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Abstract 

A received approach to culture that dichotomises Japanese and Western 
students as either collectivist or individualist has been criticised as outdated, 
essentialist, and an unnecessary constraint on promoting student autonomy. This study 
investigates how teachers of English in Japan interpret propositions about collectivist, 
passive Japanese students. A questionnaire asked 78 teachers of English to state their 
views on eight propositions drawn from a review of the literature on Japanese learning 
styles, and four teachers expanded on their responses in interviews. Respondents 
tended to agree with most propositions, non-Japanese teachers agreeing more 
strongly than Japanese teachers. However, respondents mostly explained student 
behaviours in terms of variable classroom and institutional contexts rather than static 
cultural programming and described a range of strategies to maximise student 
participation. Overall, teacher comments reflected a discourse of contextualised „small 
cultures‟ rather than traditional „large culture,‟ implying few barriers to promoting 
student autonomy. 
 
 

日本文化へのアプローチ：自律学習との関わり 

俗に言う全体主義の日本文化と個人主義の欧米文化と言う二極的な考え方は、自律学

習の発達の不要な妨げとなると批判されている。この研究では、日本の学生は全体主

義的かつ受身的であるということを、日本に住む英語教員がどのように解釈している

（考えているか）かを検証した。先行研究から抽出された日本人の学習スタイルに関

する8つの傾向についてのアンケート調査に78名の英語教員が参加し、さらに4名がイ

ンタビューでより詳しく意見を述べた。多くの回答者が8つの志向性に同意し、なかで

も外国人教員は日本人教員よりも強く同意する傾向にあった。しかし回答者の多くは

、学習者の行動を日本文化の不変的価値観とは考えず、クラスや学校などによって左

右される要因であると説明した。また、学習者を積極的に授業に参加させるための多

岐に渡る工夫についても述べた。教員達のコメントは、これまで一般的に指摘されて

きた日本人の学習傾向が、日本固有の文化ではなく、コンテキストによって左右され

る「小さな」文化として、決して自律学習の発展を妨げるものではないと受け止めら

れていることを浮かび上がらせた。 
 
 
 

Introduction 

A huge amount of research into ELT, especially in Japan, is based on theories 
contrasting „Western‟ and „Asian‟ cultures (e.g., Anderson, 1993; Kaplan, 1966; Kelly, 
1993; McVeigh, 1995, 2002; Ramanathan & Atkinson, 1999; Ramanathan & Kaplan, 
1996). Such accounts, termed the „received‟ approach in ELT (Atkinson, 1999; Guest, 
2002), consider Japan a collectivist culture which values hierarchy, harmony, and 
passivity, in contrast to individualist Western cultures, especially the U.S., which value 
equality, debate, and assertiveness (Roesgaard, 1998). An implication of the received 
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approach is that encouraging „collective‟, „passive‟ students to be autonomous may be 
culturally inappropriate in Japan. 

Less well known are critical approaches which contest received views as 
„Orientalist‟ and „essentialist‟. Orientalism is Edward Said‟s 1978 thesis that Western 
scholarship on Asia evolved from the 19th century to support colonial rule and thus 
represents „the Orient‟ as a submissive, traditional, static „Other‟ in contrast to a 
dominant, modern, dynamic West. These categories directly parallel those used in the 
received ELT literature on Japan. Essentialism is the assumption that „a culture‟ 
coincides with a country or region and that people „from‟ or „in‟ one culture differ from 
people from or in another (Holliday, 2005, p.17). By reducing cultural complexity to 
simplistic essences, essentialism represents a culture as a unified whole and dismisses 
variations as exceptions or deviations (Holliday, 2005; Kubota, 1999). This may 
encourage teachers to explain all student behaviours in terms of broad cultural 
generalisations and overlook the real needs and potential of students (Guest, 2002), an 
attitude which has been termed culturalism (Holliday, 2005).  

Instead, critical views approach culture not as objective, measurable truth, but 
as discourse. Discourse is „the use of language and other modes of communication to 
organise our knowledge about the Self and the Other in a certain way‟ (Kubota, 2003, 
p. 79). This view allows individuals to evaluate and choose from competing cultural 
discourses according to their own experiences. It implies that students and teachers 
can negotiate their own contextually appropriate classroom cultures, including 
situationally appropriate forms of autonomy, rather than rejecting autonomy as 
„Western‟ or imposing a special „Asian autonomy‟ (Usuki & Murphey, 2004). 

