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FOREWORD

When foreign language teaching, learning, and evaluation are viewed
through an intercultural lens, it becomes clear that language has evolved
into a process that includes intercultural interaction and understanding,
rather than simply teaching words and grammatical rules. In this
context, culture, which is an inherent part of language, is an important
factor that enriches and adds meaning to language learning.

The intercultural dimension of foreign language teaching aims to
provide students with context and communication skills that extend
beyond language. Understanding that language is more than just words
and grammatical rules allow students to better understand the societies
and cultures in which the language is used. The intercultural dimension
in language teaching informs students about the social norms,
traditions, behavioural patterns, and values of the societies in which the
language is spoken. This allows the language learner to interact more
effectively with his or her contacts while also developing culturally
sensitive communication skills. Furthermore, the intercultural
dimension of language learning provides an opportunity to understand
how the language is used in real life. Language is more than just the act
of putting words together; it also includes the ability to understand how
to interact within a community using those words. For example,
teaching students cultural elements such as everyday expressions,
traditional rituals, expressions, and slang enriches their practical
language use.The intercultural dimension in assessment processes takes
into account students' language proficiency not only through grammar
and vocabulary, but also how they communicate in a cultural context.
Exams and performance assessments can be tailored to evaluate
students' cultural sensitivity, expressiveness, and language skills in a
cultural setting.

The current curriculum and the design of new curricula are critical in
language learning. Curriculum design is a planning and organizing
process that guides educational processes. Curriculum design and
intercultural competence play an important role in enriching



educational programs and providing students with a global perspective.
When intercultural competence is integrated into this design, students
have the opportunity to learn about elements of different cultures such
as art, literature, history, and language. This broadens students'
perspectives and helps them understand cultural diversity. Integrating
intercultural competence into curriculum design aims to help students
develop intercultural communication skills. Aside from grammar and
vocabulary, communication skills include intercultural sensitivity,
empathy, and effective communication techniques. Intercultural
communication skills are developed by giving students opportunities to
interact with people from various cultures.

Improving intercultural communication skills has become a key
learning objective in today's globalized world. In the classroom,
students can learn intercultural communication skills through a variety
of effective practices. Intercultural discussions in the classroom,
cultural exchange programs, culturally themed project studies,
participation in cultural events, intercultural communication
simulations, and intercultural sensitivity training are all effective
studies that promote learning through experience while also
strengthening cultural interaction in language teaching. These
classroom practices are designed to provide students with the skills and
awareness required for successful intercultural communication. This
allows students to acquire not only language knowledge but also the
social skills required for successful intercultural interaction.

This book examines teaching, learning, and the intercultural dimension
in language education, both theoretically and practically. The book,
which includes original research, offers new perspectives for teachers
by addressing developmental methods.

We would like to thank the authors and experts who contributed to the
present book. We'd like to thank the entire publishing house team for
their contributions to publish this book.

Prof. Dr. Dincay KOKSAL & Dr. Ozlem KARAAGAC TUNA
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ABSTRACT

The basic objective of this research study is to get an understanding of
prep school students intercultural competence in terms of gender at
state and foundation universities in Tiirkiye. It also seeks to determine
whether there are any changes in students; perceptions of intercultural
competency when these two situations are considered. A 19-item
questionnaire with four components like attitudes, knowledge and
understanding, actions, and abilities was used to learn about students’
perspectives of intercultural competency in state and foundation
universities. The study included 210 students. The findings suggest that
students’ intercultural competency was low in both types of schools,
though Foundation University students have been identified to be more
outstanding concerning attitudes and skills.

Keywords: intercultural competence; foundation universities; state
universities
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I. INTRODUCTION

The rapid developments in technology and globalization have been very
influential in the relations between people and countries in the world.
The natural result of these close relations among the countries and
nations has been the realization of cultural diversity and the cultural
diversity among the countries of the world has resulted in the
recognition of the significance of ‘intercultural competence’ in
contemporary societies.

Business and higher education have been two aspects of human life that
have been highly affected by globalization and cultural diversity all
over the world, including Tiirkiye. A lot of Turkish workers have gone
to other countries for work and equally, a lot of workers from other
countries have come to Tiirkiye to work in different sectors. In higher
education, we have a lot of international students in Turkish
universities. They win the YOS- Foreign Student Exam and/or apply for
the Erasmus Student Exchange Programs and become students in
Turkish universities. A lot of Turkish students go to other countries in
the world for their education as well. (Since our main concern in this
study is higher education and especially English language teaching in
higher education, we are not going to mention the effects of
globalization at other levels of education and/or business.)

It can be claimed that universities have experienced the effects of
globalization a lot more than other educational institutions in Tiirkiye.
One of the concrete examples of the effects of globalization can be seen
in the multi-cultural settings in Turkish universities. The multicultural
settings created in universities have reminded us of the significance of
intercultural competence. Today, we all agree that to be successful in
such an international context, Turkish people and/or students should be
equipped with the relevant knowledge and skills needed to work in
workplaces and attend universities with cultural diversity, which
requires intercultural competence.

Since English is the medium of instruction in universities in Tiirkiye,
people involved in the process of teaching the English language have
seen the importance of teaching English in a multi-lingual setting as
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well. This multi-lingual context in language teaching has shown all the
stakeholders in the ELT process that following a contemporary
methodology emphasizing the development and/or improvement of
intercultural competence is essential. In other words, only teaching and
learning grammar, and/or vocabulary, and/or language skills will not be
enough for Turkish university students and teachers to communicate in
real classroom situations that have multicultural aspects. Today, not
only students but teachers, program developers, coursebook writers,
and coursebook publishing companies can easily see that English
language learners in our country should be equipped with several
intercultural competencies to be successful in multicultural contexts in
our country and abroad. In other words, the fundamental goal of English
language teaching in Turkish universities is to equip learners with
abilities and skills that help them interact effectively with their friends
from diverse cultural backgrounds. Thus, equipping learners with
intercultural competencies is considered the basic responsibility of the
instructors and teachers of today. Numerous studies have been
conducted to look at the English language teachers and teacher
candidates’ profiles of intercultural competence both in the world and
in Tiirkiye. Since our main concern within the framework of this study
is undergraduate students at state and foundation universities in
Tiirkiye, we are not going to investigate the studies about teachers’
intercultural awareness and levels.

