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Abstract

EXPLORING INTERCULTURAL COMPETENCE OF SOUTH KOREAN ENGLISH
LANGUAGE TEACHERS FOR NORTH KOREAN REFUGEE STUDENTS

Hyejin Yoon, Ph.D.
George Mason University, 2023

Dissertation Director: Dr. Rebecca K. Fox

The objective of this research is to gain a deeper insight into the cultural awareness and
intercultural competence (IC) of South Korean (SK) English Language (EL) teachers for
North Korean refugee (NKR) students. This study employs a qualitative methodology to
explore two research questions: how the SK EL teachers of NKR students perceive
culture, and how they understand and practice IC. Six teachers from four private
alternative schools volunteered to participate in the study. The data were collected
through individual face-to-face interviews, artifacts, documents, and researcher memos.
Seven principal themes emerged from the overall data: 1) Culture is multidimensional
and complex, 2) Culture plays a variety of roles in our lives, 3) Differences and
similarities between cultures result in various emotions, 4) Defining IC, 5) Showing
diversity in attitudes towards other cultures, 6) Showing understanding of IC in diverse

ways, 7) Initiating diverse actions of IC, each of which was also comprised of several



sub-themes. The first three themes address the first research question, which sought to
first understand teachers’ perceptions of culture. The last four broad themes that emerged
from the teacher data serve to respond to the second research question, which sought to
understand more about how the teachers defined, perceived and/or practiced IC. Five
conclusions have emerged from the findings: 1) SK teachers showed their IC as being
curious about and having a favorable regard for other cultures, 2) SK teachers expressed
IC as understanding of positionality and cultural imbalance, 3) First-hand experience
fosters the development of IC, 4) Reflection and action come together in developing IC,
5) SK teachers expressed their IC as flexibility and understanding with regard to cultural
ambiguities. In line with the conclusions, this study highlights the need for teachers,
school leaders, and education policy makers to consider the importance of IC
development across contexts in SK. This study suggests a number of implications
emerging from the findings that are relevant to policy, practice, and future research

initiatives.



Chapter One

The world’s regions and countries have close ties with one another in most areas
of human activity such as politics, economics, society, culture, and education (Baylis et
al., 2017; Beck, 2018; Knight, 2015; Pieterse, 2015; Popkewitz & Rizvi, 2009; Satyanath,
2006; Suarez-Orozco & Qin-Hilliard, 2004). The formation of interconnections among
nations and people is commonly indicated by using the term globalization (Yergin,
2002). The increasing interaction of people through the internet, the media, and
international travel have also brought about cultural globalization. According to the
United Nations Educational, Scientific and Cultural Organization (UNESCO), cultural
globalization is “the dynamic intermingling of cultures resulting from increased contact
and communication among people and cultures around the world” (UNESCO, 2018, p.
25). Due to the transmission of various cultures, multicultural society has become one of
the characteristics of 21 century.

South Korea (SK) is rapidly becoming a multicultural society. Since the mid-
1990s, in line with its economic growth, SK has been undergoing a change in its social
situation. According to a press release of Korean Ministry of Government Administration
and Home Affairs and National Statistical Office (2022), the total number of foreign
residents living in SK on November 1, 2021, was 2.13 million which is 4.1% of the total

population. This is a 400% increase compared to 2006, and it is continuing to accelerate.



Except for the exceptional situation in which the number of foreigners entering SK has
decreased due to the recent COVID-19 impact, it can be seen that the number of
foreigners residing in SK has steadily increased from the past to the present. After 2021,
the population of students with diverse cultural backgrounds, known as multicultural
students, is expected to reach 3.5% of the total student population (see Figure 2; Korea

Ministry of Education, 2022a).

million Ml
250 3 .. 45
47
4 4
kil
LA 222
200 54 34 “a o .a
78 28 3
1850 25 )
. : 3 “‘ £
100 n ‘
(A
"(’ i i i .
0s
0 0
051 07 OS2 O0SM1 108 1MW 128 139 W 15l 16 17 1t 1M 200 219

I Of foreign residents (left) of foreign residents (ngh

Figure 1.

Foreign Residents in South Korea



2018

B 5 of muStioultural students === %, of muticutiural students.

Figure 2.

Multicultural Students in South Korea

In addition, due to the continuous inflow of North Korean refugees (NKRs), the
cultural diversity of residents in SK has been promoted further. One reason for the
increase in NKRs is the difficult economic and political situation in North Korea (NK),
which has led many to flee the country in search of better opportunities and living
conditions. In addition, the increasing availability of information and communication
technologies has made it easier for NKs to learn about conditions outside of their country
and to plan their escape (Cho, 2017; Lee & Ku, 2015). Viewed from outside SK, it may
seem that the SK society is monocultural; however, in actuality, the division between SK
and NK has created a strong dichotomy. Due to the Korean War Armistice Agreement
signing, SK and NK have maintained different political stances, thus destroying their

cultural and linguistic unity (Jang, 2021; Lee, 2009). The sharp difference in political



philosophy has divided the Korean peninsula into two parts along the 38th parallel so that
SK and NK have been in a prolonged conflict, ceasing political, economic, and cultural
interchanges for over 70 years.

As a result, the two nations have formed dissimilar values and attitudes to life
(Yang & Kang, 2007) and have not experienced mutual exchanges until now. This has
resulted in a cultural divide between NKRs and citizens of SK. SK citizens often have
difficulty understanding the lifestyle of NKRs and vice versa. This has caused the two
sides to form their own separate cultures, with SK becoming increasingly diverse as more
NKRs enter the country (Koh, 2017; Yang & Kang, 2007).
Background of the Problem

Responding to the world’s trend of globalization and the influx of NK defectors,
at the national level, interest in multiculturalism has increased in SK. The government
has implemented several initiatives to help NKRs adjust and integrate into their new
home. These initiatives include providing job training and language education, as well as
setting up support groups and mentorship programs to help NKRs learn about the new
culture and society. In accordance with newly enacted policies such as The
Comprehensive Plan for Multicultural Families, which was launched in 2012 to promote
the social integration of multicultural families, the SK government has implemented
various initiatives to support multicultural residents and promote multiculturalism. These
include building multicultural centers with substantial budgets across the country and
introducing a range of educational programs aimed at achieving successful multicultural

education in schools for teachers and students.



NKR Students, Who Are They?

Despite various attempts by the SK government to prepare for a multicultural
society, SK multicultural education is, however, being criticized in various ways. One of
the criticisms is that many educators and researchers have characterized NKRs’ children
in the same way as those born in international marriages, despite the fact that these two
groups of children have different backgrounds and experiences.

The group of NKR students has a unique character. The distinctive trait that
identifies young NK immigrants from other students from multicultural backgrounds is
the barely conceivable pain that they experienced during the process of fleeing from
North to South Korea (Korea Education Development Institution, 2013). The pain
described in the next paragraphs is a crucial factor that educators should consider when
they interpret the various educational challenges that are connected to the students and
their learning. It is because that the traumatic events negatively affect the formation of
NKR students’ cultural identities. Hence, the intercultural competence (I1C) of teachers
who engage and interact with the students is strongly required so that they are
appropriately and effectively able to support the young NKRs who bring not only various
cultures but also deep scars into classrooms.

The Korea Ministry of Education identifies NKR students as those who were
either born in NK or were born in third countries, such as China, to at least one parent
who is a NKR. As a matter of fact, when the SK government provides educational
support for NKR students, this also includes SK-born students whose parent(s) are NK

refugees (Korea Ministry of Education, 2021). Until the early 2000s, the majority of



young NKRs in SK were born and raised in NK. However, since the mid-2000s, there has
been an increase in the number of NKR students who were born in a third country before
coming to SK. In 2012, the SK Ministry of Education reported that 35.5% of NKR
students were third-country-born, but by the end of 2022, this proportion had risen to
69.2% (Korean Ministry of Education, 2022b). This change can be attributed in part to
the tightening of border security under the Kim Jong-un regime, which has made it more
difficult for families to escape together. As a result, many NK women have fled to third
countries like China and had children there before eventually making their way to SK.
Thus, in SK, the number of NKR students born in third countries is increasing, and these
are among the students who are likely to be in classrooms of teachers like the participants
in this study.

According to the report (Korea Hana Foundation, 2022b) on NK refugees’
motives for fleeing from the North, 22.6% of them answered “hatred the surveillance and
control of the NK regime,” 21.4% of them answered “food shortages and economic
difficulties” and it was followed by “giving a better environment to families /children”
(12.9%), “finding families who defected from NK first” (9.6%), and then “making more
money” (9.4%; p. 27). Statistics released by the Korea Hana Foundation (2022b) also
show that the number of NK women entering SK has increased steadily compared to NK
men, accounting for 75.5% of the total, as women. The reason is that women have an
advantage in defecting from NK over men. In general, the NK authorities punish NK

defectors very severely, but the punishment for women is relatively weak compared to



men. In addition, NK women have more advantages in hiding and fleeing, such as getting
married to men from third countries (Lee, 2010; Oh, 2006).

Even so, it is reported that the process of defecting from NK is very difficult for
NK women. According to the study (Oh, 2006), NK women stayed in China and other
third countries for an average of 5 years and 2 months, during which they were more
likely to have experienced human trafficking, sexual violence, forced marriage and
childbirth (Lee, 2010). NK women who risk their lives to cross the NK border and remain
stateless in third countries such as China and Russia suffer from fear of repatriation and
the threat of human trafficking. As a result, NK refugee women form de facto marriages
with local men to survive or give birth to children while being trafficked for sexual
exploitation. It is estimated that there are 10,000 to 25,000 stateless children born to NK
women in China (Choi et al., 2011). The children of these women constitute part of the
population of students who will be in the classrooms of teachers such as those who
participated in this study.

Children of NK women born in third countries often do not have legal status in
China or Russia because of their mother’s unstable status. Moreover, considering most
NK refugee women are sold to local men who have not been married due to physical
disabilities or poverty, the young NK children born in those situations are likely to be
placed in an unfavorable educational environment. Further, most NKR children born in
China do not speak Chinese well because their mothers, who are NK refugees, do not
speak Chinese fluently (Shin et al., 2011). All the more so, most NK refugee children

have not been able to develop a stable relationship with their NKR mothers since only



after the NKR mothers were somewhat stable in SK, do they bring their children who
were separated from them in a third country to SK. In the worst case, young NK children
have often been exposed to extremely unstable psychological and emotional situations
because they witnessed their NKR mother being forcibly sent to NK or experienced their
NKR mothers’ escape from violence and abuse by their Chinese fathers and relatives
(Shin et al., 2011). As such, they were born and raised in poor conditions in all respects
of their lives and came to SK with deep scars.

It is therefore important for educators to consider the pain and trauma that NKR
students may have experienced. Traumatic events can negatively impact their cultural
identities, making it crucial for teachers to possess IC when interacting with these
students. Educators like participants in this study need to create a supportive and
inclusive learning environment where NKR students can heal and thrive both
academically and personally. By doing so, educators can help NKR students overcome
their past traumas and achieve their full potential.

Underachievement of NKR Students in Schools

The academic challenges of NKR students has been well documented (Jung,
2020; Korea Ministry of Education, 2021; Kwon, 2017; Park & Lee, 2016). As of 2022,
the figure of third-country-born northern refugee students is more than two thirds of all
NKR students (Korea Ministry of Education, 2022b) and the others are from NK.
Although many private and non-profit organizations and the Korean government have
supported refugee youths to help them adapt to new school environments, many NK

teenagers still struggle with culturally unfamiliar circumstances. The Korean government



has been hiring NK adult refugees who used to be teachers in NK as educational
supporters to deal with the culture shock that young NK students might experience in the
South. The supporters engage in various activities such as after-school coordination,
academic mentoring, and developing and running cultural experience programs. As a
result, school dropout rates have gradually decreased by about 90 percent since 2008,
from 10.8% in 2008 to 1.6% in 2022 (Korea Hana Foundation, 2022a). However, it is
still alarmingly high because it is more than 3 times higher than the average for SK
students.

There are a variety of reasons why NK students have difficulty in adjusting to
school life, but according to the report conducted by Korea Hana Foundation in 2020, the
main reasons for school maladjustment are the challenges stemming from differences in
language, lifestyle, and academic background. The Korea Hana Foundation survey of 456
NKR students shows that as the most difficult problems with school life, 24% of students
responded, “following curriculum,” 4% “making friends,” 2.5% “understanding Korean
language,” and 1.8% “following the school rules” (Korean Hana Foundation, 2020, p.
26). Moreover, 42% of students reported that they had difficulties with schoolwork. As
reasons for the difficulties, 11.7% of the respondents mentioned “difficulty in
understanding the contents of the textbook,” 9.0% mentioned “difficulty in doing
homework,” 7.1% reported “difficulty in understanding what the teacher is saying,” and
6.8% stated “difficulty in expressing my opinions” (Korea Hana Foundation, 2020, p.

27).



One of the major reasons for NKR students’ underachievement is there appears to
be an educational gap. In the process of defecting through a third country, NKR students
born in third countries, or NKR students born in NK, experience an educational vacuum
period. In a study conducted by the Korean Hana Foundation (2022a), 63.1% of students
claimed to have never attended school in a third country. In most cases of NKR students
born in a third country, the average age when they entered SK was 14-16 years old, and
most of them lived in China before that. Often, NKR children grow up without a mother
who leaves first to settle in SK and lack proper education as a result of poor
circumstances. Hence, it turns out that most NKR students are finally provided with a
proper education and various cultural experience when their mothers bring their children
to SK (Korea Ministry of Education, 2021).

English Language Education and NKR Students

NKR students who have grown up in NK are generally able to adapt to certain
subjects, such as Korean literature and mathematics, in SK schools because they have
already learned them in NK (Kim & Chung, 2013; Shin et al., 2012). However, for
children of NK refugees who were born and raised in third countries, all subjects in SK
schools can be challenging due, in part, to their lack of proficiency in the Korean
language (Park & Lee, 2016). Regardless of whether students are NK-born or third-
country-born, most of NKR students regard English as the most difficult language to
learn among their regular subjects (Korea Education Development Institution, 2010;
Korea Hana Foundation 2022a; Shin et al., 2012). Through national research conducted

in 2022, the Korea Hana Foundation found that NKR students” academic deficiency in

10



English was, along with mathematics and science, the major significant obstacle
confronted at school. Compared to the 2020 survey results, the response rate increased by
0.2% (p. 31). Building on the findings of national research conducted in 2022, which
highlighted the academic deficiency in English as a major obstacle for NKR students,
Kwon (2017) conducted in-depth interviews to identify the common factors that made
NKR students struggle with learning English. Kwon (2017) was able to find three major
themes from amongthe factors: personal, institutional, and socio-cultural factors. First,
NKR students presented their personal reason, a lack of basic knowledge of English that
was caused by an educational gap. Second, educational content was not effectively
delivered to NKR students due to difficulties in communications that the students had in
schools. Lastly, between NK and SK, noticeable differences of educational environments
were challenging for NKR students to overcome.

Personal Factors. In Kwon's (2017) research, NKR students reported that
learning gaps were a significant factor contributing to their underachievement in English.
For those who entered SK without staying in a third country, they had never learned
English before in NK. Even if they had taken English classes, the number of lessons was
severely limited. According to Jo et al. (2013), NK students are only taught English once
a week for an hour since 2008, and most NKR students reported not having experienced
learning English in public education institutions until the first year of junior high school.
Additionally, NKR adolescents who spent several years in third countries may suffer
from severe learning shortages. During their stay, they were often illegal aliens and

subjected to physical and psychological suffering, making it difficult for them to access
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educational opportunities, including EL education, causing them to be excluded and
marginalized.

Persistent socioeconomic disadvantage in NK, intermediate countries, and SK has
been found to have a negative impact on NKR students’ English education, according to
the Korea Ministry of Education (2021). Specifically, given the well-established
relationship between parents’ socioeconomic backgrounds and students’ academic
outcomes in SK, the low socio-economic status of NKR students’ parent(s) can be seen
as a key factor contributing to their underachievement in English learning. Furthermore,
as noted by Jo et al. (2013), limited access to quality and reliable information regarding
English education is another personal factor affecting NKR students' English learning.
For NKR students born and raised in third countries, their lack of proficiency in Korean
language has led to difficulties adapting to mainstream education in SK (Kwon, 2017).

Socio-cultural Factors. According to Oh (2008), NKR students’ anti-American
sentiment is a result of the Juche? ideology education they received in NK. This anti-
American sentiment often impedes the motivation and opportunities for NKR students to
learn English, as the language is seen as a symbol of American cultural influence.
Additionally, NKR students, especially those born in third countries, struggle to

understand the language used in SK classrooms, resulting in a lack of comprehension of

! North Korea’s political ideology. Juche means “self-reliance.” Many of its ideas are borrowed from
Marxism, while other elements include Confucianism, Japanese imperialism, and traditional Korean
nationalism. As the name implies, North Korea is a country that must remain independent and distinct from
the world, relying solely on its own strength and guidance from a near-godlike leader to succeed.

Through Juche ideology education, North Korean authorities are encouraging North Korean citizens to feel
anti-American, touting the U.S. as threatening North Korea’s political independence.
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the class content. This language barrier also hinders their ability to learn English, as noted
by Jung (2020). Furthermore, the academic stresses experienced by NKR students in SK
differ from those in NK.
In North Korea, it was hard for teachers to force us to study English, but in South Korea it
was so good at first that teachers did not compel us to do homework and they treated us
kindly and gently. Over time, | learned how important English is here. And then, I had to
make preparation for paper-based exams where there are a lot of things that | couldn 't
understand (from Gwon’s (2017) study).
In contrast to the oppressive attitudes of teachers in NK, NKR students in SK face
frustration due to the lack of tailored learning content that meets their needs (Lee, 2014),
resulting in underachievement in English (Kwon, 2017).

Institutional Factors. According to Han (2013), there is a distinct difference
between NK and SK in English education. In terms of educational purposes, in SK,
students learn the language under the aim of the national curriculum: “Students will
develop their ability to communicate in English to expand their intellectual capacity and
knowledge and to raise their ability to cope with the changes in the times as future leaders
(Korea Ministry of Education, Science, and Technology, 2011).” The language use
ability, namely communicative competence is highlighted. The national curriculum
strongly emphasizes learner-centered education composed of process-based and task-
based activities. However, a unified goal has underpinned the educational curriculum in
NK; learning Juche ideology, party policies, revolutionary traditions, and communist
education content is given priority (Jo, 2013). The NK authorities stated in the 2013

revised curriculum that the purpose of foreign language education is to have
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communication skills that can be used in everyday life at the same time as the
development of science and technology. However, in reality, it seemed that English
educators were not responding to the NK national English education goals emphasizing
communication skills. Through the narratives from interviews with NKR students and
NKR teachers (Kwon, 2017), it was revealed that NK teachers stick to traditional
teaching methodologies, which are known to be less efficient. They emphasize rote
memorization without scaffolding and do not encourage students to collaborate with one
another. The concept of ‘communicative competence’ appears not to be revealed in the
English education sites. Owing to the old-fashioned way of teaching and learning, it is
not very surprising that students are likely to lose interest in learning English. The
existing gap between NK and SK's English education environments is likely to be the
cause of NKR students’ frustration in English classrooms (Han, 2013). Finally, due to the
lack of exposure to internet-related culture and limited introduction to other cultures in
NK English textbooks, there has been little shift in their worldviews. Moreover, the
negative connotations associated with cultures and societies of English-speaking
countries may cause students to have an inhibition about English language (EL; Lee,
2020).
Statement of Problem

The primary objective of education is to equip individuals with the necessary
skills and knowledge to become productive members of society, capable of sustaining
themselves and contributing to societal development. This objective relies on a profound

comprehension of human nature and is closely connected to practical realities. The
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critical role of teachers in facilitating this process cannot be overstated, as the quality of
education is believed to hinge largely on the caliber of teachers. Despite the ample
research conducted on the adaptation, characteristics, and identities of NKR adolescents
at the national level (Korea Hana Foundation, 2022a; Korea Ministry of Education,
2022b; Korea Ministry of Unification, 2020), there has been a noticeable paucity of
research regarding the pedagogical practices of teachers who bear the responsibility of
educating NKR students.

The present concern in SK school environments is the growing problem of NKR
students' academic underperformance (Shin et al., 2012). In this context, it becomes
imperative to champion the cause of minority students by implementing a systematic
framework of social support. This is because such students are frequently confronted with
various difficulties, such as bias, linguistic hindrances, and cultural disparities, which can
impede their educational attainment. By establishing a system of social support, these
students can receive the necessary guidance and resources that would facilitate their
academic success.

In line with this idea, it is essential for teachers to have the ability to create a
welcoming culture in the classroom, provide an environment in which students can
exercise their potential abilities, and provide tailored learning contents. Moreover,
teachers with 1C are urgently needed for successful interactions with students from
different cultural backgrounds (Carignan et al., 2005; Coulby, 2006; Cushner & Mahon,
2009; Kwon, 2021). As interculturally competent agents, teachers would create a more

structured and supportive learning environment, which would benefit all students,

15



especially those from underprivileged backgrounds who may lack the resources and
guidance they need to do well (Banks, 2004; Gay, 2002; Le Roux, 2002; Villegas &
Lucas, 2002). By providing the right guidance and support, teachers can help these
students reach their full potential.

In addition to being relatively privileged as mainstreamers, teachers might
consciously or unconsciously suppress minority students’ cultures through subtle
discrimination. In some instances, discrimination may manifest as disregarding or
belittling particular forms of language, dress, or behavior in the classroom. This can
create a hostile learning environment and make minority students feel unwelcome and
excluded from SK school cultures. In the SK context, teachers, especially EL teachers,
are considered privileged, as described in the next chapter on “Traditional and cultural
regard for teachers in SK.” Consequently, it is crucial for SK EL teachers to possess
cultural sensitivity and IC to interact with students from minority cultural backgrounds
equally and impartially. Therefore, | am proposing a study to examine the beliefs of SK
EL teachers regarding culture, as well as their perceptions and practices of IC.
Purposes of the Study

In choosing this research topic, | adopted Maxwell’s (2013) approach to defining
research goals. According to Maxwell (2013), research goals are divided into three
dimensions, namely personal, practical, and intellectual (scholarly). Based on these three
dimensions, | was able to narrow down my research topic to one that would be both
personally and intellectually stimulating. I also took into consideration the practical

implications of the research, such as the resources available and the time required for the
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research. Personal purposes are unofficial things such as thoughts and experiences that
motivate a researcher to conduct a study. For instance, curiosity about a certain topic and
the desire to change a situation. In terms of practical purposes, they are aimed at
accomplishing something — meeting a need or achieving a goal. Administrative, policy,
or practitioners’ needs might be included in these purposes. Intellectual purposes are
based on scholarly inquiry, focusing on understanding something, that is, gaining insights
into what and why questions regarding status quo (Maxwell, 2013). These three types of
purposes support researchers to reify study questions as well as justify research studies.
The following sections address these purposes in the current study.

Personal Purpose. One beautiful day in 7! grade art class in SK, | was trying
hard to draw a great work but feeling all fingers and thumbs. The teacher wandering the
classroom stood beside me and stared, then whispered, “You are hopeless.” Her hurtful
words stayed with me for a long time, stunting my creativity. This teacher’s insensitive
remark led me to assume a hostile attitude toward all teachers, resulting in a poor rapport
between myself and teachers in my early school life. However, during my process of self-
discovery at university, I decided not to let one teacher’s opinion shape my understanding
of myself. Partly because of this teacher, | became curious, then interested and finally
committed to a career in education. The reason why | want to dedicate my life to develop
teachers’ education is that I hope to give a priceless present—a good teacher—to young
students and also to discover and offer pathways to beginning teachers so that they can

become good and perhaps great teachers.
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What is a good teacher? and how can | help prospective teachers develop their
professional life and teaching style to be a good teacher? Holding the questions in my
heart, | started my PhD study in the US and where | had never been before to become an
expert in teacher education. However, before delving into those questions, | had to
overcome many and various hardships that | have never experienced before in my life.
Living and studying in an unfamiliar circumstance and in a foreign language were far
more challenging than | expected. Before long, | realized that most of the challenges
seemed rooted in cultural differences; | could observe that people here were using a
different toolkit in their lives such as a language, values, skills, ways of thinking, and
ways of decision-making. Amidst a sea of otherness, | became aware of my identity's
stark contrast with the dominant culture that surrounded me. | found myself constantly
pondering questions such as “Who am 1?”” and “Why do | feel so different from them?”
Furthermore, | couldn’t help but question my own beliefs, wondering why | perceived
myself to be wrong while considering others to be right. In the process of thinking and
reasoning to discover answers, the concept of culture naturally floated to the surface of
my cognition. It was true for me that culture or cultural dimensions of human interactions
are subconsciously obtained and internalized through engaging and interacting with
individuals from one's own cultural background (Sorrells, 2020).

Furthermore, I could acknowledge that due to the subtlety of culture, culture
could be utilized by people of a dominant group and operate as a form of hegemony
without letting the public know (Sorrells, 2020). In order to stand up to oppression,

mankind had to make tremendous efforts to find the cultural hegemony (Hall, 1989).
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Based on the arguments of Sorrells (2020) and Hall (1989), teachers from

major cultural groups could make a variety of mistakes by judging their minority students
based on their cultural standards, due to a lack of understanding of the power of culture.
Teachers’ deep passion and love for teaching do not justify their lack of awareness of the
cultural gaps between them and their students.

When | was in a teacher education program as a pre-service teacher in Korea, |
had learned that English had to be taught as an international language and the major
purpose of the learning and teaching English was to communicate with others from
different countries in international or intercultural contexts. When | taught English at the
secondary level schools, | attempted to practice my knowledge by integrating cultural
components into my language classrooms. The teaching practice stimulated my curiosity
about what intercultural communication looks like and what global citizenship is. These
curiosities that I held as a practitioner drove me to have enthusiasm and excitement as a
researcher of EL teacher education in Korea. Throughout the process of my PhD study, |
have been noticing that my researcher identity is intricately intertwined with my
practitioner identity as a former teacher of English in Korea.

Upholding my identity as a researcher and a future teacher educator, |
reformulated my initial and general question, what are good teachers?, into a concrete
inquiry, what qualities are required of EL teachers who teach a global language to
students from various cultures?, emphasizing the self-reflective ability of teachers more.
Through this study, first and foremost, | hope to better understand what IC is as a novice

researcher. Furthermore, 1 would like to find a way as a prospective teacher educator for
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how I can support SK EL teachers to be interculturally competent. This is so that they are
able to identify blind spots with regard to cultural and power gaps among educational
stakeholders. As | zoom out, | may see that this study is ultimately for the sake of NKR
students for they will become the biggest beneficiary from the high quality of education
of teachers. Thus, throughout this study, I would like to understand how SK EL teachers
perceive culture and how they understand IC and practice IC in their teaching and
interaction with the young NK refugees.

Practical Purpose. Globalization provides not only a ubiquitous but also a
complex context for us. The dynamic and diverse context of globalization challenges
people by making them interconnected and interdependent in multicultural societies. To
successfully cooperate and communicate with one another in multicultural settings,
language is essential, because it plays a crucial role in people exchanging their
perspectives, convictions, and cultures (Seelye, 1993). As a global language, English is
no longer only for people who are native speakers; rather, it is an international language
used for communication between people from various languages and cultures (Crystal,
1997; McArthur, 2003; Pennycook, 2017; Tam, 2004). In international and intercultural
communication settings, however, one of the serious obstacles to the more successful use
of English is a lack of adequately perceiving communication partners’ cultures and
understanding the power dynamic existing between interlocutors (Park, 2015). It is
because lack of knowledge of culture and power can cause various misunderstandings

and conflicts.
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Globalization creates many challenges for EL teacher education, including the
need for educating pre- and in-service EL teachers to have IC. It is essential that the
qualities of teaching professionals be refreshed and refocused in order to fulfill new tasks
in international language education. Zhao (2010) argues that a new generation of teachers
is required which means that teachers should be “... able to act as global citizens,
understand the global system, and deliver a globally oriented education” (p.429).
Moreover, Kramsch (2004) defines a language teacher as a trans-cultural go-between
who can lead a more globally oriented language education. In a similar sense, language
teachers are intercultural mediators who acquire knowledge of how to interact with
people from other cultures (Byram, 1997). Also, Levy and Fox (2015) contend that on
top of content knowledge, teachers should demonstrate their expertise in culturally
pertinent pedagogical skills and have a language proficiency in a language beyond their
first and understand linguistic diversity and theories of second language acquisition.
When teachers have this knowledge, then, they are able to guide students to be free from
the misbelief regarding English ownership and students who learned the language as their
second/foreign language to empower themselves to be equal in communication with
native speakers as global citizens.

The trend of emphasizing IC in language classes is reflected in the curriculum of
EL teaching in Korea. In the section on English education in the 2009 revised version of
the Korean National Curriculum, English is defined as a global language and a part of a
toolkit enabling effective communication among people with different cultural

backgrounds. The modified EL education curriculum is meaningful in that it highlights
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the necessity of cultural education in developing communication strategies, which is
distinguished from traditional aspects of education in Korea. Thus, as Korean education
reforms are implemented, it will be important to understand how EL teachers in SK
perceive and apply IC in their teaching and interactions with students. Accordingly, this
study aims to delve into the SK EL teachers’ comprehension of IC as well as their
cultural sensitivity.