Japanese people are very familiar with both the received and critical 
approaches to culture. The received approach is commonly associated with the 
„staggeringly popular‟ genre known as Nihonjinron (theories of the Japanese), which 
both informs and draws on the received English language literature (Befu, 2001). 
Critical Japanese scholarship views Nihonjinron as essentialist and „auto-Orientalist,‟ 
i.e., promoting colonial stereotypes for domestic political purposes (Befu, 2001; Tai, 
2003; Yoshino, 1992). 

The objective of this study is to explore whether English language teachers in 
Japan view received stereotypes as generalised truths explaining student behaviours 
or whether teachers reject generalising and view students as individual agents, as 
critical approaches would advocate. The implications for promoting autonomy in 
Japanese classrooms are considered throughout this paper. 

Methodology 

Using a mixed qualitative/quantitative approach, I distributed a questionnaire 
(Appendix 1) among native (n=44) and Japanese (n=34) teachers of English at junior 
high school level and above, mostly in Tokyo. It consisted of eight items representing 
stereotypes from the received literature on Japanese culture and student behaviours. 
Item 8 referred to „individualism,‟ the main characteristic said to be lacking in Japanese 
culture which determines the other traits represented in Items 1 through 7. The items 
and some of the literature from which they are drawn are as follows. 

Individuality 

Most of the received literature emphasises that Japanese passivity stems from 
collectivism, the opposite of Western individualism (Ramanathan & Atkinson, 1999). In 
line with this, it is common at teacher gatherings to hear comments such as, „Japanese 
students are shy … We Japanese are not individualist‟ (Brown, 2003, p. 265). Western 
individualism is also said to underpin mainstream notions of autonomy, implying its 
unsuitability in Asian settings (Benson, 2007). Item 8 in the questionnaire was intended 
to gauge teachers‟ views on this core stereotype. 

Item 8: Japanese students are not individualistic 
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Authority and Passivity 

Collectivist cultures are claimed to be more accepting of differences in power 
and authority (Hofstede, 1986). Nelson (1995) has noted that in Japan, this is due to 
the Confucian belief that the teacher is an all-knowing authority figure. Atkinson (2003) 
also refers to cultures which „elevate teachers as the sources of educational 
knowledge,‟ which others contrast with a Western teacher‟s role as facilitator of 
knowledge construction (Ballard & Clanchy, 1986; McVeigh, 2002). To test views on 
this, I put forward the statement: 

Item 1. Students view the teacher as a source of knowledge. 
 

Typical of authors discussing various levels of education (Nelson, 1995; 
McVeigh, 1995), Kelly (1993, p. 180) claims that the „total obedience‟ demanded in 
Japanese high schools produces graduates who are „inept at tasks not explicitly 
defined, and often worse than inept – incapable of even starting.‟ The questionnaire 
item to test this is: 

Item 2. Students cannot control classroom activities and management. 
 

Supporting a link between teacher authority and student passivity, many 
authors state that Japanese are passive and receptive and do not actively express 
themselves because of cultural values like shyness (McVeigh, 1995) and harmony 
(Anderson, 1993). I thus put forward the statement: 

Item 3. Students do not ask questions and express ideas freely in class. 

Harmonious Group Learning 

An obvious behaviour to expect from „group-oriented‟ Japanese is that they prefer to 
study in groups rather than individually (Littlewood, 2001). However, it is claimed that 
an essential difference with „Western‟ groups is that Japanese groups are based on 
harmony, not competition (White, 1987). Japanese students are said to avoid 
confrontation and maintain harmonious relations when doing group work in class 
(Ramanathan & Atkinson, 1999) and do not like to stand out, a trait traced back to 
Confucian teachings (Nelson, 1995). I presented teachers with the statements: 
 Item 4. Students prefer to study in groups in class. 
 Item 5. Students do not openly disagree with each other. 