Both state universities- which are established and monitored by YOK
(Council of Higher Education) and foundation universities being
invested and managed by foundations under the control of YOK have
realized the importance of enhancing their students’ intercultural
competence within such a multicultural community. However, it is
assumed in this study that, although the state universities and
foundation universities are aware of this fact, there may still be
differences between their students’ intercultural competence levels and
their awareness. For this reason, we are going to examine the
differences (if there are any) between the intercultural competence
levels of state university students and foundation university students in
our Turkish setting.

18
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1.1. Problem and Purpose of the Study

Today, we all know that to live harmoniously in a multicultural society,
intercultural competence awareness is very significant. Researchers all
over the world, including Tiirkiye, are doing a lot of research on this
issue. The intercultural competence awareness and/or level of students
and teachers in different countries have been investigated in various
studies. High school students, middle school students, and primary
school children have been the subject of some research in different
studies in different countries. Also, some studies can be found in the
literature including those of undergraduate students attending
universities in various fields. For example, in Tiirkiye. There are some
studies conducted by English language teacher candidates but in our
study, our sample is English Language and Literature department
students attending a state university and a foundation university. Thus,
we can say that this research aims to contribute to the field by
investigating the Turkish state and foundation university students’
attitudes, knowledge and understanding, actions, and abilities about
their intercultural competence.

1.2. Research Questions
This research aims to investigate the following research questions:

1. To what extent are Turkish university students aware of their
intercultural competence? Do they differ in terms of gender?

2. Are there any differences in the understanding of intercultural
competence of state university students and foundation university
students in Tiirkiye?

19



1.3. Literature Review
1.3.1 Definitions and Models of Intercultural Competence

When we explore the literature on intercultural competence, we can see
that this concept has been defined in various ways by various scholars
and academicians. However, before we look at those numerous
definitions, let us first examine the history of the concept of
‘competence’ to understand the concept of ‘intercultural competence’
better.

When we look at the journey of the concept of “competence” in
linguistics and ELT, we come across a lot of theories and definitions.
The journey started with N. Chomsky’s introduction of the distinction
between ‘competence’ and ‘performance’ in the 1950s. Chomsky
referred to the knowledge of the language as competence and the
realization of this knowledge in actual use in real life as performance.
Later, in the 1970s, the concept of competence was modified by
D.Hymes who stated the importance of the sociolinguistic aspect of
competence and introduced the distinction between “linguistic
competence and communicative competence’. Following Hymes’
views, in the 1980s, Canal and Swain brought a new model of
communicative competence into the field consisting of three
competencies: “grammatical competence, sociolinguistic competence,
and strategic competence”. Later, Canal (1982) added a fourth
competence to their model which he «called the “discourse
competence”. The following years witnessed some other contributions
to the concept of competence. Van Ek (1986) suggested a model that
contains six competencies: “linguistic, sociolinguistic, discourse,
strategic, sociocultural, and social”. Celce-Murcia, Dornyei, and
Thurrel (1995) introduced another model of communicative
competence in which they added “actional competence” and also
modified sociocultural competence. Later, Celce-Murcia (2007)
revisited the model and added “‘formulaic competence and interactional
competence”. Another significant contribution to the concept of
competence was made by Byram in 1997. He introduced his model
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called “intercultural communicative competence” which is known as
ICC (Bal, 2019: 1-5).

Byram’s (1997) model of ICC comprises two interrelated parts:
“communicative competence and intercultural competence”. Byram’s
communicative competence reflects the modified versions of linguistic
competence and sociolinguistic competence scrutinizing the
intercultural speakers; not the native speakers of individual languages.
The intercultural competence aspect of Byram’s model can be seen in
parallel lines with Van Ek’s social competence and sociocultural
competence (Bal, 2019: 1-5).

According to Byram’s (1997) model, “intercultural competence
contains the components of attitudes, knowledge, skills of interpreting
and relating, skills of discovery and interaction and critical cultural
competence” which is the main focus of the model.

As has been mentioned by Pham and Pham (2022),

“many theories have been elaborated to examine the
characteristics of intercultural competence from
individual-based models to more systemic and inclusive
models as the conceptual model (Byram, 1997, 2003;
Byram et al., 2001), more contextually-focused model
(Kim et al., 2003, Hajek & Giles, 2003), intercultural
interaction emphasis (Chen, 2002; Collier, 1996) and
interethnic context focus (Chen, 2002; Collier, 1996;
Hecht et al., 1992; Martin et al., 1994)” (34).

Besides Byram’s definition of intercultural competence, we can, also,
find a lot of different definitions of the concept in the literature. For
example, Berardo (cited in Giingavdi & Polat, 2016:39) described
intercultural competence as “the capacity of behaving effectively and
accordingly by using the intercultural sources”. To put it differently,
intercultural competence means a person needs to have the necessary
attitudes, skills, behavior, and knowledge to understand her/his own
culture and other cultures and behave accordingly.
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According to Bennett (2011), intercultural competence consists of three
groups of skills: “cognitive, affective, and behavioral”. The cognitive
aspect of intercultural competence constitutes “the intercultural
awareness, general knowledge, and specific cultural knowledge of a
person’”. The affective aspect of intercultural competence can be mainly
defined as the curiosity of an individual of another culture/s. It also
includes one’s cognitive flexibility, being open-minded, and motivation
to learn. The third aspect of Bennett’s intercultural competence is
grouped under behavioral skills. These abilities demonstrate a person's
capacity for effective interaction with others from diverse cultures
through paying attention to them, developing solutions, empathetic
thinking, and data collection (cited in Giingavd1 and Polat, 2016:40).

Another famous scholar researching intercultural competence is
Deardorff (2010). In his paradigm, he described intercultural competence
as beneficial behavior based on intercultural understanding, mindset,
skills, and insights. Deardorft, as is well known, proposed a pyramid-like
model of intercultural competency. The aforementioned framework is
comprised of four phases that are dependent on each of the five
dimensions. If a person wants to develop intercultural competence, he or
she must meet the requirements of the four phases outlined above. The
first dimension is referred to as the required attitude. Tolerance for
various cultures, openness to learning from each other as well as
additional cultures, interest, and inquiry are all part of this dimension.
Deardorff (2010) regards this as the fundamental phase toward acquiring
intercultural competency. The understanding and knowledge dimension
is the second dimension. This dimension includes an individual's
understanding of her or his cultural background and the cultures of other
people, recognition of the influence of social factors on the use of
language itself, and abilities to interpret the culture, possess information
about the culture, and comprehend. Skills are another dimension that is
connected to this dimension. This component, along with understanding
and appreciation, is the second level in Deardorff's pyramid framework
for intercultural competence. Talking to individuals from various
cultures, viewing different cultures, understanding them, and analyzing
and linking the cultures are all part of the skills dimension. The last two
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dimensions and two phases are the intended internal and outward
outcomes. The internal result factor includes adaptation to new cultural
situations, flexibility in selecting and employing suitable communication
methods, and empathy. The intended exterior output dimension,
however, comprises the person having the ability to communicate and
behave appropriately and successfully to attain intercultural goals based
on their intercultural knowledge, abilities, and attitudes.

