a person whose sense of personal identity and gender does not
correspond to that person’s sex at birth, or which does not otherwise conform to conventional notions of sex and gender.”

3 Non-binary is an umbrella term for those who do not identify as men or women. The Oxford English Dictionary (Revised 2018) defines non-
binary as: “Of a person: not identifying as male or female; having a gender identity that does not conform to traditional binary notions of gender
(according to which all individuals are exclusively either male or female). Also: designating such a gender identity; of or relating to (people with)
such a gender identity.”

4 In this article | use the acronym LGBTIQA+ (Lesbian, Gay, Bisexual, Transgender, Intersex, Queer, Asexual, plus) except in instances where
alternatives, such as LGBT and/or LGBTQ are used in Japanese. The “+" is used to express other identities that may not be expressed by this
acronym.

5 “Be Inspired Be Inspiring—Creating affirmative and supportive learning environments for LGBTIQA+ teachers and learners of Japanese” was

coordinated by the International Network for Gender and Sexuality in Japanese Language Education (INGS-J) and featured Claire Maree and Maki
Yoshida as presenters and workshop leaders. Many thanks to all participants.

6 The acronym SOGIESC is used widely, including within the United Nations.
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Acknowledging that the legal, social and cultural circumstances of LGBTIQA+ people differ significantly across the globe, |
turn to work by Knisely and Paiz (2021, 29), which advocates for “locally relevant, culturally responsive pedagogies.” Trans-
affirming queer-inquiry based pedagogies, or TAQIBPs (2021, 31), critique heteronormativity’ and also focus on the “(de)
construction of gender and cisnormativity” (2021, 29) as it operates in the language classroom and language more broadly.
Cisnormativity is a mechanism of oppression that privileges cisgender® individuals and sets cisgender as the norm on which
social, legal and cultural structures are formulated and operate. The TAQIBPs toolkit commences with “a self-inventory for
instructors to investigate their knowledge, practices, and positionality” (Knisely and Paiz 2021, 31). Provoked by the prompt
to “investigate knowledge” in the target language, and aware that developments in education policy and shifts in public
attitudes in Japan towards LGBTIQA+ people and SOGIESC issues are not widely known to Japanese language educators, |
first present a brief overview of activism-led change. | then introduce recent guidelines for inclusive language and, building
on Japanese language research, touch on creative ways in which Japanese speakers navigate gendered language norms.
Finally, in conclusion | invite us to think about how we can aim to build and/or maintain learning spaces that not only include
a diversity of SOGIESC, but also affirm LGBTIQA+ students and teachers. At all points, | am mindful of the constraints of
local teaching and learning environments and advocate for collaborative networking to offer support across the profession.

CIVIC ACTIVISM AND EDUCATIONAL CHANGE

In Japan, civic activism around sexual orientation, gender identity, expression and sex characteristics has had some impact
on educational policies. One of the earliest examples is the removal of the reference to "homosexuality" (B4 Z dosei ai)
as "sexual perversion delinquency” (FI#EAY E3Ef Ttosakugata seihiko) in the Ministry of Education’s Basic document about
problem behaviour of students (-EFEDRIRETENCEI I 2EBEE R Seito no mondai kddd ni kansuru kiso shiryd, 1979)
from 1993. The legal case that gay and lesbian peer support and activist group OCCUR filed against the Tokyo Municipal
Government (TMG) in 1991 was the catalyst for this change. After lodging a complaint about discriminatory behaviour
experienced by members of OCCUR whilst using the Fucha Youth Center Facilities, which were under the management of
the TMG (Watanabe 2017 for an overview of the case see Nakagawa 2019), the TMG refused the group permission to use
the facilities again. As part of their defense, the TMG cited the Basic document about problem behaviour of students as well
as dictionary definitions of “homosexuality” as evidence of a “lack of consensus” around homosexuality in Japanese society
at the time. OCCUR went on to win the case at the High Court level in 1997.

The passing of the Gender Identity Disorder (GID) Special Cases Act (commonly known as the GID Act) in 2003, effective
in 2004 (for an overview of the law see, Nohno 2004) has also impacted on support offered to trans and gender non-
conforming students at primary and secondary schools. Under the GID Act, individuals who meet specific conditions’
can alter their gender on official government documents. As GID, or seidéitsusei shogai(I£[E—I4&2), is classified as a
"disorder” ((&Zshagai) and therefore a treatable medical condition, education institutions were duty-bound to establish
policies for GID students who could not yet alter their legal gender (Watanabe 2017; Mitsunari 2017). It wasn't until 2010,
however, that the Ministry of Education, Culture, Sports, Science and Technology (MEXT) issued a “notice” (@Xtsdchi)
outlining the necessity of schools to “take into consideration” (EEE 9 Shairyosuru) children with GID.

As Watanabe (2017) notes, Japan's National Cabinet formally endorsed human rights policies in 2002, which means
public schools offering compulsory education are also duty-bound to include provisions to counteract anti-homosexual
discrimination. It wasn't until 2017, however, that direct reference to “homosexuality” ([BI[4Zdosei’al) appeared as part
of the MEXT Act for the Measures to Prevent Bullying (MEXT 2017) in a clause that calls for schools to adopt appropriate

7 As Wieringa notes, ‘(hJeteronormativity refers to a system in which sexual conduct and kinship relations are organized in such a way that a
specific form of heterosexuality becomes the culturally accepted ‘natural’ order. Thus biological sex, sexuality, gender identity and expression
and normative gender roles are aligned in such a way that a dominant view on sexual and gender relations, identities, and expressions is
produced” (2014, 210).

8 The term cisgender “can be used to describe individuals who possess, from birth and into adulthood, the male or female reproductive organs
(sex] typical of the social category of man or woman (gender) to which that individual was assigned at birth" (Aultman 2014, 60).

9 The individuals must be unmarried, not have children who are minors, have a diagnosis of GID and have completed sex affirmation surgery
(referred to as sex reassignment in the laws). These conditions represent severe incursions on human rights and have been contested by UN
Human Rights experts. A recent case brought to the Japanese courts has resulted in a 2023 ruling that the condition of forced sterilization, one
part of required surgical interventions, is unconstitutional.
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measures to strengthen teachers’ “correct understanding” of “gender dysphoria” (the term used in Japanese legalese),
“sexual orientation and gender identity” as a counter measure for bullying.

RAISING AWARENESS OF THE NEEDS OF LGBTIQA+ STUDENTS AT THE
TERTIARY LEVEL

Since the 1990s, students have created communities and organised LGBTIQA+ peer support events on Japanese university
campuses. The formation of an intercollege sexual minorities network called Rainbow College in 2006 saw support grow
across Japan. Since the mid-2010s, too, university initiatives framed around discourses of diversity and inclusion have
complemented student led clubs. The tragic suicide in 2015 of a graduate university student who was a victim of outing has
been a catalyst for further change. A survey conducted by Kawashima (2017), however, indicates that in 2017 university
campuses in Japan lagged behind secondary schools in regard to support for, and initiatives aimed at increasing awareness
of, the needs of LGBTIQA+ students.

Kawashima (2017, 220-231) lists ten problematic areas in relation to SOGIESC at universities and suggests countermeasures
for the tertiary sector. These include making systematic changes to awareness raising training for staff and students and
increasing the expertise of university counselling services. In an updated examination of the state of support for LGBTIQA+
students and staff, and SOGIESC related measures, Kawashima (2020) notes that more student support services include
reference to LGBT students through diversity initiatives and that the number of universities who issue guidelines on “gender/
sexual diversity” (£DZAR 4 sei no tayosei) has increased. Students can use their preferred name at an increasing number
of universities, and some do not require a diagnosis of GID to do so. An increasing number of women's universities accept
or have plans to accept trans students: Ochanomizu University and Nara Women's University (2020 ~ ), Miyagi Gakuin
Women's University (2021 ~ ], Notre Dame Seishin University (2023 ~ ), Japan's Women'’s University (2024 ~ ) and Tsuda
College (2025 ~ ). On some campuses trained psychologists can coordinate with the student affairs office to offer aid to
students. Support for job hunting and career development is available using information fromm community organizations
such as Work with Pride.

PUBLIC OPINION

Advocacy, activism and lobbying have raised public awareness of the issues LGBTIQA+ individuals face in Japan in regard
to partnership rights and discrimination in the job market. The most recent surveys indicate that over the past decade, the
Japanese public has come to demonstrate more positive attitudes towards LGBTIQA+ people (Ikuta et al. 2018; Kamano
et al. 2020; PEW 2020). As of June 2023, 328 local governments had enacted same-sex partnership ordinances by which
couples can register their partnerships locally (Nijibridge, 2023). The partnership certificates do not offer the same rights as
legal marriage, and a campaign for marriage equality is currently being orchestrated through a series of civil court cases
across the country (see the Marriage for All website for more details).

Looking to the workplace we find that, although figures decreased between 2018 and 2020, over 38% of LGBT workers in
Japan report experiencing harassment and/or discriminatory behaviour (Muraki, Hiramori, Mikami and Yamawaki 2021, 8).
Lobbying by civic sector groups to raise awareness around "SOGI Harassment” (V) \T A A2/ & sojiharasumento) led to
the inclusion of reference to sexual orientation and gender identity in amendments pertaining to power harassment in the
workplace under the Act on Comprehensive Promotion of Labor Measures and Stabilization of Employment of Employees
and Enrichment of Their Working Lives, Etc. (the “Labor Measures Comprehensive Promotion Act”) (2021). Employers are
now required to implement measures to prevent workplace harassment, including breaches of privacy.

Legislative changes and changes to public opinion, however, occur within an emerging backlash of anti-LGBT, anti-trans
rhetoric. Most recently this has occurred alongside public debate surrounding the term “gender identity” in relation to
legislation to “Promote public understanding of diversity of sexual orientation and gender identity” (4893 gEINO> T
B=PA T T4 T DERRMEICRE I 2 ERODIBIRODIEE| TR T 4741 seiteki shika oyobi jenda aidentiti no taydsei) that
was passed in 2023. Three expressions are commonly used for gender identity in Japanese: Jenda aidentiti (3 T >/5—
TAT 2747 ) in the katakana script, sejjinin (£E58) and seidoitsusei (PE[E—"E). Seijinin (I£EER), is comprised of
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the character sei (sex/gender) and jinin (self-acknowledgement). Seidaitsusei (14[F1—4) is comprised of sei (sex/gender)
and doitsuser (identity/oneness). The use of doitsusei  ([E—'4%) as a term for identity can be traced to the translation
of Erikson's ego identity (EFX[E—4% jigadditsusel) and this makes the latter more commonly used in medical and
psychological discourses, hence its use in the GID Law (see above). Conservatives argued that the term sejjinin (*EE5E)
was inappropriate as jinin (self-acknowledgement) had connotations of self-determination. After heated debate with a
transphobic thrust, jenda aidentitr (gender identity) was adopted making the “SOGI understanding Bill" one of the few to use
a loan word rendered in katakana for a central concept contained in the legislation.

FACILITATING LGBTIQA+ AFFIRMATIVE JAPANESE LANGUAGE LEARNING

The developments in Japanese education and legislation outlined above provide evidence that counteracting discrimination,
and enacting inclusive and affirmative practices in the Japanese language sector, are relevant concerns for the teaching
profession. Research in applied linguistics and second language pedagogy, too, argues that we must go beyond the
“inclusion” of LGBTIQA+ language learners towards “affirmation.” Indeed, the limitations of token inclusivity are central to
discussions of critical applied linguistics (Pennycook 2001; 2022) and queer approaches to language teaching and learning
(Nelson 2006; 2009; Moore 2019). Token inclusivity, which relegates discussion of SOGIESC to only one lesson, may reinforce
the notion that LGBTIQA+ events and issues are “controversial” or relate to the “special interests of a small group” (Knisely
and Paiz 2021, 30). To avoid this and move towards affirmation, in recent approaches educators are encouraged to adopt
an “early and often” approach (Knisely and Paiz 2021, 30) whereby LGBTIQA+ language and peoples are fully integrated into
the curriculum from as early as possible.

The way in which facilitating LGBTIQA+ affirmative Japanese language learning may be achieved will differ for each learning
environment. Any approach must be relevant for the level at which the language is being taught, and the context within
which it is being taught. Knisely and Paiz's TAQIBPs encourages respectful engagement. The aim of respectful engagement
is to ‘raise students’ awareness of LGBTQ+ lives and how they are mediated and constrained through language” (Knisely
and Paiz 2021, 29). Through respectful engagement, students become empowered to ‘not only perform gender and sexual
identities in locally relevant, linguistically fitting ways that render them understandable to socially significant others, but
also to advocate for themselves and others” (29). Note here, the emphasis is on the “locally relevant” and “linguistically
fit'—that is it must be “fit" for the local learning environment, and “fit" for the target language.

One pathway to building respectful engagement is to “draw student's attention to the queer world around them” and to
bring “local LGBTQ+ content into the classroom instead of relying on often problematic, mass-produced representation’
(Knisely and Paiz 2021, 29). Within the Australian JLE context, it may be possible to incorporate local LGBTQIA+ celebrations
such as the Sydney Gay and Lesbian Mardi Gras and/or local Pride festivals into teaching and learning activities, especially
as reported on Japanese language media such as SBS Japanese. This can be one way of offsetting representations
of LGBTIQA+ people and individuals in Japanese mainstream media, which continue to be somewhat problematic, as
suggested by guidelines such as those prepared by the Japan Alliance for LGBT Legislation (2022) and Pride House Tokyo,
in association with GLAAD and Athlete Ally (2021).

MISGENDERING

Going beyond inclusion to practice affirmation of LGBTIQA+ in the classroom begins with creating an atmosphere in which
lived experiences, when shared, are not negated. This includes not engaging in misgendering. The Japan Alliance for LGBT
Legislation produced media guide defines misgendering as using “incorrect language” such as honorific address terms and
pronouns that “do not respect the individual's gender identity” (A ADMEEFEEEE S honnin no sejjinin 0 sonchd sezu)
(2021, 13).

In Japanese, pronouns form part of a complex network of self and other address terms that relate not only to gender,
but also social hierarchies and the formality of the language setting. Queer and trans speakers adopt different strategies
to negotiate the complex pronoun system. In Maree's (2007) work on queer Japanese speakers, for example, a lesbian
woman discusses how she uses the hyperfeminine first-person pronoun &7z L (atashi) so that she can have it understood
that “I'm a woman.” Another lesbian speaker spoke of being “stunned” when they were told not to use (informal first
pronoun) (£< (boku), but (formal first-person pronoun) 17z L (watashi) when they entered primary school. It is not only
LGBTIQA+ Japanese language users who negotiate these norms. We only have to turn to autobiographical writings and
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popular culture to find a variety of writers recounting their personal experiences of navigating Japanese self-reference.
Japanese users (that is, those who use Japanese, Japanese speakers) negotiate self-referencing and pronouns in their
everyday language use. Not everyone uses the same self-reference term in all interactions. The same individual might
use (X< (boku I/me), H11 (ore I/me), 107z< L (watakushi I/me), / ¥/ \ (papa Dad/me), or 1oL (washi I/me) to refer to
themselves over the course of a single day.

Well-known studies by Miyazaki (2004; 2023) note how linguistic repertoires in friendship groups in a high-school homeroom
class vary significantly due to the power dynamics within the group, and their positionality viz-a-viz localised gender norms.
Within their friendship groups, students used a range of terms from (&< (boku I/me), 511 (ore I/me), &7z L (atashi l/me),
and would even avoid pronouns all together due to bullying. As Miyazaki explains some groups of girls used ore, which they
evaluated as being “cool,” “powerful,” ‘independent,” and “assertive” (2023). Not all pronouns and/or address terms might
be deemed appropriate for the local classroom context. However, rather than offering an account of pronoun usage as a
grammatical rule” bound to cisnormative gender binaries, it may be possible to demonstrate the richness of Japanese
self- and other-references as one pathway to encouraging respectful engagement and affirmation in the classroom.

In the language classroom, exercises focused on discussing oneself and one’s family and friends are common. In these
contexts, students may wish to avoid misgendering their siblings. Indeed this is one concern that educators—from primary
school to tertiary level—have often voiced to me in conversations. Japanese kinship terms, which mark both gender and
age, may be a challenge here if we adhere to textbook patterns. However, just as English has the alternative gender neutral
term sibling, the term kyadai  (E4& 272U can be used in a similar manner. While kyddai can be written in a combination of
characters that indicate gender (5228 « 524) , writing it in the hiragana script (& 2720 removes the visual reference
to gender. Along the same lines, to refer to a non-binary older or younger sibling in Japanese, using alternatives to indicate
relative age and not gender, is also a possibility (see Table 1).

Table 1
ALTERNATIVES FOR REFERENCING OTHERS

Expressions Gendered terms Alternatives

Referring to family FEST FESR LR €150
o SUR, IR FEDELSREN ETOELSEL
il HIT LVESEBEDL
5, o, 0K, 2B

Referring to others ~Bph, ~ A ~Th

As noted above, introducing inclusive alternatives to the JLE classroom may be met with resistance from other teachers
and/or colleagues. To counteract this, it can be strategically useful to indicate that such initiatives emerge from Japan.
For, as well as the media guidelines mentioned above, many local governments have guidelines on how to avoid
cisheteronormative assumptions about gender and/or sexual orientation in dealings with the public.

Table 2 shows some alternative phrasings used in the Chiyoda Wards LGBTs pamphlet. The term patona (/ \— ~— partner)
is given as an alternative to gendered terms such as danna-sama (EH3#kyour husband) and oku-sama (E2#kyour wife).
Hogosha no kata ({R5&% guardian) or go-kazoku no kata (20075 family member) are offered as alternatives for mother
and/or father. Note, too, the suggestion to avoid phrases such as otoko rashii (555 LU manly/masculine) or onna rashii (225
LU womanly/feminine). The suggestion is to replace the otoko ($5man) and/or onna (ZZwoman) with the referent's name
and the address suffix san (AU). The resultant phrase ~san rashii (~~&/A,5 LY does not translate well into English but
could be rendered as ‘name-like,” “very name” to describe some aspect of the referents behaviour and so on.

Table 2
ALTERNATIVE TERMS INCLUDED IN LOCAL GOVERNMENT GUIDELINES

Gendered terms Alternatives

fehlsEE  BCEE /\"*f\ff
BBk Bk

BE ~ Jf/’w*: OOZ?/UB L/L/\
BsLu Z5Ly
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Gendered terms Alternatives

,,,,,

BREA BETA

REEDS. CREDS

Recent research into LGBTIQA+ affirmative language classrooms promotes the use of examples from the target language
yet also cautions care when bringing examples to the local context. A wide range of resources is available via the internet;
however, it may be difficult to ascertain the most appropriate materials for the age group language level and local context.
To that end, it may be useful to explore materials available on local government websites that have official relations in the
city or state in which the classroom is located. For example, Osaka, which has a long-standing relationship with Melbourne,
has a comprehensive handbook for employees as well as posters with public service messages around SOGIESC and a
range of other resources. This includes a pamphlet for children and their guardians titled LGBT> (754 (LGBT tte nan
yaro | wonder what LGBT is), which has suggestions for further reading.

Another resource that may be useful is NPO ReBit's Ally Teacher’s Tool Kits, which are available online. The tagline for the
Tool Kits is "\NTCDOFERAE T2 7)URA/ ) T4 DFEBICESTTET LT UVIEFTIC or "Please be a Teacher
Ally who makes school a comfortable place for sexual minority children.” The term sugoshiyasui 18 L9 L - literally
‘comfortable to be in” aligns with notions of safe(r) space. ReBit uses a cute arai-guma (77 =177 <raccoon) to promote the
concept of allyship. Mascots are commonly used in Japanese culture to promote public awareness campaigns and local
government initiatives (see for example, Occhi 2021). The racoon figure plays on the Japanese pronunciation of ally (77 =1
arai) which is a homophone of arai (@50 in arai-guma (52RE raccoon) . ReBit explains the concept of “ally” as “a term
meaning” supporter [lit. a person who understands], which “refers to people who think ‘I know about LGBT things!” Rebit's
LGBT tool kit for primary school includes a lesson plan, teachers’ and students’ worksheets, a list of recommended books
and audiovisual materials available via YouTube.

TERMS FOR SEXUAL ORIENTATION AND GENDER IDENTITY IN JAPANESE

As well as concerns around self-determination and misgendering, Japanese language learners may want to use a variety of
terms to reflect their own personal identities, or those of their loved ones. As terms for sexual orientation, gender identity,
expression and sex characteristics are constantly in flux, contemporary audiovisual content can be instructive here to
demonstrate the range of terms in use. One YouTuber by the name Kazue-chan has produced short videos for Coming out
Day (October 21)'° for the past few years. Available via the internet, the videos feature people from LGBTIQA+ communities
who introduce themselves using a variety of different Japanese terms. The terms used by those who appear in Kazue-
chan’s 2022 video demonstrate the wide range of terms currently in use in Japanese to refer to sexual orientations, gender
identities and/or SOGIESC (Table 3).

Table 3
SOGIESC TERMS USED IN CONTEMPORARY YOUTUBE VIDEOS

Sexual orientations

N AT e aTI, M Es
TILRITE) =TT,

pansexual, gynesexual, bisexual, polyamory,
asexual

Gender identities

FIM X 12— NV A TG~ )\ AT
IJ—, FTX, #MR, bZ XD 12 4—MTF, MTF,
FIMZUFTX, bV A T4 —FTM, B TCH,
ZHETEHEN

FTM [female-to-male transgender], X-gender,
transgender, nonbinary, FTX [female-to-x], no-
sex/gender, transgender MTF [male-to-female],
male-to-female, FTM leaning FTX, transgender
FTM, neither man nor woman*!

Sexual orientation and/or gender identity

TA, LAET > SAEFY I\ A7), 7O
RUTAVI72aTIV,747,Q (ROZETND
WEBLET)

gay, leshian, gay leaning bisexual, aromantic
asexual, queer, Q (no need to decide)

10 National Coming Out Day originated in the USA but has spread to many regions and countries globally.

11 FTM (female-to-male) and MTF (male-to-female) are not widely used in contemporary Australia as they are considered inaccurate

representations of lived experiences.
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Table 3 contains terms that have entered Japanese over decades of interaction with international and/or global cornmunities.
Many of these “loan words” have undergone processes of semantic change. That is, the terms are used within communities
at different times with slightly different meanings. In contemporary Japanese, the term “gay” is used predominantly by
men as a self-reference term. However, as McLelland (2004) notes, the term “gay” can be traced back to what he calls an
‘original gay boom” in occupation Japan when it was a slang term that played on the English “gay” and Japanese ‘gei” (=
art/artistic skill). Table 3 also contains terms that have emerged from the sociopolitical and cultural context of Japan. The
term x-gender, for example, emerges from the Kansai area of Japan. As Dale (2014, 270) notes, Xjenda “can be taken to
signify that one’s gender is neither female nor male but x.” X-gender is not commonly used in “cultural contexts outside
Japan” and Dale goes on to explain that many xjenda people “frame their identity using terms such as FTX (female to X),
MTX (male to X), or XTX (used by intersex individuals or those who say that they have never identified as a specific gender).”
Within contemporary English language discourse, this framing is often labelled as “obsolete” or “out of date” because it
suggests a transition from “sex assigned at birth” rather than centring the lived experience of many transgender people.

A key component of the discussion of terms used by LGBTIQA+ individuals in reference to their SOGIESC, therefore, must
also touch on the potential derogatory and/or pejorative force that terms may carry when used to refer to others, especially
by individuals who are not part of the LGBTIQA+ community, and for how meanings change as terms are adopted into
Japanese. Depending on the context of the specific classroom and/or learning environment, these issues may be linked to
content-based approaches that encourage students to explore loan words and/or reflect on their own education around
SOGIESC.