Motivational Orientation 

The East Asian reputation for hard work and perseverance is axiomatic 
(Littlewood, 2001). This is said to be manifested in elementary and secondary schools 
as juken jigoku (exam hell) (Rohlen, 1983), which contrast with tertiary institutions, 

where students are said to relax after the stress of matriculation and before entering 
the workforce (Kelly, 1993; McVeigh, 2002). Asian students‟ drive is also explained in 
terms of collectivism, which motivates them to achieve benefits for others or the group 
(Nelson, 1995), while Western students are said to be motivated by individual goals 
(Littlewood, 2001). I asked teachers to assess the propositions: 

Item 6. Students persevere and try hard. 
Item 7. Students try hardest when it will benefit other students. 

 
Teachers could respond to these items by generalising about „all Japanese 

students‟ on a five-step Likert scale from „5 strongly agree‟ to „1 strongly disagree‟ with 
the received stereotypes. Alternatively, a central feature of the questionnaire allowed 
teachers to choose an „X‟ option, whereby they could reject stereotyping altogether and 
emphasise diversity in line with critical approaches. Ample space was provided for 
teachers to explain their responses.  
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The data were tabulated then tested using several variables, with only 
nationality found to be significant. Nationalities tested were „U.S.‟ (n=25), 
„Commonwealth‟ (n=19, aggregated due to the low numbers of British, Canadian, 
Australian and New Zealand teachers), and „Japanese‟ (n=33). I then transcribed 

interviews with two U.S. male and two Japanese female teachers of English. Adrian , a 
teacher at a junior college and conversation school, and Ryuko, a junior high teacher, 
were interviewed because they mostly chose „X‟ to avoid generalising. Alistair and 
Shoko, both teaching at mid-ranking private universities, were interviewed because 
they mostly chose to generalise. 

Results and Discussion 

Generalisations and Individuality  

The number of „X‟ choices accounted for only 21% of all responses to all items, 
while 79% of responses were generalisations made on the traditional 1 to 5 Likert scale 
(Appendix 2). This tendency to generalise rather than take a critical approach is more 
graphically demonstrated in Appendix 3, which shows that 45 out of the 78 
respondents chose „X‟ only once or not at all, and only one teacher chose „X‟ every 
time. Appendix 2 also shows that Japanese teachers chose to generalise much more 
often (85% of responses) than non-Japanese (70%), but when they did generalise, 
non-Japanese (3.64) tended to agree with stereotypes more strongly than Japanese 
(3.30). 

These overall tendencies to generalise and agree with received stereotypes 
would seem to point to some essentialism and Orientalism/auto-Orientalism, from a 
critical perspective. However, the comments on most of the items indicate that in fact 
teachers do not rely on essentialist categories such as „the group-oriented Japanese‟ to 
explain stereotypes. Indeed, teachers were sceptical about Item 8, which refers to the 
lack of individualism, the purported bedrock of Japanese passivity and barrier to 
student autonomy.  
 

Individualism – Item 8 

Teachers who did not generalise (X) 22% 

Teachers who agreed (4 agree or 5 strongly agree) 27% 

Teachers who disagreed (1 strongly disagree or 2 agree) 36% 

Teachers who were not sure (3) 15% 

Mean of generalisations  2.90 

Standard deviation 1.11 

 
The mean of generalisations on Item 8, 2.90, is the lowest among the eight 

survey items, and 73% of respondents disagreed, were not sure, or chose not to 
generalise. Even teachers who agreed with Item 8, Japanese students are not 
individualistic, related their views to style of expression, motivation, occupation, and 
classroom context, not national culture. Typical written comments asserted that, „I am 
often surprised by the individualism of students expressed after class during private 
discussions.‟ Adrian commented that, „I think of my students as individuals; they have 
minds of their own.‟ Shoko believed that her university students „are koseiteki 
[individualistic] – they have different ways to approach studying.‟ Ryuko felt „The 
students are very different. Some are very quiet, and some are naughty. It really 
depends on the person.‟ Overall, teachers were sceptical about this core stereotype, as 
reflected in their views on most other items below. Even when teachers generally 
agreed, their comments focus on classroom contexts, cohort characteristics such as 
age, or universality of the „Japanese‟ traits, not culture. 