Intellectual Purpose. Due to the force of globalization, people carrying their own
cultures are catapulted into settings where they need to interact one another. We could
understand, through a wide range of studies, that multicultural interconnectedness has a
complex nature that can threaten the peace of our communities. Additionally, different
cultures can have different ways of solving problems, and if they are unable to come to a
consensus, it can lead to disagreement and tension. Cultural misunderstandings are
occurring, and the IC of global citizens matters. According to Bennett’s (1993) IC theory,
cultural bias, and discrimination result from ethnocentric tendencies. Low IC of society
members leads to tension and conflict between cultures. Because of that, IC as an
imperative attribute figures prominently in the conversation regarding global citizenship.

A great body of literature has addressed the challenges and complexities of
intercultural activities of human beings in the global context, yet there are only a few
researchers who have paid attention to intercultural conflicts and the role power plays
between communication stakeholders. It is because across and within cultural groups, a
magnification of inequalities impacts on intercultural relationships (Dervin & Hahl, 2015;

Sorrells, 2020). Moreover, in SK, it has not been long since scholars began to an have
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interest in IC in the education field. In particular, most of the studies done in the past 10
years with regard to I1C in education have examined textbooks and curriculum, examined
factors that affect IC development, and explored some cases of IC education. These
studies also explored ways to develop programs, instructions, and assessment tools for IC
growth,

Additionally, the researchers mainly limited the recipients of IC education to only
K-12 students without considering that teachers needed to develop their IC as well. Eight
studies in the past 10 years have been conducted on teachers’ IC in SK (Jang, 2016; Jang
& Lim, 2016; Jung, 2018; Kang, 2018; Kim 2014; Ko, 2014; Kwon, 2021; Shin, 2018)
and only four studies were about EL teachers (Jang & Lim, 2016; Kim 2014; Ko, 2014;
Shin, 2018). One examined pre-service elementary EL teachers’ perceptions of
integrating cultural education into English education to foster intercultural
communicative competence (ICC; Ko, 2014). Kim (2014) suggested five pedagogical
activities to develop the ICC of Christian EL student teachers. In their study, Jang, and
Lim (2016) sought to understand Korean EL teachers’ and Native-English teachers'
perceptions, practices, and professional competences in terms of ICC. Lastly, Shin (2018)
investigated overseas programs for pre-service English teachers’ global-multicultural
competence and suggested strategies for improving the programs. While each of these
studies examines ICC in a SK context, | could not find any research with regard to the IC
or cultural sensitivity of SK EL teachers who are working with NK refugee youth.

The assumption that school teachers might be one of the most influential factors

that affect the adjustment and academic success of young NK immigrants turned out to be
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true through 5-year first-cycle and 3-year second-cycle longitudinal studies of NK
migrant youths’ education (Kang et al., 2014; Kim & Kim, 2018). However, still missing
are descriptions of SK EL teachers’ actual experiences of attempting to be effective EL
teachers in their instruction for NKR students. The current lack of research concerning
SK EL teachers’ perceptions and practices on IC prevents us from fully understanding the
key issues at the core of teachers’ professional development as cultural mediators in SK.
Also, given the huge gap in achievement in English between SK and NK students (Shin
etal., 2012), it is highly recommended that SK EL teachers be culturally prepared to
serve this underrepresented group of students appropriately. Accordingly, I designed this
research to investigate how SK EL teachers understand culture as well as how they
perceive and practice their IC in the context of working with NK immigrant youth. The
following research questions capture the nature of this research, which I have examined
through the use of qualitative approaches.
Research Questions

Considering the research purposes established by recognizing the research problem,
this study aimed to understand how SK EL teachers viewed culture. The study explored
participants' perceptions of cultural gaps that might have existed between them and their
students. Furthermore, the study examined how participants practiced their IC when
addressing intercultural conflicts and tensions. The goal of the study was to gain a better
understanding of the perception of culture among the SK EL teachers and their
understanding of IC. Based on these purposes, the overarching research questions that

guided this study were the following:
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1) How do South Korean (SK) English language (EL) teachers of North Korean
refugee (NKR) students perceive culture?
2) How do SK EL teachers of NKR students define, perceive, and practice
intercultural competence?

Significance of the Study

The findings from this study will hold significance for participating SK teachers
of English for NKR students by helping them understand their own perceptions of culture
and how they understand and practice their IC when interacting with NKR students,
which will hopefully and in turn contribute toward their expanded 1C development. The
study will provide insight into how educators in SK working with NKR students might
better connect their cultural competence with their teaching strategies to better
accommodate the needs of NKR students and thus also potentially contributing to their
overall achievement. This has the potential to improve the learning environment for
students and teachers by creating an environment of mutual respect and understanding.

In addition to benefiting EL teachers in SK, the study will also provide the
foreign/world language (FL/WL) professions with different entry points to examine the
assumptions they may hold about their role as teachers for immigrant students and a
window into how a specific subset of SK educators perceive and enact IC. The research
will provide FL/WL teachers with resources to better understand the cultural and
linguistic backgrounds of their students, allowing them to better serve their needs.

As a result of this study, teacher educators will also be able to reflect on current

world practices and understandings about IC, as well as reflect on their own practices by
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gaining a better understanding of others’ perspectives and practices. By exploring the
perspectives and practices of teachers from an Eastern culture, FL/WL education stands
to gain a better understanding of different approaches to IC and how the understanding
and awareness can be applied to interactions with immigrant students. This could help
teachers and teacher educators in SK create more culturally sensitive classrooms, which
could lead to overall improved learning outcomes for immigrant students.

Furthermore, this study contributes to the broad literature on FL/WL education,
and specifically IC, by providing an Eastern perspective from one group of teachers on
culture and IC, as well as empirical findings from SK’s multi-cultural classrooms in
terms of EL teachers’ IC. This research provides insight into how SK EL teachers engage
with students from multicultural backgrounds and supports the idea that SK EL teachers
should focus on increasing their IC in order to better serve their immigrant students. It
also adds to the existing body of research on culture, language, and 1C by presenting an
Eastern perspective on these topics.

Summary

Explaining the unique characteristics of NKR students’ multicultural
backgrounds, and their academic underachievement in SK school settings, my statement
of the problem emphasizes the need for SK EL teachers to become culturally and
interculturally competent in order to meet the academic and personal needs of NKR
students. | also presented the reasons for my research from a personal, practical, and
intellectual perspective to provide the rationale for investigating the perceptions and

practices of SK EL teachers of NK immigrant students regarding how they perceive
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culture and practice IC. In the following chapter | present the literature review and

theoretical framework grounding this study.
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Chapter Two

The present chapter adopts a comprehensive approach to exploring the literature
on culture and intercultural competence (IC) to lay the foundation for the research
conducted with South Korean (SK) teachers of North Korean refugee (NKR) students. To
accomplish this aim, the chapter proceeds in five distinct sections. The first section
begins by delving into the broader literature on culture, which serves to illuminate the
participants’ cultural sensitivity. The second section examines the concept of IC/ICC,
providing a knowledge that informs me understanding of the topic. In the third section,
various IC models and frameworks are presented, which offer a perspective on the
participants’ IC. The fourth section provides a detailed description of the social status of
SK Enlgish language (EL) teachers, highlighting the potential power imbalances between
SK EL teachers and NKR students. This section is crucial for outlining a portrait of
interculturally competent teachers from a critical perspective. Finally, in the fifth section,
several empirical studies on teachers’ IC in SK are presented. These studies demonstrate
the significance of language, teacher education, and empathy in IC and offer a
springboard for future research in this area.

Cultural Sensitivity and I1C

This study aimed to investigate the perception of culture among EL teachers in
SK in order to gain insight into their cultural sensitivity. Understanding culture is a
crucial part of developing cultural sensitivity, as it allows individuals to recognize and

understand the cultural differences that exist between different groups of people (Kim &
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Kim, 2018). Through the investigation of participants’ perceptions of culture, a deeper
understanding of their IC was gained, as it has been shown that an individual’s cultural
sensitivity can meaningfully impact their IC. Cultural sensitivity refers to the awareness
and understanding of cultural differences and the ability to appreciate and respect these
differences (Bhawuk & Brislin, 1992; Kim & Kim, 2018).

Bhawuk and Brislin (1992) suggest that cultural sensitivity is a vital component of
IC. As discussed in more detail in the IC section below, IC refers to the ability to
communicate and interact effectively with people from different cultural backgrounds
(Chen & Starosta, 1997; Deardorff, 2006). IC and cultural sensitivity were positively
correlated in a study conducted by Chen et al. (2015). According to the study, culturally
sensitive individuals were better able to adapt to different cultural norms, communicate
effectively with people of different cultures, and avoid misunderstandings and conflicts.
According to researchers (Chen et al., 2015), cultural sensitivity is an essential
component of IC. Korean expatriates in the United States were also investigated by Kim
and Kim (2019) regarding cultural sensitivity, intercultural communication competence
(ICC), and cross-cultural adjustment. The study found that cultural sensitivity was
positively associated with ICC and cross-cultural adjustment, suggesting cultural
sensitivity could be a significant factor in promoting successful cross-cultural adaptation
among Korean expatriates. Considering the highlights of the crucial role of cultural
sensitivity in developing IC and effective communication with people from different
cultural backgrounds, it is important to explore how the SK EL teachers’ perceptions of

culture so that we understand their cultural sensitivity and IC.
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What is Culture?

Across many disciplines, scholars have studied the subject of culture for a long
period of time. Due to the complex and often ambiguous nature of culture, as well as its
many connotations across disciplines, there are a variety of different meanings and
definitions attached to the term: there were over 150 definitions of culture identified in
the 1950s (Kroeber & Kluckhohn, 1952). According to Brody (2003), there were
hundreds of definitions of culture at the beginning of the 20" century. The reason why
culture has been regarded so important in the history of human beings is that it is
impossible to understand human society without understanding culture.

The word culture originated from the Latin cultura which means to care. There
are many words which stem from the term cultura such as agriculture. The word has

meanings related to care: cultivating, feeding, breeding, and raising. In Korean, we use

the term moonhwa 27, borrowing Chinese Characters 3Z{t. 3Z means letters and 1t

means to change. According to the meaning of the Korean word 2/, culture is closely
connected human beings’ communication activities with languages, and it means through
the interactions, members of society can influence one another.
Concept of Culture

Anthropologists identified culture as a system of shared meaning, which is passed
down through symbols representing beliefs, traditions, and values (Geertz, 1973).
However, scholars of cultural studies challenge the notion of culture as a stable and
coherent entity, instead seeing it as a site of contestation where meanings are constantly

negotiated (Grossberg et al., 1992). They focus on the relations of power and the context
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where cultural practices are situated historically and politically. By taking a cultural
studies approach, individuals can analyze power hegemony and find the cultural
uniqueness of each person. Ultimately, cultural studies encourage individuals to construct
cultural knowledge within their subjective contexts, challenging and changing cultural
meanings at the micro-level. The knowledge of the two different approaches to concept
of culture guide me to investigate the SK EL teachers’ attitude toward the culture of NKR
students.

Anthropologic Concept of Culture. Anthropologists identify culture as a system
of shared meaning. From generation to generation, the system is passed down through
symbols that represent and stand for any aspect of the culture including beliefs, traditions,
and values. Geertz (1973) defined culture as a system. Within the system, there are large
arrays of symbols with which people communicate and understand social phenomena.
Paige’s (2005) definition is “Culture refers to values, beliefs, attitudes, preferences,
customs, learning styles, communication styles, history/historical interpretations,
achievements/accomplishments, technology, the arts, literature, etc.—the sum total of
what a particular group of people has created together, shared, and transmitted” (p. 43).
Culture allows people to convey expressions and understand meanings in their own lives
through symbols such as words, images, ideas, people, and actions (Sorrells, 2020). For
example, the Bald Eagle is the national symbol of the United States, conveying meanings
of freedom, strength, and power. The assigned meaning of symbol constitutes culture and

the symbols are interrelated with one another to create a system of meanings. Therefore,
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culture functions in defining situations, attitudes, values, and goals, providing a behavior
pattern, and molding the personality of individuals.

Cultural Studies Concept of Culture. Focusing on the political dynamics of
culture, an academic field, cultural studies, analyze contemporary culture. Cultural
studies researchers are in general interested in ways how cultural practices are related to
the system of power. In this sense, the field of cultural studies is distinct from the
discipline of cultural anthropology. Traditional anthropologists view cultures as systems
of shared meanings and sets of discrete and stable entities. A cultural anthropologist,
Geertz (1973) defined culture as “an historically transmitted pattern of meanings
embodied in symbols, a system of inherited conceptions expressed in a symbolic form by
means of which men communicate, perpetuate and develop their knowledge about
attitudes towards life” (p. 89).

Challenging the positivists’ objective approaches, scholars of cultural studies such
as Grossberg et al. (1992) consider culture as a site of contestation where meanings are
constantly negotiated. Cultural studiest place a greater ehphasis on the relations of power
and the context where cultural practices are situated historically and politically in
understanding culture (Sorrells, 2020). The anthropological concept of culture as a stable
and coherent entity is criticized by people in cultural studies. It is because the perspective
privileges only certain forms of culture shared and agreed and neglects cultural inequality
and differences. In this sense, it is clear that the perspective of cultural studies originated
from Marxist theories of class struggle and exploitation. Sorrells (2020) points out that

when examined through the perspective of cultural studies, the concept of culture moves
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away from being solely an expression of local communities. Instead, it is seen as a tool of
power that operates within a broader system of control. Byram (1997) supports
Christensen’s (1994) viewpoint in which the pattern of meanings is likely to be that of the
dominant group and the culture is too static to allow for negotiation within social groups.
Christensen counters the representation of a society’s culture, because a dominant group
probably possesses the culture and makes others believe that it is national despite the fact
that only a limited group of people can access the culture called national. The insightful
interpretation of cultural studies encourages individuals to tackle the given knowledge on
culture and be agents for constructing cultural knowledge within their subjective
contexts. Researchers of cultural studies such as Grossberg et al. (1992) argue that
cultural meanings are not necessarily shared and determined, rather the meanings
continue to be challenged, negotiated, and changed at micro-level, individuals in a
society. It is important to understand how SK EL teachers navigate the cultural conflicts
between their dominant culture and the NKR students’ minority cultures in SK.
Functions of Culture

Among many cultural notions, it is useful to examine the one of Hall (1989),
because he was an original thinker whom many scholars consider to be the founder of the
study of intercultural communication. He introduced a concept which he regarded as
potentially threatening to harmonious relationships among people, focusing on the micro-
level of human interaction. According to Hall (1989), mankind has been adding to their
weaknesses by evolving various “extensions” (p. 25), cultural elements such as

languages, mechanical systems, and social structures that affect how one perceives one’s
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culture. Humans are caught in a trap called “extension transference” (p. 28), thus, culture
is lived in an unconscious way. Hall used “extension transference” to explain the
phenomenon, underlining how one loses consciousness or awareness of one’s culture.
Once the extensions are internalized, the author explained cultural influences on humans’
political acts, decision-making, prioritizing and ways of thinking are not consciously
understood. Culture plays such a prominent part in every aspect of our lives, and it is easy
for us to be hoodwinked into believing that our convictions are true and universal when
in fact certain assumptions we make may not be true for other cultures. As a result,
human beings marginalize themselves and lose their ability to control their culture. So
long as direct conflicts do not occur in intercultural and interethnic encounters, culture
does not easily come up to the level of consciousness. It is in the background and is
extraordinarily subtle. Hall (1989) argued that through a process of rigorous analysis,
“identity-separation-growth” (Hall, 1989, p. 227), mankind should make efforts to find
the original identities that have been lost and marginalized. As a result of Edward T.
Hall’s insights regarding the functions of culture, | was able to gain a greater appreciation
of the participants’ cultural awareness, which is a necessity in multicultural classes.
Dimensions of Culture

Culture has been viewed as a multidimensional concept. Bennett (1998) identified
culture as having two layers, Upper-Case Culture and Lower-Case culture. The first is
“Culture writ large” with a capital “C” (p. 2) such as social, economic, political, and
linguistic systems. By means of understanding those objective cultures, people are able to

increase their knowledge regarding the cultures. On the other hand, subjective culture,
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“culture writ small” with a small “c (p. 2) can generate competence, because subjective
culture refers to the psychological features such as the patterns of beliefs and acts and
values of people. Hall (1989) was a pioneer in identifying different communication
methods in different cultures. He developed the concept of ‘high context communication’
and ‘low context communication’ for understanding behaviors across cultures. A broad
understanding of the importance of cultural dimensions in society has been further
expanded and explored in detail by Hofstede (1984, 2001, 2011). He developed value
indexes—measures of traits that appear in cultures. According to Hofstede, each index
can be regarded as a continuum. Organizations and societies can be placed along each
index. Given that all individuals exhibit various degrees of their own cultures,
categorizing people based on dimensional models and then assuming people’s ways of
communicating is an oversimplification. Hall and Hofstede’s insights contribute to my
understanding of the SK EL teachers’ cultural awareness.
What is IC/ICC?
Historical Overview on IC/ICC

Since the 1950s, many scholars from various fields such as business, engineering,
health care, religious organizations, tourism, policing, military, and education have
attempted to conceptualize the tenets of IC. In the United States, the term intercultural
communication was conceptualized and introduced through Hall’s (1959) important
book, The Silent Language. During the Cold War era, the US ambassadors to allies such
as France and Italy could not speak in the national language of the countries where they

were designated, whereas 90 percent of all Russian diplomatic staff were able to
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communicate with the national people in their indigenous language (Rogers et al., 2002).
As a result, the US government felt the necessity of training political representatives to
become interculturally competent so that they could play a crucial role in solidifying
diplomatic relations. Hence, a number of scholars studied regarding IC, intercultural
effectiveness, and intercultural adaptation (Deardorff, 2009). According to scholarly and
practical objectives, experts have conceptualized IC in diverse ways, using various
terminologies.

Although the academic areas, language education and I1C, have overlapping
aspects that connect them with each other, some interculturalists leave language concerns
to experts in the linguistic field. Given the essential role of an individual’s linguistic
proficiency in communicating, it is a fallacy to discuss successful education of 1C with
the exclusion of language issues. This is an important detail that serves to inform me
about ways to analysis the SK EL teachers’ IC and how they view the language issue of
NKR students in class. Therefore, we should rethink how to educate interculturality for
people by means of establishing education goals for an individual to understand others
and be understood by others linguistically as well as to develop IC, which is comprised of
knowledge, attitudes, and skills.

The field of language education has generally focused on the linguistic aspects of
communication, specifically communicative competence. However, as intercultural
communication became increasingly important, the cultural components of language
began to be recognized and incorporated into language education, leading to the parallel

development of these two fields. However, although Hymes’ (1972) sociolinguistic
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competence and Stern’s (1983) socio-cultural competence were introduced to the
language education field, “the link with the cultural sphere has been lost because ...
language teaching has been influenced above all by speech act theory? and discourse
analysis®, where the linguistic predominates” (Byram, 1997, p. 9). Moreover, scholars did
not address socio-cultural components as thoroughly as the sociolinguistic until “a
framework of reference for language learning and teaching introduced a more nuanced
vision” (Byram, 1997, p. 8). Actually, those observed were fluent fools (Bennett, 1997),
namely “individuals ... who are fluent in other languages, perhaps dilettantes intrigued
by linguistic systems, without knowledge of the cultures they represent. ... also,
individuals who have entered other cultures to varying degrees without host language
knowledge” (Fantini, 2012, p. 269). Lusting and Koester (1996) argued that in order to
make intercultural communication occur more effectively, interlocutors should be
equipped with IC. It was because there was “the crucial link” between culture and
communication (p. 27). In 1997, Byram developed his intercultural communicative
competence model, influenced by Van Ek’s (1993) communicative competence model
comprised of six competences: linguistic, sociolinguistic, discourse, strategic, socio-
cultural, and social competence, emphasizing personal and social development as well as

the communication skills of learners. As a result of the insights, | gained a better

2 Speech act theory explores how words are used not only to convey meaning but also to perform actions. It
focuses on how language is used to perform actions like making requests, giving orders, promising, and
apologizing.

3 Discourse analysis is the study of language beyond individual sentences, analyzing how language
constructs meaning and shapes social reality in different contexts. Discourse analysis draws from various
disciplines to investigate language use in various contexts, such as media, politics, and everyday
conversations.
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understanding of how SK EL teachers express aspects of IC by understanding NKR
students’ limited proficiency in Korean, which is the language of instruction. NKR
students, especially NKR students born in third countries, often encounter linguistic
difficulties. Therefore, SK teachers should also be aware of this, as the participants in this
study have documented.
Conceptualization of IC/ICC

In terms of the concepts, models, and frameworks of IC and ICC, some
researchers have not actually differentiated between IC and ICC. In order to avoid
confusion, I will use the terminologies that scholars have adapted in their studies.

Spitzberg and Cupach (1984) and Kim (1991) explained the conceptualization of
human competence—motivation (affective, emotion), knowledge (cognitive), skills
(behavioral, actional; Deardorff, 2009) to include context. Kim (1991) suggested that IC
as a concept must be anchored with a person as his or her capacity to deal with the
various intercultural contexts regardless of the particular cultures being engaged in the
encounter. In intercultural contexts, cultural disequilibrium occurs, and the phenomenon
is the catalyst of the IC developing process (Tylor, 1994). Tylor (1994) conceptualized I1C
as a transformative process in which individuals could learn ways to deal with cultural
disparities through activating cognitive orientations, learning strategies, and evolving
intercultural identity. It appeared that most SK EL teachers were moving through their
own transformation process when it came to dealing with cultural conflict in this study.
The participants experienced changes in their values and beliefs about NKR students’

cultures.
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Chen and Starosta (1996) mentioned that IC was useful in developing “an
awareness of cultural dynamics” and discerning “multiple identities in order to maintain a
state of multicultural coexistence” (p. 364). In addition, Chen and Starosta (1997)
considered IC as a behavioral aspect of effective intercultural interaction. Based on their
argument, to interact with others in an effective manner, people need intercultural
awareness (cognitive), intercultural sensitivity (affective), and intercultural competence
(behavioral; Chen & Starosta, 1997). According to Byram (1997), intercultural
(communicative) competence is comprised of five savoirs: Savoir (knowledge), Savoir-
étre (curious and opened attitudes), Savoir-comprendre (skills of interpreting and
relating), Savoir-apprendre/faire (skills of discovery and interaction) and Savoir
s ‘engager (critical awareness). Byram (1997) emphasized the importance of appropriate
language using as communication interlocutors negotiated linguistic and cultural
differences. For more than 50 years, scholars have been interested in IC and have made
numerous attempts to define the term, yet a consensus on a single definition has not been
reached (Deardorff, 2006). However, in terms of the commonalities between various
definitions, a majority of theorists recognize that IC is related to four dimensions:
knowledge, attitudes, skills, and behaviors (Perry & Southwell, 2011). Based on
participant statements, this study discovered that participants’ IC appeared to have three
components: knowledge, attitudes, and behaviors/actions.

In 2006, Deardorff produced a meaningful Delphi study. She sought to determine
a definition of IC and appropriate measurement tools for IC based on the agreement of

intercultural scholars. Deardorff developed a consensus from a panel of prominent
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intercultural experts with regard to a definition and components of IC. Through the
Delphi process, the top-rated definition of IC was “the ability to communicate effectively
and appropriately in intercultural situations based on one’s intercultural knowledge,
skills, and attitudes” (Deardorff, 2004, p. 194). When it comes to common elements of
IC, there are three components that highlight the underlying importance of cultural
awareness, not only one’s own but also others’ cultures: “awareness, valuing and
understanding of cultural differences; experiencing other cultures; and self-awareness of
one’s own culture” (Deardorff, 2006, p. 247). This insight led me to explore the
participants’ understanding of culture, so that | could understand how the teachers are
culturally sensitive.
Re-conceptualization of IC/ICC

An increasing number of scholars who are in the field of IC/ICC are posing
questions on the positivistic approach to social interactions. Positivists tend to understand
communication as a process of exchanging information or knowledge, which could be
comprehended objectively. The modern, unlike post-modern, idea deceives people into
accumulating knowledge of the target language and culture, and honing skills of
translating between the target and native languages and cultures in order to become
interculturally competent (Shi-xu, 2001). However, that is overly simplifying the
complicated phenomena of miscommunications or misunderstandings that occur in
intercultural communications. As a result, scholars in the field of intercultural
communication began to explore the concept of IC/ICC through a different paradigmatic

lens. That is, the study of IC/ICC will continue to confront the challenge from other
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paradigms such as the dialectical approach which emerged from the critical paradigm
(Chen, 2017).

According to Shi-xu (2001), communication is a collaborative social activity that
is situated within a wider cultural and historical setting, and therefore, inherently linked
to power differentials that exist within that context. According to Shi-xu (2001), a
communication breakdown is not totally attributed to the lack of relevant knowledge and
skills; rather, it is closely related to the existing unequal power relations. It is because
“intercultural communication does not take place in a power vacuum” (Shi-xu, 2001, p.
286). Intercultural communication is a social practice through which individuals
construct and find meanings. These meanings are dependent on historical and political
“background context”, rather than “foreground expression” (Shi-xu, 2001, p. 285).
Hence, the theorist inspires people to consider the power dynamic between interlocutors
and to challenge the current discourse of discrimination and exclusion so that they can
embrace themes of social justice and equality. In this respect, Dervin and Hahl (2015)
define IC as a the capacity to critically examine both the implicit and explicit
assumptions underlying cultural claims, as well as the power dynamics they might
conceal. This understanding of IC enabled me to analyze the data from the SK
EL teachers to find out if the teachers were aware of the existence of unequal relations
between their and their NKR students’ cultures.

Models of IC/ICC
This section presents four models of IC relevant to the study at hand. Despite the

fact that there are many more models of IC described in the literature (Matveev & Merz,
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2014; Spitzberg & Changnon, 2009), the first three models | discuss in this section are
the most relevant to this study and have been cited in IC studies referenced. My
understanding of the SK EL teachers’ IC was further enhanced by the last model by
Sorrells presented in this section about the teachers’ critical and reflective thinking and
acting.
Deardorff’s Pyramid Model

Deardorff (2006) sought to gain intercultural scholars’ consensus on a definition
and components of IC by employing the reiterative grounded theory method, the Delphi
methodology. As one of the findings of the inductive study, the researcher was able to
develop a compositional model of IC, relying on the conceptual perspectives and theories
of the experts who participated in this study. Deardorff's (2006) pyramid model simplifies
the extensive list of IC components by arranging them within a framework that includes
different levels. The model asserts that having components of the lower levels is a
prerequisite for reaching the higher levels, with attitude serving as a fundamental starting
point, as noted by Byram (1997). The model lists not only fundamental elements, but an
implicit ordering of them (see Figure 3); knowledge and skills follow attitudinal
dispositions and effective and appropriate behaviors in intercultural situations are
considered as consequences of achieving intercultural knowledge, skills, and attitudes

(Spitzberg & Changon, 2009).
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Desired External outcome
Behaving and communicating effectively and
approprately (based on one’s intercultural
knowledge, skills, and attitudes) to achieve one’s
goal to some degree
Desired Internal Outcome
Informed frame of reference/filter shift
+ Adaptability (to different commumnication styles and
behaviors; adjustment to new cultural environments)
» Flexibility (selecting and using appropriate communication
styles and behaviors; cognitive flexibility)
+ Ethnorelative view

+ Empathy
Knowledge and Comprehension <——> Skills
» Cultural self-awareness * Listen

» Deep understanding and knowledge | * Observe
of culture (including contexts, role | » Interpret
and impact of culture and others’ | o Analyze
worldviews) e Evaluate

» Culture-specific information + Relate

» Sociolingnistic awareness

Requisite Attitudes
s Respect (valuing other cultures, cultural diversity)
+ Openness (to intercultural learning and to people from other cultures, withholding judgment)
» Curiosity and discovery (tolerating ambiguity and uncertainty)

Figure 3.

Deardorff’s (2006) Pyramid Model of Intercultural Competence

Bennett’s Developmental Model
Bennett (1993) conceptualized a developmental model of IC. The Developmental

Model of Intercultural Sensitivity (DMIS) is used as a framework for understanding
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cognitive development, not attitudes and behavior, that learners come to experience in
intercultural situations. Teachers should carefully reflect on their perspectives to detect if
unintentional and subtle prejudices are promoted in their classes. The DMIS could be an
effective tool to understand a teacher’s world view, because through the DMIS stages, the
level of cultural competency and sensitivity among teachers could be measured (Van
Hook, 2000). The assumption underlying the model of DMIS is that as the experiences of
cultural disparities become more sophisticated, one’s IC increases. In the DMIS model,
there are a total of six stages along the continuum of intercultural sensitivity. The first
three stages, denial, defense, and minimization, are ethnocentric. People who are
dominated by ethnocentrism consider their own cultures as a center, so they tend to
interpret phenomena based on their own cultures. The remaining three stages,
acceptance, adaptation, and integration, are ethnorelative (see Figure 4). People who are
oriented to ethnorelativism are inclined to understand their own culture as it relates to
other cultures, and their behaviors are context-bound. Although Bennett’s DMIS model
did not contribute significantly to studying the participants’ understanding and practice of
IC, the findings emerging from my study revealed that several participants’ attitudes

appear to be oriented toward ethnorelativism, part of Bennett’s (1993) model.
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DEVELOPMENT OF INTERCULTURAL SENSITIVITY
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Figure 4.