Ruben (1989) created yet another paradigm of intercultural
competency. Ruben divided intercultural competency into seven
categories. The factors involved are (1) respecting others and
addressing them positively; (2) the people's capacity to deal with others
with no judgment; (3) the individual's capacity to recognize that the
others around them might possess distinct points of view concerning
the world as a whole; (4) empathy, (5)the people's capacity to be
adaptable in establishing duties and bringing them together; (6) the
person's capacity to participate in conflicts, begin and conclude contacts
based on the wants and wishes of others; and (7) the person's capacity
to react to unfamiliar and unanticipated circumstances with the least
amount of anxiety.

Fantini (2000) developed yet another categorization of intercultural
competence. Intercultural competence is separated into four categories
by Fantini (2000): "intercultural knowledge, intercultural attitude,
intercultural skill, and intercultural awareness."

Intercultural knowledge is often seen as an analytical part of
intercultural competence. Intercultural knowledge is defined as a
person's capacity to learn about the goods and services of people from
their cultural background or a different culture with whom he or she
communicates, as well as the ability to have appropriate knowledge that
would assist the person in having personal conversations regarding
individuals from a different cultural background.

The Intercultural Attitude component involves openness and respect for
other cultures, as well as interest in and curiosity about them. Other
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multicultural mindsets involve being risk-oriented, compassionate,
tolerant, and recognizing diversity (Fantini, 2000).

Intercultural skill is defined as the capacity to listen to individuals from
various cultures, examine different cultures, and understand, analyze,
assess, and compare them. Intercultural skills also include the ability to
learn another language or languages, the ability to overcome difficulties
encountered while learning a second or third language, the ability to
communicate in multiple languages with one another, the capacity for
listening, collecting data skills, and the abilities to solve problems.
According to Fantini (2000), this dimension may additionally be referred
to as intercultural behavior, and it is influenced by other dimensions.

Byram (1997) identified intercultural awareness as the capacity of a
person to notice differences and similarities between their cultural
background and other cultures from a critical standpoint. Intercultural
awareness is also defined as a person's consciousness of developing her
or his mindsets, expertise, and abilities while learning about her or his
society and other cultures (Glingavdi & Polat, 2016)

Huber and Reynolds (2014) are two more researchers that have an eye
on intercultural competency. They indicate that intercultural
competence is a capacity to apply mindsets, abilities, expertise, and
comprehension through behaviors when dealing with circumstances
involving individuals from various cultural backgrounds to accomplish
compatible and fruitful interaction, which is defined as (a)
comprehension, valuing, and respecting people from various cultural
backgrounds, (b) reacting effectively and accomplishing the goals in
collaboration when interacting with individuals from other cultures, and
(c) developing and upholding interpersonal connections with the
individuals in question.

This concept involves appreciating individuals with cultural diversity
as well as their activities that do not violate the basic rights of humanity,
democratic systems, or the authority of law. Yet, there are five key
components of intercultural competency to consider. To begin with,
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individuals are not compelled to discard their cultural ties and accept
the ideals of other cultures. It entails being open to discovering other
cultures in addition to understanding and interpreting diverse beliefs
and behaviors in intercultural engagement. It also helps people to
interact responsibly and successfully mediate in multicultural
exchanges. Second, witnessing multicultural circumstances allows
individuals to reflect on their cultural affinities. Third, communication
plays a significant role in these circumstances since it enables
individuals to convey their cultural viewpoints and beliefs. Fourth, it is
critical to recognize that intercultural competence is neither an essential
nor adequate prerequisite for people to be successful in intercultural
communication. Lastly, despite the ability to be strengthened by a
variety of experiences in cultural interactions or multicultural
instruction, individuals can fail to develop intercultural competence
naturally by communicating with other individuals from distinct
cultural backgrounds in the absence of appropriate circumstances
(Pham & Pham, 2022: 34). Huber and Reynolds' (2014) paper serves as
a basis for the study we are conducting.

1.3.2. Intercultural Competence Components

As has been mentioned above, the researchers researching intercultural
competence have defined the concept in various ways and have
mentioned different details about the concept as well. For example,
some researchers have talked about the ‘components’ of intercultural
competence. Huber and Reynolds (2014), in their model of intercultural
competence, introduced four essential components: (1) attitudes, (2)
knowledge and understanding, (3) skills, and (4) actions (cited in Pham
& Pham, 2022: 34). According to Huber and Reynolds (2014),
“attitudes refer to valuing cultural diversity, respecting, empathy,
tolerance, being open and willing to get engage with individuals who
perceive different cultural affiliations”. This explanation of the
attitudes component corresponds to Byram's view of attitudes, which
highlights a person's desire to engage in an equal partnership, connect
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with individuals of diverse cultures, and reflect various characteristics
of their cultural background (Byram, 1997).

The second component defines and connects knowledge to concepts,
principles, behaviors, conversations, and goods utilized by individuals
in a cultural community. It is very similar to Byram’s view of
knowledge (Byram, 1997). Understanding, on the other hand,
emphasizes the awareness of differences in cultural communities,
numerous features of the culture, and the effects of an individual's
language and cultural relationships while understanding the
surroundings around her or him and understanding other individuals in
communications and social constructions that influence the essence of
knowledge (Pham & Pham, 2022: 36-7).

Skills, which is the third component in Huber and Reynold’s model can
be described in two terms:

“Interpreting and relating skills and discovery and
interaction skills. Interpreting and relating skills ‘refer to
the ability to interpret the internal and external values from
relevant documents and events from the other culture and
relate it to one’s own culture that can help a person to
identify and explain the differences based on cultural
diversity” (Pham & Pham, 2022: 36-7).