The many terms used by Japanese users in Kazue-chan's Coming out Day 2022 video gives an indication of the variety
currently in use. Not all of these terms will be relevant and/or appropriate for each age-group or each classroom context;
however, turning to resources such as this facilitates awareness of the ways in which language associated with SOGIESC is
in constant flux and change. This awareness is, | venture, key to the self-reflection required to build inclusive and affirmative
teaching and learning spaces.

BEYOND INCLUSION

Building and maintaining inclusive and affirmative teaching and learning spaces requires reflection and flexibility. It is no easy
task. It can rarely be done alone. It is also constrained by local politics and discriminatory structures. We must, therefore, be
mindful to proactively plan for resistance (Knisely and Paiz 2021) and have strategies for managing any transphobic and or
homophobic discourse that may emerge in our local contexts. Identifying allies who will offer support and encouragement
is key to going beyond inclusion and moving to affirmative practices within local contexts. The International Network for
Gender and Sexuality in Japanese Language Education (INGS-J), formed in 2020, and coordinated by JLE practitioners
in Canada, the USA and Australia, is one such initiative that aims to offer support and work towards change. As well as
facilitating workshops and online seminars, the network supports the sharing of resources through publications and the
online portal.

Building on research into LGBTIQA+ inclusive and affirmative language teaching that advocate for self-reflection on the
state of the target language and culture, in this short article | have presented a brief overview of how activism and
advocacy have impacted on the representations of LGBTIQA+ people in educational contexts and contemporary measure
being adopted in schools and universities. | have also provided concrete examples of inclusive language that is used at
the local government level in Japan, and drawn readers’ attention to the vast diversity of identity terms that are used
by LGBTIQA+ individuals in Japan. It is hoped this may aid JLE professionals in navigating any perceptions that LGBTIQA+
inclusion and affirmation is not relevant to the Japanese language classroom as they move beyond inclusion to facilitate
more LGBTIQA+ affirmative Japanese language learning.
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ABSTRACT

The purpose of this paper is to share best practice of how to differentiate curriculum for gifted students in the Japanese
language classroom. Acknowledging that language classes are diverse in not only ability but background culture, it is
important that every student be taught to best support their learning. Knowing the theory is very different to being able
to implement differentiated curriculum for gifted students in practice, so this paper aims to address both the theory and
practical component using a unit on Family, aligned with the Australian Curriculum.

INTRODUCTION

The education of gifted students has long been a subject of keen interest and debate within the field of educational
psychology and pedagogy. Known as a “quiet crisis,” countless gifted students attend school where their learning needs
are not met (Renzulli and Park 2000). The consequence is lost academic growth, lost ambition, and a loss of their potential
contribution to society. Australia’s PISA (Programme for International Student Assessment) ratings are declining (Australian
Council for Educational Research, 2018), Australia is ranked 39 out of 41 middle income counties for equitable education
(Noone and Varadharajan 2022), and underachievement in the gifted student population is skyrocketing (Jackson and Jung
2022). This is cause for alarm.

While the educational community has made significant strides in recognizing and addressing the distinctive learning needs
of gifted students, there remains a paucity of research that specifically examines how these needs can be met through
the differentiation of instruction in the context of high school Japanese language classes. Lo Bianco's (2013) compelling
research on Japanese language learning in Victoria is confronting, suggesting most dropouts of high ability students occur
because many language programs lack rigour. To this end, teachers need support in providing gifted students inspiring,
engaging lessons and in designing meaningful tasks that are relevant both to their students and to the world in which
students live (Theisen 2002).

Gifted students, who often have advanced problem-solving skills and a deep thirst for learning, are a diverse group with
unigue learning needs. Furthermore, due to myriad language and cultural backgrounds, an abundance of varying interests,
and diverse proficiency levels, the Japanese classroom poses a specific set of challenges when it comes to meeting
the needs of gifted learners. To ensure that gifted students’ potential is nurtured into talent, educators must adapt their
instructional methods to provide an intellectually stimulating and enriching learning environment. This educational context
demands thoughtful consideration and innovation in pedagogical strategies.

This article provides explicit examples of differentiation as a means to cater to the academic needs of gifted students within the
high school Japanese classroom. Furthermore, the article explores the complex interplay between gifted education and the
Japanese language curriculum within high school settings. It aims to provide a structure where Tier 2 tasks and outcomes, which
are suitable for the majority of learners, are modified for the gifted student, demonstrated in Tier 3. Some tasks also have Tier 1
options for students who need more support. Tier 1 and 2 tasks have been included in this paper as a comparison from which
readers can understand the modification process to increase complexity for the gifted student in Tier 3.

BENEFITS OF DIFFERENTIATING CURRICULUM FOR GIFTED STUDENTS

Differentiation stems from the premise that every student should be taught with the intent to support the success of their
learning (Tomlinson 2017). This links to Viygotsky's key construct of “the zone of proximal development.” This is the space between
what the student can do unaided and what they can do with assistance (Billings and Walqui 2017). This symbiotic relationship
formed in a stimulating learning environment, helps the gifted student develop intrinsic motivation for learning (Kanevsky 2011).
The teacher who differentiates well for gifted students learns to stimulate creative thinking and shifts from being the provider
of knowledge, to the facilitator of maximized student learning (Sousa and Tomlinson 2018). Today's gifted students have the
potential to be our future leaders, scientists, artists and innovators and need their teachers’ support. In order to facilitate students’
abilities to transform into outstanding competencies, teachers not only need to have robust differentiated units, but they also
need to ensure this intention is matched with students’ experience in the classroom. In the next section | will outline differentiation
strategies that exemplify best practice in teaching Japanese to gifted students.
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PROGRAM

To illustrate this, I introduce the unit on “Family” that was designed to use in a Year 7 class that had been learning beginner
Japanese for six months at an independent coeducational school in outer Melbourne (see Table 1 below). To make
Japanese meaningful to students, language needs to be linked to real life situations with enjoyable activities designed to
reinforce vocabulary and concepts. Moreover, language learning also requires frequent repetition and recall as the effect
of repetition reflects a neural learning mechanism essential for language acquisition (Christiansen 2016). Unnecessary
repetition, however, should be eliminated (Johnsen et al. 2005).

A differentiation strategy illustrated in the program is curriculum compacting. Curriculum compacting allows teachers to
adjust curriculum by replacing content students already know, with new content, enrichment, extension, and acceleration
options. These adjustments allow for the discovery of relationships and concepts which is essential for gifted student
growth and engagement in their learning (Rimm et al. 2018).

Maker's model of differentiation (1982) has been implemented within this unit to stimulate critical and creative thinking
with students’ interests and educational needs in mind. Maker's model recommmends modifying the content, process,
product and learning environment to maximise learning for gifted students. Williams' (1993) model provides a framework
for developing activities and questions to stimulate thinking processes. Relevant elements of this model were also utilised
to add depth and complexity for the gifted students. Furthermore, Bloom's Taxonomy of Cognitive Processes (2001) has
also been incorporated in the unit. There are six levels of cognitive learning, and each level is conceptually different. The six
levels are remembering, understanding, applying, analysing, evaluating, and creating. Focusing on student interest in anime
the unit aims to be student centred and present content that expands beyond the curriculum. Variable pacing is provided,
and group interaction is facilitated in many activities.

Table 1
UNIT ON “THE FAMILY”

Unit: Family Stage: Year 7 Duration: 5 weeks

Concept Generalisations: All families are different.

Unit Questions
Are there any patterns to saying family members or counting them?
How does language link to Japanese culture?

Inquiry questions
What do Japanese families look like? How might the modern Japanese family lifestyle compare with yours? What can be understood about Japanese
culture from evaluating the language used for family members?

General Unit Outcomes
Know:
* Japanese family names and counters for people.
« How to write about family in 2 different scripts.
Understand:
« Interconnected relationship of language and culture.
+ How language and behaviour change according to participants, context and relationship, and how politeness and respect are expressed explicitly
in Japanese through greetings, vocabulary, formulaic expressions, and actions.
Do:
+ Count and describe family members in Japanese.
» Adjust language to suit different contexts and situations.




NSJLE 2022 PROCEEDINGS 22

PRE-ASSESSMENT

The purpose of pre-assessment is to help teachers understand their students’ learning needs (Tomlinson and Moon 2013)
and to determine their point of entry relative to the outcomes. This is so that instruction can be appropriately targeted
to students’ varied proficiencies across the content. Gauging students” baseline knowledge ensures value is connected
to students’ learning. Outcomes have been chosen to allow a high ceiling in this context. Due to the nature of learning a
language as a beginner, Tomlinson and Moon (2013) argue that pre-assessment is best done after the first lesson of the
unit. The pre-assessment aims to invite students to work with the teacher, to feel empowered to achieve higher level
learning, and to feel confident about knowing the next step. To foster metacognition and self-regulation for gifted students,
discussions focus on setting learning goals and extended outcomes. Further to this, assistance was given to identify
strategies which would support students to achieve these goals and outcomes and to encourage the transformation of
ability to talent. An example of pre-assessment is given in Table 2.

Table 2
EXAMPLE OF PRE-ASSESSMENT

After reiterating to students that pre-assessment is a low stakes planning tool to understand their needs, students were asked to:

1) Complete 2 family trees using the template. One is for their families and the other is a fictitious family. Use as many Japanese names as possible
in either romaji, hiragana or kanji.

2) Complete a hiragana (script) quiz.

3) Consider why they think there are different terms depending on whose family is being referred to. Consider what this tells them about Japanese
culture. Consider a greeting they would say differently to me as their teacher rather than a classmate. Explain.

4) Out of the following areas, tick all the ones that interest them, or add something that they would like to learn about from Japanese culture
(anime/kendo-judo/sumo/manga/ food/kimono/baseball/ cosplay/city life/religion/music/other).

FORMATIVE ASSESSMENT

Formative assessment was implemented over the unit in a variety of ways to provide guidance for students to keep moving
towards their desired outcomes. Formative assessment occurred using both qualitative and quantitative processes of
collecting data that reflect students” mode of learning to create a portfolio of evidence of learning over the unit. Many
students enjoy verbally discussing their learning, so conversations with the teacher were recorded and added to students’
portfolios as a qualitative measure of data collection. Quizzes, worksheets, and exit cards were utilized as a quantitative
measure of data collection. Exit cards are a tool that require students to reflect on what they have learned during the
lesson thus enabling teachers to quickly assess students’ understanding of a concept. In the following section | will outline
a unit of work that was designed specifically to cater for gifted students in a beginner Year 7 Japanese class.

ACTIVITY 1

TEACHING AND LEARNING

The pre-assessment analysis provided critical information specifically about vocabulary recall and script development.
Differentiating via tiering was designed to reduce or amplify the complexity according to students’ readiness (Tomlinson and
Moon 2013), and the content, process and product was adjusted using Maker's Model (1982). Supporting the generalization
that all families are different, various photos of Japanese families were presented according to the appeal and interest
noted in the pre-assessment. To encourage creative thinking, the SCAMPER! model (Gladding and Henderson 2000; Pyryt
and Bosetti 2006) was utilised in discussions with students. Students were encouraged to substitute basic scripts with
complex scripts, combine ideas, eliminate superfluous information through editing and drafting, and adapt or rearrange
how they presented their family tree.

1 SCAMPER is an acronym for Substitute, Combine, Adapt, Modify/Magnify, Purpose, Eliminate/Minimise and Rearrange/Reverse.
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Table 3
SUMMARY OF CORE OUTCOMES FOR ACTIVITY 1

Activity 1 Core Outcomes
Know:
* Recognise and understand the relationship between the character-based scripts of hiragana, katakana and kaniji (Content Description VCJAU139).
» Know that kanji were brought from China, hiragana was formed by simplifying kanji, katakana was formed using a part of kanii.
Understand:
+ Understanding that each individual kanji represents meaning as well as sound, such as H (‘sun,” “day’), and that some kanji come from
pictographs, for example, L.
Do/Skill:
» Learning to write high-frequency kanji numbers, family members.

Extended Outcomes
+ Demonstrate the use of hiragana and kanji accurately while representing social conventions according to Japanese culture, (the difference
between the words for their family compares to someone else’s family) and describing members in full sentences. Analyse how families are
represented through anime.

Resources

Photos, family tree template, printed family names, anime how to draw faces/print out anime faces.

Hook

A variety of “shichi-go-san” family photos with Japanese children wearing traditional dress were shown to the students. This is a significant cultural
celebration for families when their son/daughter turns 3, their son turns 5 or their daughter turns 7 years old. The Imperial Family and anime clips of young
teenagers were shown.

Probing questions given to the students

What do you notice about the different photos? (Is it culturally inappropriate to smile in formal photographs in Japan?) How do the photos reflect culture
different to yours? Using William's (1993) visualisation skills, “Imagine you were one of the children who were 3, 5 or 7 in the traditional dress in the photo,
how might you be feeling?” What might you be looking forward to in this celebration? Williams' (1993) “examples of habit” technique was used by asking
students to research what traditions are associated with the shichi-go-san celebration.

Differentiation

Gifted students were asked to complete the Tier 3 task.

Tier 1—Design their family tree labelling each member in Japanese, and then create a fictional family tree, drawing anime faces/using cut outs.

Tier 2—Design their family tree labelling each member in Japanese drawing anime faces/using cut outs. Write family names in Hiragana and kanji unaided.
Research the Imperial Family and evaluate the general similarities and differences with teenagers in the Imperial Family compared to Australian teenagers.
Present results of their research in a paragraph or dot points, and either hand-written or typed.

Tier 3—After learning how to include pets, writes short sentences in Japanese for each member in her family tree including pets. Research how families
are represented in the anime films she enjoys. Negotiate with the teacher on how they would like to present their findings.

ACTIVITY 2

TEACHING AND LEARNING

Activity 2 was designed and differentiated to include ‘attractive” options and encourage student choice (Kanevsky 2016).
Using Maker's (1982) framewaork of thinking, it was student-centred, open, utilised a real audience and encouraged creative
thinking. Many students enjoy producing work that allows them to showcase their creativity, so the “Incubation Model of
Teaching™ of Torrance and Safter (Hines et al. 2018) was implemented as either the primary goal or a thinking process goal
to complement conceptual content understandings. Scaffolding, a crucial aspect of the zone of proximal development,
was provided to help students engage with the content through reflection, divergent thinking and problem finding. The draft
process allowed sophistication in the development of content, and students were supported to include additional sources
of information and connect their ideas with their personal experiences. Peer collaboration was offered which allowed the
opportunity for peer evaluation and debriefing. Table 4 provides a summary of the core outcomes for Activity 2.

2 The model was originally developed by E. Paul Torrance and provides a framework for the development of lessons consisting of three stages:
Heightening Anticipation, Deepening Expectations and Extending the Learning.
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Table 4
SUMMARY OF CORE OQUTCOMES FOR ACTIVITY 2

Activity 2 Core Outcomes

Know:

« Identify language associated with gender, age, social status, or the purpose of interaction, for example, (£</10fz L, &LV DA, TAICEIZ/\D

— ELDEE/NAIN.
Understand:

* Recognise that Japanese language use varies according to the context and situation of the interaction and the relationship between participants
(Content Description VCJAUQ16), therefore it is essential that students understand and use the variations in language use based on the age,
relationship, and level of familiarity between participants. For example, BHEIS/HEH D E Avand ~Hd/~E Auavoiding 75z when showing
politeness.

» Recognise the importance of using appropriate forms of address when interacting with different people, for example, using ~< A/~ / when
communicating with close friends, family members or other young people, and using ~& A, ~4E4E for adults.

Do/Skill:

« Explore connections between languages and cultures as exemplified in particular words, expressions, and communicative behaviours, noticing

how meaning can be culture-specific and difficult to transfer between languages (Content Description VCJAC118).

Extended Outcomes
« Display understanding of how language and culture are connected.
« Design and create a profile using sophisticated and varied language, integrating media, language, and culture.

Resources

YouTube, Obento text.

Hook

Sample student profiles were displayed.

Students watched the pop star, Tomohisa and other young Japanese influencers on YouTube (https://www.youtube.com/watch?v=-pHJdxQPzDY and
https://www japanbuzz.info/the-top-japanese-influencers-for-2021/ which has a range of fun quirky Japanese influencers).

Differentiation

Gifted students were asked to complete the Tier 3 task.

Tier 2—Create a social media profile page in Japanese with their name, age, and family. Include photos of their family and area of interest in Japanese
culture. Using speech bubbles, add appropriate language for who/what they are communicating.

Scaffolding may include IT support, and language assistance.

Tier 3—Create a social media profile page in Japanese including pictures their family and Japanese related interests. Include their name, age, nationality,
telephone number, pets and further information about themselves and something related to Japanese culture. Demonstrate their understanding of how
language varies according to the context in culturally specific expressions.

ACTIVITY 3

TEACHING AND LEARNING

Drawing on Bloom's Taxonomy, the incorporation of cognitive processes and knowledge has been used to add depth to
gifted students’ learning (Davis et al. 2018). Content and processes were modified according to Maker's Model (1982) to
use factual, conceptual, procedural, and metacognitive knowledge across the cognitive processes. Successful completion
of Activity 3 for the gifted student relied on students’ ability to remember, understand, apply, analyse, and then create a
differentiated product. Gifted students showcased their ability in writing Japanese with a high ceiling, open-ended task
where they decided on the length, breadth of content, and range of scripts they wanted to incorporate. Table 5 provides a
summary of the core outcomes for Activity 3.
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Table 5
SUMMARY OF CORE OUTCOMES FOR ACTIVITY 3

Activity 3 Core Outcomes

Know:
* Family names
Understand:
» Language conventions that reflect Japanese culture, for example. I&C&E LT EDZHA L. (Content Description VCJACO08).
Do/Skill:
» Translate and interpret familiar texts in Japanese and interpret words and expressions encountered in simple Japanese that do not translate
easily into English.
« Locate key points of information in a range of texts and resources and use the information in new ways (Content Description VCJAC004).

Extended Outcomes
« Collaborate to translate and interpret short texts, noticing and explaining aspects that are similar or different in Japanese and English versions.
« Plan, develop and create a self-introduction in Japanese using a variety of culturally appropriate language.

Hook
Brought in travel brochures, supermarket catalogues, newspaper, children’s books, and readers to display a breadth of sources students could recognize
language from.

Differentiation

Gifted students were asked to complete the Tier 3 task.

Tier 1—Read the entry about someone’s family and follow the prompts to recognise the use of language in the article.

Scaffolding: Students are given a glossary and the article is short.

Tier 2—Read the entry about someone'’s family and answer the comprehension questions.

Scaffolding: Students may use a hiragana script chart.

Tier 3—Write a family introduction on genkoyoshi paper, including as many details as possible and noting culturally appropriate language.
Scaffolding: Instruction is given on the conventions of using genkoyoshi paper.

SUMMATIVE ASSESSMENT

The purpose of summative assessment is to assess student growth to determine if essential content has been mastered
against the outcomes of instruction (Sousa and Tomlinson 2018). With student learning preferences considered, the
assessment should mirror the learning goals, measure the most essential aspects for students to know, understand and
do, and align with the cognitive level of learning goals (Tomlinson and Moon 2013). This assessment has been designed to
give students a high ceiling opportunity to demonstrate what they know, understand, and can do, and empower them as
they recognise their growth against pre-assessment.

RATIONALE FOR THE SUMMATIVE ASSESSMENT

The designed assessment is relevant to gifted students because it supports their learning needs for product adjustments
to incorporate evaluating, analysing, creating, and connecting with authentic challenges. Passow (1981) argues that not
all students should, could or would want to do the same task, so the Tier 3 activity was designed to specifically match
gifted students’ learning needs. To increase the complexity of the task, a cross-curricular element was implemented
that involved analysing the English language. Metacognition is the process of intentionally thinking about how one thinks
and learns and plays a key role in the processes of successful language learning and teaching for gifted students. Gifted
students generally possess a high level of awareness of the intricacies of the target language they are trying to master,
including how it compares to their mother tongue and other known languages, and the strategies that can be employed
for this purpose (Li 2019). A sensitivity to multi-cultural backgrounds was also embedded to reflect the diverse background
of many students. Furthermore, Williams' (1993) ‘examples of change” mode was used to develop creative thinking,
encourage access to advanced content, and facilitate independent research skills. Table 6 provides a summary of the
summative assessment core outcomes.
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Table 6
SUMMARY OF SUMMATIVE CORE OUTCOMES

Summative Assessment Core Outcomes

Know:
« Recognise and use features of the Japanese sound system, including pitch, accent, rhythm, and intonation (Content Description VCJAU012).
Understand:
» Reflect on the experience of learning and using Japanese in different contexts, commenting on similarities to and differences from their own
usual language use and behaviour (Content Description VCJACO010).
Do/Skill:
» Demonstrate Japanese ways of communicating that reflect cultural values and practices such as the expression of respect or familiarity, for
example, &, ¥ Xand BEFE A, ~TA and ~HFAE L
+ Describe and demonstrate differences in ways of showing consideration for others in Japanese, for example, using particular terms of address,
register and body language in greetings, and noticing that a focus on “self” is avoided in Japanese by the minimal use of the pronoun ‘I in
interactions.

Extended Outcomes
» Analyse language and use metacognition to evaluate their own use of native language.
« Explore relevant experiences and points of view regarding Japanese family structure and influence on society.
» Evaluate the role of the Imperial family/Analyse the changing make up and role of the contemporary Japanese family.

Differentiation for Summative Assessment

Gifted students were asked to complete the Tier 3 task.

Tier 2 Part 1

Talk about their family tree they have previously created, or a photo/picture of their family, in Japanese.
OR

Make a powerpoint using their family tree and do a voice over describing them in Japanese.

Tier 2 Part 2

Talk (in English) about the way family members are described which reflects Japanese culture?

Tier 3 Part 1

Talk about their family tree they previously created, or a photo/picture of their family in Japanese.

OR

Make a powerpoint using their family tree and do a voice over describing them in Japanese.

Then, in English, either written or orally, communicate about the way family members are described which reflects Japanese culture? What parts of the
English language/ their native language that reflect their culture?

Tier 3 Part 2

Describe how the family size and roles of family members are changing in Japanese society? Choose how they would like to present their findings.

OR

Analyse the role of the Imperial family and evaluate the influence on Japanese society today. Use their relative new understanding about the Imperial family,
explain how far they think their influence and/or power extends? Choose how they would like to present their findings and thoughts.

PITFALLS

Designing a unit of work reflecting the needs of a gifted learner requires substantial differentiation to enrich their learning
experience and to produce high quality curriculum. This requires time, effort and understanding. Furthermore, time
management and realistic planning can be an area of weakness for gifted students so providing scaffolding to support real
deadlines is crucial for student success.

CONCLUSION

Units that are proactively planned according to student needs, differences, and similarities in mind, are student centred
by nature and lead to increased engagement (Tomlinson 2017). With this as foundational, preassessment was designed
to gauge proximity to essential knowledge, skills and understanding that determined how to plan and support students
to meet their desired negotiated outcomes. The activities within the unit were tiered according to Bloom's taxonomy and
Passow's test of differentiation (1981) and assessments were designed to allow students to demonstrate their learning
throughout the unit, encouraging the creative and critical thinking processes through modification of content, process and
product based on models by Maker (1982) and Williams (1993).
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ABSTRACT

This paper provides an overview for Japanese language teachers and school leaders seeking motivation and inspiration
for developing, expanding and reshaping existing Japanese programs. It incorporates strategies to engage whole school
communities, including staff, studentsand parents, inenhancingandenrichingalanguage programto support studentlearning
and engagement. These strategies will be explored along with examples of successful activities and initiatives, in addition
to systems and structures established to attain success. This paper will also address the steps taken at vision, structure,
system and curriculum levels to develop and expand the nascent language department from the ground up in a Prep to
Year 12 setting at Mernda Central College. This paper also explores some of the resulting successes from these initiatives.