                                                 
  All names are pseudonyms. 
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Authority and Passivity  

Item 1 drew the highest number of generalisations and the highest average 
agreement of any item in the survey, demonstrating a widespread belief that Japanese 
students view teachers as a source of knowledge. In contrast, teachers generalised at 
more average rates on Items 2 and 3. They were overall not sure if students could 
control classroom activities (Item 2), while many tended to agree that students do not 
ask questions and express ideas freely in class (Item 3). One-way ANOVA (p <.05) 
showed that Nationality was significant for Item 1, with non-Japanese teachers (means: 
U.S. 4.5, Commonwealth 4.3) agreeing more than Japanese teachers (mean 4.0). 
Similarly, on item 3 non-Japanese teachers (means: U.S. 3.6, Commonwealth 3.9) 
tended to agree, while Japanese teachers seemed unsure (2.9). 
 

Authority and Passivity – Items 1-3 

Item 1 2 3 

Teachers who did not generalise (X) 14% 23% 21% 

Teachers who agreed 80% 26% 47% 

Teachers who disagreed  1% 32% 22% 

Teachers who were not sure 5% 19% 10% 

Mean of generalisations  4.25 2.93 3.35 

Standard deviation 0.70 1.00 0.97 

ANOVA Nationality (U.S./Commonwealth/Japan) 
4.5/4.3/4.0 

p=.011 
 

3.6/3.9/2.9 
p=.017 

 
Comments on Item 1 suggest that the strong agreement was because many 

non-Japanese teachers thought that being a source of knowledge was not just a 
stereotype about the Japanese but a legitimate, universal role for themselves. One 
U.S. teacher wrote that a teacher being a source-of-knowledge was „as it should be,‟ 
and a British teacher wrote that, „if we were not we would be a waste of space,‟ views 
that Adrian and Alistair strongly agreed with. In contrast to them and the stereotype, 
and reflecting the lower agreement among Japanese teachers, Shoko wanted a more 
facilitative role, but exam pressures and class size, not culture, made it difficult. Ryuko 
agreed with the stereotype, but thought that juku (cram school) teachers are regarded 
as sources of knowledge, not junior high school teachers, who she thought were more 
managers and motivators.  

Comments on the two other items highlighted personality, maturity, English 
level, and teacher expectations, not culture. For example, Alistair thought that students 
were not used to being assertive in class, but he had learnt that if he stopped talking 
and handed the floor to students, they could do it. Shoko and Ryuko agreed that 
handing management of discipline and after-class activities to students was „a secret 
[to success] of Japanese junior high.‟ Shoko insisted that student reluctance to speak 
out „is related to class size; because there are lots of students, it is difficult for them to 
ask questions freely,‟ but „when I taught in an eikaiwa [commercial conversation] class, 
they have more motivation about speaking from themselves, because they paid money 
for that class, and it is a very small class.‟ Adrian explained how he could stimulate 
students with relevant topics. For example, „“should Mao Asada, the ice skater, be able 
to compete in the Olympics?” She was arguably Japan‟s best skater, but she couldn‟t 
compete in the Olympics, because she was too young. Mao Asada – pop culture – 
cute, they got into it‟. 

These comments on Items 2 and 3 are in line with claims that cultural 
stereotypes of passive Japanese students are better explained by poor teaching (Lee-
Cunin, 2005), such as teachers imposing irrelevant topics (Stapleton, 2001). This result 
implies that teachers feel students can actively engage in their own learning, given 
appropriate opportunities. However, on Item 1, teachers overwhelmingly expressed 
that being a source of knowledge was appropriate and that students hold the same 
view. This is in stark contrast to not only the received literature, which casts Western 
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teachers as facilitators of knowledge construction, but also recent studies of Japanese 
students who express a strong preference for less teacher direction and more 
opportunities for autonomous learning (Benson, 2007; Head, 2006; Littlewood, 2001; 
Usuki & Murphey, 2004). This teacher attitude suggests a major barrier to promoting 
student autonomy, which requires teachers to admit that they don‟t know it all and to 
collaborate with students (Usuki & Murphey, 2004). 