Discovery and interaction skills mean (Pham & Pham, 2022):

“Being able to acquire and utilize cultural knowledge,
practices, and relevant skills in real-life interaction that can
assist a person on verbal and non-verbal communication
with people in another culture” (36-7).

Huber and Reynolds (2014)
“then generated them in a set of competence such as multi-

perspectivity,  discovering, interpreting, empathy,
cognitive flexibility, critical evaluating, adapting,
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linguistic, sociolinguistic and discourse skills, plurilingual
skills and mediating” (Pham & Pham, 2022: 36-7).

The fourth component is called actions. Actions include:

“the outcomes like looking for chances to interact and
collaborate with people from different cultural identities,
achieving the purpose of communication and challenging
the attitudes and behavior which repudiate the human
rights by interfering and expressing the opposition to
discrimination or prejudice, considering cultural conflicts
as mentioned in previous studies” (Byram, 1997;
Deardorft, 2006).

In this study, we are going to take these components as the starting point
of our research and conduct the study within the framework of Huber
and Reynold’s model.

1.3.4. Studies on Intercultural Competence in Turkish Setting

In a Turkish context, we can find numerous research studies about
intercultural competence at various levels of education. Some studies
are conducted by some learners at different levels of learning English;
some studies are conducted by some teachers who teach English at
different levels. Since our main concern is the university students in this
study, we are going to give some research conducted by some Turkish
university students in this part. For example, in a study conducted by
Kahraman in 2008, the researcher investigated Turkish university
students’ opinions about cultural learning. The findings of the study
showed that those university students were not much aware of their
cultural competence and stated that the cultural aspects need to be
integrated into the English language teaching programs more.

A further investigation (Atay et al., 2009) evaluated 503 English
language instructors' ideas and attitudes on providing intercultural
competency to their students. The findings of the research demonstrated
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that while most English language instructors were conscious of the need
to teach intercultural competency to their students, they were unable to
execute it in their instructional settings.

In another study, Sebnem et al. (2009) investigated undergraduate
students' intercultural sensitivity. According to the findings of this
study, the more active students are in cross-cultural tasks, the greater
appreciation and understanding they have for various cultures
throughout the world.

The mindsets of English preparatory school pupils toward acquiring
cultural knowledge of the second language were investigated in
Caligkan's (2009) study. The findings indicated that the majority of
participants were enthusiastic about learning the target culture within
the context of English language acquisition.

Sarigoban and Oz (2014) investigated the intercultural communication
competence of students in pre-service in 2014, and the findings
revealed that the vast majority of teachers in pre-service have the
intercultural communicative ability, particularly at their professional
level. The same study revealed that if students had some experience of
going abroad, they had a higher level of intercultural communicative
competence.

Giingavdi and Polat (2016) conducted research at Kocaeli University
with 230 international students. In their descriptive survey model, they
found that international students’ intercultural competence level is high.
The results of the study also showed that the level of the students’
intercultural competence depends on the differences between their
home countries, their information about Tiirkiye before they came to
Tiirkiye, and their level of Turkish language proficiency.

In another study, Mutlu and Dollar (2017) examined the intercultural
communicative competence of 93 English language learners attending
the ELT Departments of three universities in Tiirkiye. The main aim of
this study was to reveal the learners’ perceptions of the efficiency of
English language courses in terms of increasing their intercultural
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competence and awareness. The results showed that these students were
aware of the importance of intercultural competence but they
emphasized that their courses did not improve their intercultural
competence much. They suggested that in those courses, students
should be more exposed to cultural aspects of the target language.

Baz and Isisag (2018) explored a more current technology to improve
intercultural competency and utilized Twitter. For a period of six weeks,
21 teachers in training researched six distinct areas regarding different
cultural backgrounds: dietary habits and fashion, free time activities,
family connections, gestures, and wedding rituals. They subsequently
tweeted about what they had discovered. Students were also required to
produce papers on the subject. The study's findings revealed that by
using Twitter, pre-service students improved their intercultural
communicative skills throughout the entire process in terms of
understanding and mindset dimensions.

Tosuncuoglu (2019) performed a survey with 42 professors and
183 students from Karabiik University's English Language and
Literature Department. Tosuncuoglu's study sought to ascertain both the
professors' and learners' intercultural communication awareness. The
results of the study displayed that the status of students towards the
perception of intercultural communicative competence does not satisfy
the expectations of the researcher. It was seen that the instructors had a
positive attitude toward intercultural communicative competence.

In our study, preparatory school students of English Language and
Literature departments enrolled in a state university and a foundation
university has participated. Their intercultural awareness and levels are
investigated. We believe the results of our study will contribute to the
field and shed light on some future studies about intercultural
competence.
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2. METHOD

This descriptive research study adopts a quantitative research method.
The descriptive model was the method used in this study. The objective
of this research is to get knowledge about preparatory school students'
gender-based intercultural competency in state and foundation
universities. It also aims to investigate if there are any differences in
students' judgments of intercultural proficiency when these two
scenarios are discussed. An existent circumstance was attempted to be
explained in this study.

2.1. Participants

In the fall semester, of 2022-2023, 210 students participated in the
study, including 110 from a foundation institution and 100 from a state
university. All students are enrolled in both institutions' preparatory
schools. Table 1 shows the distribution of data on the demographic
details of the students who took part in the research.

Table 1. Demographic Characteristics of the Participants

Variables Groups N %
Female 44 48,4
State University
Male 56 61,6
Female 59 64,9

Foundation University
Male 51 56,1

Table 1 shows that 48.4% of preparatory-grade students studying at a
state institution are girls, whereas 61.6% are males. 64.9% of them are
girls studying at a foundation university, while 56.1% are male students.
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2.2. Instrument

To gain insight into students' perspectives on intercultural competency
at state and foundation institutions, a quantitative descriptive study
approach was adopted. Pham and Pham's (2022) questionnaire was
utilized as a data-gathering instrument in the course of the research. To
gather information about students' perceptions of intercultural
competency at state and foundation institutions, a 19-item scale with a
total of five aspects such as attitudes, knowledge and understanding,
actions, and abilities was put to use. The questionnaire is a 5-point
Likert scale that ranges from "strongly disagree" to "strongly agree."
Cronbach alpha coefficient is.89 for the entire scale. Based on the
Cronbach alpha coefficient score, it was determined that the scale is
reliable.