INTRODUCTION

The purpose of this paper is to share the strategic leadership, curriculum leadership and structural practices established at
Mernda Central College, where a successful Japanese language program has been developed, expanded, and embedded
into the fabric of the school at all levels since its establishment in 2017. This article explores how the various levels of
leadership at the College have enabled students to achieve success in their language learning, and how this leadership has
seen the language program expand its impact both within the College and across schools in the local area. It is hoped that
Japanese teachers and school leaders will be able to take inspiration from our success both to implement some of the
ideas and practices discussed here into their own settings and to use it to further advocate for language learning.

BACKGROUND

COLLEGE STRUCTURE

At Mernda Central College the student is at the centre of every decision that is made. Teachers actively work to teach
each student at their point of need, with the High Impact Teaching Strategies (Department of Education and Training 2020)
underpinning effective teacher practice. Our innovative, rich and rigorous curriculum is delivered in a positive, stimulating
and challenging learning environment where every student can experience success and develop a life-long love of learning.
Our students are encouraged to become deep-thinking, informed, resilient and self-directed learners who are able to be the
best they can be and contribute actively to their community.

Mernda Central College’s structure is organised around four stages of learning, referred to as sub-schools. The Junior
School caters for the learning and developmental needs of students in Prep to Year 4 and is based on laying the foundations
for learning. The Middle School caters for students in Years 5 to 7. This sub-school focuses on the needs of the adolescent
and aims to foster a learning environment that motivates students to engage and connect to school life through a breadth
of curriculum offerings, as well as supporting upper primary students as they transition into secondary school. The Aspire
sub-school at Years 8 and 9 actively engages students in new experiences that encourage them to investigate, make
discoveries and start to explore future career pathways. The Senior School, Years 10 to 12, aims to use formal studies in
the classroom to prepare students for the wider context of everyday life and the world students are navigating towards.

COLLEGE HISTORY

Mernda Central College is a coeducational Prep to Year 12 (P-12) school that opened its doors in 2017. The school is
situated to the north of Melbourne, Victoria, and follows the Victorian Curriculum from Foundation (Prep) through to Year
10. Students then typically undertake the Victorian Certificate of Education (VCE) during Years 11 and 12.

Initially the school opened to students from Foundation to Year 7, and by the following year had introduced Japanese as a
subject for all Year 7 and Year 8 students. From 2019 students in primary classes have learnt Japanese, and from the very
first class the College maintains a focus on ensuring all students who study Japanese can experience success.
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Since its inception, the Japanese program has flourished and expanded. By the end of 2022 there were seven Japanese
teachers and a language assistant employed at the College, and Japanese is taught from prep to Year 12. With nearly half
of all students electing to take the language stream in Year 9, the Japanese program continues to grow.

The College has grown to over 1,600 students and had its first Year 12 cohort graduate at the end of 2022. Japanese
teachers from the College have also assisted in the establishment of Japanese programs at a neighbouring primary
school. It is an enormous source of pride that the Whittlesea network is benefitting from the program'’s continual growth
at Mernda Central College.

As buildings have been added to the College, they have been assigned a Japanese name to further embed Japanese
language and culture into the school. Plans are also in place for the construction of a Japanese Garden for our students.
Content Language Integrated Learning (CLIL) classes ran in 2019, connecting Japanese and History through a study of Edo
Japan. Our CLIL program continues to evolve each year, with connections now being made with Music and the Performing
Arts to establish a Taiko program for students from Years 4 to Year 6. In 2019, 14 students also took the opportunity to
participate in our inaugural Japan study tour to our sister school in Japan.

The College aspires to be known for its rich and vibrant Japanese program aimed at inspiring student learning in, and beyond,
the language classroom. In 2022 the College established a Japanese Enhancement Program, an opt-in program for Year 7
students, which aims to enhance these students’ language learning experiences. It does this by providing opportunities to
participate in Japanese cooking sessions and calligraphy classes, and through the provision of an enhanced and enriched
curriculum designed to further challenge and motivate these students.

PROGRAM

The Japanese Program at Mernda Central College commenced with a vision that all students at the College have access
to a high-quality, well-resourced and innovative Japanese program, that aligns with the College mantra “Learn, Grow,
Succeed.” The specific aims for the program are:

« To develop students as global citizens with cultural empathy;

* To lead a team of committed and dedicated staff with high quality teaching practice at the centre of what we do;

« To build a program that the school is known for, and that provides students with rich and authentic language
learning opportunities;

» To support the network and wider Japanese teaching community through sharing of resources and practice;

To enable the College to achieve these goals, there needed to be a significant time commitment to Japanese across the
whole college. In the Junior School (P-4), students have one hour per week of Japanese for the whole academic year. This
provides our students with sufficient time to engage with the content and build on skills each year, with a view to continuing
Japanese through to VCE should they choose. In Middle School (5-7), students move to two hours per week, to facilitate
greater development of their core language skills. They engage in a range of activities, with teacher generated “passports’
at the centre of their learning, with activities targeted to students’ points of need. For example, a student struggling with
script will still be able to access the phrase or structure being taught through scaffolded instructional templates and
adjusted language input.

Our Year 8 students continue to learn Japanese as part of the core curriculum for two hours per week. However, Year 9
students may choose a year-long Japanese Language” elective for two hours per week, or a semester-length ‘Japanese
Culture” elective—also two hours per week. The language elective is aimed at students intending to continue Japanese
studies into senior school and focuses heavily on the usage and comprehension of the Japanese language. Culture is
both implicitly and explicitly taught alongside this focus. The culture elective blends use of Japanese with a project-based
approach that investigates specific themes and topics of Japanese culture. At the Senior School, students can choose
Japanese as an elective at Year 10, 11 and 12, and should they do so, they receive four hours per week of instruction
throughout the year. The success of these programs is evident though data below:
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* 50% of students in Year 9 choose the language stream for the whole year;

* In 2022 and 2023 there were two Year 10 Japanese classes, with student numbers over 35 in 2023;

* Regular viable classes of VCE Japanese, with 15-20 students selecting Japanese each year it has been on offer;
* CLIL programs are well supported with both iterations attracting enrolments of around 20 students.

With such a large number of staff and Japanese language learners, it became essential to ensure each area of the College
has effective curriculum leadership, and a presence at relevant meetings at each sub-school (Junior, Middle, Aspire or
Senior) to advocate for language learning. At these meetings, Japanese curriculum leaders can explore cross-curricular
opportunities, such as letter writing in English classes and Japanese-themed projects in Design and Technology classes,
with leaders of other curriculum areas.

Accordingly, curriculum leaders have been appointed for both Middle School and Senior School Japanese, with a coordinator
appointed to the Aspire sub-school (8-9) in 2023. These leaders are responsible for ensuring the planning, documentation
and delivery of an innovative curriculum that meets students at their point of need, while ensuring students can also
experience success in their language learning.

To enable opportunities for effective collaboration and differentiation, where possible classes are timetabled next to
another Japanese class of the same year level. This facilitates flexibility of instruction and team-teaching where practical.
Care is taken to ensure students have Japanese timetabled on multiple days in Secondary (7-12) classes, ensuring they
speak Japanese on as many separate occasions as practicable to increase retention of key knowledge and skills.

In 2022, the College created a Japanese Enhancement Program whereby students enrolling in Year 7 can apply by submitting
a formal written application. Successful students are provided an enriched curriculum, with access to further language
structures and vocabulary, in addition to co-curricular opportunities. Students in this class have a high level of engagement
with their Japanese language studies and are constantly seeking further opportunities to use their language beyond the
classroom. The Japanese Enhancement Program has received interest from students across all feeder schools and will
continue to drive success in language learning into the future, including higher participation in co-curricular Japanese
programs, and increased numbers of students in VCE Japanese classes.

Underpinning all of the above is a constant stream of advocacy at all levels of College life, and the unwavering commitment
of a dedicated group of Japanese teaching staff. From the day-to-day work of the subject teachers in classes, through
curriculum leaders to instructional leaders and principal-class staff, there is a consistent narrative about the importance of
learning Japanese. This can range from conversations with students, to strategic discussions around the construction of a
Japanese-style garden or mandating the subject at various year levels. At all times, Japanese is considered an integral part
of the College curriculum, and it is attractive to enrolling students and families as they see a clear pathway for language
learning through all years of schooling.

BENEFITS AND CHALLENGES

BENEFITS

Many and varied benefits have come from the Language Leadership at Mernda Central College. The main benefit lies in
the ability to broaden students’ global perspectives, their empathy and their respect. The strong correlation between the
College’s value of respect with that of the language and culture students are studying, has allowed students and teachers
to explore deeper-level conversations about core values and attitudes. This in turn has led to a change in attitudes and
perceptions about life in everyday Japan, and high-stakes discussions about what is important in both Australian and
Japanese societies including the differing responsibilities given to students in Japan and Australia, and environmental
issues and concerns.

The program has also led to increased interest in the College, and a greater profile for the teaching and learning of Japanese
in the northern suburbs of Victoria. Students selecting Japanese at non-compulsory levels are continuing to rise, and
there are many families enquiring specifically about the Japanese program on enrolment. Furthermore, extra-curricular
opportunities, such as taiko drumming, Japanese cooking and lunchtime origami and language clubs, have attracted high
participation rates that reflect students’ engagement in the program. A Japan Study Tour offered in 2019 also attracted a
high level of interest.
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Despite the challenges posed by COVID-19 in 2020 and 2021, the College was still able to conduct virtual lessons with the
sister school Shoyoukan Junior High School in Kitakyushu, Japan. These classes further solidified the connection between
the two schools and the sharing of language and culture. Additionally, while teaching staff in some subjects found it difficult
to engage students in remote learning, the Japanese team found new and engaging methods to maintain student learning.
This included the creation of videos that modelled appropriate language usage. These methods received positive feedback
from students and their families as they were all able to engage collectively in Japanese language learning.

Furthermore, these videos have since become a valuable resource at the school when staff have been absent. A Casual
Relief Teacher (CRT) or the covering staff member has access to a bank of readymade and recorded lessons, ensuring the
continued viability of the program even when the Japanese teacher is absent.

This language program has also led to student success at Victorian Certificate of Education (VCE) level for our Year 11 and
Year 12 students. In the first graduating cohort of 2022, student results in Japanese led to outstanding Australian Tertiary
Admissions Rankings (ATARs] received by students in the class, including the College Dux who received a study score for
Japanese of 45 (the highest possible score being 50). This placed the student in the top 2% of students across the state
who took Japanese. The VCE results vindicated the support and commitment of the College to the Japanese program, and
more importantly led to fantastic university and career opportunities for the students. Moreover, the experience of learning
Japanese left an indelible mark on all the students in the class, as they left the College with a life-long passion and interest
in Japan and Japanese culture. With the program now established, we hope that many more students will experience
similar levels of success in the future.

CHALLENGES

As the College has grown, one of the challenges we have faced has been securing and retaining teaching staff, and
ensuring that employed staff “buy-in" to the culture and norms we have established. The Japanese program is unique,
and Mernda employs more Japanese teachers than most schools in the state. This means we provide opportunities for
greater collaboration and planning between staff, but we still have problems retaining staff. The levels of collaboration and
planning on offer benefit new teaching staff and provide them with high levels of mentoring and support. The teaching
team has also fostered a very strong culture within itself that is not limited to curriculum support, yet the retention of staff
remains an issue.

Another challenge the team has had to overcome is the range of student knowledge at Year 7. While not dissimilar to any
secondary school, the fact that students coming through from Grade 6 at Mernda Central College have had access to
Japanese classes from Prep makes for an even greater disparity between students coming from other feeder schools.
Enrolments from these feeder schools account for approximately 60% of students in Year 7 each year. To limit this impact,
the college has taken active steps to engage with feeder schools, which has resulted in one of our larger primary feeder
schools introducing Japanese classes.

CONCLUSION

This article has discussed the importance of the strategic leadership, curriculum leadership and structural practices
established at Mernda Central College, where consistent advocacy and the unifying and imperative value of respect has
driven the success of the Japanese program. The article has explored the methods employed by the College to ensure the
relevance and value of the program is paramount. These methods include curriculum approaches and lesson planning so
that all students can achieve success. The article has also noted some of the challenges that can affect a nascent program,
and some of the ways in which a College can support and enhance their language program. By seeking opportunities,
communicating, advocating, and committing to build the best and most sought-after Japanese program on offer, Mernda
Central College has established a fully integrated program that will continue to support student learning in, and beyond, the
classroom for many years to come.
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POSTSCRIPT

In July 2023, Mernda Central College officially opened its Japanese Garden. The garden was opened by Mr Junji Shimada,
Consul-General of Japan in Melbourne, with Federal and State members of parliament in attendance. Anne de Kretser,
Director of the Monash Japanese Language Education Centre, also attended. This development was a significant milestone
for the Japanese program at the College as it set in stone the presence of Japanese language and culture at the College.
The garden provides a peaceful location for students and staff to sit, reflect and appreciate the beauty of nature and the
message of the garden—that of fall seven times, rise eight—as it encourages resilience in the students of Mernda Central
College. Like our Japanese program, the plants in this garden are now taking root, and with nourishment, care, time and
patience will grow into an important part of the lives of each student who comes into the College.
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ABSTRACT

This paper outlines an approach to engage students in their learning of Japanese through the Project Based Learning
(PBL) pedagogy. The way the High Impact Teaching Strategies (HITS) and an instructional model for explicit teaching were
incorporated in the Project Based Learning framework will also be outlined.

INTRODUCTION

There is a lot of information online and in a variety of books published about Project Based Learning (PBL). However, to
my knowledge little has been written about how PBL can be used as a contemporary pedagogy for teaching and learning
Japanese. The purpose of this paper is to outline how PBL can be a vehicle for engaging students in their study of Japanese
at a secondary school level.

A search on the internet provides many reasons about the importance of incorporating PBL into the curriculum.
For instance, Edutopia provides a comprehensive rationale for PBL:

PBL Helps Students Develop Skills for Living in a Knowledge-Based, Highly Technological Society. The old-school
model of passively learning facts and reciting them out of context is no longer sufficient to prepare students to survive
in today's world. Solving highly complex problems requires that students have both fundamental skills (reading,
writing, and math) and 21st century skills (teamwork, problem solving, research gathering, time management,
information synthesizing, utilizing high tech tools). With this combination of skills, students become directors and
managers of their learning process, guided and mentored by a skilled teacher. (Edutopia 2007)

There are a number of misconceptions and myths around PBL. The most common myth is that PBL is not rigorous, there is
no explicit teaching, and it is all about group work. To address these misconceptions, teachers can access PBL frameworks
that provide some structure and sequence to the creation of engaging units of work. One useful framework is available on
the Magnify Learning website (see Figure 1 below). This framework provides a useful structure for teachers to follow from
the beginning to the end of a PBL unit of work.

The challenge for Japanese teachers embedding PBL into their programs is how to create authentic PBL experiences
without forcing the pedagogy into a unit of work.

The key features of this framework are:

» A driving question or a question to which students are unable to do a simple search online to find out the answer.
Rather this question needs to be open-ended and thought provoking; and it needs to spark interest.

« Entry event—an activity to spark the student’s interest in the unit.

» Scaffolding—this is where a model of explicit instruction can be incorporated, and addresses the misconception
that there is no explicit teaching in PBL. This issue will be discussed further below.

 Benchmark tasks—these are formative assessment tasks students complete as they progress through the unit.

* Presentation—or an opportunity for students to present their knowledge to the class, to another class or to
people outside of the school, either individually or in groups.

* Reflection—regular opportunities for students to reflect individually or with others on what they are learning and
how they are learning.
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Figure 1 Traditional Unit vs. PBL Unit
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(Source: Magnify Learning (N.d.J: https://www.magnifylearningin.org/planning-a-project-based-learning-unit)

MODEL OF EXPLICIT INSTRUCTION

The scaffolding component of the PBL framework allows a model of explicit instruction to be incorporated into PBL.
Recently, many schools have adopted a model of explicit instruction to assist in developing a common structure for the
way lessons are taught, and a common language around teaching practice. An explicit instructional model also assists in
embedding the High Impact Teaching Strategies (HITS) developed by the Department of Education in Victoria. The HITS “are
a bank of 10 instructional practices that are internationally recognised as some of the most reliable teaching strategies for
delivering learning outcomes.” (State Government of Victoria 2023) The HITS are: setting goals, structuring lessons, explicit
teaching, worked examples, collaborative learning, multiple exposures, questioning, feedback, metacognitive strategies,
and differentiated teaching. A useful and easy to remember and follow model of explicit instruction uses the LEARN
acronym (see Table 1).

Table 1
AN EXAMPLE OF A MODEL OF EXPLICIT INSTRUCTION

Learning Objective « Learning intentions and success criteria are introduced to students.

Engagement and Prior Knowledge « Engage students with a hook (or entry event) and/or explore student's prior knowledge.
* Review learning from previous lessons.

Apply Learning « Encounter new learning using the High Impact Teaching Strategies (HITS).
« Opportunities for students to explore, create or build.

Reflect and Feedback * Review learning intentions and success criteria.
* Students indicate their understanding.
« Teachers provide feedback to support student learning.

Next Steps « [dentify areas for improvement and address students’ individual needs.This will inform the direction of
teaching in the next class.

Source: Adapted from Bayside P-12 College (2024) https://bayside.vic.edu.au/instructional-framework-2-2/



NSJLE 2022 PROCEEDINGS 39

AN EXAMPLE LESSON USING THE LEARN EXPLICIT INSTRUCTIONAL MODEL

In this section an example lesson using the LEARN model will be discussed. The lesson is designed for the students to learn
body parts in Japanese.

Learning Objective

To be able to brainstorm adjectives in Japanese.

To be able to sing a song to learn the body parts.

To be able to label the body parts in Japanese on a character/mascot.

Engagement and Prior Knowledge
Brainstorm known adjectives.

Apply Learning
Introduce body parts using the “head, shoulders, knees and toes” song. Label body parts on &—%,< A (Doomo-kun, the official
mascot of NHK, Japan's public broadcaster) and use a Blooket game or Quizlet to practice the vocabulary for body parts.

Reflect and Feedback
Reflect on today’s learning. What did you find easy? What did you find challenging? In what other ways or areas can you
apply today’s learning?

Next Steps

To be able to use adjectives to describe body parts.

The engaging activities and explicit instruction in this lesson ensure the students achieve the Learning Objectives for the
lesson.

USING THE PBL FRAMEWORK

In this section an example of the progression through the stages of the PBL framework created by Magnify Learning will be
outlined for a unit of work at Year 9 focusing on KP4+ = (see Table 2. The driving question for this unit is “How can we
create a mascot to effectively promote a place?” Throughout the unit students conduct research and engage in discussions
and reflections on KP4+ = in order to respond to the driving question. Examples of where the HITS fit into the stages of

the PBL framework have also been included in italics.

Table 2

AN EXAMPLE OF HOW THE PBL FRAMEWORK CAN BE USED

Review the ~H\H =

9 structure from Year

8 and the vocabulary for
places in a city (e.g. beach,
restaurant) and adjectives
to describe a place (e.g.
pretty).

HITS questioning (what do
we remember from Year 87)

Throughout the unit ensure
learning intentions and
success criteria are provided
for each lesson. HITS setting
goals.

Students choose a city

in Australia or around

the world, and create a
brochure for this place in
Japanese using the ~H\d%
1JE T structure.

For example: ) LiRJLAC
ENVEOHOBYET,

Provide an example of a
brochure—HITS worked
examples.

Introduce vocabulary: body
parts (use song), colours
(mini car activity and song),
and adjectives to describe
physical features (e.g. A
AN eI AANE =T

Vocabulary quizzes on
body parts, colours and
adjectives.

Kahoot/Blooket/Quizlet to
learn vocabulary.

Body parts puzzle.

Fly swat game to learn
colours.

HITS explicit teaching,
multiple exposures and
differentiated teaching.
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Scaffolding

Benchmark 3

Scaffolding

Present

Reflection

Use vocabulary wheels
to learn the grammatical
structures for describing
appearance.

Students listen to a
description and make the
body part out of plasticine

e.g BHAKEWLTT,)

HITS explicit teaching,
multiple exposures and
differentiated teaching

Put together a poster of 10
different 5F + = and

use the vocabulary wheels
to describe the features of

the characters in Japanese.

Provide an example of
a poster—HITS worked
examples.

Introduce the vocabulary
for writing a profile of a
character (e.g. name, age,
where they live, things they
like).

Provide an example of
a profil—HITS worked
examples.

Students design a K%
=+ for the place they
created the brochure for at
the start of the unit.

They describe their mascot
in Japanese and present
their description to the class
(and another class) ina
fashion parade activity.

They design the costume
for their mascot that their
partner will wear during the

Student Reflections

» What did | have to do
today?

» What did | find easy?

» What did | find difficult?

» Which skills did | use?

» Where else could | use
these skills? (transfer of
skills to other learning, real
life etc)

« Continue to reflect on the
driving question.

« Use a rubric to assess the
fashion parade task.

fashion parade while they
read the description. HITS feedback and
metacognitive strategies.
Students write a profile of
the character they design
(e.g. name, age, where they

live, things they like).

Peer feedback will be
provided as well as
feedback from the teacher
in the form of a rubric.

HITS collaborative learning.

Footnote: Spinning vocabulary wheels are useful interactive learning tools. The large wheel has the words written in
Japanese on the side. The smaller wheel has a cut-out section that will reveal the translation of the word in English as it is
moved around. The two wheels are joined together by a split pin.

The Magnify Learning PBL framework uses benchmarks to assess learning throughout the unit. The benchmark tasks
can be formative assessment tasks, for example vocabulary quizzes. The assessment of macro skills throughout the unit
is through the use of rubrics: for example, the brochure and poster writing tasks, written profile and description of the
mascot, and the oral presentation describing the mascot.

CONCLUSION

There are a number of things to consider when implementing PBL pedagogy in a Japanese program. First is student
collaboration. Teachers cannot assume that students know how to collaborate and work effectively in a group situation.
Experience shows that some students do more work than others and this can cause friction. Students therefore need to
be taught the skills on how to collaborate. One way PBL addresses, and supports, student collaboration is to make students
accountable in a group situation through group contracts. These contracts outline how the group will work together, and
include norms and agreements to help keep the students on track throughout the project.

Second, student voice and agency are important considerations when developing a program that will engage students
in their learning of Japanese. Opportunities for students to be involved in developing PBL units need to be explored. This
includes finding out what students want to learn, and receiving feedback from them at the end of the unit on what they
enjoyed and did not enjoy so the unit can be refined for future use.

Third, a key component of PBL is developing 21st century skills. Rubrics for language learning tend to focus on the way
students are developing their skills to communicate in Japanese, for example, their listening, speaking, reading, writing and
viewing skills. However, ways to assess 21st century skills in rubrics, for example, critical thinking, creativity, collaboration
and communication, also need to be explored.
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Fourth, another key component of PBL is creating connections with other subject areas. Traditionally secondary school
subjects are taught in silos, but PBL presents an opportunity to explore connections across subject areas. These links
across curriculum areas should be authentic and meaningful, and not forced.

Fifth, a PBL unit is framed around a driving question. One way to develop such questions is by framing them in a similar
manner to the International Baccalaureate (IB) Middle Years Program (MYP), which provides three types of inquiry questions
to promote deeper levels of thinking. These are 1) factual inquiry questions—remembering facts and topics; 2) conceptual
questions—analysing big ideas; and 3) debatable questions—evaluating perspectives and developing theories. This will
enable lots of deep thought and reflection throughout the unit as these questions are explored. At the junior secondary
level, much of the reflection will be in English as students do not have the language skills to reflect in Japanese. However,
in the P4 =+ = unit there are opportunities for students to develop their Japanese language skills through engaging in
the activities outlined above.