Bennett’s (1993) Development Model of Intercultural Sensitivity

Byram’s Intercultural Communicative Competence Model

A model that includes commonalities with co-orientational models was developed
by Byram, Nichols, and Stevens (Byram, 1997, 2003; Byram et al., 2001). Byram, a
British linguist whose work is largely in the domain of world language education, paid
attention to interactions between two interlocutors who have different “social identities”
(Byram, 1997, p. 32). He asserted that successful interaction could be judged by the
effectiveness of information exchange and by the maintenance of human relationships. In
addition, unlike other types of models that are primarily concerned with psychological
characteristics, Byram (2008) argued that the “intercultural speaker” (p. 57) needs both

IC and linguist/communicative competence.
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Skills

Discover and/or interact

(savoir apprendre /faire)

interpret and relate
(savoir comprendra)
Knowledge Education Attitudes
of self and other; political and education relativising self
of interaction: critical cultural awareness valuing other
individual and societal (savoir s"engager) (savoir etre)
(savoirs)
Skills

Figure 5.

Byram’s (1997) Factors in Intercultural Communication

Byram (1997) placed an emphasis on open and curious attitudes (Savoir-étre)
toward others’ meanings, beliefs, and behaviors under conditions free from any types of
pre-assumptions, no matter whether those are positive or negative, which could hinder
mutual understanding. When it comes to knowledge (Savoir), there are two broad
categories: “knowledge about social groups and their cultures in one’s own country, and
similar knowledge of the interlocutor’s country on the one hand; knowledge of the
processes of interaction at individual and societal levels, on the other hand” (p. 35). With

respect to the first category of knowledge, it is acquired through both formal and informal
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processes of socialization. The declarative knowledge should be complemented by the
second category of knowledge—procedural knowledge of how to act in specific contexts.
The skills of interpreting and relating (Savoir-comprendre) are abilities to identify
ethnocentric perspectives and notice in which areas interlocutors misunderstand each
other due to their ethnocentrism. The skills of discovery and interaction (Savoir-
apprendre/faire) enable people to acquire new knowledge of a culture and to operate
intercultural knowledge, attitudes, and skills so that they are able to interact with those
whose culture is unfamiliar in complex ways. Lastly, Savoir s engager is ability to
evaluate documents and events in ones’ own and other cultures critically and to mediate
in intercultural exchanges in accordance with explicit criteria (see Figure 5).

Byram (2003) made a valuable contribution to the development of a more precise
IC model (see Figure 6) by identifying the distinctions between being bicultural and
being intercultural. Bicultural individuals possess the knowledge, skills, and attitudes to
interact effectively and appropriately in two cultures, but may experience conflict and a
sense of not belonging in either culture (Byram, 2003, p. 55). In contrast, intercultural
individuals excel at mediating between different cultures by negotiating and reconciling
differences in values, beliefs, and behaviors. They are flexible in their identity, enabling
them to integrate aspects of various cultures into their performance. The best intercultural
mediators/speakers are those who are able to understand the relationship “between their
own language and language varieties, and their own culture and cultures of different
social groups in their society, on the one hand, and the language (varieties) and culture(s)

of others, between (inter) which they find themselves acting as mediators” (Byram, 2003,
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p. 61). Byram’s model contributed to the understanding of one aspect of the participants’

IC, that of Savoir-étre (curiosity and open-attitude).

Linguistic Sociolinguistic Discourse
competence "|  competence competence
Intercultural
competence
Interpreting/Relating Discovery/Interaction
Skills (savoir comprende) Skills (savoir faire)
« Interpret symbols and » Cultural practices
events of other culture knowledge acquisition
« Relate interpretations to » Procedural application of
one’s own culture and knowledge in real time
experience
Critical Cultural Awareness
Knowledge (savoir) (savoir s'engager)
« Social groups in own « Evaluate perspectives,
culture practices and products
« Social groups in other from multiple cultural
culture perspectives
« General interaction process « |dentify criteria for
evaluation
Attitudes (savoir étre)

Curiosity and openness

+ Readiness to suspend disbelief
re: other cultures

« Readiness to suspend belief
re: own culture

Figure 6.

Byram’s (2003) Intercultural Communicative Competence Model
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Sorrells’ Critical Social Justice Model of IC

Sorrells (2020), who calls for a new movement in the field of IC, introduces
intercultural praxis in her book, Intercultural communication: Globalization and social
justice. The praxis, which is constituted within six interrelated points of entry, presents a
process of critical and reflective thinking and acting. The author developed the
framework expecting all stakeholders of communications to navigate the complicated and
challenging intercultural spaces. The purpose of engaging in the intercultural praxis is to
raise cultural awareness and critical analysis and increase the sense of social
responsibilities with regard to intercultural interactions. The theoretical framework is not
only about intercultural communication per se, but practical ways of “being, thinking,
analyzing, reflecting and acting” (Sorrells, 2020, p. 15).

There are six interrelated ports in the intercultural praxis: inquiry, framing,
positioning, dialogue, reflection, and action. Inquiry is a port of entry for intercultural
praxis (see Figure 7). It refers to a willingness to know, to ask, and to learn. An
individual who has a curious inquiry about culture is willing to engage with others from
different cultural backgrounds. While it sounds simple, the inquiry of this praxis urges
people to take risks in challenging their own cultural norms and being tackled about their
own cultural values by others. By virtue of embracing a curious inquiry toward cultural
differences and a willingness to suspend any types of judgement on other cultures, people
are able to step through one of the doors of entry into intercultural praxis.

In terms of framing, it connotes a person’s view of himself/herself, others, and the

world. The frames tend to constrain a person’s flexibility so that they take a rigid attitude
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toward the different cultures of conversation partners. Hence, Sorrells (2020) argues that
we need to be aware of the frames of reference from which we view and experience the
world. Another important aspect of framing is being aware of the local and global
contexts that influence intercultural interactions. Interlocutors should be equipped with
capabilities to narrow and broaden their frames. By doing so, they could not only
understand the micro-level differences in communication styles, but also look at the
interactions within historical/current patterns of inequities between communicators and
global relations of power (Sorrells, 2020). The author summarizes the framing as follows:

As we zoom in and foreground the micro-level of intercultural communication,

we need to keep the wider background frame in mind as it provides the context in

which meaning about the particular is made. Similarly, as we zoom out and look
at larger macro-level dimensions, we need to keep in mind the particular local and

situated lived experience of people in their everyday lives. (p. 18)

As another point of entry into intercultural praxis, positioning denotes how
geographical positioning would be related to social and political positions. The globe is
stratified based on culture, race, class, age, gender, nationality, religion, and physical
abilities and the hierarchical categories place us socially, politically, and materially in
relation to each other and in relation to power (Sorrells, 2020). It is important for
interlocutors to recognize how their positionalities impact their perceptions and
interpretations. Sorrells (2020) encapsulates the positioning, mentioning “Positioning ...
directs us to interrogate who can speak and who is silenced; whose language is spoken

and whose language is trivialized or denied; whose actions have the power to shape and
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impact others and whose actions are dismissed, unreported, and marginalized (p. 18).”
Awareness of one’s positionality guides a person from power to use his/her privilege to
intervene in situations where social prejudices and systemic inequity occur (Sorrell,
2020). The notion of positionality is directly connected to societal interactions between
the SK EL teachers and their NKR students.

When it comes to dialogue, the original meaning of it is a stream of meaning
through and between people and dialogue that results in new understandings (Bohm,
1996). Due to the differences in power and positionality, intercultural dialogue entails
tensions. According to Sorrells, “cognizant of differences and the tensions that emerge
from these differences, the process of dialogue invites us to ... engage with points of
view, ways of thinking and being, and beliefs different from our own” (p. 19). Therefore,
the purpose of dialogue is not changing, persuading, and conquering but inviting,
cooperating, and coordinating. The participants in the dialogue accept that they may not
fully understand or may not reach a common agreement. In the intercultural praxis,
reflection is a key feature.

According to Sorrells, reflection is central to the other points of entry: inquiry,
framing, positioning, and dialogue. To be able to consciously observe oneself and then
critically analyze intercultural relationships is required for successful framing and
positioning, as well as sustaining dialogue. Sorrells emphasizes action in order to
complete the concept of intercultural praxis. The first five points of entry, inquiry,
framing, positioning, dialogue, and reflection, serve as catalysts for action which is the

sixth entry of Sorrells’ IC model. She argues that critical and reflective understanding us,
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others, and the world should be followed by responsible action to make the world more

socially just, equitable, and peaceful.

INTERCULTURAL PRAXIS MODEL
KATHRYN SORRELLS, PH.D.

INTERCULTURAL PRAXIS

* Process of critical, reflective thinking and acting

* Allows us to navigate complex and challenging
intercultural situations

* Raises awareness, increases critical analysis,

and develops socially responsible action

ACTION

* Linking intercultural understanding with responsible
action to make a difference

* Challenge stereotypes, prejudice, and systemic inequities

* Use positionality, power and privilege to generate
alternative solutions

* Compassionate actions that create a more socially

just, equitable and peaceful world REFLECTION

INQUIRY

* Curiosity about self and others
who are different from ourselves

« Interest in learning, growing and
understanding others

* Willingness to take risks and
suspend judgment

* Flexibility to challenge worldview
and be changed

« Capacity to learn from introspection

* Ability to observe and alter our
perspectives and actions

* Capacity to view ourselves as
agents of change

* Necessary for all aspects of
intercultural praxis

INTERCULTURAL
PRAXIS

DIALOGUE

* Creative process where meanings flow and
new understanding emerges

« Relationship of tension that is oppositional
and transformative

* Quality of communication that involves
connection, empathy and respect

FRAMING

* Different perspective-taking options

* Stretching across difference that is POSITIONING * Awareness of frames of reference that include
essential for building community FE R and exclude
* Socially constructed categories * All perspectives and views are limited by frames
of difference position us in terms of power * Ability to shift perspectives between micro,
* Consider how we are positioned in relation to others meso and macro frames

* Our positioning impacts how we make sense of and act in the world
« Consider who can speak and who is silenced; whose knowledge is privileged

INFOGRAPHIC BY JESSICA ARANA

Figure 7.

Sorrell’s (2020) Intercultural Praxis Model
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Power Imbalance in Intercultural Relationship

According to Sorrells (2020), developing intercultural competencies “enable us to
use our multifaceted identity positions and shifting access to privilege and power to
identify allies, build solidarity, imagine alternatives, and intervene in struggles for social
responsibility and social justice” (p. 237). In the light of Sorrell’s argument, when
teachers are in intercultural situations, the key and fundamental competency is
understanding the intercultural relationships within the historical, social, geographical,
and political contexts as well as challenging the hierarchical system of power existing
within the interpersonal connections. Therefore, in an effort to explore SK EL teachers’
IC, I could comprehend what types of power forces might be present between SK EL
teachers and NKR students and to what extent the teaching practitioners are aware of
their positions of power. | could also see that how well they understood their positionality
within the culturally imbalance situations. Lastly, it is possible to identify in what ways
they engage in their responsibilities for social justice as well.
Traditional and Cultural Regard for Teachers in SK

South Korea is known as one of the countries that regards teachers more highly
than other European and Anglo-Saxon countries. There is a longstanding cultural value in
Korea that teachers and the teaching profession have been regarded as an honorable job.
The high regard for the teaching profession is rooted in Confucianism. Confucian

emphasized that decedents had to respect a king, teachers, and parents equally by

saying A+ A (F BT AR —8) which means that the favors of king (%, &), teachers(A},

&), and father(%-, &) are equivalent( #ll, —§&). The Confucian respect for teachers is

53



reflected in a Korean old admonition that “d A d ¢] 1€ 2} % 84| 2&+=1}” means
“Don’t even step on the shadow of teachers.” The words illustrate well the traditional
relationship between teachers and students in Korea. Although Korean traditional values
and beliefs are changing rapidly, teaches have a relatively high status in Korean society
(UNESCO, 2017).

In addition, due to the value system of Korea that prioritizes academic learning
over practical learning (Kim, 2015), teaching connected to academic learning requires
higher education (Sorensen, 1994). Hence, the profession that attracts highly qualified
people is socially recognized and monetarily rewarding. Based on the social consensus
regarding the value of teachers, teacher education institutions were able to continue to
produce a highly qualified teacher pool despite the economic collapse in 1997. During the
economic harsh time, the SK government did not hesitate to maintain salary and benefits
for school teachers (Lee et al., 2018).

South Korea could be considered to be one of the countries which has achieved
economic growth in the fastest way in the world during the past half century. Morris
(1996) regarded developing human resources through education as a major factor in
Korean economic achievement. Besides, education has played a decisive role in upward
mobility in Korea. The researcher, Cho (2017) found that higher education served as a
mediator variable explaining social mobility of Korea. The social phenomenon creates
considerable enthusiasm for education among the members of society. In this context, the

popularity of teaching occupations among parents and students is not surprising.

54



Occupational Prestige and Socio-economic Status of Teachers in SK

Social studies scholars have been considering occupational prestige as an
important theme so as to understand the hierarchy of a society (Kye & Hwang, 2017).
Kye and Hwang (2017) indicated that, within a spectrum that judges were the first and
manual workers the last, middle school teachers’ occupational prestige scores have been
increasing over the past 30 years. Moreover, the Varkey Foundation (2018) ranked
teachers’ social prestige, placing SK in sixth place behind China, Malaysia, Taiwan,
Russia, and Indonesia among 35 survey countries. Occupation plays a crucial role in
determining the socio-economic status of a person in a modern society. In terms of
teacher salaries in SK, although teaching starters received a bit lower salary than the
OECD average, the salaries that experienced teachers who had career histories over 15
years received were much higher than the OECD average.
The Role of English as Cultural Capital and its Influence on the Social Status of EL
Teachers in SK

According to the logic of globalization, the global language, English is recognized
as a must-learn by Koreans. The tremendous enthusiasm for learning English drives
Korean people to be obsessed with English. The particular passion for English among
Koreans can be traced back to the period between 1945 and 1948, when SK was under
the governance of the US military; at that time, ordinary people observed that English
was owned by people from special elite classes such as politicians and entrepreneurs.
Since then, the prestige of English has continued to this day in Korea. In Lee (2007), the

positioning of English as cultural capital is classified into five major types: a survival
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skill, a symbol of class distinction, a fundamental qualification for global citizenship, a
tool for national competitiveness, and a fetishized product. Given the status of English in
Korea, EL teachers indicated high satisfaction with the recognition they received (Park &
Lee, 2017).

However, Yun (2001) argues that the excessive dominance of English has resulted
in a complex internal conflict for non-native speakers, where they may simultaneously
feel oppressed and worshipful towards the language, and experience feelings of
inferiority and superiority. Moreover, Kim (2015) indicated that the danger of the
phenomenon that English acts “a mechanism for suppression on institutional dimension,
beyond individualistic psychological behaviorism. ... English is no longer a reality, but
an ideology as a mechanism of power” (p. 120). Such insights are important for me to
consider in discussions of the SK EL teachers’ IC, particularly in multilingual and
multicultural contexts where the use and prominence of English may have unintended
consequences such as limiting the cultural expression of NKR students.

Considering the power gap generated by dominant vs. nondominant cultures, high
vs. low socio-economic status, and nativeness vs. non-nativeness between
communication and interaction counterparts, SK teachers who are teaching a global
language, English within multicultural contexts should be qualified with IC. As the first
adults outside the family whom young NKRs trust to turn to for help, SK teachers should
understand how to advocate for NK immigrant students effectively and appropriately and

how to support them to become proficient and confident global citizens.
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Empirical Research on Teachers’ IC in SK

In terms of educational scholars’ interest in IC, it has not been long in Korea.
Most of the research regarding educational stakeholders’ IC has been conducted within
the last decade. In many cases, discussions on IC have been made in the fields of
multicultural education and Korean language education. When it comes to empirical
research on teachers’ IC in Korea, I tried to find it by using the Korean keywords “xA}
(teachers) AND <3 o] aLA} (English teachers) AND 3} (culture) AND t}i-3}
(multicultural) AND %3} 7} (intercultural) AND 73 %33} (intercultural)” and English
keywords “teachers AND English teachers AND intercultural AND multicultural AND
cross-cultural.” Since there is no Korean word equivalent to the English term
“intercultural,” I chose these two words “<&3}7F” and “* 5.+ 3} that most commonly
used by researchers in almost the same context. Since | found that scholars were using
cross-cultural competence, multicultural competence, and IC interchangeably, I decided
to adopt searching keywords not only “intercultural”, but also “multicultural” and “cross-
cultural.”

Teachers’ perceptions on teaching culture and teachers’ IC level were explored by
the following researchers. In Ko’s (2014) study, pre-service elementary teachers’
perceptions of integrating cultural factors into EL education were examined. According
to the results of this study, before the student teachers took the ‘intercultural
communication’ course, they demonstrated their low awareness of ICC and their interests
and knowledge about teaching culture were limited. However, the researcher found that

the course was conducive to developing their IC and promoting interests in teaching
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culture in their language classes. The researchers, Chung and Bae (2013) examined the
level of IC of early childhood teachers and their perceptions of barriers to developing
their IC. After IC level test by using IDI instrument, researchers found that 59 teachers
fell in the ethnocentric side of Bennett’s (1993) IC continuum such as the denial, defense
and minimization stages. According to the results, the teachers considered language
differences as a remarkable challenge in communicating and interacting with
multicultural children and their families. Understanding the findings of these studies is
important for informing and contextualizing this research that aims to explore teachers’
IC in diverse educational settings.

The following empirical studies explored factors that affected teachers’ IC in
Korea. One of the earlier studies regarding teachers’ IC attempted to explore the
components of cross-cultural competence (Won, 2009). The quantitative study using a
survey method with 54 participants who were teaching Korean as a second language
found that instructors’ teaching years and education level influenced the instructors’ IC.
Won (2009) emphasized that cross-cultural interaction between teachers and students
went beyond mere language education. Na and Kim (2016) extended Won’s (2009)
study. They conducted a quantitative study to suggest ways to incorporate intercultural
education into Korean language and cultural education. To achieve the study’s goal, 183
Korean language teachers were surveyed, and the researchers found that the teachers’
level of intercultural awareness was high. In terms of factors connected to the level of
intercultural awareness, the amount of teaching experience had a proportional

relationship with intercultural awareness. The teachers who worked for university-
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affiliated Korean language institutions showed a higher level of understanding of
intercultural education than those working in multicultural centers. In addition, teachers
who had prior teaching experience in multicultural centers demonstrated a lower level of
understanding of intercultural education. Lastly, Korean language teachers who received
training in multi-cultural/intercultural education tended to understand intercultural
education better. Cultural empathy mattered to Park and Cho (2016). They deemed
cultural empathy as an important factor that influenced the formation of a multicultural
mind. They analyzed the correlations between cultural empathy and cultural sensitivity,
between cultural empathy and understanding of multicultural education, and between
cultural empathy and attitudes toward multicultural education. After analyzing surveys
that 165 early childhood student teachers completed, they found that cultural empathy
was a significant indicator for their multicultural sensitivity, understanding and attitudes
in a positive way. The insights from these empirical studies are important in multicultural
classes in schools because they provide information on the factors that influence teachers’
IC, such as teaching experience, education level, and training in multi-
cultural/intercultural education. They also highlight the importance of cultural empathy in
the formation of 1C, which can positively impact SK EL teachers’ understanding and
attitudes toward NKR students.

The ways to improve teachers’ IC were studied by the following researchers. For
the purpose of the study, to suggest pedagogical activities to foster Christian pre-service
English teachers’ ICC and to prepare them to be Christian intercultural communicators,

Kim (2014) presented five activities: culture shock storytelling, observation of L1
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culture, intercultural sensitizer exercises, analyzing critical incidents, and interviewing
people from different cultures in English. Shin (2018) examined overseas programs for
pre-service English teachers’ global-multicultural competence. Based on the findings, the
researcher argued that the following key points should be considered when designing a
sustainable overseas education program for improving teachers’ IC: 1) online-based pre-
program education and related overseas education program database construction, 2)
systematic operation, ‘pre-program education — overseas program — evaluation’ 3)
sociocultural-based connections among overseas programs. The pedagogical activities
suggested by Kim (2014) and the key points identified by Shin (2018) provide valuable
insights and practical recommendations for developing effective interventions and
programs aimed at improving teachers’ IC, which can inform and guide me to suggest
future research in this area. The empirical studies on teachers’ IC in SK revealed a
research gap.
Summary

In this chapter, | began with what culture is as an approach to understanding IC.
Considering the highlights of the crucial role of cultural sensitivity in developing I1C and
effective communication with people from different cultural backgrounds, it is important
to explore the SK EL teachers’ perception of culture so that we might come to understand
their cultural sensitivity and IC. In addition, I addressed the concept of IC/ICC and
various models of IC so that I might develop a deeper understanding of the participants’
IC. Moreover, considering the possible power dynamics between SK EL teachers and

NKR students and the extent to which participants are conscious of their cultural
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positions in relation to NKR students, | provided a description of the social status of SK
EL teachers. Lastly, I examined empirical research that has been conducted regarding
teachers’ IC in SK. By doing so, | found a research gap from which I could develop my

research topic.
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Chapter Three

The current lack of research concerning South Korean (SK) English language
(EL) teachers’ perceptions and practices on intercultural competence (1C; Won, 2009)
prevents us from fully understanding the key issues at the core of teachers’ roles as
cultural mediators in Korea. Also, given the distinct cultural gap between SK and North
Korea (NK; Korea Hana Foundation, 2014), and the achievement gap that exists between
students learning English who are from SK and NK (Shin et al., 2012), SK EL teachers
need to be culturally prepared to serve appropriately this underrepresented group of
students who are NK students living in SK. Hence, this study was designed to explore SK
EL teachers’ understanding of culture and how these teachers understand and might be
practicing their IC in the context of working with NK immigrant youngsters as well as in
their lives. In this chapter, | describe the purpose of the study, research questions, and
research design including the process of selecting settings and recruiting participants,
descriptions of participants, data instruments, data collection, and data analysis
procedure. Also, | explain which strategies | employed to check the validity of the study
and how | addressed validity threats.

The purpose of this qualitative study is to explore SK EL teachers’ beliefs
regarding the concept and functions of culture and their perception and practice of IC in
their classroom, as well as in their lives. In particular, | used the critical and social justice
model of IC (Sorrells, 2020) to investigate the participants’ perception and practice of IC.

A case study approach was selected as the design to explore how individual teachers
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perceive culture and perceive and practice IC. This study investigates individual data
collected by using interviews, artifacts, and documents. From these data, teachers’
perceptions of culture and their perceptions and practices of IC are explored.

Given the unique and often sensitive circumstances of SK teachers who have NK
students who have arrived in SK in their classes, this intrinsic and exploratory case study
addressed the following research questions (RQs):

1. How do SK EL teachers of North Korean refugee (NKR) students perceive
culture?
2. How do SK EL teachers of NKR students define, perceive, and practice 1C?
Research Design

This study is designed to seek general ideas about awareness of culture and
practice of IC of SK EL teachers who are educating young NK refugees. This qualitative
case study focuses on how exemplar teachers perceive culture (RQ 1) and how exemplar
teachers perceive and practice IC (RQ 2). The complex and multilayered topic of SK EL
teachers’ perception of culture and their IC had not been addressed in research. Thus, a
qualitative case study approach was needed and appropriate. According to Duff (2008),
due to the case studies’ exploratory nature, new territory can be opened up for future
research. Yin (2009) mentioned that a case study “investigates a contemporary
phenomenon (‘case’) in depth and within its real-world context, especially when the
boundaries between phenomenon and context may not be clear or evident” (p. 15).
Therefore, | decided to adopt a case study method for my research for which the

distinctive need starts from “the desire to understand complex social phenomena” (Yin,
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2009, p. 4). In light of this study’s purpose to understand the case, this study can be
defined more specifically as an intrinsic case study. According to Stake (2006), an
intrinsic case study’s primary goal is to understand a specific case. The concept of IC is a
relatively new term for SK teachers and scholars since it has not been long since SK
scholars began to have interest in IC in the education field. Nonetheless in SK, only a
limited number of studies have been conducted concerning the IC of teachers who teach
English. Moreover, there have been very few studies to date that have tackled the IC of
SK EL teachers who work with students who are from NK. This research is an
exploratory case study that seeks to explore a phenomenon featured by a lack of
preliminary studies in the field (Yin, 2009).

| designed this study to explore and understand how SK EL teachers who taught
NKR youths perceived culture and practiced IC. To accomplish the purpose, I should
specify inclusion and exclusion criteria for participation. Hence in this study, the case
was defined based on the following criteria and boundaries; 1) teachers were SKs 2)
teachers were teaching EL to NK immigrant youths, and 3) teachers were teaching NK
immigrant youths at secondary education schools in SK. Six teachers from four schools
who met the inclusion criteria agreed to participate in this study. The small sample size
allowed me to investigate the case deeply (Stake, 2006).
Context and Settings

As of April 2020, 2,725 NK immigrants are being educated at 1,237 educational
institutions nationwide in SK. Among young NK immigrants, 7.5% of students who had

dropped out of public schools or who had entered SK after school age chose alternative
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schools. For NK defectors, 89% of all students were in general elementary, middle, and
high schools and 11% were in alternative education facilities (see Table 1).

There are 12 alternative schools nationwide with 11% of NKR students. Among
the 12 alternative schools, nine schools are supported by one of the government agencies
which are the Ministry of Unification, the Ministry of Education, or a government-funded
organization, which is the North Korean Refugees Foundation (externally known as
Korea Hana Foundation). The remaining three are independently operated without
financial support from any government organizations. Among the nine schools funded by
a government institution, four are accredited and five are unaccredited (see Table 1).

For this study, | contacted school leaders who were gatekeepers of 12 alternative
schools via email or phone call. Four of them, school A, B, C, and D, expressed their
intention to allow me to contact and interview their EL teachers. It was a reasonable
choice for me to contact only alternative schools since | was not able to access the
information of public schools where NKR students had registered. The three of the
schools, B, C, and D, were located in Seoul, the capital of SK and the other one, school
A, was located in a provincial area. Schools B and D were funded by a governmental
organization, and were not accredited. The other schools, A and C, were operating
independently and providing accredited education programs (see Table 2). The NKR
students who registered at school A and C had the option to choose between an

accredited program and an unaccredited program.
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Table 1

Number of NKR Students by School Type

Public schools Privat_e
) X alternative Total
Elementary Middle High Others*  gchools

Number 741 782 738 176
of 288 2725
students 2437

Note. *Public schools operate for special purposes such as special education and
vocational training.

Table 2

Alternative School Types and Number of Schools

Financial Status*

Total
Dependent Independent
Accreditation Accredited Unaccredited Accrgdned Unaccredited
(Partial**)
Number of 4 5 5 1 12
schools
Participating B, D A C .

schools

Note. * The independence of the school’s financial status was determined by whether the
school was financially supported by government agencies. ** The schools are partly
funded by the government but have some degree of independence in their operation.

Participant Recruitment
After receiving approval from George Mason University’s Institutional Review

Board (IRB) in September 2019 (see Appendix A), | went to SK to collect data in
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January 2020. After arriving in SK, | tried to contact potential schools and participants
via email about the study. One of six participants was introduced to me by an
acquaintance of mine, so I met her and interviewed her first in early February 2020.

Recruitment entailed several challenges and took a considerable amount of time
because of several factors. Since most alternative schools had participated in a number of
studies and were constantly receiving research proposals from a number of external
researchers or research teams, they were tired of participating in studies. For example, I
found that one school leader’s previous experience with researchers in his school had
been negatively impacted by what he perceived to be an irresponsible attitude on the part
of the researchers who had studied the school. According to the school administrator,
once the researchers collected the information they needed, there had been no further
contact or follow-up. Because of this, he was anxious that the information of the school
and students would be leaked to the outside world, putting students at risk. Hence, the
school leader had a strong sense of responsibility for the safety of their students. The
individual mentioned that because most alternative schools for NK children had similar
experiences, they might have similar thoughts and concerns about exposing their schools,
especially their students, to the outside and refused to participate in this study.

With his advice in mind, when | contacted other schools, | expressed my
sincerity first that | was aware of the concerns that school officials might have and that |
respected them. In order to convince the school leaders, | explained details about this
research in earnest ways and emphasized that | would collect data related to their EL

teachers. Additionally, I drew their attention to the fact that this study was approved after
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strict IRB verification at George Mason University and explained that it would be
different from past studies in which they may have participated, and which had not gone
through IRB verification. Lastly, | presented the strategies | would use to address ethical
issues that concerned the leaders: 1) anonymizing the schools, teachers’ names, and
students’ names, 2) not describing the schools in detail to avoid being able to trace them,
and 3) adopting the member checking method to review the transcripts.

From mid-May, | received emails from three principals indicating a willingness to
participate in the study and providing an approval for me to reach out to the school’s EL
teachers. I carefully approached a teacher from the list of names that was given by the
school leader via email (see Appendix B). The teacher whom I interviewed helped recruit
the next teacher for the study. Before the interview, | contacted the identified teacher to
confirm her interest and provide her with an opportunity to ask questions about the study
via phone. All interviews were conducted individually and face to face. They were
conducted at the time and place chosen by the participants.

Recruitment was also challenging due to the criteria needed for participants. In
order to address the research questions appropriately, all participants needed to be SKs
who taught English as a foreign language in SK. Furthermore, all of them needed to be
teachers who worked with NKR adolescents. Additionally, | conducted this study in
secondary level schools for young NKRs in SK.

Participants
Six teachers from four private alternative schools consented to participate in the

study. Four teachers from three schools were teaching English full-time, and two were
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part-time teachers from a school. Here, full-time teachers means teachers who were

employed for a full week each week of the school year, working from 8:00 AM to 4:00

PM at school every weekday, while part-time teachers visited schools on the scheduled

days of their English classes.

In a pre-interview questionnaire, there were questions about whether the

participants had been educated about culture and IC, any visiting experience in English-

speaking and/or non-English-speaking countries, how long they had been teaching

English, and the length of time they had been teaching English to NK immigrant students

(see Table 3). In order to retain anonymity, all teachers are referred to by pseudonyms.