Harmonious Group Learning 

Teachers who generalised on these items clearly tended to agree with the 
stereotypes. Particularly on Item 5, teachers were much more willing to generalise and 
more consistent in their agreement, focusing heavily on harmony in accordance with 
the stereotype.  
 

Harmonious Group Learning – Items 4-5 

Item 4 5 

Teachers who did not generalise (X) 28% 14% 

Teachers who agreed 46% 72% 

Teachers who disagreed  11% 8% 

Teachers who were not sure 15% 6% 

Mean of generalisations  3.61 4.00 

Standard deviation 0.98 0.93 

 
While teachers commented that students usually preferred studying in groups, 

they indicated that group work is not a part of Japanese education. For example, one 
teacher wrote, „Once they get used to this way of studying, it works well.‟ Ryuko often 
used groups, and Adrian found group learning the only way to achieve active 
participation. „If I break them up into small groups, they‟ll talk, but if I try to have 
everybody chatting, even in a small class say of a dozen people or maybe 14, it doesn‟t 
happen.‟ The strong agreement with Item 5 was reflected in the comments. For 
example, students avoid disagreement, because „They don‟t want to hurt anyone‟s 
feelings,‟ and „They want to do good things, but overly proficient pronunciation or 
people with different opinions become targets, so they tend to hold back.‟ Ryuko traced 
student harmony back to an emphasis on conformity in elementary schools, while 
Shoko related it to her university‟s rigid exam requirements.  

The acknowledgement that groups are not part of Japanese education is well 
reported (Rohlen, 1983), and in fact the „learning group ideal‟ is a Western, not Asian, 
methodology (Holliday, 1994). While many teachers chose „X‟, the overall agreement 
on Item 4 suggests that teachers find group learning very effective in Japan. The very 
strong agreement on Item 5 suggests that teachers feel that they need to help unite 
groups and avoid disharmony. Yet, neither of these points undermines student 
autonomy, for autonomy is realised interdependently in a social context, whether the 
context is „collectivist‟ or „individualist,‟ and relies on cooperation and conflict resolution 
(Brown, 2003, citing Kohonen, 1992 and Little, 1991). This position is detailed by 
Murphey and Jacobs (2000), who advocate promoting student autonomy (being „aware 
of and in charge of their choices‟) through cooperative, social, and social-cultural 
learning theories. 

Motivational Orientation  

On these items, teachers found immense variation and divergence from the 
stereotypes of hard working Japanese students who will sacrifice themselves for 
others, but U.S. teachers statistically seem to agree with Item 7 more than other 
teachers.  
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Motivational Orientation – Items 6-7 

Item 6 7 

Teachers who did not generalise (X) 33% 15% 

Teachers who agreed 36% 26% 

Teachers who disagreed  21% 23% 

Teachers who were not sure 10% 36% 

Mean of generalisations  3.25 2.95 

Standard deviation 1.04 0.89 

ANOVA Nationality (U.S./Commonwealth/Japan)   
3.4/2.9/2.7 

p=.025 

 
Item 6 received the least number of generalisations, with 33% of teachers 

choosing „X‟. In line with this, many commented that motivation varied greatly among 
individuals. For example, one wrote that, „It depends on their goals. They are not likely 
to do more than the minimum if their study has no relation to their needs.‟ Another 
observed that, „I teach at four different institutions and my students run the gamut from 
„tree sloth‟ to „scholar‟ in terms of motivation.‟ The teachers interviewed also highlighted 
individual variations, except for Shoko. She agreed with the stereotype because of the 
special nature of her university, not as a general cultural trait, commenting that „My 
school is a paramedical university, so they want to be nurses, social workers, etc. They 
are basically hard workers.‟ This is, however, in contrast to the received belief that 
university students exert minimum effort.  