Finally, PBL encourages students to share their learning in a public forum. Such a forum may take the form of presenting to
peers, adults or people from outside of the school. Opportunities for students to present in Japanese in a public forum need
to be explored more comprehensively. In the P4+ = unit, the students present their fashion parade of characters/
mascots to students from another class. In this way, PBL offers opportunities for teachers to explore how student learning
can be shared and displayed beyond the classroom. Other options may include a display in a public space such as the
library, thereby creating links with members of the community and local organisations.
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ABSTRACT

This paper reports on an attempt at virtual exchange between Japanese and Australian primary schools, particularly
asynchronous exchange activities, using Padlet. Since this project was conducted while Australian primary schools were
offering remote classes due to the COVID-19 pandemic, only cultural information was provided from the Japanese side,
and comments from Australian students were limited. However, by providing cultural information from learners of the
same age group, the Australian students perceived Japanese culture as more familiar than the ready-made information
from the Internet or books. Positive attitudes and awareness toward Japanese students and Japanese culture contributed
to cultivating motivation to learn Japanese. Intercultural Virtual Exchange (VE) across borders requires coordination of
time differences and school schedules. Nonetheless, asynchronous exchanges using Padlet or other means, as in this
project, can be easily implemented following the participating teachers’ instructional plans. We hope that this case will
be recognized as an example of asynchronous intercultural exchange activities and lead to the expansion of VE practices
across borders.
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ENNHEDOT O—/VBICDBA S TNSETFRUTWS, COLSRERIZI 2= —Yavid /\—Fv)L-TUX
F 1> (Virtual exchange: VE) &I, FEEVIL—TD HEBVCEFIROEEDS & OXbHIE R OHIE
MAIBDRGHBEFEA Y T4 YV E TR AP HEINGRF O ZT 55D THS (O'Dowd. 2018) o

VEIE, FFZEBEM7RE mIchWT, BEARE JERERRIC A SE =2, BEARVES L ETARE I AT LEHFERLIEY T
IWEALDTEHNTH D, FEREABVEITIE, V=V ILAT A FICRBITDEEPRGRE LOXFEEE HAGaE I
FEY—IRAZ 20— 3 hH D, BIEIE SINECHIEEORZECERDRAT I 2—)LDEWNC LT EFER
T 1—)ARROENENH DD BEIEER LORFEDEEZTITE I &3 ERERT Y 21—)LREL RN
AREICTED (Okumura, 2022)

Kim CIRS/NERBEEPEICH T DIERRFEDVEDIAF & LT, Jauregi and Melchor-Couto (2018) hMTo7cA Z
T DOHRLIAEFEE ANRA YV DIREDIEEE AR VBFBEDO/)\ AV I TOY 7 MH D, COTAY TV NTIE
ISV T DRERE ZNRA DINERDEBEDN, FEFHITLDD YR TOTDIER) LML, VI —HEICERES
hizPadlety+—JLIC. BAD7IL—T7DViog ZHE Uiz, COMFTDIERE LT ATVIANEELDEZART VAR
BDIFS5D, AT TORRFUERICEREZRL TWAZEERE e, i, HEINEBEOETHAEE LN
SEMICIEEICED D N BEICE ST BADFEFEEDII 2 =r—ya VLD MEHZ26DICED 552
EERE U,

BROFTHRTIE BERY —YvILxy NT—o 81 NEdmodo?ZMALICBAREA A NS UFPDIREICL D E
SALBEIVERTRICDW TR E Ule (B -1EE, 2018) , COTAY U NTId, HEAXFEIL2HADREE. HAE
FEIBDA—RANTUTFORED BERY —vILAT 17 THDEdmodoDIBMREREZ ERL TNZ2 N DBIES
B CBEVWOEOXULEIBNT BB E(Tolce COTAVTINDEREELT WADRENBMEDHRTRICT LT
HFEIS DR ZBVEICE TS CENTE I E TEBNDERRER DI EN TS, Tfee WADREDEL
M BESHECOIZ 2= —yavDEUIZRBUDIEN TSI e, BlTlE. A7OY TV MYEEE (languages)
FREEEBRICE W REOTHNBZVZRI RIS eI ENBhH 5N,

1 KT, BT NUZNOFEHEBERICHRA, B25E. B35h. MMNEBEZ2OMINEEZ55 (anguages ) ERi 9 4,
2 Edmodold. 2022F 91— ER&E#KT U,



NSJLE 2022 PROCEEDINGS 44

INSDOFTATIMRICEHTH. FFRARKEOEXILEVE JEEL. [REDSEE (anguages) FEEEYCIEBMAICEST
BEEERICEHETA LD,

I T EERNF ZEE2THAHIA—ANT U ZONEROBARZELAN. BARDNEROEBEBERHENE BT, /NFR
HBERPEDEE (languages) BBICHFTZEUELBVEZOY 17 & 2021F4F8ICEHEL, Bk 7 TUTr—> 3y
Padletz & UIcFERRFER e bAN S 108ICE B U T,

==}
H=

F—ZNZVT BTN ZMORZEZE Y F 25404 Victorian Curriculum and Assessment Authoritylc K>THi
SN TW5, VCAA (n.d.) (&, Victorian Curriculumic&WT, ICTOERAE#REE L TH D, =& (anguages) FE#H
(E ICTOEAICE ST ZDEBZFIHRABAREDGBND, A 220 —2 3> a B ENTEDERRTND, —
H. A—ANZUPEROBAREHEICE WL BRBFEAE M EEN IR EFEENEREONDMOD Z
BT HIENEL W, ZDI, ICT%;E}EELJ HATEEFED. O DIFRTROBARFBEAEERMIT DI EiE VCAA
HERRF I 5578 (languages) HBICH T2 FBEEDERE EULIBIER EICDBMNEEE2 5 (BN -1BE., 2018)

BARICENTE, /- AERONEE () BB ICEWC FEENBIESE CHIRBEERNICER LD, B
ICEBRARELIZD T 22T, ICTZER U B S E o FEB ST ESAAL A Y T VMR LTS (
XERIEA 2016) o LDL. HARDRBHABICHEWTH, WEERE EDODRHND, E0hiF IFERORBFEBEE
DAL B TH TH B, Toscu (2021) K\ VEZOY I\%%H“?% CHIc> T =M bR Rz B L
PTVEFREDORANEEN TH 2 EIBBLTWSKIIC VEICED AN T U FEHADRENERZ A TA
VIAVETRRIT DI EF WADREDSE (Ianguages) M“ﬁ%ﬁ(ﬂﬁ%@t{: CEBWTEERBRREGDEEZ S,

Flo. AZ7OYV 7 MNEBEBEICEDL 265 —D0FEERERE U HAEIOF D) LA (LI COVID-19) /L
FTIYINH B, 2020FETE SR RICEN /COVID-19(E. At EE K= LS8 EebC, HRPOE
PHIBDERBBICHEZRBFEELE RIF Uz, EVNIFINEARICEWNTS, 2021FICIE. —EHIBOZREA#EN
Thnich, EEEEITTIoNh Ui,

pARRESIANOY I ES

B

FLEVEZ RIS 5T HIclS. Bt CIHENRBBIRERE T DI ENFFBICEE TH S (Chun,2015) , €I T,
K7OYVIMIEITHA—RX I\7‘J FRIDOBERELT LT ZRELI,
1) BBOHAX B (eET D&
2) PR RESE WEA SN\ DOEREHEDEF
3) BAKIT\DBE L ESEH D &

ShRESmE

INERBBICHITBVETOY 7 N RELVTWSEENE, 7OV 7N —5—&E0LT QLR PL) . 202144

BIC/NEREE (languages) BB D DVEZTOAY =7 M =B LT, PLIE. HEBEHBH LU EBIERHE ICIER
D5, EREHETHMIL/NLy D NFROHB/FOZRRICFTZ U VETOY 1V h XM T 25625, /INUsr T
INEIHSDSINEIE, TEBERHETSL LU JT) BEIOITHIREZB YT IR EBFERAEN DRBINEDOF
#1384 THZ5 AT IS,

3 ARE Tl BRERE, FREGEREORBIZEAL T AFAATABSLOFRTERLTWSEZOABEAESRLT 2.
4 HAEE %Fﬂ%ﬂﬁ FEZHB S /cER TR FFbﬂ\Z%%% EREERTLT 2.



NSJLE 2022 PROCEEDINGS 45

ATV T b OEFRERTERBEICE WL BRBEHBENBRABRA—ANIUZICERUC, COBHELT 558
(languages) FEE(E. TOEEBEDFEAEICELDVL BRELILWEWSERBRSEEVPHEA DI EH SE
(languages) FENDEME _EICDHEMN B2 & (Gardner, 2001) | /o, FESEDOEREDOIAZI 2274 \DEE

RS, FEE B A\OEBWAME FBEBEZFEALTVWBED DI A=Y DRIED, S5 (anguages) FED

BMERAET S E (Cszér & Dornyei. 2005) H'dp 2,

A—ANTUTOERERT 26, PLIE. YH A—RANZTYUTFORRREBHBERIEADOF FO—F2RZRUIzh\ 70
I MISIMU TN SBEFRZHEEICE DI BRIAED D el BARGRY ND—0 & FER T e Ulic,
DFER. PLOES V2 KEDTTREETH D X)LV H 2T AN NER CHABHE ICED 2HAANZED (LIT
AT) A\ 7OV V7 bDOEEEEBEL. SINICRIE Uz, ATIE. YRFOFEFRERDHZE T ERICSINT s sk
Sfc, FIBREN. BARBHBICKEIEBN DD D FFAZB 2 EN TEICREBRER TH >fce COFERDEM
FEHlE ATEATD Y R TR IFBERENDARBIIRE DEFEL2HE, 6FE60LTH D LLT AS)

202170y o+

1 ER7 7V Tr— 3>

SEO7aOY Y hNCld BRIRF 71U —> 3> Padlet&EA U, Padletld, /X7 —R1 > N CER LIcERIP
BELLCBELREZ MONEHBEITEIENTER/RIRT TV T—2 30 TH D, REPHABZRVA05E
ICRBLTED, —EDT—EREB|RITHES I ENTE S, Ko REULN—YDURLZHEBEI ST HF %=
BRELTRMT BT ENTED, PadletiCid, W<OODLAFIRBD (BEET) . EOLAFURNTHEFYIO—
RENCERVCEEZ —BTR2IENTES, ZLU U ZOERPHBICERISNICANIAYRNTZIENTE
%, Waltemeyer. Hembree, and Hammond (2021) (&, #EY—I/L & L TDPadletDfE RIS, EHEDALS & HFEZF
BERETIEERFE Y —RERDEFRLTWS, Lyn (2022) I&. COVID-19D KA TR ICPadletDF | HE D
EBHNU. PadletdFFICBE I 2HFTA TNz IR T W2,

BHE Padlet DL 77k (8 https:/ja.padlet.com/)

2. SHE AR

7Oy ML BARONERNERE (EEE) HEDOARBICEDWTEHHET 22 & & Uz, ZDERELTIE. HARD/N
FRANERE (REE) BB Tl FEEEEBICE D WARRNRIEERNAN IS N TR D, ZORBNERIEE
BEHREZELELUCBIRILESNTWBINETH D, UIch 5T ST BN ADHERICEST VERRD MY 7 % /5D
FTNEWSF]ENH B0



NSJLE 2022 PROCEEDINGS 46

ATOY Y hDOFEBARIE. AFER (FEE) OEBAF 2oL EFERHERIZORESTICED TR Sz, b
BOFET HEMTE. X, EROBNADIRDONTW e NS, PLEJTIE. CORBEVEZOY =7 MCED AN
& E Ul ZDRHENBRZATIEA. T ANNEROBABHE DK RZER LN S, ARIEEZINA. =&
BABES, £c. PL.JT. ATH, REEDRIERICE-mail Y3 2=7—> 3> 7 FUor—y 3V LINERERUIZAY
SAVI—T AT HTV SEHNBORESIOEBCH T DIEE O ERIELE 4 E LA SIS HIT .

&1 Padletz/ERUISEENDRT Y 2—)L

RSN EEAR
20214 JSIC &2 #fEE ]
SAFE BN UICWERITEPERITEORECHE

HKKITDT—NELTIL—THT
FEERBICOWTOELAWL
5ATE JSIC &2 % EE 2
KEARBIER

HERBE 251 ND*fE
HKEREARDIER

HKRBBOIERK

8H JTICEBATA OB
ATIC & BPadlet AOF7vFO—N

8H-98 ASIC & ENEHRIRE DX NEED
108 JSIc&BIXVNDEE

HETOFFHARIE JTHTELTER ISETIIL—TDF L. JIL—TATOELEVWE S EICETARE T HAR
ERDBIEEUTCo PRABNICETE2ABR LT BERPEERBENEEIN., UEICEHIT AR LTI BR
DA BIER. BROD, EA. BRBRBENEIINT,

JSIF. BAFICHRDZFRCHAXILICDWTDREFKDEERZFIE Ui, EEOEANNRIFRICTRUICED TH
%o {ER UTcFERBE I, JTA YouTubelc 7w FO—R Ufctk, ATHh PadleticiBE Uic, BE2IF. A7OY 7 D
Padlet D—&8T#H %, £fc. BE3IZ. JSH\ FEHDH (Children's Day) Z#BNUIcRBD—ETH o

, —< & (Team1) ¢ , —{dHTeam2) , =< #Team 3)

A Masae Uekusa - & i e E& 3 B Masae Uckusa

1 —@.‘ Green Day, School Wow that isso good 3 —@: Children's Day,

Trip, Entrance Ceremony, Twhat to eat it all Golden Week, Moon Festival,
Sports Day, Setsubun, NYE, 7-5-3 Festival, Star Festival,
Yamaguchi Rice, and Moon- e i Setsubun, and NYE

Viewing Festival

3

® Masae Urkusa g
2 —@: Cherry-Blossom )
Viewing, Yamabuki Rice, Tl rouTuie

YouTube Green Day, School Trip,
ass1(1 Entrance Ceremony,
Setsubun, Moon-Viewing

w2 i Festival, and NYE s BE&E
s @227 A
Great video! all that food looks 5 BE2%
WETHL,
delicious. LT 1, | su go | ne
R&: 7 1E
2 T i e
= 1a me shi te mi 12 | na.
e E&:F A g B&:%
looks amazing : ’ i want to try that!
i= i ¥
= Ef § = z e BE&:T
FIum! ' a Lis 3 Boged

BH 2 X0V 1 hOPadletd—&f



NSJLE 2022 PROCEEDINGS 47

BEHB3 FEHDH (Children's Day) Z#8 Uiz A D—ER

ROV hDPadletid, T ANVNERDFRRAT Va2 —)LIcEbE T 8AICASICHB SN, KEIE. ASILES
DOEARZEFEZENT, Padlet EOBAXIEERZFHEL. XY NEBZ{TOFIE CHo/cht COVID-19/{> T Iy I
LB RHAHB SOEREFEADBITIC LD, Padlet DFEE AAY NEBZEE TCOEEFED—D &R T,

REEDAR
ASOEEX(LER

ASH, ISOESULIBNAE TAITH U TERFELIZOXA Y ME, BAFET T Wy THDAES) | Tta me shi te mi
ta i na (FeHUTHIZWG) § 78E0, FEET'Cool’, “Good job™, *| want to try that™® “Very cool drawing”. 72 &)
B U THRETHLOBEDONELBRITENTC, INid. BRAEBAXENDBENGREREDIRNTH SRR S
ZEMNTES,

e, TAVNERDNN2BICHE CORARBEEZBRLUCERICIE. AS D\ JISEIUHARICH U TIFRNE=H
PREZR>TWSI Lz, ASDHEED LMD ENTETC, ATIE HEH S5 D—ARBEASIYCBN D>y b &
Db, ERICFEITSHANREDELZR T AOBARFEZHE. BAULDBERICHN S N ASOERZEFE.
XALERICN T 2B ENBEHDBRICOBMN ST LB, Ble, BRFEFEEN EDL OB I EZLIZWVDD
e, EOLSBIEICEMER 1D NERICESTED T 2T 2D BT 2 I ENTE T, MICId. FERERICEE
NIZAREICRU, BAEFFEZRERDMRDOODERA D EN TS ERBUI

ZDFERIZ. Gardner (2001) O, 55 (languages) FE&E(F. TDEBOERE ICEDDIcW BELIEWLWEWS
BEQIBFEPREZIF DI EH 55 (languages) FENDEME LICDBHDEWSTRIC—HIHHDTH
D, ISPHAILICN T HASOBEEMNBRRE PEHIZ. HARBFEENDORRA LICDRBNEEFTZ 5,

FR REE, HIBHSANOBREFEHETORKFH

IOV METE ATIZTANVNERDOZ2—X LY —TSERDOTEENEUIBE Ui, BOHEP Y R—I5 VT
& OOV N BEENICIRA T W, £fce BARD/NEREDISRIE SHNUICAS ICESTRAIRER TH B &
WSFEEZ R > TV oo HEPTR—RRY VIIC T 2HAEBHENDEFICB W T—EDIENH T EEZ D,

COTOY Y MW TEFREE L LOHISEHESDRBRABICDNTIE, COVID-19/C TIv IR TH I EN S, R
BHSELZENTERD STeh Za—X LY —DRBZHALFRESE PHIBOALICH L TEH, BITDOEAREHE
EREZHSTELIENTEEEZ S,



NSJLE 2022 PROCEEDINGS 48

BAIRITANDEEID

COESBEAREDISR IOV 7 M ICER T 2 2 &id, o@D, TV INERSEROEARPHAS LA
DELESED, U TOAVNERDIBEN, o EHARZHD W ZUTHANT O THIEWEWSERMERFE.
FNZENOINRBREERRITNDEME AR ET TEEo>NFER>fcEbEZ 5N 5, Jhid. COVID-19 XV TFIwvy
Bl ZLDIREBENHANIRITI 2L DTS ENSEAENTH S,

EX{LHEVEICEITBPadletD BRI

STEEY). ATIREBERETEELLGN S, K70V 7 MBI BE FETHo/h, gikd@ED . COVID-19%4 % D
Ov I IVICED, EREELBOTLESTc, AVIY IVDERENSICNICIOTAY 27 M e ESIEH TS
NDYAVEZRET DLDICUT,

ASHEEREDIRTICHEWTH, PadletaEFH UIEREARIDIESIC L->T BE TISOUELBNZFEEL. OX VN
HIBHIENTE o, BBREFRESIclcsd, IAVMAIBXRFSBN oI HREBD YA TDfeHIico T
A REFBLUEWCWKRIRAR T 5728 U, JSSOEBICHUTHAEZF>TIAAV RN LED ETEIEMRESEHHER
Hohnlc,

ZD&ESIC, PadletD L SRIEFHIEDIBIRIR 7 7 7r—> 3> O5ERIE, COVID-19/ T2 v v Ic L BmfRiREF s
WSHEESIORICH > TH AT V21— )L EENADEEICEKI]ICIL TEDRICEWT, F58 (language) BEIC
BWTENTHDEEZAD, NIF. ATOY TV NDOREBRYFE L BT,

B!

AT7OY T ME COVID-19/X Y T Iv oI & BmBiREREWSHE BT DR TH, EROLSBHEEZREHL
fc—A. PadletD{HERICEEL Tl EBEHH T,

F—IC DDA VI —T A AT BROINTOXLIERMIRRS NI /o6, BABIRFEE THDHASH, HEY)
BFEBETHDISORBZEIRTDEVWSEMBEERZE IRV EBSLIENETEND, E@REFRTH oIl
O, ATICA—)LETERINETH, EETHAI UMY IR—MDNTELRD ol FDFER. ASHYHIHOWHASUE D
BEE+DICEBRT L ENEH L BT UEST,

BT JSSOER LIc—EBOETADRAN, HEBEZFES>THRASNTVDHDD, HEENBBEUICKL +EHEE
BmMMNERBINLBI >l Eh. ASHHDICETBONBZIER CERWER E BT, kS8 (languages) &
ENXUEREZRMTHEBICIE. BRED RRIBERIIDETH 2D,

UEDESIC VEDFEE ZARESCHICHICIE. T RRBRIEREFHF OBV AIENNEERDIEH
5. Jauregi and Melchor-Couto (2018) M5 L TW\5, BETHIERIICIEEICED 2 EDEZE N RSN,

BOHIC

ATZOY T ME COVID-19/0Y TFIv I KERBIRFEF TOERE Bolcfesd, TARNERBIDEENHEREN
TN EINERDN ST O BEBRIREICR ST UE S Teh CORZEEENICIRZ S5 A—ANZYUTFDH

EHBEANDXLRU Y — B O—iE %S T ENTE R EEZ D, AUEHOZEEN. AU, LR
HEESTONBINESNEISEBETORMN G 2D, Dl Ed AV —y MPEEREOREDBERLD S, HAX
IbZBFREDICESZ DI ENTEIEEZ S,

Fre.SEO7OY 7 MdPadletz EFA U2 IERRFIAEEEBI O FH TORD A TH>TcZ &S, 2021 FED5ANS
10BETDIBIDOADERMER>ToD TN THENADIREICE ST ZEEROBENDRETIIREITDIENTER



NSJLE 2022 PROCEEDINGS 49

WE LB DEERER(CIR oI EEZ D, FEMICIE BAREA—ZANT U FOINERDEB AT 2—)LNTHA

BIDHIEICED BEHEIDISREAIEEE 785 TH DD,

ERZ A I EXEEVEIR REVCERAT Va—IILOFABNREEREH ROV 7 NDKSBIBTRRT 77T

—> a3y aERUCIEREEDI M CHINIE ST 2 ENDIEEEISA S Tc L TEBN LI NER TS E
(languages) #HBE L H T2 EXUL B EENIC—EDRREER LT ENAREE 10D,

REFH, FERER ULERTEEO—FlE UTRAMEI N, HAR A—IXNTUTFOHBEST HERFDSE
(languages) DHEINELKAIFE, EIEZ A fVEEREDLENDIC DN STV EXEAFT 5,

SEER

AR

BNER - #EEHE (2018) ™H—RMSUFERRDFELIEADRCTLITRL—Y a3y POV 17 b <https;/nsjle.org.au/
proceedings/#2018-proceedings>20234%11A2HS B CERIFE (2016) "AEBHBICHITZ I CTOFERICOWT (fcEh) RRESERD
AEE) 5 <http//www.mext.go.jp/b_menu/shingi/chukyo/chukyo3/058/siryo/__icsFiles/afieldfile/2016/05/25/1371098_5.pdf > 20234
12A7HZR

ES S ¢

Chun, D. M. 2015. Language and culture learning in higher education via telecollaboration. Pedagogies: An International Journal, 10(1):5-21.

Cszér, K. and Dérnyei, Z. 2005. ‘Language Learners' Motivational Profiles and Their Motivated Learning Behaviour.” Language Learning, 55 (4):613-659.

Gardner, R. C. 2001. “Integrative motivation and second language acquisition”. In Motivation and second language acquisition, edited by Z Dérnyei and R.
Schmidt, 1-19. Honolulu: National Foreign Language Resource Centre.

Jauregi, K., and Melchor-Couto, S. 2018. “Successful Telecollaboration Exchanges in Primary and Secondary Education: What Are the Challenges?”
Research-publishing.net, Paper presented at the EUROCALL 2018 Conference (26th, Jyvaskyl4, Finland, 2018).

Lyn, J.C.Il. 2022. “Using Padlet as a learning space for simulating real-life business communication.” TESL-EJ, 26 (3): 1-12.

0'Dowd, R. 2018. From telecollaboration to virtual exchange: State-of-the-art and the role of UNICollaboration in moving forward. Journal of Virtual
Exchange, 1-23. https://journal.unicollaboration.org/article/view/35567

Okumura, S. 2022. “Toward successful telecollaboration using SNSs in EFL instruction: What elements should be incorporated and considered?” Information
and Communication Studies, 65:1-10.

Raja, R., and Nagasubramani, P. 2018. “Impact of Modern Technology in Education’, Journal of Applied and Advanced Research, 3, S33-S35.

Ramirez-Lizcano, N., & Cabrera-Tovar, M. A. 2020. “EFL Learners’ Perceptions About Language Learning and Culture When Using Telecollaboration”. Profile:
Issues in Teachers' Professional Development, 22(2): 95-113.