Table 3

Description of Participants

Ayoung Bohee Chamin  Dakyung  Eunjoo Hwajin
Gender Female Female Female Female Female Female
Age 36 28 29 50 52 60
Country of South South South South South South
citizenship Korea Korea Korea Korea Korea Korea
Native Korean Korean Korean Korean Korean Korean
language(s)
Additional
language(s) English English English English English  English
spoken

69



First-

generation No No No No Yes Yes
college student

Bachelors,
Bachelors, Bachelors, :
. Masters, . . Education Bachelors,
Education, ; English/ English . Bachelors,
. English . Masters, English -
Field of study . Internatio- language ; . Education
literature . .~ Educational literature
nal studies education .
philosophy
LEES}?S? 6 years 3 years 2 years (1?Itl¥tzarri§1 25 years 14 years
teaching y 10 months 7 months g y y
. for years)
period
Length of 3 vears 6
teaching NK  6years 10 months 7 months 5 years y 9 years
months
students

Schools School A School B School B School C  School C School D

Type of

Full-time Full-time Full-time Part-time Part-time Full-time
employment

Experience of Yes Yes Yes Yes

PD on culture/ (whenever N/A N/A
IC (how long)  needed) (2 years) (5 months) (5 months)
Experience 0 f Yes Yes Yes Yes Yes
E-S* countries (10 years) (2 years) N/A (2years) (lyear) (9 years)
(how long)
Experience of Yes
nongE-S** Yes Yes Yes
countries N/A (1 year) (rzng?]?rrf; N/A (9 days) (6 months)
(how long)

Note. * E-S means English-speaking. **nonE-S means non-English-speaking.

Demographics of Participants
The participants’ demographic information was collected via a pre-interview

questionnaire (see Appendix C). Below is a description of each participant’s
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demographics at the time of this study. Noteworthy is the diversity of the participants in
terms of age, teaching experiences, and foreign countries experiences.
Participant 1: Ayoung

Ayoung, who had lived in the United States for 10 years, was teaching English to
NKR students since 2014 in a same school. Besides teaching jobs, she had been in a role
as a liaison between the school and other external organizations including international
agencies. Even though she had not received formal education regarding culture and IC
through official education programs, she said that the school’s principal and senior
teachers occasionally educated teachers in the form of formal workshops. Further, when
necessary, personal counseling was carried out between senior teachers and Ayoung in
order to address challenges caused by cultural differences between SK employees and
NKR students at the school.
Participant 2: Bohee

Bohee has been involved in a global citizenship education organization for two
years. During the professional development period, she had learned about the topic of
culture. In terms of experience abroad, Bohee had lived in New Zealand for two years to
learn EL. She had also been in Ghana for one year to provide educational services and
traveled to Southeast Asia. She has a total of three years and 10 months of working
experience in English Education and had been working as an English teacher with NKR
youths at school for 10 months.

Participant 3: Chamin
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Chamin has been teaching English to NK immigrant students for seven months.
Before that, she had been in China teaching English at a kindergarten for two years. She
had been involved in a teacher training program regarding multiculturalism for six
months. She was in charge of connecting those who wanted to volunteer with school
children and cooperating with a church to teach the Bible to the children there. She had
never visited or stayed in an English-speaking country, but during her two years in China,
she was exposed to the culture of English-speaking countries through her international
roommates and schoolmates, as well as Chinese culture throught Chinese friends. On
missionary trips, she had visited various countries for relatively short periods: Israel for
three weeks, Palestine for three weeks, India for a month, and Turkey, Japan, and Taiwan
for two weeks respectively.
Participant 4: Dakyung

Dakyung had been introduced to the concepts of culture and IC from an
educational and cultural anthropology course that she took for a semester as an
undergraduate student. She had lived in the US for almost two years due to her husbands’
study and had not been to other countries. After years of one-to-one private English
lessons, it was her first experience teaching English at a formal school. At the time of the
study, she had been teaching English to young NK immigrants for five years.
Participant 5: Eunjoo

Eunjoo had never been exposed to or received education about culture and IC

before. She had been in the United States for six months twice and visited Germany for 9
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days once. She has 25 years of teaching experience as an EL teacher and had been
teaching English to NKR adolescents for 3 years and 6 months.
Participant 6: Hwajin

Hwajin was a vice principal at a school and had also been teaching English to
young NK students for nine years. She had 14 years of teaching experience overall as an
English teacher. She had lived in the United States for nine years due to her husband’s
studies. She had also lived in a non-English speaking country, Japan, for six months.
Data Collection

Data for the study included: a) individual face-to-face interviews, b) artifacts, c)
documents, and d) researcher memos. The qualitative data were collected from several
sources in order to triangulate the data and to be able to deeply understand the beliefs and
perceptions of the participants about culture and IC: 1) explore SK EL teachers’
perception of culture, functions of culture, and cultural hierarchy and 2) understand SK
EL teachers’ perceptions and practices involving IC in the context of interacting with
NKR students.

Individual Interviews. The data were collected through interviews that explored
their past and present stories and experiences and to understand more about areas for
future research. According to Yin (2009), in case-study research, interviews are
considered critical components. Hence, one-to-one interviews were employed as the
primary data collection instrument for the first phase of this study. | conducted an in-

depth interview with each participant in person in Korean which was the native language
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of both the interviewees and the interviewer. The in-depth interviews lasted at least 54 to
115 minutes (see Table 4).

It was a semi-structured interview that was well-suited to a qualitative case study
(Hancock & Algozzine, 2017). The semi-structured interview strategy provided me with
a balance between a focused and flexible interview. Since | intended to use the interview
skill and prepared a set of questions beforehand (see Appendix D), the interview could be
focused. Due to the semi-structured nature of the interview questions, | was able to add
prompts and further questions based on each participant’s initial response. In that sense,
the method had flexibility (Yin, 2009). Hence, | was able to keep the balance between
focused and flexible characteristics by using this data collection method.

Prior to the interview, | sent the consent form (see Appendix E) and the pre-
interview questionnaire (see Appendix C) via email to provide a chance for the
participants to review those documents. The initial interview was conducted in early
February 2020. At the interview site, | explained the study, answered any questions from
the participants, obtained signatures on the consent forms and collected the pre-interview
questionnaires. | interviewed the teachers in Korean, which was the first language for

both, so that | was able to understand them well.
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Table 4

Information of Interview

Participant L:Ianguage of _ Date_of _Place_ of _ Le_ngth of_
nterview interview interview interview (min.)
Ayoung Korean Febzrgg[)y 6 At a cafe 89
Bohee Korean July 20, 2020 At school 69
Chamin Korean July 23, 2020 At school 54
Dakyung Korean June 17, 2020 At school 73
Eunjoo Korean May 29, 2020 At a cafe 86
Hwajin Korean May 20, 2020 At school 115

Researcher Memos. While listening to interview audio records and reading
interview transcripts, | wrote brief memos concerning what | perceived to be meaningful,
which allowed me to brainstorm categories and relationships between the data (Maxwell,
2013). Immediately after each interview, | completed a summary sheet as part of my
researcher log/memoing including an overview of the main points of the interview, initial
thoughts, and follow-up questions (see Appendix F) that arose in the middle of the
interviews. The interview summary sheet was a narrative based on the key phrases | had
taken down and a description of the participant’s non-verbal reactions, such as facial
expression, gesture, and emotion. | tried as much as possible to keep the original
language of the participant in the summary sheet to ensure the accuracy of message. |

continued to write my ongoing reflections and interpretations throughout the study.
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Artifacts. In addition to conducting interviews, | asked participants to bring
artifacts such as photographs, video clips, or artwork to the interview that best describe
their perceptions of what culture was and how culture had influenced their lives at hand
(see Appendix E). Researchers can benefit by using artifacts as a data gathering method
that already exist at the time of the data collection, because the data do not change and
make an intrusion upon the research setting how the presence of the researcher might
(Merriam & Grenier, 2019).

One participant brought a video clip, three participants brought pictures, and two
participants brought artwork that was created by their NKR students (see Table 5). The
artifacts were used when interviewees answered the first research question that was
designed to explore SK EL teachers’ perception of culture, functions of culture, and
cultural hierarchy.

Documents. Yin (2009) argues that researchers can collect convincing evidence
by utilizing a variety of authentic documents to add further understanding. In addition,
Yin (2009) explains the usefulness of using documents to “corroborate and augment
evidence from other sources” (p. 81). Private and authentic records are potentially useful
sources of information, since the records include “any material produced by an individual
that provides insights into the person’s beliefs, attitudes, and behaviors” (Marshall &
Rossman, 2014). Given this case study’s aims of understanding participants’ knowledge,
attitudes, and skills of their IC, participants’ private documents are compelling sources of

evidence.
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For this study, documents included syllabi, teaching materials such as class
activity sheets, textbooks, and class teaching power point project proposal template, mark
schemes, and project reports written by teachers. Before individual interviews, |
requested selecting and submitting documents related to teaching language and culture. It
is important in a case study for a researcher to know which types of documents have
pertinent information to the research interests and use them to acquire specific details to
corroborate data from other sources (Yin, 2009). Hence, this study focused on the cultural
components of the documents. For example, Dakyung brought her teacher diary in which
she recorded what occurred in her classes and her reflections on her classes and students.
Among various information from her diary, | focused on ones that were related to her

lessons on culture.

Table 5

Information of Data

Participant  Interview Artifact Documents

o Syllabi for two semesters,
Ayoung Yes Video clip e Class activity sheets
e Class PPT

e ‘Culture Day’ project report
e ‘Culture Day’ project proposal

Picture and template
Bohee Yes Artwork e ‘Culture Day’ project proposal
examples

e Project mark schemes
e Project presentation mark schemes
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e ‘Culture Day’ project proposal

Chamin Yes Picture and template
Artwork e Project mark schemes
e Project presentation mark schemes
. e Teaching diary
Dakyung Yes Picture « Textbook
Eunjoo Yes Picture e Class activity sheets
Hwajin Yes Artwork e Project report

Transcribing and Translating Interviews. Referring to Creswell’s (2009)
qualitative data analysis process, | started transcribing each interview verbatim in Korean
as soon as the interviews were completed. At the data analysis phase, | translated the
transcribed interview from Korean to English. Interviews were transcribed manually.
While transcribing, | annotated the information from the interview summary sheets and
my ongoing thoughts in the brackets. After transcribing the interviews, follow-up check-
points were conducted via phone or email to confirm when voice recordings were
interrupted by noise or when | needed to clarify the interviewee’s intentions of her
statements.

The interviews were conducted in Korean, so the transcription of interviews
occurred in Korean first. In order to ensure the accuracy of transcriptions, a member
checking strategy was employed. According to Creswell (2009), member checking is “a

process in which the researcher asks one or more participants in the study to check the
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accuracy of the account” (p. 267). After the participants checked for the transcripts in
Korean, all data were prepared in written form.

Due to the difference between the language used to interview and the one used to
quote for this study, I translated meaningful segments of the interview data from Korean
into English. In the light that translating everything the participants said was
overwhelming to me, | determined to analyze data in Korean, the native language in
which the interviews were conducted to find meaningful chunks and categorize them into
themes and then translated the quotes. The reason why | did not translate the interview at
the first stage was “the issues associated with translating from one language into another
are much more complex than transcribing because they involve more subtle issues of
connotation and meaning” (Marshall & Rossman, 2006, p. 111). Given the medium of
language for the interview was Korean which was the first language for both sides, the
participants and me, analyzing data in the language was a reasonable decision. After
transcribing and translating, | read and reread the transcripts in order to gain a full
understanding of the participants’ viewpoints.

Data Analysis

Data analysis entails a process of bringing order, building structure, and finding
meanings to the collected data (Rossman & Rallis, 2016). Before the process of data
analysis in earnest, the initial step, reading all the written form of records of interview,
artifacts and documents, was required (Emerson et al., 1995).

While listening and reading, | wrote brief memos about thoughts on emerging

concepts and patterns between data (Maxwell, 2013). Maxwell (2013) provides three
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main groups of qualitative data analysis strategies such as memo writing, categorizing
strategies, and connecting strategies. He explained the strategies specifically, saying:

| want to emphasize that reading and thinking about your interview transcripts and

observation notes, writing memaos, developing coding categories and applying

these to your data, analyzing narrative structure and contextual relationships, and

creating materials and other displays are all important forms of data analysis. (p.

105)

The data analysis was started one by one from the early stage of data collection
and continued throughout the study. The analytic memos occurred throughout the data
analysis, since “memos not only capture your analytic thinking about your data, but also
facilitate such thinking, stimulating analytic insights” (Maxwell, 2013, p. 105).
Additionally, interview summary sheets that I created right after each interview served as
initial analytical records and those were referred to at the stage of transcribing audible
data.

Coding. Coding was conducted after transcribing all the interviews. The coding is
not completed once but takes place in a continuous cycle through several review
processes (Saldana, 2016). The iterative process for coding, with the transcripts, | read
and reread them as well as all documents. This repetitive process familiarized me with
the data. With numerous readings of the data, analytic ideas, and insights were noted and
themes started to emerge from different categories. | used the qualitative data analysis

tool, Taguette to conduct open and focused coding works.
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Open Coding. A list of emic codes was generated in an inductive way from
participants’ statements and etic codes in a deductive way from my understanding. First, |
did open coding which is opening up the text to reveal diverse ideas and meanings
contained therein (Strauss & Corbin, 1998). As an important initial step, open coding
allowed me to have opportunities to identify and develop meaningful analytic units, emic
codes. Through continuous cycles of open coding, initial categories began to be generated
and relationships existing between the categories began to be suggested.

Focused Coding. At the completion of the first level of coding, a second level of
coding, focused coding was conducted (Charmaz, 2006). Focused coding is the process
of merging and improving the categories generated at the initial level of coding. In
addition, I did focused coding which circled back to find additional codes that might
align with the themes and categories from various IC frameworks. After, | provided
direct quotations corresponding to the themes as evidence, the direct quotations allowed

me to capture the exact thoughts and to provide rich details to the reader.
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Collecting Data:
interviews / Transcribing: Open coding: Emic
Artifacts Transcript / Memos codes
/Documents

Findings: Themes / Focused coding:
Sub-themes Etic codes

Translating: Quotes

Figure 8.

Data Analysis Procedure and Outcomes

Through the above two levels of continuous coding, | analyzed the data closely.
Figure 2 displays the procedure and outcomes of data analysis. At the end of the coding
process, | looked at the entire data set and took the step of checking for missing parts
once again. | took a step back with more holistic perspective and had an opportunity to
understand the data in a context. The effort to see the big picture of the data guided me to
identify new connections (Maxwell, 2013). Then, themes that were generated from the
data were finalized after going through the thematizing stage (Boellstorff et al., 2012).
The thematizing phase of coding occurred where | searched categories from data and then
developed higher level of themes continued for me to generate representative themes

across data (Boellstorff et al., 2012).
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Validity Checks

The concept of validity in qualitative research is complicated and much debated.
Maxwell (2013) and others define validity as “the correctness or credibility of a
description, conclusion, explanation, interpretation, or other sort of account” (p. 122). To
ensure validity in qualitative studies, there are eight possible validity tests introduced by
Maxwell (2013): 1) intensive, long-term involvement, 2) rich data, 3) respondent
validation, 4) intervention, 5) searching for discrepant evidence, 6) triangulation, 7)
quasi-statistics, 8) comparison. The author, however, cautioned against simply including
the approaches as though they were magical spells to dismiss validity threats. In this
particular study, the strategies chosen were thoughtfully selected and chosen for specific
reasons. Among the eight methods, | used rich data with triangulation and respondent
validation with member checking. As an additional strategy, | used the critical friend
approach.

| used the method of triangulation of qualitative data sources to increase the
validity of my study. According to Patton (2002), triangulation within qualitative
methods is:

1) comparing observation with interviews 2) comparing what people say in public

with what they say in private 3) checking for the consistency of what people say

about the same thing over time 4) comparing the perspectives of people from

different points of view 5) checking interviews against program documents and

other written evidence. (p. 559)
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As a result of using multiple data resources such as interviews, artifacts, documents, and
researcher memos, | was able to triangulate data during analysis to determine the validity
of my findings, examine for patterns and discrepancies, and illuminate data from sources
that addressed the research question (Patton, 2015).

| also checked the validity of the study through the member checking strategy.
The transcription of the interview data and my interpretation were emailed to the
participants for feedback so that the transcriptions were accurate. Maxwell (2013)
supports this concept saying:

This is the single most important way of ruling out the possibility of

misinterpreting the meaning of what participants say and do and the perspective

they have and what is going on, as well as being an important way of identifying

your own biases and misunderstandings of what you observed. (p. 111)
According to Creswell (2007), member checking is “a process in which the researcher
asks one or more participants in the study to check the accuracy of the account” (p. 267).
Participants’ feedback helped me identify my biases, correct misunderstandings, and
improve my interpretations (Lincoln & Guba, 1985; Maxwell, 2013).

Finally, I employed a critical friend strategy to check the validity of the study.
Costa and Kallick (1993) describe a critical friend as “a trusted person who asks
provocative questions, provides data to be examined through another lens, and offers
critiques of a person’s work as a friend” (p. 50). Under the original passage from
interviews, | placed a translation version of the quotation from the interviewees. Then, |

invited a critical friend who has Korean as her first language and English as her second
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language to review whether the translation was accurate. She also reviewed whether the
meaning of participants’ speech was well translated and whether the themes and quotes
were well aligned.
Validity Threats

The first limitation of the study might come from researcher bias. Presumptions
based on my experiences as an SK EL teacher might have influenced my judgment of the
participants and caused me to overlook ideas that did not meet my expectations. To
overcome this bias, | took Greene’s (2007) suggestion of having an “appropriate balance
of participant and observer roles, lengthy time on site, keen perceptive acuity, and
reporting of observations in rich, descriptive contextualized detail” (p. 167). | needed to
focus more on reading the actual data, including transcripts, artifacts, documents, and
researcher memos in order to see what was included in the data. In addition, by using
descriptive and analytic notes, | was able to distinguish between my objective view as an
outsider (researcher) and my subjective view as an insider (SK EL teacher).
In qualitative research, reflexivity is another common threat to validity, in addition to
researcher bias. Maxwell (2013) defines this as “the influence of the researcher on the
setting or individuals studied” (p. 124). Reflectivity is a serious issue when conducting
interviews, since “what the informant says is always influenced by the interviewer and
interview situation” (Maxwell, 2013, p. 125). It is possible for participants to try to
provide the “right” answer by not voicing their own opinions. To mitigate this threat to
validity, | compared what the participant said in the interview with other data, such as

artifacts and documents submitted by the participant.

85



Finally, the interview was conducted in Korean. The translation of language
might create certain misunderstandings, which cannot easily be measured or observed.
Marshall and Rossman (2006) stated that “the issues associated with translating from one
language into another are much more complex than transcribing because they involve
more subtle issues of connotation and meaning” (p. 111). To reduce this threat to validity,
| included native concepts in their original language and culture in the form of footnotes
in my data analysis so that | could offer a faithful and illuminative way to present my
findings. Additionally, | translated these concepts into understandable English
terminology for fellow educators. | also sought a critical friend’s opinion regarding the
accuracy and credibility of the translation.

Ethical Considerations

| went through the rigorous procedure to receive IRB approval from George
Mason University prior to the conducting of any research activity. The IRB monitors
social science research involving human participants. The purpose of IRB review was to
assure that appropriate procedures were taken to protect the rights and welfare of people
participating as subjects in the study. Upon IRB approval from my university, the
potential school principal’s approval was sought by me, because the private alternative
schools’ top decision-maker are principals. All external institutions or researchers are
required to obtain approval from the principal, prior to contacting the insiders of the
school with the private contact information given by the principal.

Since the school leaders had a strong sense of responsibility for the safety of their

students, they were anxious that the situation of their stories about schools and students
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would be exposed to the outside world, putting students at risk as | explained in the
section on participants recruitment above. Hence, | was committed to veiling information
that could identify schools and students by anonymizing their names, and not describing
the schools in detail. Additionally, the interview transcripts were reviewed by
interviewees.

Upon the leaders’ approval, | was able to contact the EL teachers individually via
email. It was entirely up to the teachers to participate in the study after reading the email
explaining the details of the study. In some cases, after a teacher had an interview, the
teacher encouraged her colleagues to participate in this study. Then, the colleagues
consented to participate in the study. Therefore, there was no external pressure from
school administration for teachers to consent. Teachers consented to participate in this
study before any interviews were conducted and were provided with an explanation in
person that their participation should be voluntary and that they had the right to withdraw
from the study at any time.

Summary

Chapter three presents the research methods employed to conduct this qualitative
study. Research methods include research context and setting, recruitment, participants,
data collection, data analysis techniques, validity checks, validity threats, and ethical
considerations. The next chapter will present the findings from the data collected to

answer the two research questions raised in the previous chapter.
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Chapter Four

The purpose of this qualitative case study is to explore how South Korean (SK)
English language (EL) teachers of North Korean Refugee (NKR) students perceive
culture and perceive and practice intercultural competence (IC) in their intercultural

interactions with NKR students. This is an important area of investigation because

research has suggested that teachers’ cultural proficiency influences their attitudes toward
multicultural students and skills to interact with immigrant students (Carignan et al.,
2005). In this chapter, | present the themes and sub-themes that emerged from the data in
order to answer the following two research questions:

1. How do SK EL teachers of NKR students perceive culture?

2. How do SK EL teachers of NKR students define, perceive, and practice 1C?

Data were drawn from six interviews and the conversations associated with (an)
artifact(s) of personal choice that each participant brought. The artifact(s) such as
photographs, video clips, or artwork helped the participants explain culture. Before
presenting themes and sub-themes associated with the two research questions, in the
section on themes and sub-themes, | first share the list of all themes and sub-themes as
well as from whose statements the themes emerged; I also report how many times the
themes appeared across the data. The frequency is broadly seen how it is said yet is not
used as a single way to analyze as frequencies can sometimes be misleading.
Nonetheless, it is another data point to review and consider within the context of the

actual statements. Through the summary, readers are able to understand how participants
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perceive culture and IC and understand which ideas or topics recur frequently across the
statements from the participants at a glance. After introducing the themes and sub-
themes, a detailed presentation of the findings is organized by research questions with
quotes in both Korean and English in order to accurately illustrate the actual words of the
participants.

Themes and Sub-themes

Seven principal themes emerged from the overall data: 1) Culture is
multidimensional and complex, 2) Culture plays a variety of roles in our lives, 3) There
are differences and similarities between cultures, 4) Defining IC, 5) Showing diversity in
attitudes towards other cultures, 6) Showing understanding of IC in diverse ways, 7)
Initiating diverse actions of IC, each of which was also comprised of several sub-themes.
The first three themes are related to the first research question, which sought to first
understand teachers’ perceptions of culture. The last four broad themes that emerged
from the teacher data primarily address the second research question, which sought to
understand more about how the teachers defined, perceived and/or practiced IC.

After several iterations of analysis, | saw that the themes appeared to fall into a
logical pattern that reflected both how many times a particular theme was mentioned and
also made logical sense in the way these themes lent themselves in response to the
research questions. Thus, I arranged the themes and sub-themes according to the number
of sub-themes that emerged from the data. For example, eight sub-themes emerged under
the theme Culture is multidimensional and complex and 6 sub-themes emerged under the

theme Culture plays a variety of roles in our lives. Hence, | ordered Culture is
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multidimensional and complex as the first major theme and presented Culture plays a
variety of roles in our lives as the second one. Second, for sub-themes, prevalence and
recurrence were also the criteria used in determining the arrangement order for reporting
the data. For instance, among the eight sub-themes of the main theme Culture is
multidimensional and complex, Culture is visible and/or invisible was the first ordered
because it occurred across the largest number of participants and most frequently
emerged across the data set. As mentioned above, the frequency of statements was used
in data analysis as one of the data points to review and consider within the context. Also,
| organized participants associated with sub-themes, which means the participants
addressed the sub-themes during their interviews. The main themes, sub-themes,

participants, and frequency was addressed are organized in Table 6.

Table 6

Theme and Sub-theme Arrangement

Theme Sub-theme Participants Frequency
1. Cultureis 1.1 Culture is visible and/or invisible Ayoung, Chamin, 29
multidimensio Dakyung Eunjoo
-nal and 1.2 Culture consists of levels: national, Ayoung, Chamin, 18
complex familial, and individual Eunjoo, Dakyung
1.3 Culture is changeable, but difficult to Ayoung, Bohee, 7
change Eunjoo
1.4 Culture forms one’s identity Ayoung, Chamin, 5
Eunjoo
1.5 Culture is comprehensive Ayoung,
Dakyung, 4
Hwajin,
1.6 Culture is unconscious Chamin, Eunjoo 8
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1.7 Culture is unique Bohee, Chamin 4
1.8 Culture is ambiguous Dakyung 1
2. Culture plays 2.1 Culture gives a sense of belonging and Bohee Eunjoo, 12
a variety of comfort Hwajin
roles in our 2.2 Culture makes connections between people Ayoung, Chamin, 9
lives Hwajin
2.3 Culture instills confidence Bohee, Chamin, 7
Hwajin
2.4 Culture acts as a toolkit in life Bohee, Chamin 4
2.5 Culture helps us overcome challenges Dakyung 1
2.6 Culture heals wounds Chamin 1
3. There are 3.1 Different cultures may result in negative  Bohee, Eunjoo, 13
differences emotions Dakyung, Hwajin
and 3.2 Different cultures may result in positive ~ Bohee, Chamin 9
similarities emotions Eunjoo
between 3.3 Similar cultures may result in positive Ayoung 1
cultures emotions
4. Defining IC 4.1 Never learned about IC Ayoung, Bohee,
Chamin, 6
Dakyung,
Eunjoo, Hwajin
5. Showing 5.1 Being curious about and interested in Ayoung, Bohee,
diversity in NKR students’ culture Chamin, Dakyung 36
attitudes 5.2 Being patient by suspending judgement  Bohee, Chamin,
towards other . . 14
and seeing the context Eunjoo
cultures
5.3 Being flexible to change Ayoung, Hwajin 6
5.4 Being respectful by legitimating NKR Eunjoo
students’ thoughts and emotions 4
6. Showing 6.1 Knowing that there are different Eunjoo, Hwajin
understanding perspectives to take options. 13
gf ICin 6.2 Knowing one’s position is determined in ~ Ayoung, Bohee
iverse ways . 12
relation to others
6.3 Knowing that cultural superiority comes  Ayoung, Eunjoo
from social categories 10
6.4 Knowing that one has more influence on  Ayoung
others because of one’s social position 2
7. 7.1 Applying cultural curiosity or Ayoung, Bohee, 17

understanding to make a difference

Dakyung, Hwajin
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7.2 Staying in conversation even when itis ~ Ayoung, Bohee,

difficult, painful, challenging, and/or Chamin, 9
Initiating ambiguous
diverse —— - -
. 7.3 Listening to NKR students actively, Ayoung, Chamin
actions of IC . - .
involving empathy and respect in 4

conversation

Research Question 1: How do SK EL teachers of NKR students perceive culture?

In responding to RQ1, the following themes and sub-themes emerged to convey
the perceptions of the SK teachers. Through these findings, | was able to understand how
the SK teachers in this study perceive culture itself, first its nature and characteristics,
second, culture’s functions, and third, as bearing differences and similarities. The themes,
sub-themes, participants who addressed the themes, and how many times the sub-themes
recurred across data were organized in Table 6, and the following sections address the
supporting documentation across participants. Representative quotes are provided in both
Korean and English in order to provide the participants’ actual words and consider the
concepts in Korean and English equivalents.

Theme 1: Culture Is Multidimensional and Complex

The initial interview opened with a question about the definition of culture. While
some teachers provided their definition of culture without hesitation, others found it
difficult to define. Yet, all of them addressed it in their own way. In the latter case, |
asked questions in various ways to explore how they thought and felt about culture. Thus,
in response to the questions, all participants shared their experiences and/or thoughts

regarding culture. The following sub-themes emerged and will be explained further in the
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passages: a) Culture is invisible and/or visible, b) Culture consists of levels: national,
familial, and individual, ¢) Culture is changeable, but difficult to change, d) Culture
forms one’s identity, €) Culture is comprehensive, f) Culture is unconscious, g) Culture is
unique, and h) Culture is ambiguous.

Culture Is Visible and/or Invisible. Through the interviews, it was found that
teachers perceived culture through its visible and/or invisible aspect(s). Some teachers
were aware of not only the seeable aspect such as eating habits and architecture but also
the unseeable aspect of culture such as motives, values, and beliefs. While talking about
culture, Ayoung and Eunjoo mentioned both aspects of culture. However, Dakyung paid
more attention to visible culture. Unlike Dakyung, Chamin focused on the other aspect
that was invisible.