Item 7 drew a large number of generalisations, but these included the largest 
number of „3-Not Sure‟ responses of any item in the questionnaire. Nationality was 
significant on Item 7, with U.S. teachers tending to agree, Japanese teachers tending 
towards disagreement, and Commonwealth teachers tending to be unsure. Reflecting 
these results, one U.S. university teacher wrote, „If a group project is due the same day 
as a big, individual assignment, I try to change the date.‟ Ryuko, perhaps reflecting the 
tendency of other Japanese and Commonwealth teachers to be unsure, seemed to 
have never heard of this stereotype, stating, „It [Item 7] is a funny question, but most of 
the students want to do for themselves first.‟ The diversity in student motivations 
described by teachers seems to illustrate their awareness of students‟ individualism 
shown in Item 8. While there is a belief among U.S. teachers that Japanese may be 
motivated by group objectives, that should not contradict autonomy as a legitimate 
objective, as already explained under „Harmonious Group Learning‟. 

Small Cultures 

These teacher descriptions of diverse Japanese students, distinguished by age, 
institutions, and individual goals, do not fit the received paradigm but rather a „small 
cultures‟ paradigm (Holliday, 1999) (Figure 1). The small cultures paradigm views 
culture as „the composite of cohesive behaviour within any social grouping, and not … 
the differentiating features of prescribed ethnic, national and international entities‟ 
(Holliday, 1999, p. 247). It differs sharply from received models which assume that 
national culture hierarchically dominates other social interactions. Rather, it includes 
national culture (Figure 1, box 2) as one among many competing influences, allowing 
variations in „changing circumstances to enable group members to make sense of and 
operate meaningfully in those circumstances‟ (Holliday, 1999, p. 248). This diversity of 
small cultures is manifested as products (Figure 1, box 4) which feed back into society, 
thus driving culture as a dynamic process, not a static object. 
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Figure 1: Small Culture Formation (Holliday, 1999, p. 249) 

 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

 

 

 
 

Conclusion  

This study has identified comparative tendencies for Japanese teachers to 
generalise more often, and for non-Japanese when they do generalise to agree with 
stereotypes more strongly. Nevertheless, most teachers tended to explain student 
behaviours in terms of specific contexts. Their comments deemphasised „national 
culture‟ as an influence on students and institutions and instead placed it among many 
cultural residues, social constructions, and group dynamics. Thus, rather than 
demonstrating a simplistic received view, culturalism, or Orientalism, teacher views 
reflected a more complex, nuanced „small cultures‟ view. Explicitly viewing students 
and classrooms from the small cultures perspective can help teachers to focus less on 
„large‟ or national culture limitations and what students must do differently and instead 
to ask „what can we do differently that will promote different behaviours among 
students‟ (Usuki & Murphey, 2004, p. 212, emphasis in original).  

The overall implication for autonomy from this study is the potential to produce 
classroom cultures based on immediate contexts, groups, and individuals. More 
specifically, however, especially non-Japanese teachers should reconsider their self-
perceived role as „sources of knowledge,‟ and instead assert themselves as facilitators 
who create opportunities for students to participate in and manage classrooms 
independently, not just passively absorb knowledge. This is a precondition to harness 
the perceived student preference for group work and conflict avoidance in order to 
promote negotiation, interdependence, and through them, independent learning habits. 
Third, the diverse motivations and inherent individualism of students acknowledged by 
most teachers underscore the need for teachers to create classroom cultures which 
draw from and stimulate this diversity. By engaging with this complexity in collaboration 
with students, our classrooms may become small cultures of participation and 
autonomy. 
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Appendix 1: Questionnaire 

About You: (circle responses or write answers as appropriate) 

- Name, and phone or email (if you are willing to be interviewed): __________________________________ 

- Age (optional):  20-29   30-39   40-49  50+    
- School(s):  Conversation School Junior High  High School  Junior College University 

  

Others:______________________________________________________ 
      
- Terms of Employment:  Permanent Full-Time  | Fixed-Term Full-Time   |  Part-Time   |     Other _______ 

 
- List your degrees and any teacher training courses or certifications, and the institutions 

Degrees/Diplomas/ 
Courses 

 
 

   

Institution 
 
 

   

 
- Gender:  M / F    - Nationality: __________________   
 
- Length of stay in Japan (years): 0-1   2-4   5-9   10-14   15+   I am Japanese 
 
- Total teaching experience in all countries and subjects (years):  0-1    2-4   5-9  10-14   15+ 
 
- List the kinds and levels of classes you teach (e.g. writing/1

st
 year, discussion/beginners) 

Classes 
 
 

   

Levels 
 
 

   

 
- List other countries where and subjects which you have taught: 

 
_____________________________________________________________________ 

 
¸ƻǳǊ ±ƛŜǿǎ ƻƴ WŀǇŀƴŜǎŜ {ǘǳŘŜƴǘǎΩ [ŜŀǊƴƛƴƎ {ǘȅƭŜǎ 
Judge the statements on Learning and Thinking based on any general beliefs you hold 
about Japanese students. Use the scoring system below if you can generalise, but 
choose X if you do not wish to generalise. Explain your choices below each section, 
especially for „X‟.   
 