Toscu, S. 2021. “Dos and don'ts of an effective telecollaboration project’. Kuramsal Egitimbilim Dergisi [Journal of Theoretical Educational Science], 14(2):
202-222.

Victorian Curriculum and Assessment Authority (VCAA) n.d. Victorian Curriculum. Information and Communication Technologies and Languages. https://
victoriancurriculum.vcaavic.edu.au/static/docs/Languages%20ICT%20v2.pdf

Waltemeyer, S., J. H., and Helen, H. 2021. Padlet: the multipurpose web 2.0 tool. Journal of Instructional Research, 10: 93-99.



EEEEEEEEEEEEEEEEEEEEEE

TRIAL PRACTICE OF
DIALOGIC LANGUAGE
ASSESSMENT IN BILINGUAL
SCHOOLS IN AUSTRALIA

Setsunan University, Osaka, Japan

Caulfield Primary School, Melbourne



NSJLE 2022 PROCEEDINGS 51

ABSTRACT

In Australian primary schools offering English-Japanese bilingual education, Japanese language is taught using the CLIL
(Content and Language Integrated Learning) approach, which partially teaches the content of subjects in Japanese.
However, the approach to measure students’ Japanese language proficiency itself has not been established yet.

This research examines whether “Dialogic Language Assessment (DLA) for Japanese as a Second Language’ can
be adopted to assess Japanese language ability at the end of the 6 years of bilingual education. The implementation
of DLA directly contributed to the teacher's understanding of students’ Japanese language skills, which guided
their adoption of improved teaching practices. This adoption of DLA suggested that "“DLA Speaking” can be a
particularly effective tool to assess learners’ proficiency not only at bilingual primary schools but potentially
also at secondary schools and ‘Hoshuko® (Saturday schools) in Australia and other locations outside Japan.

INTRODUCTION

Bilingual and immersion education in English and other languages is provided in some Australian primary and secondary
schools. According to the Japan Foundation (2020), five primary schools offer Japanese-English bilingual programs
in Australia. In these schools, Japanese language is taught using the Content and Language Integrated Learning (CLIL)
approach, which partially teaches the content of some school subjects in Japanese. However, specific teaching methods
and assessments to measure Japanese language proficiency have not yet been established.

In this study, the authors attempted to measure students’ Japanese language proficiency by administering the Dialogic
Language Assessment (DLA) for Japanese as a Second Language at two Japanese-English bilingual primary schools
in Australia. DLA, which was developed by the Japan's Ministry of Education, Culture, Sports, Science and Technology
(MEXT), is widely used in schools in Japan to assess students’ Japanese language proficiency. This paper reports on the
implementation of DLA at one of the two Japanese-English bilingual primary schools, where DLA was administered.! As a
result of conducting DLA and understanding students’ abilities, the Japanese classroom teacher (co-author) was able to
reflect on her own lessons and improve her teaching method.

BACKGROUND

JAPANESE LANGUAGE ASSESSMENT IN JAPANESE-ENGLISH BILINGUAL PRIMARY SCHOOLS

In the past, one of the authors (Kadowaki) visited four out of the five Japanese-English bilingual schools in Australia and
observed classes. Some schools have one to three classes at each grade level, while others have one or two composite
classes with two grades, such as Years 1 and 2, together. In most of the schools visited, the teaching subjects for the
bilingual class are divided equally into those taught in Japanese and those taught in English. The bilingual program at each
school varies in its specific curriculum and content. Depending on the curriculum and subject topics, Japanese language
teachers need to decide on the Japanese vocabulary and grammatical items to be taught. As there are not many ready-
made, easy-to-use teaching materials available that cater for teaching such specific items in the Japanese language,
teachers are obliged to create their own teaching materials. It was observed that they spend a considerable time each day
preparing for classes.

The students’ understanding of subjects offered as part of the Australian Curriculum as well as their Japanese proficiency
associated with such subjects are assessed in academic performance within an individual school. However, an effective
methodology to measure students” Japanese proficiency itself had not yet been established in any of the four schools
visited. Therefore, the authors considered applying existing research findings on Japanese language education for children
with foreign roots in Japan to the teaching of Japanese language in bilingual primary schools in Australia.

1 This experimental work is a part of a research project to support Japanese language education outside Japan. A detailed analysis of the
assessment of 'students’ Japanese language proficiency will be reported separately in another paper.
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Japanese language for children with foreign roots in Japan is referred to as ‘Japanese as a Second Language (JSL)." In JSL
teaching, school subjects are taught in Japanese, which is similar to the situation in Australian's bilingual primary schools,
where some subjects are taught in Japanese using the direct method.

As there is no standardised method of assessment of students’ level of Japanese, the authors decided to use DLA—an
instrument that is widely adopted in schools in Japan—in bilingual Australian schools on an experimental basis. DLA as
practised in Japan was accordingly implemented in two Australian bilingual Japanese-English schools in two different
states with Year 6 students. This paper focuses on the practice in Caulfield Primary School in Victoria, one of the two
bilingual primary schools to have implemented DLA.

The following section presents an overview of DLA, based on its accompanying teacher’'s manual (MEXT 2014).

IMPLEMENTATION

WHAT IS “DLA”?

DLA was designed to assess the Japanese language skills of children, what kind of learning support is necessary, and how
to support their learning of school subjects. DLA has Speaking, Reading, Writing and Listening sections, and a teacher's
manual explaining specific procedures for each section is available online? The teacher's manual contains detailed
instructions on how to administer the tests and how to ask questions in Japanese. It is therefore easy for any educator to
carry out DLA, and no special training for conducting interviews is required.

DLA takes into account the cognitive abilities of growing children in measuring Japanese language proficiency. The Speaking
section usually takes about twenty minutes to administer and the Reading section about twenty five minutes. The amount
of time the assessment process takes varies according to a student’s Japanese proficiency level. It is not necessary to do
all four sections at once, and it is sufficient to measure speaking skills first and then implement the other sections in stages
as the child's Japanese language skills develop (MEXT 2014: 179).

Due to space limitations, this paper focuses on the Speaking and Reading sections, which were conducted face-to-face,
one-to-one between teacher and student at one of the two schools in which DLA was administered. All interviews were
recorded for later review and to assess each student’s Japanese language ability on the six-stage proficiency rating in the
respective Evaluation Reference Frames for DLA Speaking and Reading. Each stage indicates the level a student in the
school year is in. In any year level, stages 5 and 6 are considered to be the levels where students can keep up with their
study in a school in Japan with some learning support when necessary.

The interviews were conducted in a private room. The interviewer sat alongside the student to create a relaxing atmosphere,
instead of sitting opposite each other.

(1) DLA Speaking

DLA Speaking is divided into three parts. The first part is “Introductory Conversation.” The interviewer (teacher) starts with
greetings and explains the procedure of the interview in Japanese. Then the interviewer asks the student some questions
about himself/herself. After the “Introductory Conversation” is a “Vocabulary Check.” In this part, the interviewer shows
the student some picture cards and asks him or her to name them in Japanese. All picture cards can be downloaded from
the internet.®

Part 3 consists of three tasks—the "Basic Task,” the “Dialogue Task” and the “Cognitive Task.” These tasks involve looking
at pictures first, then answering questions about the pictures, followed by role-playing conversations with the teacher. The

2 These materials can be downloaded free of charge from the MEXT website. Only the speaking part of the teacher's manual is translated into
English (https://www.dla-kaken.jp/20220212wsdocuments).

3 These words were selected from a list of fifty-five words across thirteen areas, including body parts, food, animals, school behaviour and
emotions (MEXT 2014, 180).
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Basic Task measures the retention of basic sentence patterns at an elementary level, while The Dialogue Task measures
a student’s ability to speak in a situation without any assistance. The Cognitive Task measures the child’s ability to talk
coherently about content related to school subjects. For the Cognitive Task, three or four cards are chosen from a stack of
seven cards, according to child’s age and development. Two or three cards are suitable for younger children.

After the interview is finished, the teacher listens to the recording and checks the student’s Japanese proficiency based on
the relevant checklist in the teacher’'s manual. The check sheets are used to determine at which level of the six stages* of
The Evaluation Reference Frame the child is positioned.

(2) DLA Reading

DLA Reading takes place after the DLA Speaking Cognitive task has been completed. Its purpose is to find out "how well
the child understands the text”, "how the child reads’, and “how familiar the child is with reading books”. There are seven
different levels of books for Reading.® A student’s reading comprehension is measured through a dialogue rather than
written tests in order for teachers to draw out the potential of each child (MEXT 2014: 178).

The DLA Reading process is as follows. First, before starting reading, the teacher shows the student the illustrations and
key words in the book to help him or her understand the meaning. The student is then asked to predict the content of the
book, and the teacher reads aloud a part of the book while the student listens to the story. Finally, the student reads the
book aloud. When the student has finished reading, the teacher asks the student to summarise the story in Japanese and
asks questions in Japanese to check the student’s understanding of the content. At the end, the student is asked to share
his/her impressions of the book. The teacher asks the student questions about his/her reading habit such as “What kind of
books do you usually read?,” and, ‘In which languages and how often do you read books?”

(3) DLA Writing

For Writing, eight themes are set according to the different age groups, and students write compositions in Japanese on
these themes. The themes are “favorite animal” for Year 1 students and “school” for Years 5 and 6 students. The themes
may be selected by the teacher according to the children’'s Japanese level. Students in Years 1-3 are required to write for
10-20 minutes, while students in Years 4-6 write for 20-30 minutes.

(4) DLA Listening

In order to measure the listening skills necessary for learning a subject, students watch 3-5-minute videos on eight different
themes according to their age. As examples, Year 1 students watch “Field Trip Information” and Years 5-6 watch a video on
‘Energy.” After watching the videos, each student is asked to talk about the content.

The above is an overview of DLA. The next section presents how authors implemented DLA at Caulfield Primary school in
Victoria.

JAPANESE-ENGLISH BILINGUAL PROGRAMS AT CAULFIELD PRIMARY SCHOOL

Caulfield Primary School (CPS) is a government school, and one of the two Japanese-English bilingual schools in Victoria.
Incidentally, there are 11 bilingual primary schools in total in Victoria, two of which are Japanese-English bilingual schools
(Bilingual Schools Network 2020). Students learn Japanese language for a total of seven years from Prep to Year 6.6
Students learn Japanese in a “partial immersion environment” (Baker 1993), with 50% of class time evenly divided between
Japanese and English. Most of the students learn Japanese as a Foreign Language (JFL), but recently a few students who
are learning Japanese as a Heritage Language (JHL) have joined the class.

4 Stage 2 students are able to perform the Basic Task. Stage 3 students can respond in single sentences. Stage 4 students are able to perform the
Dialogue Task, which means they can use daily vocabulary, show fluency, and answer questions asked of them. Stage 6 students can perform
the Cognitive Task related to age-appropriate subject content, and speak coherently with grammatical accuracy and fluency.

5 The books are distributed free of charge by MEXT. Book A is for pre-school children, B and C1 are at Year 1, C2 is at Year 2, D is at Year 3and 4, E
is at Year 5 and 6 and F is at the end of primary school to early middle school level.

6 Primary schools in Victoria consist of Prep (preparation level) and Years 1 to 6.
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IMPLEMENTATION OF DLA

DLA Speaking, Reading and Writing sections were administered to Year 6 students at CPS. All students (a total of thirty-five)
were given the task of introducing their school in the Writing section.” For DLA Speaking, the students’ Japanese language
ability in class was divided into four levels based on their performance in class. Then seventeen students, several from
each level, were selected and were interviewed individually. In addition, DLA Reading was conducted with seven of these
students. This DLA was conducted together with the Year 6 classroom teachers.

The Basic Tasks and the Dialogue Tasks in DLA Speaking are designed to measure basic speaking ability in Japanese for
children and are not limited to the context in Japan. In the Cognitive Tasks, students are asked questions about global
warming and earthquakes, and Year 6 students at CPS had learnt the content. Therefore, we believe that DLA Speaking
can be used even by primary school students who do not reside in Japan.

TEACHER’S PERCEPTION FROM DLA RESULTS

The Japanese classroom teacher (co-author) at CPS implemented DLA for the first time during Term 4, 2021. After the
implementation, the teacher reflected on the process and provided some insights.

The Japanese literacy assessments at the school are aligned to the Victorian curriculum to indicate where the students’
Japanese language skills lay within the school and how well they understood what they had learnt in class in Japanese. The
implementation of standardised tests such as DLA has shown that it is possible to objectively assess students’ Japanese
language skills.

Overall, the results of the DLA Speaking study indicated that the students were not as fluent in Japanese as had been
expected. During the DLA Speaking interviews, it was observed that students could not remember vocabulary that they
had learnt previously and could not answer the “Vocabulary Check.” The students were also frustrated because they could
not express freely what they wanted to say in Japanese in response to the interviewer's questions. During DLA Reading, the
teacher realised that she had not incorporated “telling a synopsis after reading a book” into class, which is a requirement
of this assessment activity. Therefore, based on the results of the DLA, the classroom teacher considered how to teach
students to speak more fluently in Japanese and implemented a change in teaching method in classes from 2022. Some
of the teacher’s reflections are addressed in the next section.

EXAMPLES OF IMPROVED TEACHING PRACTICES

Based on the experience reported here, we claim that DLA Speaking could potentially be used as an assessment tool
to measure children’s Japanese speaking ability, as there is no standardised Japanese speaking test for the students at
Japanese-English bilingual primary schools in Australia.

It was clear from the results of the DLA trial that students were not able to speak in Japanese as well as they had been
expected. Thus, the teacher changed her teaching style to provide more opportunities for students to speak in Japanese.
Previously, when students were asked to talk about something in Japanese classes, they would first write a draft of
the theme or topic and then practice speaking the script. However, the teacher realised that this was not enough for
the students to say what they wanted to say in Japanese, as they were reading the script. Therefore, she changed the
sequence so that students first did sufficient speaking activities in Japanese and then wrote about the content.

For example, the following lesson practice was carried out for Year 1 students on the topic of the "Geography of Japan.”
For the speaking activity, the students practiced simple conversation using brochures from a travel agency. Then they
role-played an interview session with Japanese speaking staff, verbally asking about their hometown in Japan. This was
followed by preparing posters on some Japanese cities. At the end, each student in turn gave a presentation on the city in
the poster in front of the rest of the students, without looking at a script.

7 Due to space limitations, the results of the analysis of the students’ essays are not covered in this paper.
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The same method was applied in the Year 2 class on the theme of ‘Japanese Folktales.” First, students were asked
to individually prepare a poster about their favorite Japanese folktale, with a picture and key words in Japanese that
summarised the story. Then students in turn told the story of their choice to the other students in the classroom without
using a script.

In both cases, speaking practice and an oral presentation preceded writing practice. Consequently, students in both classes
were able to speak well in Japanese on themes and topics without looking at drafts during their presentations. Furthermore,
students wrote essays about what they had talked about after speaking practice and oral presentations, which seemed to
ease the burden of writing.

After implementing DLA, the teacher adopted the concepts inherent in DLA in her classes more actively and confidently.
In DLA, the interviewer does not correct the student’s Japanese mistakes, but praises and encourages the students so
that they can produce Japanese. She tried to “let students speak freely without being corrected each time they speak
incorrectly” and to “do her best to praise and encourage them.”

CONCLUSION

In this study the trial implementation of DLA provided an objective indication of students” Japanese language skills, as well
as leading the classroom teacher to reflect on her own teaching and ways to improve her own teaching. DLA would be
beneficial for students, parents, and teachers to objectively show what sixth graders in bilingual schools can do with the
Japanese they have learnt over the past seven years and at what stage of Japanese language proficiency they are. At the
end of the DLA interview session we conducted, most students commented in their final remarks that it was difficult but
enjoyable. Though DLA is an assessment tool, it suggests that going through the DLA procedures can be enjoyable learning
activities for students using Japanese language. It is important to encourage students to become aware of the Japanese
language and their own learning through DLA. This requires teachers to bring out and measure students’ strengths, to
recognise and develop them. The advantages of DLA are that it is an assessment designed for children. The detailed
teacher's manual and its clear assessment criteria can be used by teachers to effectively administer interviews.

Japanese-English bilingual primary schools in Australia have students from diverse backgrounds, including JFL and JHL
students. JHL students are also enrolled in Japanese Hoshuko (Saturday Schools). DLA could be an appropriate tool for
measuring the Japanese language skills of these students in Australia as well as in other locations outside Japan. DLA's
implementation policy, basic concepts and specific methods can be used not only in bilingual schools but also in primary
and secondary schools outside Japan.

Although this research could not empirically demonstrate the validity of the implementation of DLA through a detailed
analysis of students’ Japanese language proficiency, the trial was ground-breaking in the way that a standardised test like
DLA was carried out as a Japanese speaking assessment in a Japanese language program in Australia.

In future, it is desirable to have more Japanese language teachers in Japanese-English bilingual schools conduct DLA to
measure students’ Japanese language proficiency by grade level. The authors also hope to conduct further research on
how DLA can be incorporated into Japanese language education in Australia more broadly.

NOTE

This study is a part of the results of the research under the Grant-in-Aid for Publication of Scientific Research (C) 2019-2023
(Japan Society for the Promotion of Science),

Principal Researcher: Kaoru KADOWAKI, Grant Number: 19K00752
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ABSTRACT

Australian community language education contributes positively to the life and careers of citizens from culturally and
linguistically diverse (CALD) backgrounds. The concept of community language education has great potential not only in
Australia, but also in other countries such as Japan that are becoming increasingly multicultural, as it serves to connect
individual local residents and nations with the world. It can also lead to career education related to the Japanese language
for Japanese Background Speakers (JBS) in Japan and overseas. This paper first reviews the concept of community
languages and community language education in Australia. It then discusses the effectiveness of career education
practices for CALD students enrolled in a university in Japan.

INTRODUCTION

The author lived in Victoria, Australia for four years from 2011 to 2015. During this time, they had the opportunity to
teach Japanese Background Speaker (JBS) classes at a Japanese language supplementary school (community language
school) where they first became acquainted with the concept of community language education. The idea of a community
language is not part of the Japanese linguistic or educational landscape: the prevailing view is that as the national language
of Japan, the Japanese language is used by all Japanese citizens. However, in multiethnic and multicultural Australia, the
concept of a ‘community language” emerged as a result of the arrival of migrants from around the world.

Japan has also entered an era of multiculturalism and as a result, Japanese language education in Japan is undergoing a

major transformation. In this context, the Australian approach to community language education serves as a touchstone
and it is recommended that universities in Japan consider adopting the approach in the future.

PEOPLE WITH CULTURALLY AND LINGUISTICALLY DIVERSE BACKGROUNDS

First, it is important to define what is meant by “people with culturally and linguistically diverse backgrounds.” Underpinning
the concept is the notion that a person cannot be categorized solely on the basis of nationality. In the past, in the field of
Japanese language education in Japan, terms such as "HAGEIEENNETIRELE" (Students in need of Japanese
language instruction) or “ZNE A BZEATE (foreign students)” were commonly used (Ministry of Education, Culture, Sports,
Science and Technology, 2020). In practice, however, these phrases have little meaning. As an example, a child born and
raised in Japan whose parents are of non-Japanese origin, may not identify with their parents’ country of origin but consider
themselves Japanese. On the other hand, some children with Japanese nationality, if they were raised abroad, may not
consider themselves to be the same as Japanese people born and raised in Japan in terms of their own identity. Thus,
children’s backgrounds are diverse and assumptions about children’s cultural or linguistic identity based on their nationality
can be easily misplaced. As children's culture and language are primarily influenced by the international migration of their
parents it is important to recognize that individual children do not have a single culture or language and as such they are
"young people with culturally and linguistically diverse backgrounds” (Okumura 2022b).

CALD AND COMMUNITIES IN AUSTRALIA

In multicultural Australia, culturally and linguistically diverse (CALD) children make up a significant proportion of the
population, with around a quarter of children and young people now coming from a CALD background (Australian Institute
of Family Studies, 2024). The term CALD was introduced by the Australian Bureau of Statistics in 1999 to replace the term
“Non-English-Speaking-Background” (NESB), which lumped together people from non-English speaking backgrounds and
did not identify separate cultural or linguistic groups. This led to the acronym’s negative connotations. In contrast, CALD is
an inclusive term that recognizes the cultural and linguistic diversity that makes up Australian society and encompasses
the essence of co-existence and unity regardless of differences (LEXIGO Team, 2023).

According to the 2021 Census, 27.7% of the Australian population was born overseas (Australian Bureau of Statistics, 2021).
Across Australia, more than 300 languages other than English are spoken by more than six million people (Community
Language Australia, n.d.). It is not uncommon for a child born to parents of different ethnicities to live in Australia where
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they simultaneously have, and maintain, three different cultures and languages: the culture and language of the father,
the culture and language of the mother, as well as English, which is Australia's commmon language. In the case of such
international families, while English is the commmon language of the entire family, some children may consider one or both
of their parents’ first languages and cultures to be part of their roots. For instance, many JBS are willing to make the effort
to learn Japanese on their days off in order to participate in Japanese community events and to deepen their awareness
of their roots, even if it is not necessary for their everyday lives. This situation is an example of language education policy
at the smallest level of community, the family.

COMMUNITY LANGUAGES

In Australia, the language of an ethnic community is referred to as a ‘community language” (Clyne, 1991). According to Liddicoat
(2013), community languages have both internal- and external-community contexts. With respect to the former, Australia's
support for multiculturalism since the 1970s has been accompanied by respect and support for the maintenance of community
languages or those spoken by migrant communities. With regard to the external-community contexts, the emphasis on close
and active social, economic, and security ties with various non-English-speaking countries has led to the promotion of language
education from the primary level for languages of geographically close Asian countries including Japan.

An example of commmunity internal- and external-oriented language education is the Victorian Certificate of Education (VCE)
program, which is divided into first and second language categories; that is, students who speak a language as their first
language (e.g. JBS) and those who are learning the language as a second language. VCE Japanese First Language Study
Design 2022-2026 explains the significance of Japanese language study as follows:

The study of a language other than English contributes to the overall education of students, most particularly in the area
of communication, but also in the areas of cross-cultural understanding, cognitive development, literacy and general
knowledge. It provides continued access to the cultures of communities that use the language and promotes understanding
of different attitudes and values within the wider Australian community and beyond. (Victorian Curriculum and Assessment
Authority 2021, 2)

This description is written about the need for learning Japanese to be useful in the community as a JBS. The following
explanation also accompanies the above explanation:

The study of Japanese develops students’ abilities to understand and use the language of a country that is one of Australia's
most significant trading partners. There is a vibrant and longstanding Japanese-speaking community in Australia and there
are important links between Australia and Japan in areas such as business, tourism and education. The study of Japanese
promotes the strengthening of these links. Students may wish to study Japanese as an academic subject for educational
purposes, or to further develop their knowledge and use of a language already important to them, or to link this study to
other areas of interest such as tourism, technology, the arts, finance and business. (Victorian Curriculum and Assessment
Authority 2021, 2)

The above is clearly a description of the benefits for the “external commmunity.”
VCE Second Language also explains the significance of learning Japanese outside the community as follows:

The study of Japanese provides students with a direct means of access to the rich traditional and popular cultures of Japan.
Japan and the Japanese-speaking communities have an increasing influence in Victoria through innovations in science,
technology, design, retail, fashion, cuisine, sport and the arts. A knowledge of Japanese, in conjunction with other skills, can
provide employment opportunities in areas such as tourism, hospitality, the arts, diplomacy, social services, journalism,
commerce, fashion, education, translating and interpreting. (Victorian Curriculum and Assessment Authority 2021, 6)

Itis natural that there are different types of learning in each community. The basic premise of Japanese language education
as a community language is to learn Japanese” for different purposes, as well as the ability to coonmunicate, accept, and
understand each other’s similarities and differences in values. To promote community language education, community
language Schools are organized in each state and territory.
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COMMUNITY LANGUAGE SCHOOLS

Across Australia, many non-native English-speaking children attend government-endorsed community language schools
to learn the language (AFESA n.d). In terms of Japanese language, Japanese language supplementary schools offer
various forms of Japanese language education to children of Japanese expatriates and students living permanently in
Australia. These schools were previously regarded as problematic because they grouped all learners in one class and
uniformly provided lessons similar to the Japanese school education system. In recent years, however, an increasing
number of schools use different methods of teaching that take into account the backgrounds of the learners. For example,
students who plan to return to Japan are taught Japanese language lessons that follow the Japanese school system,
while students who are permanent residents of Australia are taught Japanese as a community language (Okumura 2021).
While it is idealistic to vary teaching methods according to learners’ backgrounds and needs, there are effective aspects
of collaborative Japanese language learning among CALD students that can only be achieved in community language
learning settings. The author conducted a study of the effectiveness of community language teaching in a CALD class at a
university in Japan (Okumura 2022a).