Eunjoo defined culture in a clear manner by using specific and explicit words
such as 53 (visible and invisible). She noted “%-3}2}= 21, AFEE o] A A
VAl

A Hol=

],

ol
rir

WEol W 73 AdEolga As el -2t Eshepal 2
T AR B, 9F Hol= 1 Abghe] A7ty e HE RS w3 Q. (1 think culture
contains tangible and intangible outcomes that people make in their lives. Culture refers
to everything, like a person’s attitude that we can observe and a person’s thought that we
can’t see).” Not only was Eunjoo aware of both aspects of culture separately, but also
presented the idea that the two aspects were connected so that the visible cultural
components were reflecting the invisible aspect of culture. The participant provided
clothing as an example, saying. “Z1 Abghe] A7t} (A8 ) w4 1} 7] F9f 42 1

Abghell tighk o] o % vehuel . wstet AlgtE o] AZbo] whgH X3 drha
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olok7] & 4= 918 A o}l 2 (Through a person’s clothing, a lot of information is
revealed such as the person’s values, social background, and the geographical
environment where the person resides. | think you can say that culture is like clothes that
reflect people’s thoughts).” Ayoung thought that her NKR students’ languages, lifestyles,
behaviors, and appearances were reflecting their thoughts, mindsets, and various
backgrounds from where they came. She mentioned “o} o] 5 2] AFaLwF2], o], A}2f2
7 o]l AsS of w3betar 2 5 vk 2SS Hoekal e, o1 3tk

J 8-S WholA] o] olo| 7} A7 o)A HoZ =it dA] PEo| B TS st
AT 2= 7S 3 5 9ol & (1 thought that my students’ way of thinking,
language, and background can be called culture. Culture seems to influence how they
look, behave, and live).” When Dakyung was explaining her artifact, culture, I noticed
that she perceived culture through the seeable aspect of it. For example, the picture (see
Figure 4) that Dakyung brought to the interview site represents her perception of culture.
She recalled Halloween costumes as American culture, saying “It was the first culture of

the U.S. that I experienced.”
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Figure 9.

Dakyung’s Picture Representing the US Culture

Unlike Dakyung, Chamin shared her experience with cultural differences,
focusing on the unseeable part of culture. Specifically, she focused on Chinese
ethnocentric culture, stated:

A= T =38}, TGl HehA] gotl. T A7] NS T4, A F o=

AA ZFATE AL . THUES GAE AR wol v Al A AAE B Ao

gdst HojA = A Foba. m4Fo A el Wi gl

I’m not comfortable with Chinese culture or Sinocentrism*. China’s ethnocentric

collectivism makes me uncomfortable. It seems that Chinese people’s attitudes

4 Sinocentrism refers to the belief that the ancient Chinese held that China was actually the center of the
world.
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toward world history and international affairs have become uniform. There’s a

nationalistic side to it.

Through her statement, it was revealed that Chamin perceived culture through the
invisible aspect of culture.

There Are Cultural Layers: National, Familial, and Individual. During
interviews, four teachers’ statements revealed that they believed that there are layers of
culture. Ayoung, Chamin, Eunjoo, and Dakyung perceived culture as having three layers,
which were national, familial, and individual. They identified the differences between the
three layers of culture. Chamin and Eunjoo identified the differences between the
national and individual levels of culture. The participants explained, using the metaphor
of scents of air and clothes, that national-level culture differs among nations, just as

individual-level culture differs between individuals. Chamin stated “= 3} WA 7o}l g..
e o= gt ZEE wf Tl A U WAZF 24, L 18] Al 2 AR S U A FH S
CTF2 &o} 8 (Culture is like smells. ... When | arrive at an airport in a foreign country, |

feel it has a unique smell (of air). ... It is like each person has a different body scent).”

Eunjoo stated:

| think we can say that people [from same culture] wear similar styles of clothes.

If we look at the clothes closely, even if they are from the same culture, each
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person has a different fashion style because one’s own thoughts and backgrounds

are revealed in each person’s way of wearing.
In addition to identifying national and individual levels of culture, Ayoung and Eunjoo
identified their family culture separately. In Ayoung’s case, she considered her culture to
be based on her family culture and national culture, saying “A| &3} $h=r2] Aol 7%=
Shal 7] 5l 7ol A yal zpgkoey 7] =1l -38to] 7] = 8.2 (My culture is both South
Korean and Christian because | was born and raised in both cultures).” Similarly, Eunjoo
distinguished the layers of culture. She believed that individual culture gathers and
becomes community culture, and community culture gathers and becomes a nation’s
culture. Eunjoo said “7§?19] F3Fo] R ojA 1 7k o) {37t W= A%, .. A
9ol w37 AR yEke] #3h7) H AL oy x| o] S o] B = 7 Hofg.
(Individual taste comes together and becomes the culture of the family. ... | think it
[family culture] becomes a national culture or a regional culture).”

Culture Is Changeable, but Difficult to Change. Three participants — Ayoung,
Bohee, and Eunjoo — spoke of culture as changeable. Eunjoo emphasized that culture is
changeable, but sometimes it is hard to change. Ayoung was aware of the dynamic nature
of culture and cultural fluidity through observing the process of her students’ cultural

transformation, saying:
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dAOR AAAT Bz}, ofo] o] w=rol tj g A zho] W3}

)

wolg.

7]l w9 e A= g2, o A= F 8l ofol 7k Akt Bl of mihH =

Y

HZotg.
The [NKR students] had been exposed to Western culture. There’s a lot of
smuggling on the border of North Korea. | think they were bound to be exposed to
it a lot. The native speaker English teachers at our school came from America,
and | also came from America. Moreover, the U.S. Embassy supports various
programs for students at this school. Since all of these are considered good
experiences for my students, I think their thoughts (perspective) on America have
changed. | think my students might think ‘It’s different from what I’ve learned
about America in NK before.’

Ayoung revealed her perception of the changeable nature of culture by saying that NK

immigrant students’ experience of American culture changed their invisible culture,

which is their perspective on other cultures and the value system regarding another
culture. In Bohee’s case, she shared her own experience of changing her perspective on

another culture, specifically NKR students’ culture, saying “&- g SHA &S Wk A

5o F3lol o gk 2~ @ 9 EFl o] 714 & (Meeting North Korean students breaks the

stereotype about their culture).” Eunjoo also perceived culture as undergoing change,

saying “ =37} Aol Qli= A Fota. mAE A 7= HA 2 A Zolal
= A =R AP ES A YAl AN A S BA S A AW 7] wol
w37 e 4= vhel §lef 2 (I think culture is alive. | think it’s not easy to fix. Because

we continue to meet new people and interact with them, the culture is bound to
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change).” On the other hand, Eunjoo mentioned the opposite statement as well,
emphasizing that some prejudices tend not to change easily. She took her parents-in-

law’s case as an example.

)
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StAbsho] Aol tisl] EF 8= 7 o] lofof Wak 4= Q).

My parents-in-law saw me eating dumplings and said, ‘Dumplings are not food,

why do you eat them on holidays?’ They ignored my culture and spoke like that

with a sense of superiority to my parents’ culture which was from North Korea. |
don't think people’s thoughts change easily. They have to respect a person's
lifestyle and accept the fact that every life deserves respect. Then, their thoughts
can change.
She stressed that although culture has a changeable property, it is not easy to change in
the case of invisible culture such as a perspective on otherness that one person might
have.

Culture Forms One’s Identity. Teachers believed that culture forms NKR
students’ identity, observing an identity crisis that NKR students suffer because they do
not have a national culture to place their own identity. Eunjoo mentioned that NKR
students had experienced various cultural changes during their escape journey. So, when
they arrived in SK, they were likely to lose their national identity and were confused

about who they were. Eunjoo stated:
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o] do] B e o7 e vk H3 G vhe] Afo]o] 4] ofo] 58 wolA]
dl2l 5 7] Wio] o 5L Al thal A ul7k Felolopr g Aztol

ol g 18 o5& F3 ol A 8| A of 7| 9pA] LobEw Thirley
BE] ) 9 o o] IAE R, BB} ks ok of 7o) FAw 27) 7

=]
sakelolehal AzharA sroba. v

<

lolgt= 3H4 ofodEE = A gl
A 8. 19 o 52 HA P58
Because a North Korean woman gave birth to these [NK students] between a
Chinese husbhand, whom she met after being sold by a broker®, NK students think
‘Am I a Korean or a Chinese?’ Some students grew up in Chinese culture, so the
kids even needed to learn Korean alphabets first. Their mothers are North Korean
refugees, but my students do not consider themselves North Koreans. They don’t
have a cultural identity as South Koreans either. It is a harsh situation for my
students.
Chamin shared her experience where she witnessed a student who was born to a NK
mother and a Chinese father in China and appeared to be suffering from what she thought
may be identity confusion. This student has newly established his/her own identity in SK.
Chamin said:
<o}l opul-o} E52} vl Apolol| A Bjoft shAo] gloj . (21 shAY o) o H uj,

Arp7b 5 ARRIA] =5y Bhe. O T=QlE Aok A dola. dAl=

5 On the way to freedom, a NKR women was easily sold to a man in China. When a NK woman crosses the
border to China, she needs a broker’s help, but in many cases, the broker sells a NK woman as a bride in
China to a man. Eunjoo’s students were born to NK mothers and Chinese fathers and grew up in China
until they arrived in SK.
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ol M Al 2f Estoll A-3-eb AL glar g, (2L ofol7h)- oA YE i E [L
St o] FEkell A ] AAE S vl FEsks el o] 2.
There is a student who was born to a Chinese father and a North Korean refugee’s
mother. When he was young, he didn’t know that his mother was a North Korean
refugee. I think he thought he was just Chinese. But now he stays here [South
Korea] adjusting to new culture. He was in the process of re-establishing his
identity [in South Korea].
Chamin revealed her awareness of the connection between culture and identity by sharing
that her NKR student reforms his new identity in the culture of SK, a third country which
is not their parents’ countries. Similarly, Ayoung explained that a change in identity
occurred, while explaining how NK refugee students were culturally adapting to SK. She
also explained that Christianity appeared to have contributed positively to establishing

NKR students’ new identity as children of God, mentioning:

ol

A W] F o sheha AZe) e, WA o] & FEF Pl 7% #

n
o)

(153 stalo|th WYzt 71517} ofol 5 o] AAAS 1 7s)

3t ofol5o] 7= Ao Ete = Y A & 5 A=Al 75

| think identity education is important. It’s also something that my school’s
principal always emphasizes. I’ve seen a lot of examples of Christianity making

children’s identities healthy. I think through Christianity giving new identity as a
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child of God, children can feel free from the confusion of their identity about not

being North Korean, Chinese, or South Korean.

Considering that Christianity also has its own culture and cultural practices, this quote
suggests that she is also aware that culture contributes to the formation of a person’s
identity.

Culture Is Comprehensive/Everywhere. Dakyung and Hwajin both shared that
they viewed culture as comprehensive. For example, Hwajin described that “A} 5 ©]
AH A THEo] W B E Al o] F3tetal A ZEe] 2 (1 think everything people have created in
their lives is culture).” In a similar way, Dakyung mentioned that “<-3} g+ o] ¥ &35 ]| 2]
A2, Y] AL L HAA AR o F35hetal of 7] & & 7} 9lo] & (Culture is a
community’s lifestyle, an individual lifestyle... | can say that it’s all culture).” Through
Ayoung’s statement, it was also revealed that she considers culture as comprehensive.

When I asked her what she thought of the students’ culture, Ayoung replied, “o}o] & <]

agF 8], 7EA S o] AEo| b ol ES whE= S AT BY7L o 7 2Ea gl
ol BE 4 2335t A 2 A7) £2191 2 (Students’ hometowns, roots, and

family environments are all the factors that make them, so | thought that the culture
includes everything).”

Culture Is Unconscious. When Chamin explained culture, she compared culture
to the air. Describing culture by using the attributes of air, the teacher wanted to explain

the unconscious characteristics of culture. Chamin said:

102



RSl 7] 28 A gobf, $YE B 93 wa g, . Babt 9ot
SEESEREERERERE BRI RPN R

il
rlo
e
Lo
i
fa
Ir
N
N

S3lu] o] Abolrbi= L I1 ool Abar 9l AL
| think culture is like the air. We’re influenced by it subconsciously, so... we have
culture. We live in it. ... In a way, it’s as natural as the air in which people lives.
People are assimilated into their culture. The people live in it, but they don’t feel
it.
Raised in her conservative and strict family culture, Eunjoo also explained the
unconsciousness of culture. The teacher stated that she did not even realize that she was
suppressed by the patriarchal and authoritarian family culture when she was immersed in
the culture. She shared that when she reached puberty, she was frustrated as she opened
her eyes to see her parents’ repressive ways of parenting. However, she said that she did
not dare to speak against the opinions of adults, and she must be a good daughter.
Aol oy ofm x| 7} F S| THR A o] AL Ful A ]l E3HE THA A H Bhar .
NS e 2 =Rl . - I 7HA oA Aoyt Bol e 2 (LA
ol Al oE 3 FA) =50 8
I realized that my parents had a very patriarchal and Confucian culture. I didn’t
know the fact when | was young. | grew up in that type of family culture. It was
frustrating, but I didn’t know (that how the culture influenced me).

She stressed that when she was immersed in culture, she did not even know there was

culture.
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Culture Is Unique. Bohee and Chamin described culture as being distinctive and
diverse. They explained that culture has its own uniqueness, so it varies among
individuals and among societies. Hence, when culture with such uniqueness is existing
side by side, diversity will be achieved. Bohee described cultures’ distinctiveness like
brush touches in painting, stating:
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Just as any brushstrokes are meaningful in a painting, and all people in the world
exist having their own meanings, | think any culture is meaningful. Culture is
created for a reason, and it has its own characteristics. That makes culture unique
and diverse.

Chamin compared the uniqueness of culture to scent, recalling the memories of the

unfamiliar something she smelled at the airport when she first went to Taiwan. She said:
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The air is same, but the smell is different for each air. The unfamiliar something, |
smelled at the airport when | went to Taiwan.... Whenever | went to any other

countries, the smell at the airport was different. It is like individuals have different

scents.
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Furthermore, she recounted that the smell carried by the air should be approached not by
the concept of good or bad, but by the concept of familiar or unfamiliar, emphasizing that
each culture is just different and distinctive from each other, mentioning:
S71e] EAS AT g7 R WA s EEke U Y] 2 3= sle
Az [0l Zol] w3t M2 E e = glo] . & 7] WA HE A A |
3t THE A fPolof 8.
The nature of air is the same, but the smell of air is different. There’s no good air
or bad air. [Like this] Culture is incomparable to each other. Just like the smell of
air, the culture is different and unfamiliar.

Culture Is Ambiguous. As I described above in the sub-theme “Culture is
comprehensive,” Dakyung considered culture comprehensive. However, unlike other
teachers who perceived culture in the same way, she struggled with defining culture,
thinking culture was too ambiguous. She was not able to finish her statement, saying
“Te Y dhe AAA o' v EatetaL of 7| & & U =l L 2R T, 2317} ofbd Al
glol A WA L e A, wstell tiaiA] oA E A o 71 & sfof Euh .. Z mEadlola (All
our lives are culture itself ... If you think of culture in that broad sense, there is nothing
that is not culture ... How should I define culture ... I don’t know).” Dakyung eventually
failed to define a culture, saying “I don’t know,” even though she said culture is
comprehensive. The concept of culture might have been so inclusive to her that a

definition of culture was blurred in her head.
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Theme 2: Culture Plays a Variety of Roles in Our Lives

Through data analysis, it was found that all participants perceived that culture
continued to be functional in our society in various ways. Even though they did not use
the exact word function, they described how culture had been influencing them by using

99 C6y

these expressions: “it (culture) makes people .. it (culture) forms ...,” “due to the
culture, I/we/they can ... .” Therefore, it was clear that they were talking about functions
of culture. I found six sub-themes under this primary theme: a) Culture gives a sense of
belonging and comfort, b) Culture makes connections between people, ¢) Culture stills
confidence, d) Culture acts as a toolkit in life, e) Culture helps us overcome challenges,
and f) Culture heals wounds.

Culture Ggives a Sense of Belonging and Comfort (or We can Feel a Sense of
Belonging and/or Comfort in Culture). Through statements Hwajin and Eunjoo made,
their belief that culture cultivates a sense of safety and belonging was revealed. Hwajin
thought it was her responsibility as a teacher to help NK students adapt well to SK

culture, so that they live with a sense of belonging as members of society. Hwajin

mentioned:
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| think those experiences (about SK culture) are important because [NK students]
should belong to here. They have to settle down here, South Korea. | think they
should not be apart from South Korean culture. My students should not be apart
from SK students. If SK youths are experiencing something (about culture), I
think my students should experience it as well. | mean... | try to get them to have
a lot of different experiences to belong here.

Similarly, while sharing her personal story, Eunjoo revealed her belief that when people

go into culturally similar and familiar environments, they feel a sense of belonging and

comfort. Ayoung said:
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My in-laws’ family culture was very patriarchal. My parents-in-law asked me to
do A/ % &Fo/(Sijipssari)®... lIronically, the patriarchal culture which was similar to
my pre-marriage family culture was comfortable for me. So, | think my in-laws’

family culture made me feel comfort. When | look back on those times, my

6 1/ z/4o)(Sijipssari) is the term used for a woman living with her in-law family in SK, meaning a hard life
under her in-laws’ strict supervision and with their constant interference.

107



parents-in-law shouldered heavy duties to their daughters-in-law including me.
Despite the huge responsibilities, | felt a sense of belonging in a way.
Even though Eunjoo hated her parents’ oppressive ways of treating her, ironically the
similar culture practiced by her in-laws’ family was described by using the
word 4/ &Fo/(Sijipssari) did not bother her. Rather she felt comfortable in that culture.
In Bohee’s case, when she was surrounded by familiar environments, she said, she had a
feeling of comfort. She stated:
7 3k o (=AY b ekt v EA A A= 2 = ik A |l o]
Aol . ofH A o] A (FF8HA8 th o) F2H| o] vl A Y2 E sFar A M A
A7 ZIAEL. [FHow %Pz ] 1A S5 Eazow

H
T

Unlike the anxiety | felt when | went to Ghana, | was excited when | went to New
Zealand. My father’s friend was running a homestay business (for international
students), so | stayed there. [In terms of culture, it was familiar surroundings.] So,
I don’t think | went through culture shock. Moreover, | had learned English since
| went to English kindergarten’. So, I didn’t feel any culture shock from using

English language either. | felt comfortable.

7 At an English kindergarten in SK, teachers are English speakers. Korean parents send their kids to let
them be exposed to English at their early age.
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The reasons why Bohee did not feel discomfort when she went to the different culture
were because she stayed in the familiar Korean family culture and because her English
proficiency was advanced.

Culture Makes Connections Between People (or We Can Connect with Each
Other by Sharing Culture). Answering my questions about how the teacher felt when she
experienced her NKR adolescents’ culture, Ayoung expressed her thoughts that due to
similarities between her and her students’ culture, she felt a sense of bonding with her
students. On the first Teachers’ Day, which is May 15 in SK, at the surprise party
prepared by NKR students for her, her students sang along to the NK song dedicated to a
teacher. She said that the idea that NKs’ attitudes and perceptions toward teachers were
similar to those of SKs made her feel more connected to the students. She said:

WAFS S5k Al HRbe] Z3kehal Azto] Hoj A vt L. 2 H 1A

A7) (FRyrke] A7) ohu 3L ekl 1= gl Wl @ Eshehis A7kl ol . A

TR AT R Bokol o, L B 250 o F obolo] BeH S

2% 7S rhgo] A el 2 o 2ald A Lota.

| thought respecting teachers was the culture of North Korea. But | think it’s not

just the sentiment of North Korea, but of South Korea that we share. That’s why |

felt a sense of connection to them. ... When the children sang the North Korean

song for teachers, I think, their sincerity (towards me) touched me.
In Chamin’s case, she shared her experience that culture connected NKR students. Through

the project called “Capstone” (see Figure 2 and 3) that her fellow teacher was working on,

NKR students expressed how their perspectives on the world and how their perceptions of
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themselves had changed through works of art such as poetry, paintings, and photography.
The students’ works of art were shared through the exhibition, which seemed to make young
NK refugees feel connected to each other by confirming that they share a similar culture.
Chamin said “7} =& o] gh= =}l ol A, ofo] &2 Ap7] ARl el 7k 4 d 2 el g .
MZ7F A vE w3 28l A gk7] wiiEoll A4k o] o] = vrEAI, (M 2%
sl A& 7he) vl Ao UrHA A2 g 2o E F A8 (Inaclass
called Capstone, ... Since they come from different backgrounds and cultures, their stories are
different, but they share similar experiences (adapting to a new culture) and form a strong

connection with each other).”
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Figure 10.
Explanation about Capstone Project: The Capstone project helps students reflect on their
identities by reinterpreting their memories and experiences from a healthy perspective. It

is a special class that aims to find true self and to reflect on oneself.
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Figure 11.

Exhibition Art Works of the Capstone Project

Unlike Ayoung and Chamin, Hwajin recalled her “*3] gl 7 & (shameful
experience)” that due to different culture, she was disconnected from the people, stating:
H o] A groll 7HU7E AGAES 918 e 2 AS ol 2 FH} 7
=t A9 v FA o SHs ShE 91717} 9} %A o} Z714) Rt
Aol7h e A5 2 o 2l x) Elol & . EA WESY . W ool 8
When | first went to America, there was a party for new students of the Ph.D.

program. | attended with my husband. First of all, I was not used to the party
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atmosphere of the American people, so | couldn’t enjoy it. Due to the different

language, | didn’t get along well with people. I was alone. It was so embarrassing.
Here | can see that Hwajin perceived that cultural function of connecting people in a
community.

Culture Instills Confidence (or We Can be More Confident by Sharing Culture).
Bohee, Chamin, and Hwajin commonly believed that students from NK would gain
confidence when they were familiar with and finally acquire the culture of SK youths.
Hence, they said that they were trying to have NK students experience the culture
enjoyed by SK students as much as possible. Among the above three teachers, Hwajin
showed her strong faith in this cultural function of instilling confidence. Hwajin
mentioned:

(Fefelu v =4S T8k &vka Azste st S, 1efaL v

At 2 ok Fhel 3 sk St Sl o] &l olopr| B ATl e, el B3

il
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we7] wolok dat gvhEe ofolEe 2

aE WAL Ae) e
| often say this to my students who think music or art classes are not important,
and those who don’t want to join an art museum field trip: “If you don’t

understand the culture of South Korea well, you might lose confidence. You may
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not understand the emails/notices from the schools of your future children. It’s
because you would not understand South Korean society and culture. South
Korean mothers bring their kids to classical music, have them go to museums, and
give them a tour of an art gallery. You guys need to experience these for yourself
and your future children. You might feel like an art museum is a faraway place
with nothing to do with it. But it’ll become closer if you experience it two or three
times.” If | say something like this, my students might think, ‘Oh, | see.’
Hwajin’s statement revealed her belief that her NKR students could boost their
confidence by assimilating into SK culture. In a similar way, Bohee mentioned that one
of her purposes for teaching English to NKR students was to help them to have a
confident life not only in SK but also in the world. Bohee said:
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(If they can speak English,) they won’t get intimidated when they go to other
countries. And ... they can work in other countries if they want... So, they can
expand the boundaries of their lives to the world without limiting them to South
Korea. | hope students gain that kind of confidence in their lives through learning
English.

Chamin also thought that her NKR students might be more confident in the world,

saying:
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7HA A7) B gelv olel s A E F e ARIE 2 | &
Being able to speak English feels like having a world passport. [If students can
speak English] they have more opportunities to go anywhere freely, and they also
have the confidence to deal with the inconveniences and difficulties that arise
wherever they go.
By defining English as culture, Bohee and Chamin showed their perception of culture
that instills confidence in people.
Culture Acts as a Toolkit in Life (or We Can Use Culture as a Toolkit in Life).
Two teachers, Bohee, and Chamin regarded the language that they were teaching as a
useful toolkit for life, identifying English as a culture. Bohee and Chamin hoped that their
NKR students would use English to expand their boundaries of life. Bohee said “°J o &=
A A F-8&ofo] 7] witell. Gl & AFE-3l] &=l 7hA = tiste 4= Qlar .. 7F ¥t o
Leoll A A& & 4= 9l &ol 2 (Because English is an international language. They can
talk to others in English ... They can work in other countries if they want).” Similarly,
Chamin considered English as a powerful tool, saying “% o1 S 53] &= g% 1,
(A A O 2) ANTA = g Q. oo e Aastd ol 7hal 2 JAS]
Z A 2o} (Through English, we can expand our perspectives and social relationship
internationally. Considering the benefits of English, I think the power of English is
huge).” She also emphasized that English would play a critical role as a tool for her

students to succeed in universities, stating “o}o] Eo] o & S} A = o gol A
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Fol= AP H = oS olall et A A 8. Tl & A% Fakal & (If they
don’t know English, they can’t understand the courses delivered in English at
universities. Of course, they can’t do assignments of the course, collaborate with
classmates).” Given that English is a culture, through the teachers’ statements, [
understand that Bohee and Chamin both were aware of a culture’s function as a useful
tool in finding jobs and in having successful university lives for NKR students.

Culture Helps Us Overcome Challenges (or We Can Overcome Challenges
Based on Shared Culture). Another function of culture emerged from Dakyung’s story.
Dakyung shared that she and her family went through a hard time, and the Christian
culture as her family culture was helping them through the hard time, providing strength.

Zhdoll A 3] @o] a3 003l YAIE A H =, L A SollM A3 7o) Al

7Hg dlE 2. . A 3] ofo] a3 FEs] 7P il & = A, A &
st oA JNE Adskal ZLgiol . L AAITE Srol A= AR 2 E ] =

I -8 7Fol e E =2 gvbgo] Hyzk 28 A JE5A FA
Eole. L AEA @A 2 AF S S5 A%

Last year, my daughter was a senior in high school and took the university
entrance exam. In the process, my family continued to gather to pray to God at
home. ... When my daughter was in 11" grade, we consistently prayed to God,
and we submitted applications to six universities. ... Taking and preparing for the
university entrance exam is typically a very challenging process here. But for my
family, it was not that difficult to overcome because my family can be united by

praying to God [by sharing same culture].
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Family culture based on Christian beliefs seemed to serve as a resource to support
Dakyung and her family to overcome difficulties together. Dakyung regarded sharing the
same culture, that is, having the same mindset or value system, as an important virtue in
solving various life problems.

Culture Heals Wounds (or We Can Heal Wounds by Changing and Sharing
Culture). During the interview, Chamin frequently mentioned the ‘Capstone’ project,
which was designed to lead NK refugee immigrant students to express their thoughts,
ideas, and memories in various forms of art and to share the artwork with their
classmates. According to Chamin, while expressing and sharing their changed culture
(i.e., changed perspective on oneself and others), the young NKR immigrants
experienced healing wounds by feeling free from their painful past and often observing
the cultural changes occurring in their classmates’ lives. Chamin stated:
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At first, my students learned to change their perspective on their parents who

mistreated them, and the people who hurt them. They came to find somehow their
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positive impact on their lives. Students who participate in the ‘Capstone’ project
write letters to classmates to support each other. They share their artwork
reflecting their beliefs and thoughts with friends and give feedback to each other.
During the activities of sharing culture, they experience healing wounds. There is
a possibility that some painful memories may be distorted. They may experience
those distorted memories being corrected through peers’ feedback. While sharing
their own experiences of correction and healing, they listen to others’ stories and
look at their pain through a new lens. It’s sharing each other’s culture.
Here, Chamin’s story shows that she sees another function of culture as healing wounds.
Theme 3: There Are Differences and Similarities between Cultures
As the third and final theme that emerged in response to RQ1, participants’
awareness of cultural differences and similarities was revealed. Three sub-themes
emerged under this larger theme: a) Different cultures may result in negative emotions, b)
Different cultures may result in positive emotions, and ¢) Similar cultures may result in
positive emotions. Participants shared conflicting experiences of cultural disparities.
Some participants said they felt negative emotions such as embarrassment when they
encountered cultural differences, and some remarked that they seemed to be enjoying
cultural differences. A teacher recognized and felt positively that her culture and NKR
students’ culture were similar.
Different Cultures May Result in Negative Emotions. Participants shared
experiences of cultural disparities and they said they felt negative emotions such as

embarrassment when they encountered cultural differences. For example, Dakyung
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confessed that due to the fact that her students were from multicultural backgrounds, she
felt uncomfortable about the existence of cultural differences among her students. She
thought that achievement gaps existing in class were caused by cultural differences
between her students and she did not know how to address them.
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There are students who came directly from North Korea, and there are students
who were born in North Korea and had been in China for a long time, and there
are students who were born and raised in China, having a NK parent(s). Students
have the different cultural backgrounds such as languages or education system.
When | teach a learning content, for some students it is not difficult, but for other
students it is very difficult. 1t’s hard to meet all students’ different needs. So, |
don’t know how to address that.
Similarly, Eunjoo alluded to her negative feelings caused by cultural disparities in
language, thinking she was not respected in the language used by a NK immigrant
student. The students’ NK accent sounded like teasing her and the honorific expression
did not sound appropriate in some contexts. Eunjoo stated:
Fo] BrbaL gk stao] Aol Al <Rbd 8] ZhAl 807k ok g, <ZTHA 8.

AL by A TR T ob L o7t U m el A o)™
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After class, one student said, “Jalgaseyo” to me. No, it’s not even “Jalgaseyo".
Was it “Jalgayo?” The student should have said “Annyeongji gaseyo” to me.®
Anyway, I thought, “Is he teasing me?”” The intonation was really weird, too.
“Jalgayo”[wrong form of honorific expression] with their NK dialect accent
sounded like they’re making fun of me. It happened frequently. Whenever I heard
that, | felt bad.
Eunjoo also alluded to emotional exhaustion about her NK students’ attitude of neglecting
learning, saying:
o] ofo] SOl Al shsol Z dojupA| edot . ofol &2 SeAF 1-20 7kA] F o] = 24
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These students are not good learners. My students are not able to write the
numbers one to twenty in English. There is no child who does homework even if |
give them. They don’t think studying is important. They are high school students,

but they don’t seem to reach even the level of SK students in an elementary

8 Eunjoo was speaking about the Korean honorific expression meaning “Good-bye.”
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school. Their attitude to learning is very different from that of the kids in South

Korea. To me as a teacher, it’s very exhausting.
Eunjoo was talking about her perception that NK students’ culture that does not value
learning was different the one of SK students. She seems tired of teaching the NKR students
who are not active in their learning. Other two teachers responded to the cultural differences
in a similar way. Bohee and Hwajin shared their general experiences related to cultural
differences, which they recalled as rather uncomfortable memories. Bohee recalled her
first impression of arriving in Ghana, stating “t}=2] Q1-7} SQlo]2h= AR, F-& 1
o, A E 4 4] 7)1 AIREE el Aboldl e, A B 5 o] e Tl HEit e
7o) 2 (The fact that the majority of the population was black, the Muslim attire, the
sound of sirens announcing prayer time at 4 a.m., the red colored land, and so on, | felt
uncomfortable with all these differences).” In a similar way, Hwajin recalled a memory
of experiencing cultural differences she felt when she attended her American friends’
engagement ceremony. Hwajin had her engagement ceremony right before coming to the
US, and at that time, in Korea, the engagement ceremony was typically held in the
presence of parents of both families, and it was quite formal. She commented:

Felvel A FEY BAA 5= 29 A ofy o8, 1 I FE B A sk

of& A o] m=r AERd ol Rlo] 8. A= WA Al A wpRt 1S WAL, WA

It (the engagement ceremony) wasn’t like what we did with our parents in Korea.