2.3. Data collection procedure

A survey was used to collect data from preparatory school students
studying at a state and a foundation university in the fall semester. The
goal of the data gathering was made clear to the students before they
started answering the items on the scale. It was meticulously assured
that individuals volunteered to take part in the research.

2.4. Data analysis

The research data were analyzed using the SPSS 20 software. To see if
the study approached a normal distribution, the Kolmogorov-Smirnov
test was utilized. The data was found to have a normal distribution
(p>.05) after the analysis.
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3. Results

3.1. Intercultural competence level of the preparatory school
students at state and foundation universities

To find out the level of intercultural competence of the preparatory
grade learners, findings regarding the scores are presented in Table 2.

Table 2. The Level of Intercultural Competence

ICC N X S| t p
State university 110 261 0.73 2.567 213
Foundation University 100 2.98 0.69 18.912 .007*

Table 2 shows that the means of [CC at state and foundation universities
are more than 2.0 (which is the score for neutrality on a 5-point scale)

(X =2.61 and X =2.98 respectively). This suggests that many students
in both types of universities lacked intercultural competency.
Nevertheless, a significant difference showed up in favor of the
foundation universities in the t-test carried out to examine if the usage
of ICC changes by university [t(210) = 18,912, p. <.01]. As a result,
participants from foundation institutions perceive a greater level of
intercultural competency than those from state universities.
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3.2. Gender Differences

A t-test was employed to see if there exist any gender disparities in
ICC. Table 3 summarizes the findings.

Table 3. T-Test Results Regarding Gender Differences in ICC Level

University Gender N X %) t p

o Female 44 261 071
State university 2.567 213
Mae 56 260 0.75

) o Female 59 346 0.67
Foundation university 18.912 .007*
Male 51 250 071

Based on Table 3, a significant difference was detected in favor of
female students studying at a foundation university [t(210) = 18,912,
p.<.01] in terms of the gender variable in the t-test carried out to assess
the usage of ICC by gender. While female participants studying at
foundation institutions have a mean score of 3.46, male students have a
score of 2.50. Females make use of ICC more than men in foundation
universities, in line with the findings. There is no significant gender
disparity in the level of ICC at state colleges.

3.3. ICC components

Table 4 presents the results from the basic aspects as "attitudes,
knowledge and understanding, skills and actions” to determine
differences in the awareness of intercultural competence of state
university students and foundation university students in Turkiye. The
t-test was performed to find out the results.
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Table 4. ICC Components

Components Variables N X Sd ot p
) State U. 110 2.88 0.87
Attitudes : 4,12 .002*
Foundation U. 100 299 0.76
State U. 110 241 0.65
K”J’W'ed%? and 0893 .133
unaerstanding FoundationU. 100 241 0.14
State U. 110 250 0.46
Skills . 302 .01*
Foundation U. 100 262 034
_ State U. 110 215 0.12
Actions 0454 217

Foundation U. 100 2.18 054

Table 4 reveals that, in both sorts of universities, even though the mean
scores of each aspect were not high and greater than 2.0 and less than
3.0, foundation universities outperformed state universities. The
Independent t-test findings indicate that there exists a significant
difference between state and foundation universities in terms of
attitudes [t(210) =4.12, p<.01] and skills [t(210) = 3.02, p<.01], which
also had the highest averages amongst each of the four aspects.
Nevertheless, the means of the other two aspects, knowledge and
understanding, and actions - the lowest among them - were determined
to be identical for the two types of universities [t(210) = 0.893, p >.01]
and [t(210) = 0.454, p >.01]. As a result, it is possible to conclude that
a significant percentage of participants in both sorts of universities
weren't equipped with extensive knowledge of various facets of culture
and reacted with low confidence in cross-cultural situations, even
though learners from foundation universities demonstrated greater
willingness and capacity to take part in cross-cultural interactions than
learners from state universities.

As seen in the table, the "attitudes" and "skills" aspects had a substantial
but weak influence. It implies that studying in diverse types of
universities has a greater influence on students' views toward individuals
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from other cultural backgrounds and the essential abilities to deal with
them than the other two aspects of intercultural competence.

4. Discussion

According to the study's findings, the overall level of intercultural
competency exhibited by pupils in state and foundation institutions is
low. Even though numerous learners studying atthese two
different university contexts demonstrate generosity, consideration, and
an appetite to interact with those who have different cultural
orientations, they failed to act wisely or efficiently to a certain extent
partly because of a lack of understanding of diverse cultures and the
abilities required to deal with those kinds of situations. It can be
explained by the fact that learners have only spent one or two years on
their campus in a multicultural setting. Furthermore, because the
majority of students originate from different cities but still live in the
same region, cultural diversity has been restricted to some degree. This
is in line with prior studies indicating that limited exposure to how
students communicate and interact about their points of view might
hinder cultural learning via experience (Huber & Reynolds, 2014;
Leask, 2009; Thom, 2010; Harrison & Peacock, 2010).

Furthermore, a significant gender difference was discovered in favor of
female students studying at foundation universities. Female
learners studying at foundation universities had a higher mean score
than males. Females utilize ICC more than males in foundation
universities, according to the findings. There is no significant gender
disparity in the level of ICC at state colleges.

When the two sorts of institutions were compared, learners from
foundation institutions turned out to be more outstanding in terms of
good attitudes toward beliefs, behaviors, and other cultural viewpoints,
as well as important abilities to use in multicultural contexts. The data
also shows that the types of schools had a minor impact on students'
attitudes and skills. Various things can have an impact on them. Yet,
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unstructured instruction with less formalized scheduled events may
promote students' intercultural competence via oblivious methods
through meetings, research, and cultural development (Huber &
Reynolds, 2014). In truth, it is clear that foundation universities have
created a more active atmosphere for their students to engage in
international contact through a variety of organizations and
extracurricular activities that go beyond education.