CLASSROOM PRACTICE AT A JAPANESE UNIVERSITY INCORPORATING THE
CONCEPT OF COMMUNITY LANGUAGES

Okumura (2022a) discusses in Japanese the effectiveness of collaboration (peer learning) among students from different
backgrounds. In this article, these practices are discussed from the perspective of community language education.

The students in the classes are a mix of Japanese students with no overseas experience, international students, and
Japanese-English bilingual students. The department enrolls CALD students and offers a degree program in English. The
author is in charge of courses taught in Japanese and offered a course called “Career Japanese,” in which students with
diverse linguistic and cultural backgrounds can learn together.

The term “career” here refers not only to so-called occupations, but also to “the ability to become socially and professionally
independent in the future, to fulfill one’'s own role in society, and to realise one’'s own way of life.” This is synonymous with
the "ability to live" in the new curriculum guidelines (Ministry of Education, Culture, Sports, Science and Technology, 2011).

University teaching methods that incorporate collaborative learning among learners of diverse backgrounds require
innovative practices. To this end, the author applied practices utilised in the JBS community language classes in Australia,
in their teaching in their university in Japan. For example, in the internal community or the local Japanese students, the
use of Japanese and learning new language items is used. For the external community on the other hand, a collaborative
learning approach was used in which the diverse learners learn about how to live better together by understanding their
personal views and coping strategies regarding everyday cultural interactions and conflicts, as well as the views and
coping strategies of others. Below are the specifics of this practice.

SIGNIFICANCE AND GOALS OF THE CAREER JAPANESE COURSES

The significance of the Career Japanese courses lies in the development of global human resources that will allow the
students to work as members of society in Japan and abroad after graduation. Therefore, the students” achievement
objectives are to improve their intercultural understanding skills as well as their Japanese language skills. In these courses,
emphasis was placed on understanding how individuals think and deal with everyday cultural interactions and conflicts that
they may themselves encounter in the future. This leads to learning how to live better with others in a multicultural society.
The courses were offered throughout the year in two elective options: “Career Japanese A" in the spring semester of 2021
and “Career Japanese B in the autumn semester of 2021. Both courses could only be taken from the second semester
of the second year of university, so all students who were enrolled had to have at least one and a half years of university
experience. There were three types of students: those who took only A, those who took only B, and those who took both A
and B. The courses are open to all students with intermediate or advanced Japanese language skills, regardless of cultural
or linguistic background, so they are not only open to international students and returnees, but also to native speakers of
Japanese who were born and raised in Japan.
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According to the preliminary questionnaire distributed to students at the beginning of each course, the twenty-six students
enrolled in “Career Japanese A" came from ten countries and regions including Japan. The twenty-one students enrolled
in “Career Japanese B" came from eight different countries including Japan. The questionnaire included a question about
the students’ Japanese language study history.

The Japanese language study history of the students enrolled in “Career Japanese A" and “Career Japanese B" as well as
their linguistic and cultural backgrounds were diverse. For example, there are those who studied in the Japanese school
system all the way through high school, those who had studied in the Japanese school system as well as returnees, those
who studied in international schools in Japan all the way through high school, children of international marriages who had
repeatedly moved between Japan and abroad, and those who were born and raised in Japan or came to Japan with their
parents. Each student was interviewed individually during the orientation for the first class. The purpose of the interview
was 1o ascertain whether the students could generally understand what was being discussed in class, whether they were
comfortable with reading, discussing, and writing activities in Japanese alone, and whether they could prepare for class,
actively participate in class, and complete the after-class summary assignment. Only one student withdrew from the class
after the interview.

PRACTICAL METHODS

The overarching theme of both courses is conflicts. The major theme of “Career Japanese A’ is conflicts with others in
student life at Japanese universities, and the major theme of “Career Japanese B is conflicts with others in Japanese
corporate society.

For materials, we used the Miyazaki's case-based textbook (2016). This textbook, written in Japanese, shows various
situations, such as conflicts in mutual negotiations with classmates and faculty members in university life in Japan,
happenings at a part-time job, troubles with workmates, conflicts with superiors and colleagues at work, and possible
actions by the individual characters in the situations. Although the title of the textbook is marked “for foreign learners,’
it is best suited to students with an intermediate or higher Japanese language proficiency. For students who are not
native speakers of Japanese, the textbook functions as means to encourage their communication skills in Japanese while
learning vocabulary, grammar, and other linguistic skills.

The learning process was divided into three steps: 1. before class activity; 2. during class activity; and 3. after class activity.

The first step was pre-reading. If a student did not understand the vocabulary or an expression in the text, that student
first independently checked the meaning of the vocabulary word or expression. Then, when the students understood the
contents of each paragraph, they wrote a summary outline of the paragraph. This work was set as pre-class preparation
to be completed individually. These outlines were submitted online the day before each class to confirm that the work had
been completed and that the students had understood the content.

The second step was to read aloud the case of the textbook and to organize discussions during class. In these courses, in
accordance with the rule that Japanese is the common language of the class, students used Japanese in the discussions.
After the discussion, a representative from each group shared a summary of the points raised with the class.

The third step was a summary activity. After the end of the class, each student carried out individual work. The students
derived solutions to the case protagonist's problems from the discussion. They then compared their own opinions with
those of others, reflected on them and analysed new perspectives that had not emerged from the discussion. Students
were required to submit an “opinion paper” at the end. This opinion paper was to be between 400 and 800 characters.
The opinion essay could be written freely according to the students’ level of Japanese sentence production skill. These
opinion pieces were made available to all students in the class. In the following classes, the instructor also summarised
the common content of the students’ opinion sentences in key sentences and introduced them to the students.

On the last day of the fifteen-week course, students wrote about a cross-cultural conflict they had experienced, using
the same case-writing process as in the textbook. They also shared what they had written with their classmates and
commented on each other’s experiences. The scoring of the end-of-semester assessments included scores for all three
of the above steps. In the oral presentations and essays, students were assessed not on fluency, accuracy of writing,
vocabulary or grammar, but on whether they described in their essays their positive and active attitudes and statements
in class and their attitudes towards learning.
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RESULTS OF PRACTICE

At the end of the semester, a questionnaire was administered to students to learn what they thought of the classes. The
questionnaire was administered using the questionnaire section of the online class support system, which allowed the
researcher to know the names of the respondents, but it was mutually agreed that the names of the participants who
responded to the questionnaire would not be made public.

Appendix 1 lists some students’ impressions about the class as a whole and some excerpts from the written responses

from the students who agreed to them being published. The responses were written in Japanese and translated into
English by the author. For details, see Okumura (2022a).

CONCLUSION

As indicated in the table in the Appendix, students who had studied in Japan from elementary school through high school
and considered Japanese to be their native language mainly emphasized cross-cultural coonmunication and recognized the
opportunities to understand the similarities and differences between their peers.

On the other hand, students who had studied abroad from elementary school through high school, including international
students, or those who had spent most of their study abroad and viewed Japanese as their second or third language,
focused mainly on their language learning, and the communicative activities in Japanese they had with native Japanese
speakers.

The results of the above practices suggest that Japanese language education as a community language can contribute to
addressing the needs of increasingly diverse learners of Japanese. If Japanese language teaching practices are designed
with both internal and external communities in mind, the practices can adapt to the needs of learners with different
backgrounds in different contexts. Language learning does not end simply with the acquisition of language skills. Learning
a language leads to understanding different cultures which in turn leads to a greater understanding of one’s own culture.
Finally, language learning leads to an appreciation of multiculturalism. It is highly significant that a language learning place
can be a place for community building among people from different backgrounds. Moreover, in the process of community
formation, the prospect of being able to use the language learnt (Japanese), can be a useful tool for students’ career
development.
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1. Do you think this class will be helpful in your college life?

Very helpful 27% (7)
Helpful 65% (17)
Neither helpful nor unhelpful 8% (2)
Not very helpful 0% (0)
Not helpful at all 0% (0)

2. Why did you answer “very helpful / helpful” in #1? Please describe freely.

International students

« This department is a very special environment, and | was able to learn more about university life and issues in Japan
through this class.

« There were many episodes that | have experienced.

« | can practice my Japanese through discussions in class.

Returnees

« | am satisfied because | learned about communication skills in Japanese and how to improve problems.

« | am glad that I have never learned how to communicate in Japanese.

« The reason | didn't find it very useful is that sometimes | don't think | have much experience with the cases.

« | was able to think of some ideas with the other students to help me with the case.

« It was very interesting to hear the different opinions and ideas of the students around us. In addition, the slides
summarized by the professor allowed me to hear the deeper thoughts of the students, which led me to new
discoveries that | had never paid attention to before. | learned that | may have unintentionally offended them, which
made me realize that | had to be more careful about my words and actions.

Children of foreigners in Japan

« | was interested in this program because it gives me the opportunity to deal with problems that may occur in my daily
life and to discuss them with others, so | can learn about different values.

« | looked forward to the opportunity to work with other students because learning about their problems and how to
solve them will help me to write a good resume.

Graduates of Japanese schools

« It was good to hear everyone’s opinions.

« lam glad that | was able to learn from the lecturer’s experience.

« | think I am now better able to deal with conflicts caused by different cultures.

« | could learn a lot of cases that could really happen in university life through the textbook and discussions.
« | could see things objectively because | could discuss other people’s cases.

Graduates of international
schools in Japan

« | think this class will be very useful for my university life. The reason is that in this class, we dealt with cases that
could have happened at various universities, and we were able to exchange opinions on how to deal with those cases,
which | think broadened our perspectives. Therefore, | think that this class will be very useful for my university life in
the future.

Children of international
marriages

« Each case was a problem that | often face in my college life. So, | thought it was very good that | could think about
realistic countermeasures to various problems with my classmates. | am very happy to have had this opportunity.

3. Do you think this class will be helpful in your career path?

Very helpful 23% (6)
Helpful 69% (18)
Neither helpful nor unhelpful 4% (1)
Not very helpful 4% (1)
Not helpful at all 0% (0)

4. Why did you answer “very helpful” in #3? Please describe freely.

International students

«» 1: My Japanese is getting better. 2: | have more courage to speak Japanese.3: | could understand more about
Japanese culture.

« | usually don't talk much with Japanese students at school, so this class helped me to talk properly.

« | had a chance to think about various problems in my life.

Returnees

« | think that studying Japanese will be useful in the future.

« | don't know what the term “career path” means, so | will refrain from commenting on it.

« | think it will be useful to learn about the rules of seniority and teamwork in Japan, as these are things that are
possible in society.

« | assume that by learning about them, | will be able to communicate more smoothly with a wide variety of people
from different backgrounds.

» Through the cases, | was able to think about other people’s standpoints and perspectives.

« The faculty | am studying now is international, so | can learn in advance about the conflicts and problems that may
arise when | work in a Japanese company in the future.
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4. Why did you answer “very helpful” in #3? Please describe freely.

Children of foreigners in Japan

| am now a better candidate for a job because | can understand and respect various values.

Graduates of Japanese schools

« It was a good opportunity for me because | could not meet many people due to covid-19 and could not hear their
opinions, even though we all have similar problems.

« | thought it would be a good opportunity for me to learn about conflicts caused by cultural differences based on case
studies, and | thought it would be something that could happen when | go out into the world and work at a company.

« | would like to live abroad in the future, and | am sure that | will encounter problems caused by cultural differences.

« | was able to learn both solutions from the perspective of a foreign student and a Japanese student, so | was able
to gain an international way of thinking. Therefore, | think it will broaden my future perspective and lead to a better
career path.

Children of international
marriages

The reason is that the case was realistic.

5. What is the best thing about this class?

International students

« The pace is good, and | liked the way we were made to think.

« | can study in a relaxed atmosphere.

« | can have discussions with everyone. | think | can hear various opinions.

« | usually don't talk much with Japanese students at school, so this class helped me to talk properly.
« The teacher listened to my opinions and experiences with interest.

Returnees

« The teacher was kind. The amount of assignments was just right.

« | think it was the opportunity to be able to discuss various cases together. It was good practice for my Japanese. In
addition, the teacher and students were kind, so | enjoyed the class.

« It was good to be able to talk while seeing everyone’s face, so | could see how everyone was reacting. It was also
good to have breakout sessions because | didn't have as many opportunities to talk with my classmates since |
started taking the class online.

« [t was great to hear different opinions about the same thing that came from various backgrounds.

« | could hear the opinions of my friends from various backgrounds, such as Japanese who have lived in Japan for a
long time, foreigners who have lived in Japan for a long time, and international students, which made each class very
fresh and beneficial.

Children of foreigners in Japan

« | had a lot of opportunities to discuss issues with my classmates.
* The best part was that we could all discuss together.

Graduates of Japanese schools

« It was very refreshing to be able to talk in Japanese with so many people from different departments, as | have not
had the opportunity to do so very often.

« | could learn about various cases and think about solutions to those cases through discussions. | could listen to other
people’s opinions, so | could find new discoveries for myself. It was also interesting to hear about the real experiences
of the class members at the beginning of each class.

« The case studies were very interesting because they dealt with issues and cultural backgrounds that we don't usually
think about in our daily lives.

« |'had opportunities to talk with my classmates and learn how they think and feel about the cases.

« | thought it was only for international students, but | was relieved that Japanese people who grew up in Japan could
also take this class.

« | was able to deepen my understanding of different cultures.

Graduates of international
schools in Japan

« | think one of the best parts of the class was the exchange of opinions at the beginning and end of the class.
» Many of the students in this class have grown up in a variety of environments, so | think that the ideas and solutions
that I had never thought of were presented to me, which broadened my perspective.

Children of international
marriages

« [t was nice to have a solid amount of time to research the case with my classmates.

Opinions and Comments about “Career Japanese B’

1. Do you think this class will be useful in your working life?

Very helpful 29% (5)
Helpful 65% (11)
Neither helpful nor unhelpful 6% (1)
Not very helpful 0% (0)
Not helpful at all 0% (0)

2. Why did you answer “very helpful / helpful” in #1? Please describe freely.

International students

« | think I learned more about my future university life and job-hunting life from the scenario of “what might happen.”
« Itis good practice for Japanese conversation
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2. Why did you answer “very helpful / helpful” in #1? Please describe freely.

Returnees

« | am very pleased to have had this opportunity to speak “proper” Japanese, as | do not use Japanese academically on
a daily basis.
« The content of the class is applicable to human relations as a whole.

Graduates of Japanese schools

« | think | can make use of my knowledge and experience by learning about real-life problems through the stories.

« | think it was very interesting to hear the opinions of international students, which | would never have thought of
myself.

« | was able to exchange opinions with my classmates based on what they had experienced in Japan.

Graduates of international
schools in Japan

« In college life, many students find part-time jobs and other social experiences very beneficial and enrich their college
experience.

3. Do you think this class will be helpful in your career path?

Very helpful 29% (5)
Helpful 65% (11)
Neither helpful nor unhelpful 6% (1)
Not very helpful 0% (0)
Not helpful at all 0% (0)

4. Why did you answer “very helpful / helpful” in #3? Please describe freely.

International students

« It was a good learning experience for me to share my thoughts through discussions and how to deal with situations
that I had never imagined.
« | think that if | know about cultural conflicts in advance, | will not be nervous or shocked when | am in such a situation.

Returnees

« | don't use Japanese academically on a daily basis, so it was very helpful for me to have this kind of time. It was
very useful for me when | filled in an “entry sheet” (the document or form used by students when applying for job
opportunities) and the questionnaire after the internship.

« | learned the importance of respecting other people's opinions, and | realised that each person has his/her own way of
doing things and sense of values.

Graduates of Japanese schools

« | think it will be useful in all aspects, not in terms of career, but in terms of preparation for the constant changes in
society in the future.

« | think it will improve my discussion skills in discussions.

» When we discussed the problems in the relationship between supervisors and junior staff, | was able to learn
solutions from various perspectives, and | thought | would be able to cope with such problems if | faced them in the
future.

« The cases we dealt with in the fall semester were different from those in the spring semester in that they involved
working adults and cross-cultural conflicts in the workplace. | thought this class was useful in my future career path
because | was able to discuss with my classmates how to deal with and understand cross-cultural conflicts that |
may face after | graduate from college, and | think we were able to find clues that led to a solution.

Graduates of international
schools in Japan

This is a very important part of their future careers, as it allows us to envision real cases that our students will face in
the near future and to prepare them in advance.

5. What is the best thing about this class?

International students

« There was a lot to talk about, and | thought it was important for the students to exchange their opinions. | think it was
a good exchange, especially because | could feel the differences in the cultures from which the students came.

Returnees

« It was a great experience for me because | rarely have a chance to discuss things in Japanese in my department.
« | was able to exchange opinions with students from various backgrounds. It was interesting to see the different ways
of thinking in different cultures.

Graduates of Japanese schools

« The class respects each student’s opinion. | think the class was persuasive and deepened my understanding by
listening to students’ opinions and asking them to give specific examples.

« It was very enjoyable to discuss and exchange opinions with students from various cultural backgrounds, such as
international students and returnees.

| am glad that | took this class in the spring and fall semesters because | think | can grow not only in discussions with
my classmates but also in my ability to explain what we discussed as a group when we return to the main room after
the breakout room.

Graduates of international
schools in Japan

| felt that it was very good to be able to exchange opinions with students from various cultural backgrounds.
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ABSTRACT

As a result of the long-term rising trend of the Japanese-speaking population in Australia, the number of students and
children with connections to Japan has also increased in recent years. Consequently, their unique Japanese-language
capabilities and learning needs have increasingly become a subject of pedagogical attention. In this context, the Australian
Network for Japanese as Community Language has proposed the notion of 22458 (KEISHOGO or ‘Japanese as Community
Language’) in order to better capture the unique characteristics of their language. Based on various interview surveys, this
paper delineates and unpacks the experiences of the youth as they follow their learning trajectories. The challenges that
both these young people and their teachers face are presented, along with some learning resources and suggestions for
ways forward beyond situations where confusion and mismatched expectations are currently commonplace.

INTRODUCTION

Traditionally, Japanese language education in Australia has dealt with learners of Japanese as a Second Language (JSL)
who have no familial Japanese connection. However, the increasing number of children with Japanese connections
presents a hitherto under-addressed challenge for teachers. In this context, the focus of this paper is to undo some
common misunderstandings. It also aims to offer pointers for parents/guardians and school/tertiary teachers who teach,
or may teach, students with connections to Japan, and to invite them to further explore ways the particularities of this
population of students can be used to enhance and enrich their learning experiences. For these purposes, we first delineate
the backgrounds of such children and their families using various surveys and research conducted in educational settings.
Useful resources, like the Watashi-go Portfolio—a series of activity-based log-books that nurture both language skills and
plurilingual sensitivities amongst children—will also be introduced.

JAPANESE IN AUSTRALTIA, ANJCL (AUSTRALIAN NETWORK FOR JAPANESE AS
COMMUNITY LANGUAGE) AND THE BACKGROUNDS TO THE SURVEYS

THE JAPANESE LANGUAGE EDUCATION PROFILE IN AUSTRALIA

Bolstered by a series of language education policies including The National Policy on Languages (Lo Bianco 1987), the
Japanese language has become one of the most commonly studied languages in Australia since the 1980s (De Kretser and
Spence-Brown 2010, 15). According to a survey conducted by The Japan Foundation in 2021, there were well over 400,000
learners of Japanese in Australia at that time (Japan Foundation 2022). This is the fourth largest number of Japanese-
language learners amongst the 212 countries and regions surveyed, indicating that the language is, on a per capita basis,
far more popular in Australia than in any other part of the world. The other striking feature from The Japan Foundation
survey is that 96% of Japanese language learners in Australia are concentrated in the primary and secondary school levels.
As far as the number of the learners is concerned, the educational focus in Australian classrooms is on JSL.

JAPANESE COMMUNITY IN AUSTRALIA

Turning our attention to the Japanese population in Australia, the annual MOFA (Japanese Ministry of Foreign Affairs) survey
of 2021 showed that there were 93,451 Japanese nationals (MOFA 2021), which was the third greatest number in the world
after the USA and China. Again, accounting for the total population in each country, it represents the highest concentration
of Japanese nationals outside Japan.

The Australian Census provides another set of statistics that delineates the long-term trend of the Japanese population in
the country. According to the Australian Bureau of Statistics (2021), 45,267 Japan-born individuals resided in the country.
This is a 28% increase since the 2011 iteration of the Census and is an indication of the rise in the number of Japan-born
citizens in recent years. There appears to be no signs of this steady flow abating in the near future.
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It should be noted that there is a difference of over 48,000 between the number of Japanese nationals living in Australia in
MOFA (2021) at 93,451, and the Japan-born” in the 2021 Australian Census, which accounted for 45,267. It is assumed that
this discrepancy reflects the number of Australian-born Japanese nationals, who are not counted in the figure from the
Australian Census (i.e. children of Japanese parentage).

ANJCL AND ITS ACTIVITIES

Against this backdrop, the Australian Network for Japanese as Community Language (ANJCL) was established in 2020,
by academics and educational professionals from around the country. Its initial mission was to carry out a series of
surveys commissioned by The Japan Foundation in Sydney, with a focus on investigating the current states of learning
environments and learning resources for children growing up in Australia with connections to Japan.!

To date, ANJCL has conducted three studies over the course of 2019-2022.2 The three studies gathered information from
parents (both native and non-native Japanese speakers) currently raising children with connections to Japan, teachers,
Japanese-language school/institution managers/organisers, veteran parents whose children have already become adults,
and young adults who grew up as children in Australia. The first two surveys were based on a questionnaire and were
conducted in, respectively, New South Wales and then the entire country. The third survey involved a series of interviews
conducted via Zoom aimed at collecting more detailed and nuanced information. All the data gathered were collated for
analysis, and relevant thematic issues were identified and extracted.

KEISHOGO?®

The results of the surveys and interviews provide more concrete and detailed pictures of the young people with Japanese
connections growing up in Australia. At the same time, it became increasingly clear that the existing ways of framing their
language variety, namely the notion of “heritage language” or keishogo (f#k7#GE: #k means “to inherit” or “to succeed”;
7 connotes ‘to receive” or “to comply”; 5& stands for ‘language’), is insufficient. We believe these terms do not entirely
encapsulate the Japanese-language use and needs of these young people. While respecting the term keishogo and
accepting the significance of the language being inherited from previous generations as the term keishogo suggests, a
need was felt for a new concept or term to refer to young people’s language: the word KEISHOGO (234=5E), or “Japanese
as Community Language,” written in italicised capital letters, was coined for this reason. The character £ represents
‘connections,” "bonds” and “links,” and 4= means “to generate” or “to be born.” Thus, KEISHOGO is defined as:

the language that is born from connections with parents, family, friends and society, including the language that children
living overseas who are connected to Japan inherit from their parents; this language generates new meanings, creates
further connections, and passes these connections on to the next generation.” (Thomson 2021, 3)

As seen above, it is important to note that KEISHOGO is used in, and evolves through, contact with the Japanese-speaking
community (see also Oriyama 2021, 39-40). We also refer affectionately to young people growing up with such language
as "KEISHOGO Youth.”