The engagement ceremony was held with friends. That was the American style.
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The woman only wore a skirt instead of pants (not a formal suit), and the man just

wore casual clothes like a combination. In terms of clothes, my husband and |

might have seemed to be there to get engaged. It was embarrassing. It was a

culture shock. I've experienced different cultures.

To Hwajin, the cultural difference resulted in negative emotions such as
“n -5}t (embarrassing)” and “% 4 (shock).”

Different Cultures May Rresult in Positive Emotions. Unlike the above sub-
theme ‘Different cultures may result in negative emotions,” some teachers showed
interested attitudes toward cultural differences. For instance, Bohee was interested in her
NK students’ culture that was different from SK students. She noted:

A7} F gkl A 2 A |, 7Eo] ghol QLo WA, & St St AR E

7hEA FALgllel 8l i o H T LYY H gk A = ool Fo] o] ¥

A FoEA 7hEA S A ol 2ol Anigle] & e T E S Aol A S

ol Ao m QIS A B} o] &1 A A Bl AAE L. =

EolM AAH = BujAk= W82l 7ol 8.

| was sitting with a student from North Korea and teaching her how to play ‘Blue-

sky galaxy,” which is a hand-clapping game. At that time, another North Korean

student came to me and taught me a North Korean hand-clapping game. The
lyrics of the song with the game were interesting to me. The song’s lyrics were
about pounding rice, making rice cakes, and sending them to soldiers who were
on the front line. It’s about supporting soldiers of the battlefield. While South

Korean students don’t talk about war, my students do. It was interesting.
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Bohee perceived cultural differences in a positive way, because she described her
emotion as “#| % $1©] & (it was interesting)” in her statement. Chamin also said that it
was good to see the Muslim culture that values families and remains connected to their
extended families. She said:

2o zElo] 2k W, &1 Aol A 7SS H A T2 o ZIH e e LA
ZHR ), FR &, EA7F o] Ak AbghEe] BaL, TLefar Ak o] Wl 4bobe

35 gAsHE vheo] AEekTa. 1 /3 the Aeleha = a, Fo}

When | went to Palestine, | thought that the family was very important in the
Muslim community. So, there are many people who live with their grandparents
and parents. They respect their parents even if they don’t live with them. | felt that
was the most different thing, and it looked good to me.
Similarly, Eunjoo found interests in the culture of Christianity in Germany where all
shops were closed on Sunday, which is different to her culture. Eunjoo mentioned
“QbA A 2 Hojokx] Hthi= Q1A o] AF3] HWHA o ' Zhe Qloj A B dRlo] o tf
A= Ade. 599 a9 #3315 B YA makal vl =9 o] 2 (The perception
seemed to be permeated in society that the Sabbath should be off, so all stores were off
on Sunday. | was very surprised to see the culture of Germany. It was interesting).”
Eunjoo also recollected a memory in which she was interested in the French culture of

respecting children’s opinions. Eunjoo said:

T fral ) kel A Fdoka. L A 8] ofel7t e et 1ehd & wE

2

o)A o) Aehrk & 9 AL A8 W PR 2ol AArshe Aelvt
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ANE7E o] . 1A A7} o] EE0] o]okr] st F &3] ogh

N

I grew up in a Confucian culture. ... When my child was in the first grade of
elementary school, my husband's friend, who had lived in France for a long time,
visited my house and we had a meal together. My child was so cheerful and
curious that she interrupted us while we were talking. “Please be quiet when
adults are talking” I said to her. [In Confucianism if children talk while adults are
talking, it tends to be considered rude behavior.] But the person who was my
husband’s friend said, “Why do you stop her?” “We should allow her to
participate in our conversation.” So, | was a little surprised by his attitude toward
respecting young children. Surprised, in a positive way.
Eunjoo’s remarks indicated that she had a positive perception of the different culture in
the way children were treated in a society.
Similar Cultures May Result Positive Emotions. A teacher found a cultural

similarity between her and her students, and she considered the similarity positively.

o
oz

de # Folsln 2 w2 1 A7 T

ftlo

Ayoung mentioned, “5 3 -3}l =

rr

Aztgol g, o712 | Hetol = 25 =7t qlol 8. g M 253 B ek vheol
A Al 2 o} gk A 7ol 2 (I think that in North Korean culture, students respect and

follow teachers, like here. There is also a song for teachers in North Korea. | think that’s
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why | could feel their heart. It’s touching).” Ayoung’s perception and her positive feeling
of the cultural similarity was well revealed in her statement.

Conclusions. How do SK EL teachers of NKR students perceive culture? At the
beginning of the interview, there was a question about the definition of culture that was
asked. The participants responded to the questions by sharing their experiences and/or
thoughts related to the characteristics of culture in response to the questions. Moreover,
data analysis showed that all participants believed culture continued to play a functional
role in society in a variety of ways. Lastly, participants’ awareness of cultural differences
and similarities was revealed. Participants shared conflicting experiences of cultural
disparities; some participants noted that they felt negative emotions such as
embarrassment when they encountered cultural differences, and others expressed
enjoyment when they encountered them.

Research Question 2: How do SK EL teachers of NKR students define, perceive, and
practice IC?

In responding to RQ2, the following themes and sub-themes emerged to convey the SK
EL teachers’ perceptions and practice of IC. Through these findings, I was able to
understand how the teachers in the study define IC, perceive IC, and practice their IC
when they interact with NKR students. The themes, sub-themes, participants who
addressed the themes, and how many times the sub-themes recurred across data were

organized in Table 6.
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Theme 1: Defining IC

In order to explore the degree of participants’ understanding of IC, I asked if they
had been educated to develop their IC and then requested them to define IC.

Never Learned about IC. All participants shared that they had no professional
development experience in relation to IC. However, when | asked for the definition of IC,
they were able to explain their understanding of IC broadly. Ayoung’s definition captured
a solid representation of the general expression of the participants: “i-3} 7+ & &2
o} the RS olslsha @ Al o Bed 589 2 goba ( think
intercultural competence is a necessary ability to understand and get along well with
people from different cultures).”

Theme 2: Showing Diversity in Attitudes towards Other Cultures

The participants’ attitude revealed in various intercultural situations provided
insight into their interpretation of IC. The participants for this study shared their interests
in differences of culture and stated that they did not hesitate to change themselves when
they found their perspectives to be biased. They seemed to be willingly engaged in
learning from those who were from different cultural backgrounds. In addition, I found
throughout their statements that they tended to hold on to judgements about other culture.
The following four sub-themes will be explained further in the passages: a) Being curious
about and interested in NKR students’ culture, b) Being patient by suspending judgement
and seeing the context, ¢) Being flexible to change, and d) Being respectful by

legitimating NKR students’ thoughts and emotions.
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Being Curious about and Interested in NKR Students’ Culture. Four teachers
stated that they were inquisitive and curious about the culture of NKR students. For
example, Ayoung was positive about her use of the NK students’ language, which was
unfamiliar to her at first. She said:

ofo]So] A7 &7 AL 9hA] «“o] A F AL F A 27ekaL 3 8. A ol = A

T 5A X Sops o] 8L AT Hopr =12 A 7] AL /lo] EEks of Y]

REl T8, ol Al A7E ol shaL of 71 & uff <o) A # A} s obA]” AL &) 8.

Ns EFE

N

N7F mretels 718 Bax Anle] g, v o] 2 A of 53} wo]

H| 28l A =7-u 2ol A 2hskA | 2.

The kids bring their stuff and say, ‘Please Gunsa this item for me.’ I didn’t
understand what that meant at first. ‘What does Gunsa mean?’ Later, I came to
know that the meaning was to keep®. Now, I talk to my students, “You need to

Gunsa this.” It’s fun to watch me copy their language. | think that this is how | am

assimilated to their language.
Similarly, Bohee was interested in the different attitudes displayed by NKR students
when they interact with teachers, mentioning:
SHEAE ofol 5ol v et e, TollA 2 st o] A ] Al alolA
A EE e AL " Rko U F 3o A Blojd st 52 A I A E H 8
A A o] HEA 2 St E2 AAE S AF S48 =AE vk aL g sk

SAE Wb e, ady A & ATEL g

9 “Please Gunsa this item for me” means “Please keep this item for me.”
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Interestingly my students are different. Students from China are free in their

relationships with teachers. Students born in South Korea or North Korea distance

themselves from their teachers. Even students from North Korea respect their

teachers so much that they don’t say ‘Naeda'® homework to my teacher,” but they

say ‘Bachida’' homework to my teacher.” But the kids from China are different.
Bohee is separately referring to NKR students born in NK and students born in China and
showed her interests in their different attitudes expressed in their language. In Chamin’s
case, when she observed a typical perspective that her students possessed, she was
curious and wanted to understand their ways of thinking, saying “cl| ] ¢ o] 27
AZyetA le7k?, Tl A 2 A5l ol S F-e HEE BAYE W T A
A Zva) ¥ 2. (Why are my students thinking in that way? Why do my students from China
have the same voice as the Chinese government? | am curious, so question to myself).”
Dakyung was also curious about NKR students’ culture. She mentioned that:

gk aljol] T Hholl 3= o 5ol B Y Sojeka. TxolE Wol =1L 5y

T AdETL. T LA FHOE W] APl L. vt

O

FatolE ¥ 71 ofo 5ol ofoby] & 5= Al B A2k AZkol L.
Every year some students who can only speak Chinese enroll in this school. So, |
was curious about Chinese and started learning Chinese this year2. | thought |

would be able to talk to my students when | learn Chinese.

10 Naeda means to submit.
11 Bachida is the extreme honorific expression of Naeda, to submit.
12 Dakyung said she was taking a Chinese lesson at a private language institution.
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Dakyung was inquisitive about Chinese which is the primary language that many NKR
students use in writing.

Being Patient by Suspending Judgement and Seeing the Context. Bohee,
Chamin, and Eunjoo revealed their patient attitude toward cultural conflicts. When the
teachers encountered challenges caused by NKR students, they tended to postpone
judging the students’ behavior as good or bad. Bohee said:

Lo A LA 7} B = g o] oW, L Aol A Hal IES BHehy] Btk

Shal WAL} o o] Bof 3]0 & & 8. 11 B & T A A B 7F Fol Al H= A
dota. mbA o7 A AA st ddkshA] ¢al B AAHE] & ofo] A&

b4 31 ¢} ko] vhg o wahan th o] mulE £,

If there is a problem caused by a student at school, the school teachers gather and

discuss the issue rather than judging the student on the spot. | think we can judge

wisely through that process. Instead of arbitrarily deciding and judging on my

own, the teachers discuss the student’s case and worry about it together.
Similarly, Chamin showed her patience by delaying her judgement on the NKR students’
perspective. She stated, “Z =0l Al & HF-E0] off THAHF} HZL 5425 W7t
Az el g, ool 5 o] LE A Az ek o= Fld] o7t & AL bR Y
Az = ddely] Bk s w3k A7) ol sl sl o ghthal A Zbal & (1 question to
myself about why students from China share the voice with the Chinese government.
They must have their own reasons ... | believe we should understand their culture first

before judging them right away).” In the intercultural situation with NKR students,

Chamin emphasized that teachers should try to understand students’ culture rather than
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regarding their words and behaviors as either good or bad according to teachers’ values.
Eunjoo was also patient in a cultural conflict situation that occurred with her students.
Eunjoo noted:

ofol 5o W& =L A oll= 7ol Wit AARY AAN 212 = A

ofzt e AAESCA Zeidetar e, A <o}, of 7k LR A v gl 2

kol o B 7kA] LA 2E F b etar Al floj . A Lt =

ofo] 5o & shints W= A ofy e} o] ofol 7t A-E T HA| A WA 1

25 541 5HA) el 2.

| felt bad at first when | heard that non-honorific vocabulary students used to me,

but I looked at their language habits for a while. It wasn’t just for me, but it was

for all the teachers. I could understand, ‘Oh, that’s how they learned, so they keep
saying like that until now.” So, after that time point, | started to interpret their
words in the whole context, not just looking at the words themselves.
When Eunjoo experienced the gap between students’ positive attitude to her and their
somewhat rude vocabulary they used to talk to her, she was confused and felt strange.
However, she did not form a hasty conclusion that her students’ ways of talking to her
were rude, rather she had time to carefully observe students’ speech habits.

Being Flexible to Change. Through interviews, Ayoung and Hwajin exhibited
flexible attitudes toward the existing cultural differences between them and NKR
students. Ayoung showed her flexibility to change her culture by adopting NKR students’
culture. According to Ayung’s testimony, “o}o] 9] &35 HI-$-31 A2 Ao,

AP kA vl 9-A Al (learning my students’ culture such as their language, and ways to
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live and think)”, she changed her view of NKR students from “%= 9} o} sl= E54
At (people who are in need and unidentified)” to “ &5 A AP o2 o] A= AL
(people who are living with us as members of the community).” Ayoung appeared
flexible when it came to changing her perspective. In Hwajin’s case, she showed
flexibility to change her attitude to teaching based on students’ needs. Hwajin stated:
o 5ol st ol woll EAl ZFol 7k Qlof . 1 dl ] Wol A= o7}
Aol 8. FHAIZ o) A A5 ol A8 olE B9, 99 Yol ekl
sl Slo] ki B Aoldl g, Aol A% Yrtot gk 6] 1 ofo] 7L A7
92 ek A7ge) /. - S 7S kel 2. o)Al 10 20 W Bol
galH e, Fo] UF Wolx i oo 58 npE A% e,
There are significant differences among the students’ learning achievement levels.
And there was one student who lagged behind so much. The student kept asking
basic questions during class. It was like asking what a circle is if the class was
asking to calculate the area of a circle. At first, I felt he was holding me back
because | had to finish what | had prepared for the class. ... But | have changed
my mind. Even if a student asks that kind of question 10 or 20 times, | answer
him. Furthermore, students whose achievement level is too low are taught
separately after school.
Hwajin emphasized that the obvious achievement gap was existing among her NKR
students. In order to address the gap, she changed her attitude and ways in teaching for

the sake of students who lagged behind.
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Being Respectful by Legitimating NKR Students’ Thoughts and Emotions.
Eunjoo had the respectful attitude toward NKR students’ ways of thinking. She said,
“When one of my students said, ‘U= @3tH o} 5=70] ¢ Fo} 2 (I like China more than
South Korea),” then I told the student, <=2 = 1o, A 7| A E]o] kil A7) A Ao} 2
U &7} 28 A A Z8EE AL 3l 3 Aok (That’s likely. I think it’s natural for you to
think that way because you were born in China and have lived there for some time).”” By
understanding the student’s agony from the dilemma of living as a South Korean who
likes China more than South Korea where people are not very favorable to China, Eunjoo
legitimized the student’s thoughts and feelings with a respectful attitude. In line with
Eunjoo, Bohee also highlighted the importance of respecting and legitimizing the

diversity that exists among NK students, saying “*] &] s}ulof| A Iz 7} Ho] o] of7|

c

i

=l Bk olol . S S o] 717 Aol AR 7k A, At 747

.

3

Jm
ffn

= oot M 27 gats Ao tial ofo] 53} o] oF7| & ol & & (Diversity is
the most talked about idea in our school. We respect and accept each other’s different
experiences, tendencies, and characteristics and we talk a lot about diversity).” Bohee’s
respectful attitude toward cultural differences was evident in her statement.
Theme 3: Showing Understanding of IC in Diverse Ways

Through interviews, the teachers shared their knowledge of IC through their
awareness of the existence of different perspectives, the presence of constrained
perspectives by frames, and the differences in power in relationships with others.
Furthermore, they presented their understanding that one’s positions impact intercultural

interaction. The following four sub-themes will be explained further in the passages: a)
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Knowing that there are different perspectives to take options, b) Knowing one’s position
is determined in relation to others, c) Knowing that cultural superiority comes from social
categories, and d) Knowing that one has more influence on others because of one’s social
position.

Knowing That There Are Different Perspectives to Take Options. Two
participants shared that there are various lenses available to see the same phenomenon in
different ways. Hwajin believed that her students can have better lives by seeing
themselves through a different lens, saying:

o] ofo] 5o AL3] A Aol A Bl &k Yol A wt 27| A& S A o] AL vEEA|

Al = lofof frhar Aztel 8. o H-Q1 59| ofol 55 gk Aol v =5 A L,

2Ak7] el A S A o' Hlof, 279 4ho] B = Fol 7 A=

obd7tetar Aztal 8.

Although my students are at a disadvantage in this competitive society, | think

they should be able to build themselves up positively and correctly in this

community. My students should not be overwhelmed by outsiders’ prejudice
against them. Viewing their lives in a positive way, they can set their life goals
higher than before.
Hwajin also revealed that she was aware of the existence of a different perspective for her
to take by saying:
e E3ts A8 o, M 2= L AFEE O] o] f7F e Aok g S At
OA 7FE5 0.2 E E8o] A= Zoll, o & o, w79 & ol5 3 Hol vl

Foj AL S uh e & o) 22k A ek A A Foke., shA Rk o) Al
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n}N

T2 uE 23E FASAY Heksl A= rE A v A S e S 9 =
When | encounter cultural differences, | thought in my head, ‘They have their
own reasons when they do that,” but | could not accept the difference in my heart.
For example, | did not allow my son and daughter who live in the US to change
their hairstyles similar to their American friends. But now, 1I’m starting to think
that | shouldn’t ignore or denigrate others’ cultures. | need to see it in a different
way.

It appears that Hwajin understands that the same phenomenon can be seen from different

perspectives through the above two statements. Similarly, Eunjoo acknowledged that

there are various lenses to see the same situation. She mentioned:
A= o] & Eol B u= ofol & 283 o= wrhal Ak e, L.
T1 Abg o] ofo] F o] S 555 o 7] et AS GASA AT =
Atk A& HEA &l A RS HSIAA F A&
I had believed it was right for children to be quiet when adults were talking, but...
The event of that day'® made me realize that children may take it for granted to
speak equally with adults. It changed my belief.

Here, Eunjoo showed her understanding of possibility of different perspectives regarding

socially disadvantaged children.

13 Eunjoo is talking about the event that her husband’s friend from France allowed her 8-year-old daughter
join in the adult conversation.
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Knowing My Position Is Determined in Relation to Others. Ayoung shared that
she understands how people position themselves in relation to others. She remembered
that when she lived in the U.S., she was a stranger who spoke English imperfectly, saying
U ATE FHE S U 5 2=l el as dolld Y A A=

oot 2. A G A oi 7k M shA ehrka Azl . ol Al mFoiztE

%o

glthar A Zksl 2 (When | studied with my American friends, | was a foreigner. | was
always timid when | was with them. | still think my English is not perfect. | think it’1l
never become my first language).” In relation to people who were native English
speakers, she positioned herself as a foreigner and a non-native speaker. Her descriptions
of the place where she was from in the U.S. illustrate well what her position was like

there (see Figure 14).
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Figure 12.
Ayoung’s example for her class activity called ‘I am from.’ This is one slide of her
PowerPoint as a teaching material. She prepared ‘I am from’ activity for her English

class. She said that she presented her ‘I am from’ sentences to NKR students as an

example.

Similarly, Bohee explained how her position changed in relation to others, stating:
(ZHell A) ofeolEo] 7oA Al & vEA L 7Ee. Teal A HE S5
upehtii ol e, v A wol 9-2] of 7] A w3 e Jn} o)Al f Eobrhd
dnkeloz Fol7HA & 7eha Aol . gl A g Aol vy =

ool Att7} o] 3ol M= EAFE 7HAA | Aol A7’ =4l 8.
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(In Ghana) The kids came up and touched my arms. They followed me around.

Because of my skin color, | became a superstar there. | thought we would return

to just normal people when being back in my country, Korea. It was a strange

experience that | was one of them in Korea, but in Ghana | had a presence.
When Bohee explained how her position changed in Ghana showing her pictures, it
appeared that she understood people’s social position to be determined in relation to
others.

Knowing That Cultural Superiority Comes from Social Categories. Enujoo
showed her understanding that the difference in social position was associated with the
differences in social class. She noted:

A8 2174 Ark7k o] B Fol A AL L AP 9 Folul A 9| AoiL)7) o] %

My mother is from North Korea. Actually, my maternal grandparents were from
North Korea. We ate dumplings during the holidays. So, (after my marriage) after
seeing me make dumplings during the holidays, my parents-in-law who are South
Koreans said, ‘Why do you eat such things during the holidays?’ and ‘It’s not
even food.” It’s completely about culture... They talked like that as they had a

strong sense of superiority as in-laws.
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Eunjoo knew that due to her parents-in-law’s sense of cultural superiority driven by the
difference in social position between Eunjoo and her parents-in-law'4, her parents-in-law
disregarded the NK’s food culture that she inherited from her parents. Another example
of this is when Ayoung immigrated to the US, by identifying herself as a foreigner out of
social categories she said that she always felt she was lacking. In her mentions, she
repetitively used specific expressions ‘F-=:3}t} (be short of ability)’, < ¢ 81| 25t} (be
not perfect)’, 71 < vl ¢] oF 3+t (must continue to learn).” Through the expressions, 1
could understand that she knew the social group of aliens that she belonged to resulted in
placing herself in a lower position in that society. However, Ayoung also shared her
experience in the case where she belonged to a socially favorable group. She noted:
Agoll= otol &3 oA W7t 2hal Q= Fake] 37t st E8tehe 19
AA 2 otol &S Hld 7 2ot ofo]Eo] BT, 2 UatH = A4

shso] Aol 753l £l .. ZLgiA ool 5ol Al ARt

o

o .

)

[e]
E=1

For

At first, I think | treated NKR students with the attitude that South Korean culture
is the right one. At first, | was reluctant to embrace the cultures that my students
showed me, sometimes unfamiliar to me. So, I tried to discipline them.
In a context where Ayoung was from a socially powerful category such as a major culture
group, she confessed that due to the socially constructed categories of difference between

her students and her, her culture was considered superior.

14 In Korea’s traditional Confucian culture, the social status of daughters-in-law is considered as lower than
that of mothers-in-law.
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Knowing That One Has More Influence on Others Because of One’s Social
Position. Ayoung was aware that she was in a position to influence her NKR students
since she had lived in the United States for a long time, where her students wanted to visit
once in their lives. Ayoung noted:

Hlsroll A AN F5E E3HE Al7F 7HA AL )lel . vl 3t ofo]Eo] 3

sk E3te 8. ofo] & o] Zal= A, vl A A 2 AAEE

Wol g-2ie] noetaa. 1A A7E ofol Eol Al A S Wol VAA &

Azbel ¥hQ. - LAl o] X ko)L, ofo] 52 v Yol

Ydolof L= A7 o gol S vA= A Zota.

| had my culture that I acquired while living in America. The U.S. culture is the

culture that they really admire. NKR students tend to look up to teachers who are

good at English and teachers who lived in the U.S. So, I think | had a lot of
influence on my students. ... And here is South Korea and children need to learn

South Korean culture as well. Maybe that’s why | have more influence on them

because they are in a position to adapt to South Korean society.
Theme 4: Initiating Diverse Actions of IC

The participants’ actions performed in various intercultural situations provided
insight into their interpretation of IC. For this study, the participants talked about how
they practiced IC; actively listening to their NKR students with empathy and respect,
staying in difficult/painful/ambiguous conversations, and applying their cultural curiosity
and understanding to make a difference. The following three sub-themes will be

explained further in the passages: a) Listening to students actively, involving empathy
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and respect in conversation, b) Staying in conversation even when it is difficult, painful,
challenging, and/or ambiguous, and ¢) Applying cultural curiosity or understanding to
make a difference.

Applying Cultural Curiosity or Understanding to Make a Difference. Bohee
reported that she acted to make a difference in the relationship with her NKR students
based on her understanding of NKR students’ culture. She mentioned:

G5 A S FREI AT A Q= 5-ol A of ™ of 7] el FRe 3

ol A eFaL EA} qlolA SRS e R Bola, 28 RYrt &

81t o o] 5ol Ha A 27)

i)
o
q
)
rlo
2,
N
N,
o
2
ko
2l
o
=2
rlr
(0]
s
o
i
s
=1
S
>
[rt

7h7ke] viakis Aol ke, olAls A7k WA Hobot ool B o] g g,
AL QrolFar &) Q.
My students might feel lonely since in many cases, NKR students have broken
relationships with their parents or are living alone without parents. That may be
why we have more physical touch than in other schools. At first, | was surprised
at how close they were to their teachers and me®®. But now | am ok with it. Even |
hug them first when | comfort them for their tough lives.
Bohee caused changes in relationships with her students, and Hwajin induced a change in
her students’ perspective on themselves. Based on her understanding of NKR students,

Hwajin advised them in the hopes of changing their inner selves. Hwajin stated:

15 She is talking about the students who touch like hugging their teachers without hesitation. In SK culture,
physical contact between teachers and students is not considered familiar to ordinary people.
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G5 PSS FE St S B s AT]ol= 3 2l Aol glef .
A FEk7| el ofol 5 A Wi A Fel 9 el 1A b wfio] |-

A7Vol vt w2 4] vhe}, ApEEFA] = Abeeta A aL, 2L A REEIA 8715

>

doleh a1 o]opr| sl H . ool B o] Aale] &3 = TEACNA A7) AL
g Aol A A2 o glofof frkar A zta] e
NK students are in a very disadvantageous position to compete with South Korean
students. They are easily excluded from the society. They are afraid of being
discriminated against. So, I tell them, ‘Don’t cling too much to discriminations
that you might get. Stay with someone who doesn’t discriminate against you and
get courage from them.’ I think they should be able to establish themselves
positively in their community.
In Hwajin’s statement, it appeared that she understood why NKR students and others had
misunderstandings, and then acted to resolve the misunderstanding by changing NKR
students’ mindsets. In Ayoung’s case, she knew that her students became hurt when they
heard others’ negative opinions on NK. Ayoung helped the students by guiding them to
see the context in which the people talked, saying:
Etel diaA] AbgEe] F8 4 2 w= -8 A ES A7) tlA]

FAAA] T dntal =u= A ) fol e T A S 53 A0

When my students hear other people talking negative things about North Korea, |

learned that they assume that people are talking negatively about them. So, |
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explained it to my students so that they can understand the whole context and

change their thoughts, saying ‘They talked about North Korean regime, not you.’
For Dakyung, she was not only curious about the culture of NKR students, but also tried
to learn it so that she could change her interaction with the students. She said:

& sjoll Tto] yrol Eah chgol R WA Sojske. FHo|E Bol £ &Y

FEE AT, e SalRE Sl wj$7] Aol . Wt

F3olZ 9w 1 ofo]Bu} o Bl olopr] & 5 9l A Aek Azl 8.

2
s

THAE W eHA AV HE =AU ot B AR REs A v --+= Al

oY T ghe AR A Rlol 8l ofol 5ol dojE M= W 2.

Every year some students who can only speak Chinese enroll in this school. So, I

was curious about their primary language, Chinese. So, | started learning Chinese

this year'®. | believed | would be able to talk to my students when | learn Chinese.

By learning Chinese, I realized that it’s really hard to learn a new language. My

students might feel like this when | teach them English.

Staying in Conversation Even When It Is Difficult, Painful, Challenging,
and/or Ambiguous. Teachers shared their experiences of intercultural conversations with
people including NKR students from different cultures. Chamin stated that even if she
could not understand her NKR students’ culture, she did not stop the conversation with
them and tried to understand them. She said:

olo] 5] Azto|u} dFo] ol H A F& vl FHHH HA 7] SN =H &

slof ks Azkel ol 2. ol Fel ol 3l o) EUA? o) A PEeku

16 Dakyung said she was taking Chinese lessons at a private language institution.
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When | can’t understand students’ thoughts and behaviors, | should try not to be
like an Kkondae!’. Sometimes | ask myself. ‘Why are my students attracted to
this?” ‘Why do they behave and think like that?” Sometimes | ask my students to
learn their own reasons. Then, | present my thoughts to them.
I could see that Chamin tried to stay in the conversation with NKR students, even in
vague situations where she could not understand their culture. Similarly, when Ayoung
communicated with the NK students’ parents, she often did not agree with the parents’
ways of raising their children who are her students. Even though it was uncomfortable for
Ayoung to have a dialogue with the NKR parents, she wanted to continue the
conversation. Ayoung said:
TR oo & v B FHsl 8. F- BV} ool &S AstAl E Al sk A
ofo] =9 gholl Al gk 1M & shAY eh+=.. ofol B0l Al U 2EH 2E FAY 3+
B AL, 1WA BEA 2 F Rl thgk vhto] dojuta. .
aFAR AZ 53 Ao ® A& =ysfof & o] = A Zoba.
| feel frustrated when I listen to my students’ parents. ... Some parents have
strong control over their children, or they have a lot of interference in their
children’s lives. When | feel they are too stressful for my students, | feel against

the parents. But | think it's something that | need to continue to deal with.