The current study's findings shed light on students' intercultural ability
at state and foundation institutions. They discuss some of the
educational consequences for parents, teachers, curriculum designers,
and politicians. First, through varied degrees of conscious activity,
parents must create settings for their children to have greater experience
in coping with intercultural contacts in their daily lives. Most essential,
parents must serve as role models for their children in developing
attitudes, knowledge, and skills for intercultural competence. Secondly,
instructors must think about and include an extensive variety of
opportunities that take place inside and outside of the educational
setting in their method of instruction to enable students to interact with
individuals from diverse cultural backgrounds. Thirdly, it is critical to
consider designing and implementing instructional materials
throughout the explicit and implicit curricula to improve learners'
intercultural competency. Furthermore, it is critical to adapt the macro
policy to assist individuals in recognizing the critical role of
intercultural competency in the contemporary work environment. The
present research demonstrated the levels of students' aptitude for
contacting individuals from other cultural backgrounds, and it also
examined the relationship between its key aspects. Nonetheless, since
intercultural competence is a lifetime process, no single person or
system can fully accomplish it. As a result, more studies on a larger
population or other techniques to increase intercultural competency
among students might be done.
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5. Conclusion

The findings of this study show a considerable disparity in intercultural
ability between students at state and foundation institutions. Despite
having a low degree of intercultural competency, students from
foundation universities were found to be more outstanding in terms of
tolerance and the required abilities to deal with multicultural settings. It
also suggests that, to a lesser degree, education at a state or foundation
university might influence students' attitudes and skills related to cross-
cultural relationships.

6. Limitations and Recommendations for Further Studies

Like most of the research in different fields of study, this study is not
without limitations. Firstly, the sample consisted of 210 Turkish
university students. More participants may be included in a future study
on the same topic. Then, we can make some more consistent
generalizations about the perceptions of Turkish university students and
their intercultural competence levels.

Secondly, the data for this study were collected through a 19-item
questionnaire with four parts. In further research, some more data
collection instruments can be used. For example, interviews can be
included in the study to investigate the intercultural competence of
Turkish university students.

Thirdly, one state and one foundation university student participated in
this study. In further research, more students of more state and
foundation universities in Tiirkiye can be included in the study.
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ABSTRACT

This study aims to investigate EFL instructors’ perspectives on critical
cultural awareness in light of their school setting, professional
qualifications, and programs for professional development. To obtain
data, a critical cultural awareness questionnaire is used. The present
study is an explanatory mixed- method study involving survey data and
focus-group data. The questionnaire used in the present study is the EFL
Teachers’ Critical Cultural Awareness Questionnaire (CCAR),
developed by Atai et al. (2017). This questionnaire deals with critical
cultural awareness (CCA) in relation to four sub-dimensions, which are
(1) CCA in ELT programs, (2) CCA in ELT textbooks and materials,
and (3) CCA in general terms. To triangulate the data, we conducted
three focus-group interviews with pre-service EFL teachers (PSTs).
Each focus-group interview lasted around 55-60 minutes. The findings
indicate that the PSTs are engaged in CCA to a certain extent and that
they believe that learning a new culture does not necessarily have to be
harmful to the local culture.

Keywords: critical cultural awareness, pre-service EFL teachers,
cultural awareness, acculturation
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I. INTRODUCTION

Scholarly research on culture education clearly emphasizes that linking
language and culture is an important part of language instruction
(Kramsch, 2004; Sercu, 2006; Schulz, 2007; Liddicoat & Scarino,
2013). Furthermore, as students' environments continue to change as a
result of increased globalization and the movement of people, the
importance of an intercultural component in language teaching
develops (Stewart, 2007; Sinecrope, et al., 2007), that is, the integration
of cultural awareness tasks that offer learners the mindsets, expertise,
and abilities needed to participate appropriately in intercultural
interactions is growing more important in language classrooms.
Although most language teachers hold the view that discovering the
target culture in the context of a foreign language is important,
professional educators and cross-cultural scholars agree that dealing
with culture efficiently can be challenging (Schulz 2007). Foreign
language teachers frequently acknowledge ignoring the study of
cultures during instruction due to a lack of learner concern, academic
support, appropriate material, development of curriculum in this field,
and a fear of encountering disagreement (Lazar, 2011; Han & Song,
2011). Additionally, some research studies indicate that language
instructors frequently plan cultural classes without any sort of
theoretical framework, and as a consequence, they feel ineffectual about
the instructional choices they make (Young & Sachdev, 2011). As the
instructor conducts education, the cultural component often focuses on
the material to memorize. Many times, students appear to be passive
learners who are not engaged or driven to take in the target culture.
Previous research has found that current global language instructors
require professional development that gives particular explanations and
examples of pedagogical approaches to teaching culture. Few studies,
however, have offered comprehensive insights into foreign language
instructors' viewpoints and experiences as they study theoretical
frameworks and practices targeted at improving cultural awareness in
the classroom.
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2. THE REVIEW OF LITERATURE
2.1. Cultural Awareness

It is a cliché in English language teaching (ELT) to suggest that the
teaching of foreign languages is no longer limited to certain approaches,
techniques, and methodologies. English Language Teaching has been
characterized as an interdisciplinary area to encourage instructors to
acquire critical thinking skills throughout their professional
development and allow them to construct a systematic philosophy of
practice. The post-method perspective's overarching purpose is to
convert professionals into proactive instructors and proactive
researchers (Kumaravadivelu, 2012).

The development of cultural awareness is, therefore, a critical concept
intimately tied to postmethod pedagogy. Kumaravadivelu (2006)
emphasizes that cultural instruction is an essential part of L2 instruction
and adds that, while previous approaches to teaching culture aimed to
create sociocultural competency in students, they ignored variety,
interculturality, and universality. Similarly, Kumaravadivelu (2012)
advocates for a multicultural approach, stating that the vast majority of
foreign language courses are multicultural mosaics in which learners'
backgrounds in languages and cultures, ethnic origins, classroom, age,
and gender all influence their knowledge of culture. A multicultural
approach such as this regards language instructors and learners as
culture informants and is sufficient to remove preconceptions that lead
to and perpetuate intercultural confusion (Kumaravadivelu, 2006).
According to Matsuda (2018), recognizing the critical role of post-
method pedagogy in generating As Dewey and Patso (2018) suggest
that Critical Cultural Awareness (CCA) is another major cause of the
global growth and domination of English. Language instructors must
have a critical grasp of how English is used in international and
transnational contexts. Intercultural competency necessitates language
instructors to include cultural awareness as a core component of the L2
profession. Given the importance of English as a worldwide common
language, reflection and CCA appear to be more important in the
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professional development of language instructors. Additionally, the
notion of internationalization is currently gaining significance in L2
instruction, causing cultural and cross-cultural understanding in ELT
classes (Baker, 2015).