1-Strongly 
Disagree 

2-Disagree  3-Not 
Sure 

4-Agree 5-Strongly 
Agree 

X- It depends , so 
cannot generalise 

 
1. Students view the teacher as a source of knowledge   1     2      3     4     5     X 
2. Students can control classroom activities and management 1     2      3     4     5     X 
3. Students ask questions and express ideas freely in class 1     2      3     4     5     X 
4. Students prefer to study in groups in class   1     2      3     4     5     X 
5. Students openly disagree with each other   1     2      3     4     5     X 
6. Students persevere and try hard    1     2      3     4     5     X 
7. Students try hardest when it will benefit other students 1     2      3     4     5     X 
8. Japanese students are not individualistic   1     2      3     4     5     X 

 
Comments (continue on last page): 

 
 

Thank you very much – You have helped me a lot! 
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Appendix 2: Questionnaire 
 

 
 
#
 One teacher did not provide nationality, so the sum of all nationalities is 77. 

*Significant P < .05 

 
 
 

               
 Item 1 Item 2 Item 3 Item 4 Item 5 Item 6 Item 7 

Items 1-
7 Mean 

 
Item 8 

All Teachers 
N=78

#        
  

Mean 4.25* 2.93 3.35* 3.61 4.00 3.25 2.95* 3.49* 2.90 
SD 0.70 1.00 0.97 0.98 0.93 1.04 0.89 0.52 1.11 
Generalisations 67 60 62 56 67 52 66 61.43 61 
Generalisation%  86% 77% 79% 72% 86% 67% 85% 79% 78% 

Non-Japanese  
N=44 

         

Mean 4.46 2.77 3.69 3.81 4.03 3.52 3.16 3.64 2.97 
SD 0.50 0.94 0.85 0.86 0.90 0.96 0.72 0.41 1.15 
Generalisations 39 31 32 31 36 27 37 33.29 31 
Generalisation %  89% 70% 73% 70% 82% 61% 84% 76% 70% 

Japanese  
N=33 

         

Mean 3.96* 3.11 3.03* 3.33 4.00 2.92 2.64* 3.30* 2.86 
SD 0.84 1.05 0.96 1.07 0.97 1.04 1.01 0.59 1.09 
Generalisations 27 28 29 24 30 24 28 27.14 28 
Generalisation %  82% 85% 88% 73% 91% 73% 85% 82% 85% 

U.S.  
N=25 

         

  Mean 4.55* 2.76 3.53* 3.76 3.90 3.73 3.35* 3.68* 2.89 
  SD 0.50 0.88 0.92 0.88 0.99 0.85 0.65 0.29 0.99 
 Generalisations 22 17 17 17 20 15 20 18.29 18 
Generalisation % 88% 68% 68% 68% 80% 60% 80% 73% 72% 

Commonwealth  
N=19 

         

  Mean 4.35* 2.79 3.87* 3.86 4.19 3.25 2.94* 3.58* 3.08 
  SD 0.48 1.01 0.72 0.83 0.73 1.01 0.73 0.52 1.33 
Generalisations 17 14 15 14 16 12 17 15 13 
Generalisation % 89% 74% 79% 74% 84% 63% 89% 79% 68% 



Proceedings of the Independent Learning Association 2007 Japan Conference: Exploring theory, enhancing practice: 
Autonomy across the disciplines. Kanda University of International Studies, Chiba, Japan, October 2007 

 

ISSN 2073-7513                                                                                                                                           Rundle, C.    12 
http://www.independentlearning.org 

Appendix 3: Number of Generalisations Made by Teachers  
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