KEISHOGO YOUTH
So, what did our studies reveal about the general profiles of KEISHOGO youth? Approximately 90% of those surveyed

(n = 241) were born in Australia, or migrated here before they reached the age of five. Over 70% of these children were
born to Japanese mothers and non-Japanese fathers, around 25% to Japanese parents, and slightly under 5% to Japanese

1 Ethics approvals for the surveys were obtained at UNSW. The relevant HREC Approval numbers are HC200071, HC200828 and HC210468.

2 Summaries of the three studies are downloadable from the ANJCL Homepage (2023).

3 KEISHOGO/ ¥4 58 and keishogo/##7GE are both pronounced “keishogo.”

4 "4 Following is the original Japanese text from Thomson (2021): SBAMEED AR EEN B FEBICENE DN SZITM I LIFEEH T, FHPOR

&, RICE, HREDENODSEEN, SSBBENDELEH, T THUWEREEAHL, TOEND ZROMRICEF W&
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fathers and non-Japanese mothers. It was also found that they often used Japanese in family communications, most
typically with their native Japanese parent(s), although there were significant variations in how this was done in different
families given factors such as the children’s ages. Reflecting the current Australian settings where the concentration of JSL
learners is the highest in global comparisons, many of the non-Japanese parents spoke at least some level of Japanese,
with a number of them having very advanced proficiencies. This has resulted in some families employing Japanese as a
main language for the whole family at home, even when one parent has a non-Japanese-language background.

GROWING UP AS KEISHOGO YOUTH

Notwithstanding the above, Australian KEISHOGO speakers are found to have complex and diverse backgrounds. This
diversity gives rise to varying linguistic and sociocultural educational needs, as well as challenges distinct from those faced
by JSL students in school settings. Examples of these backgrounds have been discussed in previous research into the lives
of KEISHOGO speakers, including those conducted by ANJCL members. According to Kurata (2015), each KEISHOGO young
person's family background, educational background, and degree of familiarity with Japan and the Japanese language is
unique. For example, Rika, a participant in Kurata's study, was an 18-year-old female who had been living in Australia for
four years at the time of the interview.® With her Japanese parents, she had lived in five Asian countries, including Japan
(when she was 0-1 year old), prior to arriving in Australia. At the time she took part in the study, she was studying Japanese
in an upper-intermediate level course at her university. Her family background is multilingual, and her parents speak both
English and Japanese. Her mother also speaks Portuguese and her father Cantonese. She described this as “weird” as one
specific language was not chosen as the family’s coonmon language.

As other studies also indicate, KEISHOGO youth are often seen by both teachers and their classmates to be “experts” (Cho et
al. 1997; Hornberger and Wang 2008; Yoshimitsu 2008) in the language classroom. However, Rika seemed to regard herself
as a learner keen to develop her knowledge of Japanese, often feeling inferior to her more fluent peers. As will be shown in
the next sub-section, it is not uncommon for younger KEISHOGO youth in high school to suffer from similar predicaments.

As in Rika's case, KEISHOGO speakers have complex and diverse backgrounds, and have different Japanese-language learning
needs from those of non-KEISHOGO youth. However, this may not always be obvious or understood by their teachers. Due to
these unfortunate mismatched circumstances, KEISHOGO youth may end up feeling frustrated in a beginner class because of
the lack of advanced courses (Wu 2008). Or, conversely, they may be ‘embarrassed in a higher-level course where classmates
and teachers place high expectations on their typically weaker literacy skills” (Yoshimitsu 2008).

An overestimation of KEISHOGO speakers’ Japanese ability based on presumptions of background knowledge is a critical
issue that hangs over them. This can lead to teachers, parents and other educators overlooking inherent challenges that
these young people may face, or being disappointed when personal expectations are not met. When combined with
KEISHOGO youth unease when under pressure to perform well, these issues could result in them dropping courses, or
losing critical self-esteem and/or interest in the language and culture.

KEISHOGO YOUTH EXPERIENCES IN SCHOOLS

We will now look more closely at KEISHOGO youth experiences in Japanese-language learning within school settings. The
data here come from interviews with KEISHOGO young people and/or their parents in the ANJCLs (2022) and Oriyama'’s
(2017) studies. Nine KEISHOGO learners (seven from the ANJCL's (2022) and two from Oriyama's (2017) studies), who were
all born in Australia or had migrated here at a young age, were interviewed. Their accounts of school learning, covering
both positive and negative aspects, shall be looked at with a view to identify possible clues to help improve the outlook for
such children, and to offer practically useful perspectives for teachers.

Some KEISHOGO youth reported that they felt as though they were treated like unwelcome misfits by their Japanese-
language teachers due to their background or perceived “advantage.” For example, Student A was told by his principal
to quit the Higher School Certificate (HSC) course at the end of Year 11 because his mother spoke to him in Japanese,
and Student B was instructed to study by herself in the library during the Japanese classes. Student C reported that
she had complained to her school about the unfair treatment she received in class, but no action was taken because
no classmate attested in support of her. Furthermore, Student D confided that, even when she did well, her native-

5 Allindividual interviewees” names that appear in this paper are pseudonyms.



NSJLE 2022 PROCEEDINGS 72

speaking Japanese teacher did not give her the same encouraging feedback that her non-Japanese-background
classmates were given.

As mentioned in the previous section, KEISHOGO youth are often seen by people in their classroom to be “experts” in the
language. The above cases suggest that such an assumption could ironically position them as hard-to-handle outliers.
While we note that it is not always possible to know the facts through the interview process, it is nevertheless important to
take the KEISHOGO youth seriously and to make sure that they feel they are being listened to, rather than judged. We would
like to share how these young people feel through their experiences so that we can better understand them.

As in the case of Student A discussed above, at the senior secondary level the stakes are high as their academic
performances affect their graduation and entrance to university. While differentiated language streams are offered and
accessed across the country based on specific criteria for so-called “background/first language speakers” or “Students
with Prior Learning and/or Experience” (SPLEs®), the challenges in accommodating the highly diverse proficiency levels and
needs of those young people who are learning KEISHOGO are so great that they inevitably result in some exclusion (Oguro
and Moloney 2012; Oriyama 2017).

Alongside these critical cases, other more encouraging stories were also told, particularly when KEISHOGO learners were
able to study Japanese at senior secondary and onwards. Some became fluent in the language while on school/university
exchange in Japan, or while studying at university. Where their needs were met and effective support was provided, school
and university programmes were able to help them reconnect with their Japanese family/relatives, enhance the sense
that they belong to Japanese-speaking commmunities, embrace their identities, and feel happy to be who they are.

What, then, would be some of the key basic principles in educational orientations that could offer effective support for
KEISHOGO learners? The uplifting comments below made by the mother of a young girl attending kindergarten might offer
clues, even for older children.

My daughter and | were both so thrilled when her kinder chose to learn Japanese ... | was happy to help by reading
children’s books and teaching some songs. It made my daughter and me so happy for our culture and language to
be recognised by the kinder community. My daughter felt more comfortable with everyone being interested in her
language at kinder and came out of her shell more easily. It is so great for Australian children to be surrounded by
other cultures and languages from a young age, and for them to learn from people from different cultures. (Liddell
2022)

Here, the child's language and culture, and the expertise that both the child and her mother bring to the kindergarten, are
all highly valued and appreciated. Utilising their knowledge and skills and getting them involved in class activities made
the little girl happier, more confident, and more motivated to enthusiastically share her language and culture with other
children. Being treated as a precious ‘asset’ rather than a ‘problem’ seems to have left a positive impact on her self-esteem,
in-depth intercultural understanding, and so forth. The mother also mentions this learning/teaching as a reciprocal process
where children from different backgrounds learn from one another, thereby nurturing mutual respect and conviviality.
Putting the underlying thoughts above into practice requires careful planning and creative efforts. Such endeavours could
be supported by the introduction of practical, versatile resources.

WATASHI-GO PORTFOLIO

Here, we would like to introduce and recommend Watashi-go Portfolio as a resource to complement existing learning
materials. The Watashi-go Portfolio (the Portfolio) is a series of activity-based log-books designed to encourage interactions
between children and adults in order to nurture plurilingual sensitivities while assisting with their language learning.

6 The term SPLE was shared and used widely during the 2022 Watashi-go portfolio workshops hosted by the Japanese Teachers’ Association
of NSW. Where sub-streams for SPLE or background speakers are offered, KEISHOGO youth are often placed in such courses regardless of
proficiency.
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The Watashi-go Portfolio is a set of materials designed to foster self-esteem and intercultural understanding amongst
KEISHOGO learners growing up in plurilingual environments.” Originally developed by the German-based Team Motto
Tsunagu (“Further Connections’) for children aged between five and ten, it is fun and easy to use. An Australian edition
of the Portfolio was developed to suit the local context. It was released in 2021 and, together with its User Guide, is
downloadable free of charge from the ANJCL website (N.d.).

The concept of “Watashi-go” or "Me-language” was borne out of the belief that each individual child has a unique language
repertoire. The Portfolio is a three-part series of logbooks originally designed for parents and children to work together
to develop language competencies.® The Portfolio was further developed for use within Japanese community language
schools, or for collaboration between schools and families. We propose that the Portfolio can also be an effective tool for
accommodating SPLEs in mainstream primary-level Japanese-language classes.

The three parts of the Portfolio are: My Profile, My "Can Do’ File, and My Collection.
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My Profile: is a compilation of worksheets and other materials designed to raise awareness of the language and culture
as they relate to each child. It aims to do so by visualising their profiles or what makes up each individual child (language,
culture, etc) in fun and interactive ways. The topics covered include "About me,” “Me and my languages,” “Me and Japanese.”

My “Can Do File: nurtures a sense of self-affirmation and positive identities through collecting what you can do and know
in Japanese. Children come up with lists of things they can do using the Japanese language. They will also record things
that they know and think about Japan, including through comparison with other cultures. The File can come in the form of
written texts, pictures, photos etc.

7 https://tsunagu.jpf.go.jp/watashigo/

8 Video-on-demand (VOD) of the two-part ANJCL online seminars introducing Watashi-go Portfolio are helpful resources and are available below.
Summary reports of the two seminars are also available in English and Japanese from the ANJCL web pages below.

KEISHOGO Seminar 7: Watashi-Go Portfolio In Action (Australian Edition) (December 2021)
VOD: https://jpf.org.au/events/vod-registration-japanese-language-education-seminar-with-unsw-dec-2021/
Summary Reports (in English & Japanese): https://us5.campaign-archive.com/?u=e811chdf8af0639ead289d62b&id=82f0cfe93c
KEISHOGO Seminar 8: Watashi-Go Portfolio for Creating Connections - How to make the most of the Australian Edition (February 2022)
VOD: https://jpf.org.au/events/vod-registration-japanese-language-education-seminar-with-unsw-feb-2022/
Summary reports (in English & Japanese): https://us5.campaign-archive.com/?u=e811cbdf8af0639ead289d62b&id=bbbf9d856a

The ANJCL website also has links to various teaching and learning resources, including the Facebook group page and English and Japanese
bilingual ANJCL Newsletters: https://www.keisho-australia.org/resources.
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My Collection: is a compilation of what each child has achieved and/or created using Japanese. It can show links between
what they have already done and their future goals.

These three parts are designed to naturally encourage conversations at home through various reflective activity-sheets
covering familiar everyday themes. As children visualise their own language, culture, environment, and background through
the Portfolio’s activities, they come to better understand themselves. They also further develop respect for other people,
languages and cultures, which is a prerequisite for living well in plurilingual Australian society. Children are expected to gain
confidence as Japanese-speaking individuals while developing respect towards others and other languages and cultures.
They do this through realising who they are, what they can/could do now and in the future, and how they are situated in the
plurilingual and pluricultural society of today. With these perspectives in mind, parents and teachers can facilitate the use
of the Portfolio at school, at home or both.

CONCLUSION

In this paper, we have attempted to describe who KEISHOGO youth are, and what challenges these distinctively diverse
individuals potentially face in their everyday school and home environments. We have also aimed at suggesting ways these
challenges may be addressed and providing resources for use in classrooms and homes. In addition, we have identified
mismatched expectations between children/families and teachers/school settings. At the outset, we presented long-term
and recent demographic trends where the number of KEISHOGO speakers has risen and is expected to continue increasing
in number and presence over the coming years. In other words, they are, and will remain, integral members of multi- and
pluricultural Australia. In addition, we have seen that each KEISHOGO learner has unique linguistic abilities and needs. They
are often faced with unfounded expectations regarding their Japanese-language abilities, which may create issues around
their identity formation. One of our broader aims is to rectify such issues and support the teaching of these children by
helping related parties build ideal relations and educational environments based on mutual understanding.

The growing awareness of realities surrounding the experiences of KEISHOGO learners poses new challenges to teaching
efforts at all levels. For Japanese-language teachers who are not well prepared for such situations, it is possible, or even
likely, that having KEISHOGO learners in their classrooms could be a challenging or daunting experience. We thus suggested
ways of empowering teachers who may feel unsure in these situations, and ways to accommaodate KEISHOGO youth and
their needs. It is important that the mismatch in expectations held by both teachers and students/parents needs to be
discussed and resolved. This could be done by embracing such children, and by all concerned parties working together,
rather than struggling in isolation to deal with the issues.

The challenges described above can be helped greatly by commmunity and forum building amongst stakeholders including
teachers, students/pupils, parents/guardians, schools, government officials, researchers, and so forth. Through interactions
within such communities, specific needs of teachers/students, teacher-training ideas, and required institutional support
may be identified. Sharing experiences and learning from other teachers’ practices will support the operation of classes
that may include KEISHOGO learners, and encourage collaboration for future teaching projects.

The Australian edition of Watashi-go Portfolio introduced here is an example of an educational resource for children who
have connections to Japan. It was developed as a result of broad international collaborations amongst parents, teachers
and academics. It is hoped that similarly fruitful concerted efforts in future would lead to the successful creation of useful
materials and/or learning environments elsewhere as well.

Communities could be newly established, and/or existing communities, such as local state- and territory-based Japanese
teachers’ associations may be utilised. Alternatively, networking and collaboration through online communities, for
example, the Japanese Language Teachers of Australia group on Facebook (2024), could also help as a powerful source
of inspiration.

Finally, we wish to inspire classroom teachers to have a good understanding of KEISHOGO Youths and want to help make
classrooms more inclusive and inspiring for all students. We believe that by working together, we can achieve these goals.
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ABSTRACT

This paper explores six Japanese and Australian (English-speaking) intermarriage families” use of Japanese at home

and in the community and its impact on children's Japanese language maintenance and cultural identities. Fifteen
children including four adults who were raised in such families participated in the study. The research revealed that
children who have strong connections with the Japanese community have a stronger sense of Japanese cultural
identity than those without these connections. Nonetheless, Japanese parents’ use of Japanese in the home with their
children was also a strong factor in maintaining children’s Japanese language use although there were considerable
challenges in committing to using Japanese regularly. It was evident that both the Japanese parents’ home practices
and commitment, and community connections were vital factors in maintaining the Japanese language and culture with
their children. This research aims to contribute to supporting heritage language speakers to maintain their languages
with their children in Australia.

KEYWORDS

intermarriage families, heritage language maintenance, parents’ perspectives, children’s perspectives, cultural identities

INTRODUCTION

Australia is a multicultural nation with a significant number of immigrants who speak languages other than English at
home. As a school teacher and a parent, | encountered many families living in Australia who are of different cultural
backgrounds and speak a language (or languages) other than English. Maintaining one’s heritage language (languages) is
challenging, especially in countries such as Australia where one language—in this case English—is predominantly used.
This article focused on the results of a study that investigates the Japanese language maintenance of six intermarriage
families in Australia, where one parent is a Japanese-origin immigrant with Japanese as their first language, and the
other is of Australian- (or other-) origin and a speaker of English or other languages. The study explored their use of
Japanese at home and the resulting impact on their children’s Japanese language ability and use, as well as on their
perceived identities as plurilinguals. The children’s perspectives in relation to Japanese and Australian cultural influences,
and parental attitudes and feelings about the maintenance of the heritage language, and use of Japanese and English, are
also explored. As there are increasing numbers of intermarriage families in a world that Vertovec (2015, 2) describes as
characterised by “super-diversity,” it is important to reform the existing framework of nationality, language, identity, and
bilingualism from the perspectives of children (Kawakami 2011). My research aims to understand the complex feelings
of children of intermarriage families and find ways to support the needs of immigrant parents and their children in an
increasingly inclusive nation celebrating its cultural and linguistic diversity.

BACKGROUND

This article explores the results of a study that arose fron my PhD thesis focusing on the experiences of the six Japanese-
Australian intermarriage families’ language use in the home and community. | spent four years of primary school in
Australia with my family due to my father's work. This was my first experience of moving between cultures, countries and
languages, hence the challenges | encountered navigating these shifts that impacted on my sense of identity. | raised my
Japan-born children in Australia noticing the language shifts and owned a small private Japanese language tutoring centre,
where | observed the interactions between Japanese parents and their Japanese and Australian children’s language. Such
experiences motivated me to research further the importance of parental involvement in maintaining Japanese in the
home and community.

A large number of studies on heritage language maintenance have been conducted in the United Kingdom, the United
States, and Canada, but very few in Australia. Moreover, no studies have focussed on Japanese—Australian intermarriage
families’ experiences of heritage language maintenance in the field of bilingual and bicultural identity and language use
in Australia. With an increasing number of people crossing borders (Kawakami 2011), there is a growing need for such
research in recognition of Australia’s cultural and linguistic diversity, the significant number (26,890 families) of Japanese-
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origin families living in Australia, and the fact that 39.5% of Japan-born immigrants were married to Australian-born
partners (Australian Bureau of Statistics [ABS] 2021). Maintaining Japanese language skills in Australia—a country where
English is the dominant language—is complex and challenging, so there is an urgent need to identify how such families can
be assisted and to contribute to supporting language education.

The main domain of heritage language maintenance is the home, although the community, including a child’s school, also
plays an important role in language maintenance. Language exposure, language choice, and language use are the three
themes that link all participants (including parents, children, extended families, friends, and community networks) as well
as the domains (home, community, and school). Parents’ decisions about language choice at home and the motivation of
both the parents and children to use (or not) the heritage language are factors that strongly influence language use in the
family (DeCapua and Wintergerst 2009).

METHODOLOGY

A phenomenological case studies research approach (Grant 2008; Henry et al. 2008; Sumsion 2002) was used in this
study to explore in-depth participants” experiences of the languages used at home. The aim was to represent the actual
voices of the individuals who participated in the study (Heigham and Sakui 2009). Family observation, in-depth interviews,
and questionnaires were collected in 2017 as data to provide what some researchers term thick description (Croker 2009;
Hood 2009; Kervin et al. 2006). This combination of methods was implemented to better understand each participant’s
perspectives on parents’ use of Japanese and its impact on their children’s language abilities and identities.

Observations took place at the participating families” homes, which provided a natural research setting (Creswell 2015;
Patton 2015) to investigate the language interactions between all family members. Audio and video recordings were made
to assist with my analysis and supplemented by recorded field notes taken to capture the experience observed by the
researcher (Johnson and Christensen 2019; Kawulich 2005; Kervin et al. 2006).

One-on-one interviews were conducted with parents, children, and adult children of Japanese-Australian intermarriage
families and answers were recorded from one participant at a time (Creswell 2015). Semi-structured interviews were used
to obtain comparable data across the range of participants (Bogden and Biklen 2003), which provided me with background
information about the language use of each individual. Similar interview questions were used for children and adult children
of Japanese-Australian intermarriage families. Interview data were analysed by grouping the interview transcripts into
segments and labelled to identify common themes and experiences across participants. During this process, | highlighted
important points in the interview transcripts and took notes of participants who had similar perspectives as well as
different perspectives on the same topic. This allowed me to later reorganise the material into more detailed topics and to
use participants’ quotes as examples to understand their actual feelings.

Questionnaires were distributed by email to each participating family and adult children of Japanese-Australian intermarriage
families. Questionnaires allowed me to obtain a variety of additional information from participants such as “thoughts,
feelings, attitudes, beliefs, values, perceptions, personality, and behavioural intentions” (Johnson and Christensen 2019,
192) focusing on what languages are used within the family and their children's abilities in using the Japanese language.
This was achieved by using checklist responses where participants select one of the presented alternatives (Burns 2000).
Furthermore, closed questions were used to gather data about participants” backgrounds and ethnic identity (relevant to
children and adult children of Japanese-Australian intermarriage families), and open-ended questions were used to gather
additional detailed information and to gather descriptions of the circumstances of language use in the family.

The use of multiple sources of data allowed me to consider a range of perspectives from the interviews when compared
with the other data sources; this was achieved by cross-checking information and drawing conclusions through the use
of multiple interpretive procedures, based on thematic analysis (Bogdan and Biklen 2003; Burns 2000; Creswell and Poth
2018; Glesne and Peshkin 1992: Johnson and Christensen 2019; Kervin et al. 2006; Yin 1993).
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RESEARCH QUESTION

The research question discussed in this article is “How does the involvement of intermarriage parents in Japanese language
maintenance impact on their children’s language ability, for Japanese, English, and hybrid language use; and on their
identities?” This question was derived from the findings that focused on Japanese parents’ perspectives and children's
perspectives on Japanese language and culture maintenance.

PARTICIPANTS

Six Japanese-Australian (or Japanese-Swiss) families who are currently raising their children in a bilingual environment
and four adult children of Japanese-Australian intermarriage families are the participants of this study. Of the six families,
three Japanese-origin fathers and three Japanese-origin mothers participated in the study. My PhD study also investigated
the genders of parents in relation to the use of Japanese with their children; however, this will not be explored in this paper.
All six families live in a large regional city adjacent to a capital city in Australia and two of the four adults were raised in
the same regional city whereas the other two adults were raised in the capital city. It can be more challenging if the local
heritage language community is small, unlike in large capital cities where many speakers of community languages live and
have opportunities to connect (Clyne 2005). Pseudonyms are used for all participants.

SIX JAPANESE-AUSTRALIAN (OR JAPANESE-SWISS) INTERMARRIAGE FAMILIES

An overview of the backgrounds of the participants from the six families is provided in Table 1.1. The first three families in
the table have a Japanese-origin mother, and the next three families have a Japanese-origin father. All English-speaking
parents are of Australian-origin except for the father of the Berna family who is Swiss. The Berna children were born in
Canada and moved to Australia in 2013. Lucy (from the Kitajima family) was born in Japan but came to Australia at the age
of one. All the other participating children were born in Australia. The children range in age from six to thirteen. Except for
two children who attended secondary school, all were primary school-aged children. Data was collected in 2017.