According to Block (2012), another explanation for the popularity of
CCA is the issues created by internationalization. Language instruction
is today affected by new emerging paradigms such as English as a
global language, the globalization of cultures, and identity dynamics in
this multicultural and diversified globe. One of the most difficult
challenges in the field of ELT is demonstrating how the increase in
globalization has drastically altered the structure, forms, extent, stage,
elements, and velocity of interaction, and thus had a significant impact
on the global discourse regarding language teaching (Coupland, 2010).
L2 experts realize that particular cultural concerns develop in diverse
circumstances where communication happens and these problems can
be addressed in cross-cultural interaction discourse (Scollon et al.,
2012; Ekizer & Cephe, 2017). Aside from the previously listed reasons,
another compelling cause for cultivating intercultural awareness in ELT
might be the internationalization of academic institutions and critical
citizenship. According to Kubota (2009), fostering linguistic and
cultural competence is an essential component of such endeavors.
Jackson (2013) similarly asserts that today's constantly evolving world
gradually requires worldwide competency, efficient cross-cultural
interaction skills, and the ability to communicate in more than one
language, particularly English, which is the global and common
language of the twenty-first century.

The aforementioned challenges have prompted researchers to
reconsider the idea of intercultural competence in light of global
interconnectedness and the use of English (Knapp, 2015). Critical
citizenship, which is related to the internationalization of higher
education and intercultural competence, requires self-awareness,
motivation to remain active, dignity toward oneself and others, and the
acquisition of abilities and expertise that enable positive relationships
with people from all over the world (Jackson, 2013). Instructors,
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particularly language instructors, may cultivate the necessary abilities
and understanding that characterize a global civil society through
intercultural citizenship instruction (Jackson, 2013).

Finally, topics such as the post-method circumstance, the growth of
English, globalization, internationalization, and critical citizenship,
among others, have led to more cultural and intercultural aspects in ELT
programs. These concerns appear to impede the task of teaching culture
and intercultural competence in a variety of circumstances where
language programs are undertaken. The reason for this intricacy is
simple. As Kramsch (2013) correctly states, culture instruction
encompasses a slew of human, ideological, and institutional issues that
make the job of the language instructor exceptionally difficult.

2.2. Professional Development Needs for Critical Cultural Awareness

The majority of the language instructors failed to provide a strong basis
for creating efficient cross-cultural courses, and thus many of them lack
confidence in their cultural method of instruction (Han & Song, 2011;
Young & Sachdev, 2011). Instructors of foreign languages are interested
in introducing cross-cultural concepts and experiences through
language instruction (Han & Song, 2011; Young & Sachdev, 2011;
Kissau, et al., 2013; Ekizer, 2021), however, they are unprepared to do
so effectively (Young & Sachdev, 2011; Han & Song, 2011; Lazar,
2011; Ekizer & Yildirim, 2023), and they need more professional
development regarding this topic. When language instructors explain
their requirements for cultural instruction in the classroom, they express
a desire to have participated in more seminars that are connected to
strategies for teaching culture throughout their undergraduate
experience (Han & Song, 2011). As a result of research into the
instructional beliefs along with the demands of language teachers, some
experts proposed that teacher training programs cooperate with modern
language departments to make sure that prospective teachers start the
teaching profession with a deep understanding of the complexities of
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culture along with expertise in innovative methods of instruction to
build intercultural competence in their classes (Moore, 2006). A
collaboration between an educator training program and a modern
language program would make sure that instructors appreciate the
concept of intercultural instruction and can integrate best practices from
International cultural competence (ICC) into their lectures. As a result,
before commencing the global language approaches curriculum,
students learning another language who desire to become educators will
be familiar with ICC pedagogy. Sercu (2006) revealed that most
instructors implement teacher-centered transmission of information
regarding cultural goods, practices, and attitudes when she questioned
practical language teachers about adding cultural awareness to the
language curriculum.

In general, the teacher-centered culture teaching model depicts the
instructor giving knowledge about an element of the target culture from
the front of the room. It is mostly knowledge-focused and does not
provide the opportunity for students to engage in an independent
investigation of the practice, product, or perspective. Sercu (2006)
invites instructors to think about shifting away from the traditional
culture teaching paradigm and instead embracing innovative ways for
examining attitudes and intercultural abilities with students throughout
each culture session. To close the gap in intercultural pedagogical
development that most language teachers face at the university level,
the literature suggests creating further professional growth alternatives.
Sercu (2006) suggests seeking information about practicing instructors'
opinions about intercultural learning before professional development
meetings to evaluate the teaching profession and confidence shifts
during the process of learning if their objective is to provide examples
of modern techniques for cross-cultural learning and instruction. She
also recommends particular examples of courses and activities that
language instructors might employ as they explore transitioning from
conventional cultural teaching approaches to a modern ICC curriculum
(Sercu, 2006). Giving these educators instances of how language and
culture instruction may be combined may motivate them to look into
alternative techniques of culture teaching and change their negative
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attitude. Enabling instructors to integrate cultural learning activities
into their daily instructions may aid in persuading instructors who are
hesitant (Sercu, 2006). As instructors are exposed to new ways of
fostering ICC in students, it may be beneficial to analyze textbooks as
sources of culture and consider ways to combine the use of textbooks
with additional pertinent resources (Sercu, 2006). Authentic materials,
such as movies, advertising, and tourism brochures, show natural
developments in modern culture. A global language instructor may
maintain cultural information fresh and relevant by utilizing resources
from beyond the textbook.

According to several specialists in the area, teaching culture in language
pedagogy, particularly in foreign contexts, appears to be a difficult
undertaking (Lange & Paige, 2003; Kumaravadivelu, 2008; Kramsch,
2013). Kramsch (2013), for example, emphasizes the need to seriously
considering how culture connects to transcultural and translingual
competence. She claims that culture is still a contentious subject in
teaching a foreign language. The discussions revolve around language
materials, school programs, learners, and instructors. As she depicts the
scenario, it is worthwhile to investigate instructors in terms of the
cultural competency of language instruction in their field. As a result,
because previous research studies conducted have failed to sufficiently
and thoroughly analyze instructors' engagement in cultural awareness,
the primary goal of this research study is to fill the gap and investigate
EFL instructors' perspectives on critical cultural awareness in light of
their school setting, professional qualifications, and professional
development programs.