" In Korean, ‘Kkondae’ refers to a condescending person. The younger generation usually use the slang
noun to describe older people who likely force their outdated way of thinking onto younger people.
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Ayoung’s patience to stay in challenging conversation was showed in her statement. In
Bohee’s case, when she worked with other teachers from the different culture, she often
experienced misunderstanding in communication. Bohee mentioned:

Qlol7h harhs A e 08 & 4 Qi oAl Yoke ool w, 18 AL

N2k AAE §h 3 Q7] el A & ui A= A% AAY S

p
P
N

(03
S
=}

U7k o] &3 sh= A StA? o] 27 ek sk A StA? o] Ao A& Yi3tE

The fact that my colleague and | have different languages means that there is a
possibility of misunderstanding. Because we recognize the fact, we keep checking
in when we work. “You’re saying this, right?” “You want me to do this, right?’

We keep talking like this.
| can see that the misunderstanding that could be caused by cultural differences did not
stop Bohee from maintaining the conversation.

Listening to Students Actively: Involving Empathy and Respect in
Conversation. When teachers communicated with their NKR students, they were
respectful of students’ culture and empathetic to the challenges that NKR students were
experiencing. For example, Ayoung continued to talk with her students about various
stereotypes about China and NK that outsiders hold. While discussing it, she showed her
respect for her students’ perspectives by accepting and understanding their emotions.
Ayoung said “2]5-219] T3} Hgkel] gk PG A1 Azt A EO] mFo] A,
el gkl i whghe] A7) ALt el s A ALt Bl el glej . el A 1

Afolo A ofo] & o] whgS EolFaL 1= Abgho] Fastttal Azbe] Har, 18
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sFe1 3L &l & (Students are often exposed to negative views of China and North Korea
outside, and then feel sensitive or hostile to South Korea. Then, | listen to my students
because they need someone who listens to, understands, and comforts them).” In
Chamin’s case, when she felt a need to discipline NKR students, she had a conversation
with them to listen to their thoughts on the behaviors and to have a chance to understand

them.

Lol 8, o]7] M S S B A BlEst Ba s A Lol

Sarol sl oF s 2. ool =3k thate uf <o & WUt A A A WFoR

)

A ghar Azketr] B cof AT A S5 AT A 9 3

8T AL o7} A okA] o1 U tldlol A nteS dar A BE

What | realized in this school was the ways of disciplining | had experienced
don’t work. | think we need to listen to students first here. Empathy should come
first in the dialogue. When I have a dialogue with my students, | try not to think,
‘I’ll lead them in a right way’ but try to think, ‘Oh, I see’ or ‘I know you must
have had a hard time.’ If they feel that they are fully accepted by me, in the next
conversation, they open their minds and listen to my words.
Ayoung and Chamin both showed their active engagement in the dialogue with NKR
students by carefully listening to them.
Conclusions. How do SK EL teachers of NKR students define, perceive, and

practice IC? The participants all shared that they had no professional development
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experience related to IC. However, when | asked them to define IC, they were able to
give me a broader understanding of the concept. Participants’ attitudes were revealed in a
variety of intercultural contexts, providing insight into their interpretation of IC. The
participants in this study expressed an interest in other cultures and said they were not
afraid of changing their perspectives when they found those perspectives to be biased.
They were engaged in learning from those who were from different cultural backgrounds.
Furthermore, | found that they tended to hold onto judgements about other cultures
throughout their statements. Through interviews, teachers shared their knowledge of IC
through their awareness of different perspectives, frames that constrain perspectives, and
how power differences affect relationships. In addition, they demonstrated their
understanding of how one’s position affects interactions between cultures. The actions
that participants took in various intercultural situations provided insight into their
interpretation of 1C as well. In their talk, the teachers shared how they applied cultural
curiosity and understanding to make a positive difference for their NKR students through
active listening, empathy, and respect. Also, teachers shared how they practiced IC. The
participants maintained a conversation with NKR students, despite the difficult, painful,
and ambiguous situation.
Summary

In this chapter, | present the findings that emerged from the data in order to
answer the following two research questions: 1) How do SK EL teachers of NKR
students perceive culture? 2) How do SK EL teachers of NKR students define, perceive,

and practice IC? | first shared a list of all themes and sub-themes, as well as from whose
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statements they emerged. | also reported how many times the themes appeared across the
data. It provides readers with an overview of how participants perceive culture and IC as
well as which ideas recur frequently across their statements.

Seven principal themes emerged from the overall data: 1) Culture is
multidimensional and complex, 2) Culture plays a variety of roles in our lives, 3)
Differences and similarities between cultures result in various emotions, 4) Defining IC,
5) Showing diversity in attitudes towards other cultures, 6) Showing understanding of IC
in diverse ways, 7) Initiating diverse actions of 1C, each of which was also comprised of
several sub-themes. The first three themes address the first research question, which
sought to first understand teachers’ perceptions of culture. The last four broad themes that
emerged from the teacher data serve to respond to the second research question, which
sought to understand more about how the teachers defined, perceived and/or practiced IC.

Through these findings, | was able to understand how the SK EL teachers in this
study perceive culture itself, first its nature and characteristics, second, culture’s
functions, and third, as bearing differences and similarities. | also gained a better
understanding of how the teachers in the study define, perceive, and practice IC as they
interact with NKR students. A detailed presentation of the findings is organized by
research questions with quotes in both Korean and English. This is in order to accurately

illustrate the actual words of the participants.
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Chapter Five

The purpose of this qualitative case study is to explore how South Korean (SK)
English language (EL) teachers of North Korean refugee (NKR) students perceive culture
and understand intercultural competence (IC) and practice IC in their intercultural
interactions with NKR students. This is an important area of investigation because
research has suggested that teachers’ IC influences their attitudes toward multicultural
students and skills in interacting with immigrant students (Carignan et al., 2005). The
study was framed by the following questions: 1) How do SK EL teachers of NKR
students perceive culture? 2) How do SK EL teachers of NKR students define, perceive,
and practice 1C?

This study aims to establish ideas about how the EL teachers at five secondary
alternative schools for young NK immigrants are aware of culture and practice IC. The
study approach allowed for a broader, deeper, and more comprehensive understanding of
the complex phenomenon of perceptions and practices pertaining to IC, as they relate to
Korean culture, and specifically how they relate to SK teachers of English to NKR
students. The findings of this study fill the gap that was caused by the current lack of
research on SK EL teachers’ perceptions and practices concerning IC as elaborated in the
intellectual purpose section in Chapter one. This study is also responding to the demand
for identifying and understanding more deeply the key issues at the core of SK EL
teachers’ professional development of IC for multicultural education in SK, where a

changing population from around the world has come to live together (Carignan et al.,
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2005; Shin et al., 2012). Furthermore, the study benefits from the inclusion of
participants who had previously received only limited attention from researchers, SK EL
teachers who worked with NKR students. Lastly, the value of the study lies in the fact
that findings help us to understand more deeply perceptions and understandings of IC in a
Korean setting.

This chapter presents five conclusions that have emerged from the findings
discussed in Chapter Four, along with accompanying discussions. Implications and
recommendations for policymakers, school leaders, SK EL teachers and future research
are provided, as well as considerations that are presented in the study. The chapter
concludes with areas identified for further research.

Conclusion and Discussion

The findings presented in Chapter Four provide important insights into how SK
EL teachers understand culture and IC and how they practice IC when interacting with
multicultural students. The combined findings from RQ1 and RQ2 result in five broad
conclusions that can be drawn from the teachers’ voices in this study.

Conclusion One: SK Teachers Showed Their IC as Being Curious About and
Having a Favorable Regard for Other Cultures. The first conclusion drawn from the
data is that the participants exhibited their IC by showing curiosity for and a favorable
attitude towards other cultures. Some participants reported that they commonly struggled
with the cultural differences they encountered when they first interacted with NKR
students, but the participants shared in their interviews that they believed they had an

open-minded attitude towards the culture of the NKR students; the teachers appeared not
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to be swayed by those differences. In the case of one participant, she described it as
“interesting experience” that she learned the NK language which was unfamiliar to her.
This conclusion is similar to other noted research on IC in Western setting. For example,
curiosity and favorable regard for other cultures are commonly discussed as
characteristics of individual who are interculturally competent in many studies, such as
those by Byram (1997), and Deardorff (2006). As outlined in Byram’s (1997)
comprehensive model of intercultural communicative competence (ICC), there are five
elements or what he calls savoirs of ICC. Among the savoirs, attitudes encompass one’s
curiosity and openness to other values and behaviors, particularly those of the
intercultural speaker. Deardorff’s (2006) Process Model of IC is a process orientation
model of the development of IC that includes three domains which are affective,
cognitive, and behavioral. This model begins with developing attitudes, such as openness,
curiosity, and respect, which are considered to be important foundations.

The inquisitive and interrogative modes of being is a characteristic of IC, and
Sorrells (2020) described IC as embodying a mode of inquiry that is curious and
favorable. Other research has documented the importance of curious inquiry about those
who are different as being essential for teachers who are in a position to interact with
multicultural students every day (Cushner, 2007; Sorrells, 2020). In the current study, the
participants’ Savoir-etre (curious and opened attitudes) about different cultures appeared
to be an important element that led the SK EL teachers to engage with young NK
refugees, stepping out of their comfort zones, as identified by previous researchers such

as Bennett (1993), Byram (2003), and Deardorff (2006).
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Holding an attitude of curiosity is also included in a variety of IC frameworks
such as Deardorff’s (2006) Pyramid Model of IC and Byram’s (1997) intercultural
communicative competence model. Based on the current study’s finding, it appears that
the Deardorff’s (2006) and Byram’s (1977) IC frameworks are affirmed within the
Korean context. Participants who showed curiosity about other cultures demonstrated a
willingness to know more about NKR students’ culture. Furthermore, for more successful
interactions with NKR students, participants displayed not only curiosity, but patience in
judging the culture of NKR students. As an example, one teacher postponed judging
whether NKR students’ behavior was right or wrong even though she wanted to learn
why they behaved the way they did. By demonstrating patience and an eagerness to
understand the students’ perspective, the teacher was able to better appreciate the
students’ culture and gain a deeper insight into their behavior. Patience to learn
something new without jumping to a hasty conclusion is a key aspect of curiosity, as
shown by the participants’ examples. This quality of curiosity aligns with aspects of
Byram’s work on identifying IC characteristics. Byram (1997) placed an emphasis on
open and curious attitudes (Savoir-etre) toward others’ meanings, beliefs, and behaviors
under conditions free from any types of pre-assumptions, no matter whether those are
positive or negative, which could hinder mutual understanding.

In addition to their curious attitude and patience in understanding their students,
the teachers also displayed flexibility with regard to interacting with the culture of their
NKR students. Curious inquiry about culture requires that we willingly challenge and

change our own way of viewing and being in the world (Sorrells, 2020). One of the SK
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teachers conveyed that, although she initially found the culture of the NKR students to be
discomforting, her perspective gradually evolved, and she came to appreciate and
ultimately adopt elements of their culture, including the NK language. The way she
identifies herself as an agent of change in intercultural relationships seems to be
influenced by her critical approach to culture.

According to Grossberg et al. (1992) who is one of cultural studies scholars
considers culture as a site of contestation where meanings are constantly negotiated,
challenging the anthropologic concept of culture as an unchangeable entity.
Anthropologic perspective privileges only certain forms of culture that are shared and
agreed upon by a majority group of people and neglects cultural diversity and inequality
(Grossberg et al., 1992). Thus, the adoption of the NKR students’ minority culture by the
SK teacher from a mainstream culture and the resulting changes to her own culture could
suggest that she had a critical approach to culture.

In another participant’s case, she was learning Chinese, because she wanted to
communicate with NKR students who only spoke Chinese. Learning her students’
language which is totally unfamiliar to her, she came to understand why students felt
frustrated when they learned English, which they had never learned properly past. The
perspective of valuing other cultures, particularly minorities, appears to have been
expressed in her curiosity and flexibility toward NKR students’ cultures and willingness
to understand them.

Moreover, the teachers expressed a patient and flexible attitude toward culturally

uncomfortable issues caused by NKR students reflects that they appear to be oriented
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toward ethnorelativism (Bennett, 1993). One participant mentioned that when she
encountered challenges caused by NKR students, she postponed judging the students’
behavior as being good or bad, waiting until she understood more about what was
happening. Bennett’s (1993) cultural relativism refers to not judging a culture by our own
standards of what is right or wrong, strange, or normal. In its place, according to Bennett
(1993) individuals should try to understand the cultural practices of other groups in their
own cultural context. For example, experiencing a dissonance between the students’
favorable disposition towards her and their impolite language they used to talk to her left
her feeling perplexed and uneasy. However, she did not form a hasty conclusion that her
students’ ways of talking to her were rude; rather she took time to carefully observe
students’ speech habits. Instead of thinking, “their Korean sounds strange!” the
participant thought, “why do they use these words when talking with me?”” As the
participant’s example shows, it is important for teachers who interact with multicultural
students to have an open mind about the students’ cultures and have a cultural relativistic
attitude to understand students’ cultures considering the entire context.

Conclusion Two: SK Teachers Expressed IC as Understanding of
Positionality and Cultural Imbalance. The second conclusion drawn from the data is
that the SK teachers voiced the notion that IC involves an understanding of positionality
in situations where cultural imbalance might be present. Through their interviews, several
SK EL teachers expressed that they deeply understood the notion that one’s positionality
may shift, and change based on where they are and with whom they are communicating.

In one participant’s experience, she showed her understanding about how people position
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themselves in relation to others. When she lived in the U.S., she was a stranger who
spoke imperfect English. In relation to native English speakers, she positioned herself as
a foreigner and a non-native speaker. Sorrells (2020) defines positionality as one’s social
location or position within an intersecting network of socially constructed hierarchical
categories such as race, class, and gender to name a few. Different experiences,
understandings, and knowledge of oneself and others are gained and produced based on
one’s positionality.

According to Sorrells (2020), IC entails the ability to position oneself in relation
to others. In this study, one participant shared her experience of her positional transition
from occupying a relatively powerful position in Ghana as an EL teacher with bright skin
color to occupying a less powerful position as just one of them in her own country, SK.
Through her statement, her understanding of flexibility of her position was revealed,
which illuminates that understanding of one’s positionality is essential element in
becoming an interculturally competent communicator. The example presented above
aligns well with the characteristics of an individuals who is interculturally competent, as
described by Sorrells (2020). This individual with this aspect of IC recognizes that
society where we live is stratified by categories and that the categories position people in
relation to each other (Sorrells, 2020).

Some participants’ understandings of positionality appeared to lead them to
recognize power imbalances in their relationships with young NKR immigrants. One of
the participants said that since her culture is the culture that NKR students admire and the

students are in a learning position, she would have more influence on NKR students as a

154



teacher. Through her statement, it appeared that she recognized that a social imbalance
existed in the relationship between her and NKR students. This characteristic of the
participant is explained as one aspect of IC by identified by Sorrells (2020). According to
Sorrells (2020), understanding positionality allows people to clarify who has the power to
speak and who is silenced. It also allows people to examine whose actions/voices have
the power to shape and impact others and whose actions/voices are dismissed and
marginalized. As another example, one teacher admitted that at the time she had started
teaching the NK students, she tried to correct the students’ “wrong” or “bad” thoughts
and attitudes with the conviction that her own thoughts and values were “right” or
“good.” In a context where she belongs to a socially powerful major culture group, an
older age group and a socially desirable occupation group, she at first might think that her
culture was better than NKR students’ culture. However, after experiencing and

reflecting on various cultural conflicts over time, the teacher reported she had grown
more careful not to instill the prejudice that she holds into her students.

Additionally, this study shows that one’s IC can be developed based on a critical
analysis of a culturally unequal power context. One participant showed her understanding
that differences in social position were associated with differences in societal power. She
gained this understanding from experiences in her family culture. The participant pointed
out that her in-laws ignored the NK food culture that she inherited from her parents with
a sense of superiority. She appeared to understand that the difference in social status
between her and her in-laws in the Confucian social order in which the elderly have more

power led to the cultural superiority of her in-laws. Alternatively, the participant
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recognized that her in-laws culturally felt superior to her in that the in-laws’ SK food
culture was mainstream, and the teacher’s NK food culture was not mainstream in SK.
The participant’s competence to see the culturally unequal power context with a critical
lens is explained by Shi-xu (2016) as one aspect of IC. Shi-xu (2001) argues that
communication is a “joint social activity that is embedded in a broader cultural and
historical and by implication unequal power context” (p. 280). According to Shi-xu
(2001), communication breakdowns are not entirely due to a lack of relevant knowledge
and skills; instead, they are closely connected to unequal power relations. It is because
“intercultural communication does not take place in a power vacuum” (p. 286). The
connection between power and social categories was acknowledged by another
participant as well. By identifying herself as a foreigner out of social categories, she felt
powerless when she immigrated to the U.S. She frequently described her status by using
specific idioms such as ‘be not perfect,” ‘be short of abilities,” and ‘must keep learning.’ |
see that she understood that the social category she belonged to, aliens, placed her in a
lower position. The participants’ examples highlight the importance of SK EL teachers’
understanding of how their position is determined in relation to NKR students, as well as
understanding that NKR students could be forced to absorb the teachers’ culture
unilaterally due to a power imbalance between them and NKR students.

Conclusion Three: First-Hand Experience Fosters the Development of IC.
The third conclusion drawn from the data is that the participants’ first-hand experience in
other cultures and cultural contexts appeared to foster or support their development of IC.

The majority of the SK EL teachers in the study shared various experiences of cultural
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differences during their stay in other countries. Considering that when asked about my
interview to know how they perceive culture, they naturally recalled their experiences of
staying abroad and talked about the various characteristics of culture, the cultural
sensitivity of the teachers seemed to have improved through first-hand experience of
cultural differences. According to Hammer et al. (2003), intercultural sensitivity is
defined as the ability to discriminate and experience relevant cultural differences, and I1C
is regarded as the ability to think and act in interculturally appropriate ways. For
example, one participant compared the uniqueness of culture to scent, recalling the
presence of some unfamiliar scent at the airport when she first arrived in Taiwan. In
addition to this, she remarked that the smell carried by the air should not be considered
good or bad, but rather familiar or unfamiliar, emphasizing that cultures are just different.
Her first-hand experience with different cultures might stimulate her cultural sensitivity
to understand the differences in culture, and her increased cultural sensitivity might help
her to see other cultures without biases. This finding is in line with Bhawuk and Brislin’s
(1992) study; “To be effective in another culture, people must be interested in other
cultures, be sensitive enough to notice cultural differences, and then also be willing to
modify their behavior as an indication of respect for the people of other cultures” (p.
416). The participants’ examples in this study support Demircioglu and Cakir’s (2015)
finding that living abroad and experiencing other cultures have influenced teachers’ IC
development. As a result of the experience abroad, Cushner (2007) also determined that

the individual has the opportunity to develop his or her IC.
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The study’s results also indicated that all SK teachers shared having been a
minority in a different culture. The SK teachers reported that experiencing other cultures,
especially the mainstream culture of the English-speaking countries, as a minority helped
them understand the NKR students. This type of experience of being a minority in a
different culture appeared to enhance participants’ intercultural sensitivity and their IC.
For example, one teacher recalled a memory of experiencing cultural differences when
she attended her American friends’ engagement ceremony. She described the culturally
marginalized experience in the U.S. as “embarrassing” and “shocking,” and the
experience helped her to understand how hard it was for NKR students to exist as cultural
minorities in SK.

This finding is in line with those of Willard-Holt (2011) whose study also found
that preservice teachers enrolled in the teacher education program at Penn State-Capital
College were surprised when their preconceptions were shattered when they traveled to
Mexico. The teachers similarly reported that the experience of being in the minority was
a powerful impact of the trip. The preservice teachers reported that after the trip, they had
a more profound sense of patience and empathy, and they made more efforts to find
alternative ways of teaching minority children who seem to have difficulty understanding
them. Therefore, SK EL teachers’ experiences with other cultures, in particular as
minorities, are important in their IC development, as shown in participants’ examples.
These types of firsthand experiences might allow SK EL teachers to be interculturally
competent agents by putting themselves in the NKR students’ shoes while interacting

with the minority students.
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Conclusion Four: Reflection and Action Come Together in Developing IC.
The fourth conclusion drawn from the data is that reflection and action came together for
these participants to support or contribute toward the development of their IC. In the
study, all participants made efforts to resolve intercultural issues and tensions caused by
cultural conflict between them and NKR students in a variety of ways. Upon analyzing
the data, | found that the participants continued to conduct self-reflection throughout all
of the process of solving the problems. This characteristic of the participants is explained
as essential to develop their understanding of IC identified by Deardorff (2011). Other
research has also supported the notion that reflection is integral to IC development,
because through reflection, understandings and experiences can be more deeply
connected to personal beliefs and development (Conway & Richards, 2018; DeJaeghere
& Zhang, 2008; Ghanem, 2017; Merryfield, 2000). In the case of this study, some
participants often contemplated their own feelings and thoughts when faced with cultural
conflicts. In one participant’s case, when a participant perceived a discrepancy between
the NKR students’ positive attitude towards her and the discourteous language they
employed in their communication with her, she was left feeling confused and
disconcerted. However, she did not jump to conclusions that her students’ ways of talking
to her were rude. Instead, she had time to carefully observe students’ speech habits and
reflect on the reasons why she felt uncomfortable in NKR students’ language. The
process of reflection appears to allow the teacher to better understand her students’

culture so that she is able to develop her IC.

159



The findings show that SK EL teachers’ IC is not only practiced in reflection but
in various actions. More than half of the participants manifested their knowledge and
understanding into action through reflection in their own way. According to Sorrells
(2020), action can be seen as an aspect of IC when accompanied by reflection. As
individuals increase their understanding of themselves, others, and the world, they must
act responsibly in order to actualize and manifest those gains (Sorrells, 2020). In this
study, the participants performed responsible actions in the situation where they play the
role of a stakeholder in the intercultural interaction with NKR students. To be specific, in
communication with NKR students, the SK EL teachers were respectful of their culture
and empathic of their needs. In a teacher’s case, when she felt a need to discipline NKR
students, she had a conversation with them to listen to their thoughts on their behaviors.
They were able to gain a deeper understanding of NKR students as a result. Actions are
also identified as an essential component of Deardorff’s (2004) Model of IC. According
to Deardorff (2004), an interculturally competent individual demonstrates the ability to
apply knowledge and skills as action on the basis of cognitive and attitudinal change. In
this study, some participants’ reflection to challenge stereotypes and prejudices results in
the action, active listening. For example, as the participants encountered intercultural
conflict, such as a clash of opinions with NKR students, they appeared to be more likely
to listen to NKR students’ voices first, considering the possibility that their thoughts

might be biased and not to be ‘Kkondae’*8. This finding also extends the findings of

18 In Korean, ‘Kkondae’ refers to a condescending person. The younger generation usually use the slang
noun to describe older people who likely force their outdated way of thinking onto younger people.
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Barrett’s (2018) study where it was determined that young people’s intercultural
competency can be enhanced through a variety of actions including active listening.
Listening may seem like a minimal action, but when we consider “everyday actions
informed by the IC of inquiry, framing, positioning, dialogue, and reflection can serve as
catalysts for action that engages and produces social justice and global transformation”
(Sorrells, 2020), we should consider their actions in bringing attention to the
marginalized and silenced voices of students from NKR as an expression of their IC.
Furthermore, in their teaching activities, some participants in the study reported
that they believe they are taking responsible actions to make a difference in education for
NKR students. For example, one participant thought that achievement gaps existing in
class were often caused by cultural differences between her students, and she tried to
navigate the issue by adjusting her teaching content, responding to students’ levels.
Additionally, another participant in the study emphasized the fact that there is an obvious
achievement gap among her NKR students. In order to close this gap, she changed her
approach to be patient when answering questions from NKR students as well as her
methods and curriculum of teaching for the sake of students who lag behind. Since they
acknowledge that an academic achievement gap seems to exist among NKR students, the
participants shared that they willingly modify their attitude and method of teaching. The
responsible actions of these teachers for their students are in line with Carignan et al.’s
(2005) study who suggested that teachers’ cultural proficiency influences their attitudes
toward multicultural students and skills to interact with immigrant students. Moreover,

given the huge gap in achievement in English between SK and NKR students existing in
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SK today (Shin et al., 2012), it is highly recommended that SK EL teachers be culturally
prepared with IC to serve the underrepresented group of students appropriately.
Conclusion Five: SK Teachers Expressed Their 1C as Flexibility and
Understanding with Regard to Cultural Ambiguities. The fifth conclusion drawn from
the data is that the participants shared that IC is expressed as flexibility and
understanding with regard to cultural ambiguities. Throughout the interviews, it was
affirmed that the participants dealt regularly with the ambiguity and tension that occurred
during the conversation with NKR students. According to Sorrells (2020), in intercultural
communication or interaction situations, people need to stretch themselves, which means
they need the ability to continue conversations even though they may be painful or
challenging and to deal with ambiguous situations. In intercultural situations, managing
ambiguity involves handling uncertainty, anxiety, and tension brought on by the
unknown (Sorrells, 2020). In this study, one SK teacher reported that even though she did
not understand the culture of her NKR students, and the dialogue with NKR students was
ambiguous, she did not stop talking to them. In another participant’s case, when she
communicated with the NK students’ parents, she often did not agree with the parents’
ways of raising their children who are her students. Even though conversations with the
NKR parents was challenging, since their cultures were ambiguous for the teacher, she
wanted to continue the conversation. The teacher’s patience in maintaining the
challenging conversation was shown in her statement. There is evidence that ambiguity
tolerance plays a major role in intercultural communication (Herman et al., 2010; Miller

& Samp, 2007), so Leong and Ward (2000) and Yashima (2010) emphasize that
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ambiguity tolerance is a crucial factor in intercultural communication. Furnham and
Ribchester (1995) stated that people with low levels of ambiguity tolerance feel anxious
and avoid ambiguous situations, while people with high levels of ambiguity tolerance
perceive ambiguous situations as interesting and challenging.

Even though cultural differences create ambiguity, the study found that all
participants addressed the diverse issues with a certain characteristic when conversing
with NKR students. The SK teachers were respectful of NKR students’ perspectives and
empathetic to the challenges that NKR students are experiencing. According to various
frameworks of IC, people should be able to connect with each other, to be empathic, and
to treat others with respect while in intercultural dialogue (Bennett, 1993; Byram, 1997,
Deardorff, 2006; Sorrells, 2020). In this study, one participant continued to have
conversations with NKR students about various stereotypes about China. She then
demonstrated respect towards the NKR student’s statement, “I prefer China to South
Korea,” by legitimizing their opinions, “You can think that way because I was born in
China and lived there for some time.” The findings corroborate the suggestion that when
people from different cultures interact, ambiguity exists, and people should practice IC by
showing their ambiguous tolerance and respect in intercultural communication (Leong &
Ward, 2000; Miller & Samp, 2007; Yashima, 2010). These findings underline the
importance of developing the IC of SK EL teachers of minority students once again.
Teachers who are interculturally competent may be willing to participate in the
conversation with a positive perspective even when their interactions with students

appear to be ambiguous.
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Implications

This study examined how SK EL teachers perceive culture and IC and the
practices of IC in multicultural settings in SK. While the results suggest that the SK
teachers did not have enough opportunities to develop their IC through teacher education
programs, the findings indicate that they are developing their cultural sensitivity through
first-hand experience and through collaboration with their peers, and they are practicing
their 1C through their interactions with NKR students in their own ways. In line with the
findings, this study highlights the need for teachers, school leaders, and education policy
makers to consider the importance of IC development across contexts in SK. There are a
number of implications emerging from the findings that are relevant to policy, practice,
and future research initiatives.
Policy

Education policy consists of laws and regulations that govern the operation of
education systems, as well as principles and decisions that influence the field of
education (Rizvi & Lingard, 2009). The purpose of such policies is to ensure that the
education system meets the needs of students, both in terms of quality and access.
Additionally, education policies can be used to promote certain values and ideologies,
such as equity, diversity, and social justice. Therefore, a variety of policies must be
implemented in order for SK teachers to be able to interact with multicultural students of
diverse backgrounds. This study found that IC is an essential skill that teachers should
possess in multicultural school settings, and that IC is also an essential quality for NKR

students to acquire in order to live and work successfully in SK and abroad. Therefore,
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SK EL teachers need to cultivate their IC so as to prepare their NKR students to become
effective communicators as global citizens (Byram, 1997, 2003, 2008; Kramsch, 1993;
McKay, 2002; Sercu, 2005). In addition, if their classrooms are becoming increasingly
multicultural, then IC is not a luxury or an add-on but should be required for them to
create inclusive learning environments. Based on the findings of the study, I see three
potential areas that could be updated in educational policy: 1) Programs for teachers’
professional development (PD) in IC and language teaching, 2) IC PD opportunities for
alternative school teachers, and 3) Strategies to address NKR students’ academic
deficiencies

Programs for Teachers' PD in IC and Language Teaching. The findings of
this study have implications for policy makers of the Korean Ministry of Education
regarding EL teacher education in SK. The report does not directly address policy issues,
but it may serve as an aid to policy makers of the Korean Ministry of Education regarding
how they can assist SK EL teachers to improve their IC. Based on previous studies (Choi,
2011; Cushner, 2007) as well as this study, | found that teachers’ IC can be developed
through intercultural contact and teacher education programs. Therefore, officers of SK
Ministry of Education should prepare to develop more systematic programs for teachers’
PDinIC.