Table 1.1
OVERVIEW OF THE BACKGROUNDS OF PARTICIPANTS IN THE SIX FAMILIES

Family Japanese-origin parent Australian- (or other-) Children (age) Children’s birthplace
(mother/father, birthplace) | origin parent (mother/
father)
Brown family Fukie (mother, Japan) Darren (father) Max (10) Australia
Berna family Chie (mother, Japan) Martin (Swiss father) Lorenz (11) Canada
Markus (7) Canada
Trina (6) Canada
Bradley family Yoko (mother, Japan) Jason (father) Adam (13) Australia
Tessa (10) Australia
Uchimura family Tomoki (father, Louisa (mother) Lachlan (13) Australia
United States) Jasper (10) Australia
Sienna (7) Australia
Kitajima family Riku (father, Japan) Josephine (mother) Lucy (7) Japan
Joel (1; not a participant)
Okuda family Yasuhiro (father, Japan) Sharon (mother]) Hibiki (6) Australia

FOUR ADULT CHILDREN OF JAPANESE-AUSTRALIAN INTERMARRIAGE FAMILIES

Table 1.2 provides an overview of the four adult children of Japanese-Australian intermarriage families: one male and three
females. Yamato and Sara were raised in the state capital city whereas Sonia and Samantha were raised in the same
regional city as the six families studied. All adult participants have a Japanese mother and at least one sibling. Samantha
was the only adult participant who was born in Japan but she relocated to Australia at the age of four.
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Table 1.2
OVERVIEW OF THE BACKGROUNDS OF PARTICIPATING ADULT CHILDREN OF JAPANESE-AUSTRALIAN
INTERMARRIAGE FAMILIES

Adult children (age) Participants’ birthplace Japanese-origin parent Australian- (or other-) Siblings
(current residence) origin parent

Yamato Burgess (23) Australia (state capital city, | Mother Father 2 older brothers
Australia)

Sonia Stevens (47) Australia (large regional city, | Mother Father 1 older sister
Australia)

Sara Crowley (18) Australia (state capital city, Mother Father 1 younger sister
Australia)

Samantha Alford (25) Japan (large regional city, Mother Father 1 older brother
Australia)

CHARACTERISTICS OF THE SIX JAPANESE-AUSTRALIAN (OR JAPANESE-SWISS) INTERMARRIAGE
FAMILIES

Six Japanese-Australian (or Japanese-Swiss) intermarriage families will be introduced separately focusing on their
language use at home and connections to Japan, the amount of exposure in the community, and children’s perspectives
towards their parents’ use of Japanese and their identity. Although this is a very brief summary of each family’s experiences
on their use of languages in the home and community, it provides some insights into the challenges each family encounters
and how their language use impacts children’s language abilities and identities.

Table 2.1
BROWN FAMILY

Language used by Japanese parents andchildren | Children’s Japanese proficiency Exposure in the community or school

English (E), Japanese (J)

Mother (Fukie) — Max (E & J) Max: greetings and routine words. Playgroup, Japanese language centre, local
Max — Mother (Mostly E) Japanese families, culture in the home.

LANGUAGE USE AT HOME AND CONNECTION TO JAPAN

The Brown family consists of a Japanese mother, Fukie, an Australian father, Darren, and their ten-year-old son, Max.
Fukie uses a mixture of English and Japanese within the one sentence and uses more English if she finds it difficult
for Max to understand her Japanese. Max responds mostly in English. Darren understands Japanese but only has basic
communication skills so he uses mostly English with his family. Fukie revealed that she cannot communicate and feels
emotionally distant from him due to her limited English ability and her son's limited Japanese ability. Fukie wishes her
husband spoke more Japanese but on the other hand, she feels she may exclude her husband if she were to speak only
Japanese with Max. Moreover, she feels pressured by other Japanese parents who use Japanese to communicate with
their children. Fukie's mother sends gifts to Max from Japan and the family visits Japan every two years. The family
celebrates various Japanese cultural events at home and watches Japanese anime and TV programs.

EXPOSURE TO THE JAPANESE LANGUAGE AND CULTURE IN THE COMMUNITY

The Brown family is actively involved in the Japanese community such as attending a playgroup, my Japanese language
centre, and organising regular playdates with children of Japanese background. Max plays kendo once a week. Max takes
origamni to his class and demonstrates it, and he feels proud when his teacher and peers show interest.

CHILD’S PERSPECTIVES ON LANGUAGE USE AND IDENTITY

Max can understand his mother’s Japanese but cannot express himself using contextually appropriate Japanese, which
leads him to respond to her in English. However, he reacts when he sees Japanese popular children’s characters and tends
to become friends with children of Japanese background. Regardless of his limited Japanese proficiency, he has developed
a strong sense of pride towards Japan and Japanese culture. Regular exposure to Japanese culture and connecting with
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people of Japanese backgrounds in the community may have contributed to developing his sense of identity as Japanese-
Australian.

Table 2.2
BERNA FAMILY

Language used by Japanese parents andchildren | Children’s Japanese proficiency Exposure in the community or school

English (E), Japanese (J)

Mother (Chie) < Lorenz (E & J) Lorenz: converse freely. Local school in Japan (Lorenz & Markus), local
Mother < Marcus (E & J) Markus: converse freely. Japanese families.

Mother < Trina (E & J) Trina: basic conversation.

LANGUAGE USE AT HOME AND CONNECTION TO JAPAN

The Berna family consists of a Japanese mother, Chie, a Swiss father, Martin, and three children who were born in Canada.
Martin's first language is Swiss-German and he is a fluent English speaker. He understands Japanese but only has basic
communication skills so he uses English as the main language to communicate with his family. The family moved to
Australia in 2013. Chie uses a mixture of English and Japanese without mixing the languages within a sentence. Children
respond in the language spoken by Chie; that is, if Chie speaks Japanese, they respond in Japanese. The family visits Japan
every two years and each stay lasts for two to five months. Chie’s language choice was to use English with their children;
however, as the children developed their Japanese proficiency, she began using more Japanese with them. All three
children use Japanese textbooks and workbooks to study Japanese at home in preparation for their next visit to Japan.
They all watch Japanese anime and YouTube programs in Japanese without subtitles and read manga.

EXPOSURE TO THE JAPANESE LANGUAGE AND CULTURE IN THE COMMUNITY

The Berna family socialises with some Japanese families in the local community in Australia. Chie organises playdates
with other children of Japanese background and they all communicated using Japanese when they were young. During
their stay in Japan, the two older sons, Lorenz and Markus attend a local Japanese school. The youngest daughter, Trina
did not attend school as she was too young. The two older sons can communicate freely using Japanese as they were
immersed in the Japanese school. However, Trina cannot communicate as well as her brothers.

CHILDREN’S PERSPECTIVES ON THEIR LANGUAGE USE AND IDENTITIES

Lorenz and Markus did not find any negative aspects of using Japanese and do not find it difficult to speak Japanese with
their mother and relatives in Japan. Trina, however, finds it difficult to speak Japanese and feels that she cannot speak
Japanese as fluently as her brothers. Lorenz identifies himself as Japanese-Swiss whereas Markus and Trina identify
themselves as Canadians.

Table 2.3
BRADLEY FAMILY

Language used by Japanese parents andchildren | Children’s Japanese proficiency Exposure in the community or school

English (E), Japanese (J)

Mother (Yoko) — Adam (Mostly J) Adam: basic conversation. Playgroup, Mothers’ group, Japanese community
Adam — Mother (Mostly E) Tessa: greetings and routine words. language school, local Japanese families,
Mother — Tessa (Mostly J) Japanese study at secondary school (Adam),
Tessa — Mother (E) culture in the home.

LANGUAGE USE AT HOME AND CONNECTION TO JAPAN

The Bradley family consists of a Japanese mother, Yoko, an Australian father, Jason, and their two children Adam who
attends high school and Tessa who is in upper primary school. Yoko uses mostly Japanese to communicate with her
children. Yoko's sister lived with the Bradley family when Adam was in preschool so Japanese was used predominantly
at home. The language gradually shifted to English when Yoko's sister returned to Japan before Adam entered primary
school. Both her children refused to speak Japanese during the early years of primary school. Yoko recognised the
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decreased use of Japanese at home so she decided to increase her use of Japanese with her children when they were
in middle to upper primary school. During the family observation of this study, the mother used mostly Japanese but her
children responded mostly in English. The family was having a Japanese traditional breakfast during the observation. Yoko
continues to use Japanese despite Jason, who only has basic Japanese communication skills, being present. Yoko has
very strong connections with her family in Japan and not only do the Bradleys visit Japan every two years but her parents
also visit Australia.

EXPOSURE TO THE JAPANESE LANGUAGE AND CULTURE IN THE COMMUNITY

Yoko has strong connections to the local Japanese community in Australia. She established a Japanese community
language school in the local area with other Japanese parents. Yoko teaches Japanese at the community language school
and her children attend there as students. Yoko joined the mother’s group as well as a playgroup for her children when they
were young. Adam studies Japanese as an elective subject at secondary school.

CHILDREN’S PERSPECTIVES ON THEIR LANGUAGE USE AND IDENTITIES

Adam seems to have more confidence in his Japanese than his sister, Tessa. This may be due to more exposure to
Japanese he had as a young child and taking Japanese as an elective subject at his school. Tessa has anxiety about
speaking Japanese in front of her Japanese relatives and prefers to have her mother by her side. While Adam can respond
to his mother in Japanese, which was not observed during the data collection, Tessa understands her mother’s Japanese
but has difficulty responding in Japanese. Yet, she still wishes her mother to continue using Japanese with her. Both
children identify themselves as Japanese-Australian.

Table 2.4
UCHIMURA FAMILY

Language used by Japanese parents andchildren | Children’s Japanese proficiency Exposure in the community or school

English (E), Japanese (J)

Father (Tomoki) < Lachlan (Mostly J) Lachlan: basic conversation. Japanese language centre

Father < Jasper (Mostly J) Jasper: basic conversation. (Lachlan & Jasper), Japanese study at secondary
Father — Sienna (Mostly J) Sienna: greetings and routine words. school (Lachlan).

Sienna — Father (E)

LANGUAGE USE AT HOME AND CONNECTION TO JAPAN

The Uchimura family consists of a Japanese father, Tomoki, an Australian mother, Louisa, and three children, Lachlan,
Jasper, and Sienna. The oldest son, Lachlan attends secondary school and Jasper and Sienna are in primary school.
Tomoki was born in the United States where his father was working but returned to Japan when he was ten months old.
He is very determined to use Japanese with his children and made the decision to use Japanese with them before they
were born. He uses Japanese to communicate with his children and the two older sons respond to him in Japanese. The
youngest daughter, Sienna either responds to him in English or ignores him when Japanese is spoken to her. Their mother,
Louisa has very limited Japanese so only English is spoken with her. Tomoki's commitment to using Japanese is inspired
by his older sister who insisted he raise his children bilingually. Tomoki believes that his wife is against his use of Japanese
with their children; however, she shared in the interview that she was glad that Tomoki has been using Japanese with
them. Regardless of how he thinks she may feel, Tomoki continues to use Japanese with them. The family visited Japan
three times in total due to the consideration of Louisa who might think, ‘Japan again?” although Tomoki wants to visit Japan
more often.

EXPOSURE TO THE JAPANESE LANGUAGE AND CULTURE IN THE COMMUNITY

The two older sons Lachlan and Jasper learnt Japanese at my Japanese language centre for over three years. Since
the start of secondary school, Lachlan withdrew from the Japanese language centre and took Japanese as an elective
subject at school. Other than these connections to their Japanese learning, the family hardly have any connections with the
Japanese community. Although Tomoki wishes to connect with Japanese people in the local community, he does not want
Louisa to feel excluded. Sienna does not have any exposure to Japanese besides her father's use of Japanese.
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CHILDREN’S PERSPECTIVES ON THEIR LANGUAGE USE AND IDENTITIES

Regardless of their Japanese proficiency, all children responded that they were glad that their father continued to speak
Japanese with them. The second son, Jasper speaks Japanese most fluently among his siblings; however, he identified
himself as Australian whereas Lachlan and Sienna identified themselves as Japanese-Australian. Lachlan and Jasper have
more exposure to Japanese than their sister as she spends more time with their mother than her father. The older two
sons spend more time with their father when he is at home although he works full-time during the week.

Table 2.5
KITAJIMA FAMILY

Language used by Japanese parents andchildren | Children’s Japanese proficiency Exposure in the community or school
English (E), Japanese (J)

Father (Riku) « Lucy (Mostly E) Lucy: greetings and routine words. Japanese language centre, Japanese community
language school, local Japanese families,
favourite pop culture.

LANGUAGE USE AT HOME AND CONNECTION TO JAPAN

The Kitajima family consists of a Japanese father, Riku, an Australian mother, Josephine, and two children, a seven-year-
old Lucy and a one-year-old Joel. Lucy was the only child participant in this family. Lucy was born in Japan and moved
to Australia when she was one year old due to the evacuation caused by the nuclear power plant in Fukushima. Riku and
Josephine agreed to use English in Japan and Japanese in Australia so English was used mostly at home in Japan. After
moving to Australia, they were unable to adhere to their original decision and the use of Japanese gradually decreased.
Riku wanted to use more Japanese with Lucy; however, the pressure from his wife and daughter forced him to use more
English. Nevertheless, Josephine has basic Japanese communication skills and is positive towards Lucy being bilingual but
she feels frustrated if she cannot understand the Japanese that Riku uses or express her feelings in Japanese.

Riku is absent from home three days during the week due to his work. During his absence, Josephine spends time with their
children using English. These factors cause reduced exposure to Japanese. The family visited Japan once since relocating
to Australia due to the fear of radioactivity. During their visit, Riku and Josephine noticed that Lucy spoke Japanese outside
the home and on their return to Australia, she renewed her interest and was inspired to maintain Japanese. Riku's parents
visited Australia a few times, and Japanese was used during their visits. Josephine feels the pressure when her mother-in-
law (Riku's mother) constantly tells the family, “Speak Japanese! Speak Japanese!” Yet, Lucy has a good relationship with
her Japanese grandparents.

EXPOSURE TO THE JAPANESE LANGUAGE AND CULTURE IN THE COMMUNITY

Lucy attended preschool when the family lived in Japan. Even though English was used at home, she was exposed to
Japanese in the community. In Australia, Lucy attended my Japanese language centre for six months when she was three
years old. Later, she moved to a Japanese community language school which was set up by Yoko Bradley. Lucy tends to
become friends with children of similar backgrounds (Japanese-Australian) and has a few friends of Japanese background
whom she has met through her parents. These connections with the community show her parents” wish to provide
opportunities for more exposure to Japanese.

CHILD’S PERSPECTIVES ON THEIR LANGUAGE USE AND IDENTITIES

Lucy mentioned that she wished her father did not speak Japanese in front of her friends as it made her feel embarrassed.
On the other hand, she wishes her father spoke more Japanese with her as she wants to learn more Japanese. She
realises that her father does not use as much Japanese with her as before. Lucy identifies herself as Japanese-Australian.
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Table 2.6
OKUDA FAMILY

Language used by Japanese parents and children | Children’s Japanese proficiency Exposure in the community or school

English (E), Japanese (J)

Father (Yasuhiro) — Hibiki (E & J) Hibiki: greetings and routine words. Japanese language centre, local Japanese
Hibiki — Father (E) families, Japanese pop culture, karate.

LANGUAGE USE AT HOME AND CONNECTION TO JAPAN

The Okuda family consists of a Japanese father, Yasuhiro, an Australian mother of Indonesian heritage, Sharon, and a seven-
year-old son, Hibiki. Sharon is a fluent speaker of Japanese and she and Yasuhiro use mostly Japanese. Yasuhiro usually
begins a conversation using Japanese with Hibiki, however, he often gets ignored or Hibiki replies back in English. Although
Yasuhiro is keen to use more Japanese to communicate with Hibiki, he gives up and uses English instead. Hibiki seems to
understand Japanese as he was able to respond appropriately through his physical movement when his parents asked him
to do something in Japanese, which was evident during the observation. Yasuhiro works as a plumber and travels far from
home and occasionally returns home late. During his absence, Sharon speaks English to Hibiki, although she can speak
Japanese. This results in an increase in exposure to English. Hibiki has some connections to Japanese culture, such as
having a strong interest in Pokemon and doing karate. The family visits Japan once every two or three years for two weeks
to visit Yasuhiro's family. During their visits, Hibiki is immersed in Japanese as his cousins and relatives do not speak English.
However, according to his mother, Hibiki responds to them in English and learns "naughty Japanese words.’

EXPOSURE TO THE JAPANESE LANGUAGE AND CULTURE IN THE COMMUNITY

Hibiki attended my Japanese language centre with Lucy Kitajima for six months. They were neighbours at that time and
have known each other since the Kitajima family moved in as their neighbour sometime before. After leaving my Japanese
language centre, Hibiki did not attend other commmunity groups in the local area. Hibiki has connections with children of
Japanese background through their neighbourhood or from his parents. Learning karate also promotes his connections
with Japanese culture.

CHILD’S PERSPECTIVES ON THEIR LANGUAGE USE AND IDENTITIES

Similar to Lucy, Hibiki does not like his father speaking Japanese outside the home in front of his friends, as he feels
embarrassed. He tells his father to speak English. However, he did not say that he himself was embarrassed to speak
Japanese. As Hibiki was young at the time of the interview, it was difficult to capture his identity; however, he responded
that he feels Japanese-Australian.

FINDINGS FROM THE SIX JAPANESE-AUSTRALIAN (OR JAPANESE-SWISS)
INTERMARRIAGE FAMILIES

The families faced considerable challenges in trying to maintain Japanese. The challenges described by the families are only
a few of the many challenges they face. Although all Japanese parents wished to maintain Japanese with their children,
various social and practical factors such as pressures from family and absences from home added to the difficulty in the
continued use of Japanese at home. It was evident that children whose Japanese parents committed to using Japanese
at home or were immersed in Japanese at a Japanese school were able to communicate in Japanese. Nevertheless,
children who have considerable exposure to Japanese culture regardless of their Japanese proficiency seem to develop
strong Japanese identities. On the other hand, if children have limited exposure to Japanese culture or connections with
the Japanese community, their Japanese identity does not develop much even if Japanese is used at home.

Although some children were embarrassed by their Japanese parents’ use of Japanese outside the home or found it
difficult to respond in Japanese, all the children were positive towards their Japanese parents’ use of Japanese. In short,
an exposure to both the Japanese language and culture at home as well as connections to a local Japanese community
are crucial to maintaining children’'s Japanese language and identities.
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CHARACTERISTICS OF THE FOUR ADULT CHILDREN OF JAPANESE-AUSTRALIAN
INTERMARRIAGE FAMILIES

Four adult children of Japanese-Australian intermarriage families shared their perspectives on their Japanese parents’
use of language, their own Japanese proficiency, and their cultural identification. Each participant’s experiences will be
explored separately.

Table 3
PERSPECTIVES ON JAPANESE USE AND IDENTITIES OF PARTICIPATING ADULT CHILDREN OF
JAPANESE-AUSTRALIAN INTERMARRIAGE FAMILIES

Adult children (age) Language used with Japanese proficiency Feelings about Japanese Cultural identity
Japanese parent use by Japanese-origin
parents
Yamato (23) Japanese Very good Glad Japanese—Australian
Sonia (47) English Very limited Wishes she could speak Australian
Sara (18) Mostly Japanese Very good Glad Japanese
Samantha (25) Mother to Samantha: Limited Wishes she could speak Japanese—Hungarian
Japanese and English
Samantha to Mother: mostly
English

YAMATO

Yamato is a twenty-three-year-old man who works as a researcher at a finance-related company involved in the
Japanese market. His mother is Japanese and his father is Australian. His mother, who is a Japanese-English
interpreter, used Japanese with him since he was born. He spent a lot of time with his mother when he was a child
and communicated with her in Japanese. He rather feels awkward using English with her. Yamato mentioned that his
two older brothers speak more fluently than him. His father cannot speak Japanese much so when all the family
is present, they use English; however, when talking to his mother, he switches to Japanese.

Yamato lives in a state capital city and attended the Japanese community language school from Kindergarten to Year nine,
as his mother was a teacher there. He did not enjoy attending the Japanese community language school as most of his
classmates’ parents were Japanese, which caused him to feel inferior. The family visited Japan once a year and he likes
watching Japanese TV programs. Yamato identifies himself as Japanese-Australian.

SARA

Sarais an eighteen-year-old secondary school student who lives in the same state capital city as Yamato. She was born to
a Japanese mother and an Australian father of British heritage. She now communicates using Japanese with her mother
although she felt disconnected and refused to use Japanese during her early primary school years.

As opposed to Yamato, Sara found a strong connection with the Japanese community language school. She made a
special bond with her classmates and their encouragement motivated her to learn Japanese with them. She played an
active role in organising annual Japanese festivals in the capital city.

Sara visits Japan once a year and she attended a local Japanese school when she was younger. She likes Japanese picture
books, anime, and manga. She identifies herself as Japanese.

SAMANTHA

Samantha is a 25-year-old woman who was born in Japan but moved to Australia when she was four years old. She was
born to a Japanese mother and an Australian father of Hungarian heritage. Samantha moved to Australia with her father
and older brother, but her mother did not join them until two years later due to her work commitments in Japan. During
her mother's absence, her father, who is a fluent Japanese speaker, raised her and her brother in Australia. Although he
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planned to continue to use Japanese with his children, English became the dominant language at home. Samantha's
mother continues to use Japanese but reluctantly switches to English when her daughter replies to her in English.

Samantha lives in the same large regional city as the six families. During her childhood, there was no local Japanese
community language school. She hardly had any exposure to Japanese in Australia other than her mother’s use of Japanese.
She visited Japan less than five times but during their visits, they saw their cousins and relatives. Samantha has a strong
connection with her Japanese grandmother. Samantha was enrolled in a Japanese course at the university, which shows
her interest in learning Japanese. She wishes she could speak Japanese and identifies herself as Japanese-Hungarian.

SONIA

Sonia is a 47-year-old woman who works as a researcher at a university library. She has a Japanese mother and an
Australian father. She lives in the same large regional city as Samantha and the six families. Sonia's mother worked full-
time outside the home and her father was mostly at home due to health issues. She spent most of the time with her
English-speaking father while her mother was absent and English was mostly used at home even with her mother. She
had the opportunity to listen to Japanese when her mother talked to her Japanese friends on the telephone.

As Sonia spent her childhood in the 70s and 80s, there were hardly any Japanese programs or resources easily accessible.
Similar to Samantha, there was no Japanese community language school in the local area. There was a very limited
exposure to Japanese for Sonia and she mentioned in the interview many times that she wished she could speak Japanese.
Sonia has visited Japan five times since she was born until the time of the interview. Due to the lack of exposure to
Japanese both at home and community, she identifies herself as Australian.

FINDINGS FROM THE FOUR ADULT CHILDREN OF JAPANESE-AUSTRALIAN
INTERMARRIAGE FAMILIES

Important results were identified from the interview data provided by the four adults whose language use and identities
were affected by the language spoken at home. In the case of Yamato and Sara, their Japanese parents’ use of Japanese
seemed to have helped them develop their use of Japanese. Additionally, they perceived stronger Japanese identities, as
they were provided with opportunities to attend Japanese community language schools and access Japanese resources. On
the other hand, Samantha and Sonia, who both have limited Japanese proficiency, not only had a lack of local opportunities
within their regional city but also in the era in which they spent their childhood; access to Japanese resources was limited
compared to children of the six families. It is therefore highly likely that the combination of fewer opportunities and less
cultural support to learn heritage languages impacted their language learning activities and inclinations.

CONCLUSION

This study uncovered various challenges and some emotional turmoil caused by the gap between the ideal of using
Japanese with their children and the reality of not being able to use much Japanese experienced by Japanese-origin
parents striving to maintain the Japanese language and culture for their children. All the children are proud of Japanese
culture, reflecting their Japanese parent’s efforts to retain their heritage language for their children. Their experiences of
difficulties in speaking Japanese, and eventually resisting the learning of Japanese, reminded me of myself as a child who
grew up in Japan and Australia moving between cultures, countries, and languages.

The most immediate environment for heritage language maintenance that parents can provide for their children is through
their own use of Japanese in the home and with grandparents or relatives in Japan (Cruickshank 2015; Kasuya 1998). As
there is a limit to the influence of parents’ use of Japanese on their children, the local Japanese community also helps
facilitate heritage language maintenance (McCabe 2014; Pauwels 2005). Parents’ use of Japanese and the exposure to
Japanese that the children receive from the Japanese community impacted the children’s Japanese abilities. Furthermore,
parents’ use of Japanese and their connections with their Japanese families and the local Japanese community in Australia
appears to have shaped the children’s cultural identities.
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Understanding the benefits of using Japanese and finding opportunities to use Japanese can help children increase their
motivation to learn Japanese. | hope that the results of this study will encourage immigrant parents of intermarriage
families living in Australia (and elsewhere) to be proud of their heritage languages and to establish positive cultural identities
for their children.
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