Additionally, policy makers in education are advised to keep in mind that NK
refugee students experience linguistic difficulties. Especially they should recognize that
NKR students regard learning Korean and English as a vital factor in their adaptation to

SK and hopefully to becoming citizens of the world. In the study by Yang and Bae
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(2010), NKR students find that various challenges from learning a new language are one
of the biggest causes of stress in the process of adapting to SK society and school.
Considering these challenging circumstances for NKR students, officers of the Ministry
of Education should develop policies supporting PD programs for SK teachers in
language teaching. SK teachers may actually help minority students by obtaining a
Korean language teacher certificate for foreigners. By becoming certified Korean
language teachers, SK teachers can provide support to NKR students whose language
proficiency is still low. They would be able to offer more customized and effective
teaching styles that would help NKR students develop a better understanding of the
Korean language, allowing them to participate in SK society more easily.

IC PD Opportunities for Alternative School Teachers. A significant finding of
the study is that IC PD opportunities are still insufficient for SK EL teachers at
alternative schools for NKR students. Teacher PD programs for IC should also be
available to teachers at alternative schools, just as they are to teachers at public schools.
This is because SK EL teachers at alternative schools are just as likely to benefit from I1C
PD opportunities as their peers at public schools, and they should not be denied the same
resources. Hence, education policy makers should think of ways to provide alternative
schools’ teachers with IC PD programs. As a result, all teachers, regardless of school
type, would have access to the same quality of PD education. Additionally, providing
alternative school teachers with PD opportunities in IC can improve the quality of

interaction and instruction NKR students receive, which can lead to better outcomes in
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terms of their academic achievement, social-emotional development, and post-secondary
success in SK.

Strategies to Address NKR Students’ Academic Needs. It is necessary to
develop policies to support NKR students’ adjustment to school, rather than placing all
the burden on schools and teachers. In this study, teachers expressed a lack of confidence
when faced with the challenges caused by NKR adolescents’ academic deficiencies.
Although the SK EL teachers are doing their best to support NKR adolescents, they still
struggle to address all of the challenges resulting from severe academic deficiencies. The
teachers may feel they are unable to adequately support NKR students due to the lack of
resources and expertise, and they are unable to provide the specialized guidance and
support that is needed, leading to a feeling of being overwhelmed. Therefore, policy
interventions such as additional professional personnel are needed in order to support the
unique learning needs of NKR students.

Practice

Along with the political practice of providing more opportunities for PD in IC,
there are four implications for school leaders to address their practice in response to the
findings of this study: 1) Supportive and safe school environments, 2) Opportunities for
IC PD for teachers, 3) Mentors and role models for teachers in IC, and 4) Opportunities
to share teachers’ and NKR students’ stories with the outside world. Additionally, there
are two implications for teachers to address their practice in response to the findings of
this study: 1) Experts in IC and multicultural education for NKR students, and 2) Experts

in language education for NKR students.
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School Leaders: Supporting and Safe School Environments. It turned out that
the SK EL teachers in the study did not choose their work because they had a great deal
of understanding and interest in education for multicultural students including NKR
students. Rather, all participants in this study reported that they became involved by
accident when they encouraged acquaintances to work at alternative schools for NKR
students, volunteered more time, or found a job using their previous teaching
experience. As they reported having never engaged in official programs for IC
development before teaching NKR students, they had been cultivating the ability to deal
with cultural conflicts through first-hand experience in the field of education. In
navigating ambiguous and challenging issues in the schools, SK EL teachers benefitted
from cooperative relationships with school leaders and fellow teachers. This enabled
them to develop a deeper understanding of the unique cultural norms and expectations of
NKR students. As they became more familiar with NKR students’ culture, they were able
to more effectively address issues related to cultural differences and create a more
positive learning environment in their classrooms. Therefore, school leaders should foster
a supportive and safe culture within the teacher community where SK teachers can share
their difficulties and support one another. When SK teachers have the support of their
peers, it can help to create better collaborative learning environments, where each teacher
can learn from the strengths and experiences of others. This can lead to better problem-
solving, better communication, and a more positive overall school culture. Moreover,

creating a supportive community of teachers helps to reduce the stress and burnout that
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can come from working with diverse students and can help to create a more positive
educational experience for everyone.

School Leaders: Opportunities of IC PD to Teachers. School leaders of
alternative schools for NKR students should acknowledge the importance of providing
systematic support for teachers because long-term work at an alternative school is
challenging if it depends solely on individual dedication and effort. School leaders must
provide SK teachers with opportunities to learn how to be interculturally competent. This
is because teachers need to be able to effectively communicate and collaborate with a
wide range of students, many of whom may have different cultural backgrounds and
experiences than the teachers. IC is an invaluable ability that teachers are required to
possess in order to successfully work with these students.

School Leaders: Mentors and Role Models for the Teachers. School leaders
can serve as mentors and role models for teachers, providing them with the insight and
advice they need to navigate difficult times. They can inspire SK teachers to stay
motivated and strive for excellence, while providing a sense of belonging and
camaraderie. This will help teachers get through hard times, especially when others are
unable to assist. A supportive leader helps teachers focus on their jobs and strengthens
the bond between teachers and the school. This bond can give them a sense of identity
and purpose in their work, which is essential for their mental health and well-being.
Furthermore, having a leader who is experienced with NKR students can help teachers

navigate any challenges they may face with their students.
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School Leaders: Opportunities to Share Teachers' and NKR Students’
Stories with the Outside World. School administration should encourage SK teachers to
share their insights and successes with other educators outside the alternative school
setting and to receive feedback from them. This would help strengthen teacher networks,
promote collaboration, and allow them to learn from each other’s experiences. This can
also provide an opportunity for alternative school teachers to learn more innovative
teaching strategies and approaches that they may not have been exposed to previously.
By allowing teachers to share their knowledge and experiences, it can contribute to foster
empathy and understanding across different school settings and open up new possibilities
for teaching and learning.

Through the opportunity to share the stories of teachers and NKR students with
the outside world, school leaders should challenge stereotypes of NKR students. This can
be done by highlighting the unique qualities of NKR students and teachers, such as their
tenacity, resilience, and creativity. Showcasing the positive qualities of NKR students and
teachers will help to shift the narrative from one of struggle to one of success. The anti-
communist ideology of SK society and the negative portrayal of NKR students in the
media have been shown to lead to stigma and discrimination, negatively affecting the
lives of NKR adolescents (Jo, 2016; Ma, 2005). Therefore, school leaders need to
actively participate in human rights education for general people in order to create a
culture of respecting diversity and differences in Korean society and become advocates
for NKR students. Human rights education should include topics such as recognizing the

importance of diversity, understanding the value of different perspectives, and addressing
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the stigma and discrimination that NKR students may face in their daily lives. By doing
s0, school leaders and teachers can eventually foster a safe and inclusive environment for
NKR students and help them to feel respected and valued for who they are.

Teachers: Experts in IC and Multicultural Education for NKR Students.
Despite the fact that multicultural education is promoted in SK, there is criticism that
multicultural education in Korean society is based on assimilation, where immigrants
learn Korean, social norms, and lifestyle so they can live in society as Koreans do (Min,
2010; Seo, 2009). This is because SK society views multiculturalism as a way of
preserving Korean culture, rather than as a way of cultural exchange and mutual
understanding. As a result, the focus of multicultural education in SK is on teaching
immigrants to assimilate into Korean culture rather than learning about and celebrating
different cultures. Hence, young NK refugees might feel pressured to conceal their
identity as a result of assimilationist views encouraging them to behave like SK
teenagers. NKR students often feel confused and hesitate for a long time about “coming
out,” and sometimes repeat the process of hiding and revealing their origins over and
over. This is because they have to make a conscious decision between assimilating or
maintaining their cultural identity, a choice that can be difficult and daunting for the
young people. The pressure to conform to SK norms can be strong, and the fear of being
ostracized can be overwhelming. In fact, “coming out” has had a negative impact on
young NK immigrants’ lives in SK where there is prejudice against NK refugees (Jo,

2016).
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In order to create an environment that respects and cares for NKR students, it is
necessary to improve the cultural sensitivity and IC of those close to young NK
immigrants. School teachers who are the closest and most influential adults meeting NKR
students should be experts in multicultural education and know how to
communicate/interact with them. However, in many cases, teachers at public schools
might never encounter NKR students; even if there are NKR students among their
students, they are not able to identify NKR students unless the students “come out” to
them. Due to the sensitive nature of this situation, teachers may not realize how important
it is to understand the lives of NKR students. This can create a divide between teachers
and NKR students, as teachers might not be aware of the unique challenges and
experiences that NKR students face in their education. However, it is critical for SK
teachers to actively participate in enhancing their cultural sensitivity and developing their
IC to be prepared to support NKR students appropriately whenever the students decide to
“come out” to them.

When it comes to teachers at alternative schools for NKR students, the continuing
question of the professionalism of teachers is in line with Shin et al.’s (2011) suggestion
that the time has come to strengthen the professionalism and accountability of those
helping NK refugees. Because they are surrounded by NKR students, unlike public
school teachers who cannot distinguish NKR students unless the students share their
identity, professional development in IC is not optional to them, but necessary. In order
for teachers to effectively work with students from NK, they must possess the skills,

knowledge, and experience necessary to help these students adjust to life in their new
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country and develop the skills they need to succeed. According to Shin et al.’s
suggestions, teachers who acquire knowledge of the cultural background of NKR
adolescents and engage in interactions with the students will facilitate the resolution of
conflicts caused by cultural heterogeneity in class. Therefore, SK teachers should make
active efforts to develop expertise in multicultural education, which has gained interest
from researchers and governors since its introduction in the 1980s in Korea (Chang,
2012). Additionally, they should work on their IC development to better understand the
needs of young NK immigrants. This is because having a better understanding of the
culture of the students can help teachers gain insight into the students’ perspectives

and experiences, which can then help them create more meaningful interactions and
create a more supportive learning environment. Furthermore, it can also help them better
address the challenges that NK students may face in the classroom, such as language
barriers and cultural misunderstandings.

Teachers: Experts in Language Education for NKR Students. As documented
by the participants in this study, NKR students often experience linguistic difficulties, so
SK teachers must also be aware of this. It is particularly important that SK teachers
understand that NKR students regard learning Korean and English as essential to
adjusting to SK and becoming global citizens. As NKR students come from different
backgrounds and speak different languages, they need assistance to adjust to a new
language and culture. This is where SK teachers can help by providing support in the
language classroom and creating an environment that encourages the learning of Korean

and English. SK teachers can provide support to NKR students with low language
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proficiency by becoming certified Korean language teachers. By offering more tailored
and effective teaching styles, SK teachers will be able to help NKR students become
more proficient in SK culture and language, thereby improving their chances of
participating in Korean society. SK teachers of the EL, in particular, should bear in mind
that young NK immigrants would find it very difficult to learn the unfamiliar language,
English, through another unfamiliar language, Korean. In reality, participants in the study
struggled with the fact that students did not understand the teacher's own Korean
language used to instruct English. NKR students may consider English as a worthwhile
subject if EL teachers teach not only English but also Korean to them. It is important for
SK teachers of the EL to provide a supportive environment by teaching both English and
Korean, as this can help NKR students to bridge the gap between English and Korean and
make them more comfortable in the classroom. Alternatively, it would be a good idea to
adopt new communicative practices in language teaching, for example, teaching English
through English. Teaching English in English would be a way to reduce confusion caused
by Korean as teachers’ instruction language. Teaching English in English allows NKR
students to apply their English knowledge in real-time, rather than having to translate
their understanding of the teacher’s instructions into Korean. This helps them to build
their English fluency and comprehension faster and increases their motivation to learn.
Research

| present implications for future research based on the findings and discussions of
this study. As a result of what | learned from this study, I will suggest future research.

This study provides an insight into how SK teachers of English at alternative secondary
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schools for NKR students perceive culture and practice IC. Based on the findings, | see
potential areas that could be expanded and extended in future research projects. The three
immediate areas for future research include exploring: 1) Factors that influence EL
teachers’ IC development in the Korean context, 2) Characteristics of EL teachers’ IC in
the context of Korea, 3) PD process of teachers’ IC and effectiveness of IC PD programs.

Factors That Influence EL Teachers' IC Development in the Korean
Context. From the data concerning SK English teachers’ understanding of culture and
IC, five general conclusions were drawn. However, some research suggestions can be
made for teachers’ development of IC. Hence, future research is suggested to investigate
what factors such as school administration, teacher PD programs, and teacher community
culture might influence SK EL teachers’ IC development. This research indicates that
current initiatives are not enough to fully develop teachers’ IC, and therefore more focus
needs to be placed on understanding and addressing the underlying factors that influence
their IC development in the Korean context. This could include providing more
comprehensive PD and support, as well as creating a school atmosphere that encourages
and promotes I1C development. Moreover, to ensure that SK EL teachers are fully
equipped to develop their I1C effectively, it is essential to identify the factors affecting
their 1C growth and/or thoroughly investigate the underlying factors contributing to the
shortfall in their IC development. This could include uncovering any teacher education
gaps, understanding the current processes and protocols in teacher education for IC

development, and assessing the existing school culture about supporting teachers.
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Additionally, it is important to identify the resources needed to support IC development,
such as adequate funding and access to technology.

Characteristics of Teachers’ IC in the Context of Korea. Due to the
availability of participants for this study and the nature of qualitative research, the
purpose of this study was not to generalize the findings for a whole group of people.
Instead, the aim was to gain in-depth knowledge of the experiences of the participants to
better understand the phenomenon. The study benefits from the inclusion of participants
who had previously received only limited attention from researchers, SK EL teachers
who worked with NKR students. Hence, this study was designed to provide a glimpse
into how these SK EL teachers perceived culture and practiced IC as they interacted with
NKR students in SK. Even though these findings are limited to this group of participants,
this research might contribute insight into areas for inclusion in teacher education and
teachers’ PD programs in Korea. This will further the dialogue regarding the role of
teachers’ IC in multicultural settings. By understanding how the teachers perceive and
interact with their multicultural students, the research can help to identify more effective
practices for teaching in multicultural classrooms and how to promote teachers’ IC.
Additionally, these findings can be used to create and refine teacher education and
teachers’ PD programs that are tailored to the cultural context of SK. Therefore, a future
large-scale data study of SK EL teachers’ expertise in intercultural interactions with
multicultural students has the potential of helping multiple stakeholders in education

understand more about how and to what extent SK EL teachers perceive and practice IC.
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PD Process of Teachers IC and Effectiveness of IC PD Programs. It is
necessary to conduct a study regarding the development of teacher education programs to
improve IC and assess the effectiveness of these programs. In time, a longitudinal study
could be useful for observing how teachers’ IC has developed over time in the programs
as well as providing evidence of changes that have occurred or taken place over time. A
longitudinal study would be useful in understanding the long-term impacts of teacher
education programs on teachers’ IC. It would also help to identify any areas where
teachers are struggling with the programs, so that targeted interventions can be developed
to help address these issues. Additionally, it would provide valuable data that could be
used to compare the efficacy of different teacher education programs.

Considerations

South Korea has responded to the world’s trend by increasing its interest in
multiculturalism at the national level. Multicultural education has been implemented in
all teacher preparation programs as a result of newly enacted policies. However, there are
areas for improvement in Korea’s multicultural education system by investigating
students from NK adequately. As refugees from NK, these students have a unique
cultural background that is complex and may likely not be understood by many of their
teachers, by school administrators, or by policy makers. The distinctive trait that
identifies young NK immigrants from other students from multicultural backgrounds is
the barely comprehensible suffering that they experienced during the process of fleeing

from the country (Korea Education Development Institution, 2013).
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When educators interpret the various educational issues relating to NKR students,
they must consider the various cultural traits of the students. These cultural traits can be
seen in the way NKR students interact with one another, the way they learn, their
attitudes towards education, and the expectations that they have of themselves and their
peers. Moreover, the trauma that NKR students experienced during their escape from NK
can still often be seen in the way that they process information, respond to situations, and
make decisions. Therefore, it is strongly necessary for SK teachers to be aware of these
cultural traits and to be interculturally competent in order to adequately support NKR
students. This is so that they are appropriately and effectively able to support young
NKRs who bring not only various cultures but also deep scars into classrooms.

There are a variety of reasons why NK students have difficulty adjusting to school
life. According to the report conducted by Korea Hana Foundation in 2014, the main
reason for dropping out is the challenges related to differences in language, lifestyle, and
academic background. When it comes to school subjects, most NKR students regard
English as the most difficult one to learn among regular subjects (Korea Education
Development Institution, 2010; Shin et al., 2012). Many also struggle to make friends
because of the language barrier, and their lack of familiarity with the Korean school
system can lead to difficulty understanding the curriculum. Additionally, language and
cultural differences can make it more difficult for NK students to adjust to the new
environment. Thus, SK EL teachers need to develop expertise in multicultural education
and improve their IC so that they can better understand young NK immigrants as they

learn English.
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Responding to the demand for identifying and examining more deeply the key
issues at the core of SK EL teachers’ cultural ability in interacting with multicultural
students in SK, I conducted the study. My research benefited both from an insider’s
perspective as a SK educator and from an outsider’s perspective as a researcher educated
in both the east and the west. As a Korean educator, though | strived to maintain
researcher comportment, | yet found myself reading between the lines of the participants’
statements, since | understood the unique intercultural situation between SK teachers and
NKR students. As a Korean and speaker of Korean, | saw myself here as being an
indweller in the research data, hearing the emotion and understanding the nuances I found
in the data. Meanwhile, being educated in both the east and the west helped me to
understand the nuances of the participants’ experiences of being in the west culture. This
helped me to develop a more holistic and nuanced view of the cultural issues they faced.
This enabled me to draw on my knowledge of both issues in order to provide a more
comprehensive analysis of the data. As a researcher in teacher education, meeting the SK
EL teachers in person was a meaningful experience for me. By listening to their stories, |
was able to better understand their teaching environments and the immediate needs they
have in teaching students from diverse cultures.

It may be because of the characteristics of the school they belong to, which are all
alternative schools, or there might be other various reasons, but it appears that there is
room for greater support to the schools for NKR students. The successful adaptation of
NKR students to school and to SK society should not be regarded solely as the

responsibility of teachers and schools. This is a challenge that would be more adequately
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met and made better if the SK government should provide additional financial and social
support to ensure that NKR students can enjoy the same educational opportunities as
other students. This could include providing additional resources for teachers, additional
funding for teacher education programs, and increased access to PD activities.
Educational policy makers, school leaders, and teachers all have a role to play in creating
culturally responsive and inclusive learning environments for the sake of NKR students
who need help. This collaboration will help young NK immigrants find their own ways to
improve not only academic performance but also social skills in the world. NK students
often come from disadvantaged backgrounds and may be unfamiliar with the educational
system in the country they have moved to. Providing additional resources and funding for
schools can help bridge the gap in academic achievement and create an environment that
is more welcoming and inclusive for these students. This will not only be beneficial to
them academically, but also give them the opportunity to develop their social skills and
find their place in their new home.
Concluding Thoughts

The study’s results underscore the pressing need for interculturally competent SK
EL teachers who can offer tailored learning content and create a supportive, welcoming
classroom culture for minority students, particularly NKRs. Teachers play a vital role in
education quality, and IC is crucial for successful interactions with students from diverse
cultural backgrounds. The research reveals the potential for subtle discrimination against
NKR students, highlighting the importance of cultural sensitivity of SK EL teachers.

Thus, it is essential to establish a system of social support for SK EL teachers’
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professional development in IC. Furthermore, the findings emphasize the significance of
advocating for NKR students’ academic success by providing them with the necessary
resources and guidance. Overall, this study highlights the critical role of interculturally
competent teachers in creating an inclusive learning environment that benefits all
students, especially those from disadvantaged backgrounds. The research also provides
valuable insights for FL/WL teachers and teacher educators around the world to reflect

on their practices, contributing to the broader literature on IC and language education.
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Appendix B

Recruitment Letter

Letter to Participants (English)

Dear teachers,

My name is Hyejin Yoon, a doctoral candidate from George Mason University, USA. [ am inviting you
to participate in a research project concerning English language teachers’ intercultural competence in Korea.
The results of this research will offer useful information to the English teachers, North Korean refugee students,
teacher educators, and policy makers in Korea By participating in this study, you may benefit as well from
reflecting on your role for vour students who are 1n need, your teaching practice and the nature and objectives of
the subject matter.

This research project is approved by the Institutional Review Board (IRB) office in George Mason
University. The [RBNet number is 1459885-1. If you would like to participate in this study, please email me
back mdicating your intension of participation. I would also like to mnvite you for a one-hour in-dept interview
and 15 minutes follow-up interview. I kindly let you know that you will be asked fo bring artifacts on your
beliefs related to your culture and intercultural competence, and submit your syllabus, a lesson plan and
teaching materials for a language class. If you would like to participate in the research, please leave your
contact information m your reply. I will contact you soon fo ammange a fime for the interview that 15 most
convenient for you.

If you have any questions or concerns about this research project, please feel fiee to contact me. Thank
vou in advance for supporting this research endeavor.

Yours sincerely,

Hyejin Yoon, PhD candidate
Phone: 010-4997-6242
Email: hyvoonl 2{@gnm edu
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Letter to Participants (Korean)
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Appendix C

Pre-interview Qestionnair

Pre-Interview Questionnaire (English)

Thank you for taking the time to complete this questionnaire. Your responses will be kept

confidential and any references to your responses will be masked to protect your identity.

1. Gender:
2. Age: 3. Country(ies) of citizenship:
4. Native language(s): 5. Additional language(s) spoken:

6. Was you a first-generation college student in your family? Yes / No
7. Education and field of study
Bachelors:
Masters:
Doctorate:
8. Have you ever learned about the topics of culture or intercultural competence?
If yes, where?
How long?
9. Have you ever been in or visited English speaking countries? Yes / No
If ves, where?

How long?

10. Have you ever been in or visited non-English speaking countries? Yes / No

If ves, where?
How long?
11. How long have you been in the field of English language teaching?

12. How long have you been working with North Korean refugee students?
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Pre-Interview Questionnaire (Korean)
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1. 2:
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Appendix D

Interview Guide

Teacher Interview Guide

Thank you for agreeing to participate in this interview and for bringing with you an artifact that
you believe indicates a cultural connection.

1.
2

10.

11
12.

13.

14.

15.

Can you tell me how you define “culture” with these artifacts?

Can you tell me how your culture has been influencing you and how these artifacts
explain it?

Can you tell me when you experience that culture is changing with these artifacts?

Can you tell me if or when you feel that there is a hierarchy represented among different
cultures with these artifacts?

How do you feel about your English? How do you feel when you experience

misunderstanding when you communicate with an English native speaker?

. Can you tell me if and how people from different cultures are able to communicate

successtully with these artifacts?

. Can you tell me if and when you may have experienced cultural differences between you

and others including your students with these artifacts? How did you feel?

. Can you describe if and when you have ever been culturally challenging situations

caused by different perspectives or otherwise with these artifacts? How did you navigate
it?

How do you believe that these artifacts might present different perspectives for people?

Do you believe that your students would like to adopt SK culture as soon as possible?
And if so, how might they exhibit their success through these or other artifacts?

Can you tell me how you think about your social position with these artifacts?

Can you tell me if or when you experience that your or your communication partner’s
social status affected the quality of communication?

Can you tell me about a time when you may have found yourself in ambiguous or
conflict situations while dialoguing with others from different cultures including your
students? How did you navigate the situations?

Can you tell me about any recent reflections about culturally uncomfortable or
ambiguous experiences?

How the reflection affects your thoughts and behaviors?
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Appendix E

Informed Consent Form

<Exploring South Korean English Language Teachers’ Intercultural Competence in the Context of
‘Working with North Korean Refugee Students>

INFORMED CONSENT FORNM: Interview, Artifact, and Document

STUDY TITLE

Exploring South Korean English Language Teachers’ Intercultural Competence in the Context of Working with
North Korean Refugee Students

RESEARCH PROCEDURES

This research is being conducted to gain an insight into the intercultural competence of Korean teachers of
English in multicultural schools. The findings from this study provide the field of teacher education with
empirical evidence with respect to intercultural competence development.

If you agree to participate, you will provide Hyejin Yoon with a schedule for interviewing you, artifacts, such as
photographs, video clips, and art works and your teaching materials, such as syllabus, lesson plans, text books
and classroom activity materials. When you select artifacts to submit, please be sure not to include any
identifiable information or image of anyone other than you. During the one-hour interview, Hyejin will ask you
about your thoughts and experiences related to teaching languages to your students and your classroom
practices. After the interview, Hyejin will compose a summary sheet. It will contain the overview of the main
points of the interview, initial thoughts, and nuances of expressions. During the 15 minutes follow-up interview,
Hyejin will ask you questions emerged from examining documents. The interviews will be in Korean and
audio-recorded. The audio-records will be transcribed by Hyejin in English as well as in Korean, and she will
show the transcriptions to you in order to make sure that the translation is done correctly.

RISKS
There are no foreseeable risks for participating in this research.

BENEFITS
There are no benefits to you as a participant other than to further research in the field of foreign/world language
teacher education.

CONFIDENTIALITY

The data in this study will be confidential. Hyejin Yoon and Dr. Rebecca Fox are only the researchers who will
know your identity as a participant in this study. Your name will not be used on the pre-interview questionnair
or other collected data. They will assign a pseudonym to you before you complete the paper survey. This
pseudonym will be used when transcribing the audio-recorded interview. Therefore, no identifying markers or
actual names will be used in the the surveys, interview transcriptions, or summary sheets. Through the use of an
identification key, Hyejin and Dr. Fox will be able to link your interview transcript and summary sheet to your
identity to ensure appropriate data analysis practices. However, they are only the researchers who will have
access to this identification key. Audio recorders will be used to record the interviews and only the researchers
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<Exploring South Korean English Language Teachers’ Intercultural Competence in the Context of
‘Working with North Korean Refugee Students>

INFORMED CONSENT FORNM: Interview, Artifact, and Document

STUDY TITLE

Exploring South Korean English Language Teachers’ Intercultural Competence in the Context of Working with
North Korean Refugee Students

RESEARCH PROCEDURES

This research is being conducted to gain an insight into the intercultural competence of Korean teachers of
English in multicultural schools. The findings from this study provide the field of teacher education with
empirical evidence with respect to intercultural competence development.

If you agree to participate, you will provide Hyejin Yoon with a schedule for interviewing you, artifacts, such as
photographs, video clips, and art works and your teaching materials, such as syllabus, lesson plans, text books
and classroom activity materials. When you select artifacts to submit, please be sure not to include any
identifiable information or image of anyone other than you. During the one-hour interview, Hyejin will ask you
about your thoughts and experiences related to teaching languages to your students and your classroom
practices. After the interview, Hyejin will compose a summary sheet. It will contain the overview of the main
points of the interview, initial thoughts, and nuances of expressions. During the 15 minutes follow-up interview,
Hyejin will ask you questions emerged from examining documents. The interviews will be in Korean and
audio-recorded. The audio-records will be transcribed by Hyejin in English as well as in Korean, and she will
show the transcriptions to you in order to make sure that the translation is done correctly.

RISKS
There are no foreseeable risks for participating in this research.

BENEFITS
There are no benefits to you as a participant other than to further research in the field of foreign/world language
teacher education.

CONFIDENTIALITY

The data in this study will be confidential. Hyejin Yoon and Dr. Rebecca Fox are only the researchers who will
know your identity as a participant in this study. Your name will not be used on the pre-interview questionnair
or other collected data. They will assign a pseudonym to you before you complete the paper survey. This
pseudonym will be used when transcribing the audio-recorded interview. Therefore, no identifying markers or
actual names will be used in the the surveys, interview transcriptions, or summary sheets. Through the use of an
identification key, Hyejin and Dr. Fox will be able to link your interview transcript and summary sheet to your
identity to ensure appropriate data analysis practices. However, they are only the researchers who will have
access to this identification key. Audio recorders will be used to record the interviews and only the researchers
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Appendix F

Follow-up Interview Guide

Follow-up Interview Guide

Research Question 1

Culture

Can you tell me what vou want your students to learn about culture
through this class/activity?

Research Question 2

Intercultural
Competence

Can you tell me what knowledge you want your students to learn
through this class/activity in order to become interculturally competent
communicators?

Can you tell me what attitudes you want your students to learn through
this class/activity in order to become interculturally competent
communicators?

Can you tell me what skills you want your students to learn thorough
this class/activity in order to become interculturally competent
communicators?

16. Can you tell me if and when you helped your students who are living/studying in

different environments?

17. How did you support them to navigate the challenges?

18. Can you tell me about a time when you feel cultural differences between you and your

students? How did you manage the situations to overcome cultural differences?

19. Do you believe that you have ever held stereotypes or assumptions about people coming

from other cultures, and if so, would you please tell me about when you realized it? How

did you deal with them?
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Appendix G

Artifact Collection Instruction

Artifact Collection Instruction

Artifacts are “things” that document the work that you did “off stage” in preparation for and in
reflection upon your works with students. Artifacts might be a sample that demonstrates your
performance and impact. The number of artifacts to collect depends on you. Examples of

artifacts that you might want to select are followings:

* Photographs

» Student work with teacher feedback
» Specific assignments/project

* Assessment rubric

* Professional growth activity log
» Student/teacher survey

» Conference presentations

* Grade book

* Journaling

» Report cards

* Communication log

¢ Emails

»  Website

* Peer observation notes

When you collect and submit your artifacts, please make sure not to provide any information that

identify students or other non-participants.
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