As a result of the paucity of attention and research on CCA within
international settings, and the paucity of studies carried out in this
regard in the Turkish EFL context particularly, as identified earlier in
the review of the literature, we chose to carry out the current study via
the research concerns that follow:
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Research questions

1. What are Turkish pre-service EFL teachers’ views regarding the
dimensions of critical cultural awareness (CCA)?

2. Do male and female Turkish pre-service EFL teachers differ in terms
of the dimensions of critical cultural awareness?

3. How do Turkish pre-service EFL teachers evaluate their professional
development in terms of CCA- issues?

3. METHODOLOGY
Participants and setting

The total number of the participants in the present study was 266. All
the participants are pre-service EFL teachers. The number of female
participants is 180 and male participants 86. The number is 97 for 1.
graders, 61 for 2. graders, 89 for 3. graders, and 17 for 4. graders.
Convenient sampling was used to select the participants. All the
participants agreed to take part in the study. Since the participants in the
present study are English Language and Literature department students,
their views assume even more importance given that they are more
engaged in cultural analysis and criticism. In the present study, we
labeled the participants as pre-service teachers since most of them plan
to become teachers in the future and for the analysis we included only
those who want to become teachers in the future. As is known, the latest
regulations allow students in English Language and Literature
departments to become teachers.

Data collection tool and procedure

To collect data, we used the Iranian EFL Teachers’ Critical Cultural
Awareness Questionnaire (CCAR), which was developed by Atai et al.
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(2017). It is a five-point Likert type Scale. CCAR consists of 37 items
with three sub-dimensions. (1) CCA in ELT Programs (measured
through 20 items). Sample items include “Cultural equality (i.e. the
culture of native and non-native speakers of English) should be at the
heart of the current English language teaching (ELT) programs” or
“English language learners need to develop multiple cultural
perspectives”. (2) CCA in ELT coursebooks and materials (measured
through 13 items). Sample items include “All cultures (i.e. the cultures
of both native and non-native speakers of English) should have an equal
status in ELT textbooks and materials” or “The current globally-
produced ELT textbooks and materials promote an American and
British ideal life style (i.e. Dream style of life)” (3) CCA in general terms
(measured with 4 items). Sample items include “English culture is
taking the place of other national or local cultures” or “The spread of
English culture around the world is a necessarily beneficial
phenomenon”. We used CCAQ given partially that the authors validated
the study carefully in a two-stage basis including a sound theoretical
analysis and semi-structured interviews and that the two countries are
EFL contexts and may share similarities. The reliability analysis of
CCAR for the present study is given in Table 1. As can be seen, the total
Cronbach’s alpha value was found.852, which indicates a high level of
reliability.

Table 1. Reliability Analysis

CCA inELT programs 20 707
CCA in ELT textbooks and Materials 13 746
CCA in general terms 4 755
Total 37 .852
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Focus-group interviews

To triangulate the data, we also conducted focus-group structured
interviews with ten pre-service EFL teachers. We selected the
participants randomly to get natural data. Each focus-group interview
lasted around 55 — 60 minutes. In order to analyze the data, we stuck to
the procedure of content analysis. The emerging themes were
determined and coded. In addition, we also conducted a deductive
approach in order to probe the results of the questionnaire. The
questionnaire that was used in the present study came up with some
interesting findings, and the focus-group interviews were intended to
clarify this point.

4. FINDINGS

The findings related to CCA in ELT programs are presented in Table 2.
The findings indicated that the PSTs agree that L2 learners should
develop multiple cultural perspectives (M=4.12), and that EFL learners
should also develop awareness of their own cultural perspectives
(M=4.00). Interestingly, the PSTs in the present study are mostly
undecided in some core topics. For example, the PSTs are undecided
that cultural equity should be at the heart of the current English
language teaching (ELT) programs (M=3.84), that when language is
presented in socioculturally familiar contexts, it is more learnable
(M=3.84), and that an English language teacher should present a real
image of the English culture (M=3.62). The PSTs were also undecided
in terms of whether ELT programs should enhance English language
learners’ understanding of their own cultural identity (M=3.71),
whether the current ELT programs represent and introduce Western
culture to English language learners (M=3.68), and whether English
language teachers should emphasize English language learners’
familiarity with their cultural norms (M=3.68). Moreover, the PSTs are
also undecided in terms of raising the learners’ awareness about the link
that English has with the global powers is a responsibility of English
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language teachers (M=3.61), whether an English language teacher
should emphasize negative sides of the English culture and society
(M=3.59), or whether awareness of political aspects of English
language teaching is necessary for English language teachers (M=3.50).
In addition, the PSTs in the present study were also found to be
undecided in terms of whether English language teaching should focus
on English culture (M=3.35), whether the behavior of English language
learners should be culturally like native speakers of English (M=3.00),
and whether an English language teacher should present a purely
positive image of the English culture and society (M=3.03).

Moreover, the PSTs in the present study disagreed that only the cultural
norms of native speakers of English should be learned by English
language learners (M=2.66), that English language teachers should
mistrust the idea that English as a global language is neutral (M=2.90),
and that English language learners’ beliefs in their cultural values may
negatively be affected by their use of English (M=2.87). the PSTs also
disagreed that learning the cultural norms of native speakers of English
is not necessary for English language learners (M=2.47). In fact, they
emphasize that the learning of the cultural norms of English-speaking
countries is relevant in the process of learning a language.
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Table 2. Pre-Service EFL Teachers’ Views on CCA in ELT Programs

Items N Mean SD Min. Max
1. Culturd equ_al ity (i.e. the culture of native and non-native speakers of English) should be at the heart of the 266 384 0771 1 5

current English language teaching (ELT) programs.
2. English language learners need to develop multiple cultural perspectives. 266 412 0711 1 5
3. Thecultural values of native speakers of English are highlighted in the current ELT programs. 266 362 0.848 1 5
4, cEc?r?wl I|3 seltweﬁr?guage learners need some awareness of their own cultural identity to become interculturally 266 400 0794 1 5
5. Thebehavior of English language learners should be culturally like native speakers of English. 266 3.00 1.050 1 5
6. ELT programs should enhance English language learners’ understanding of their own cultural identity 266 371 0.783 1 5
7. Learning the cultural norms of native speakers of Englishis not necessary for English language learners. 266 247 0.968 1 5
8. An English language teacher should present areal image of the English culture. 266 3.62 0.919 1 5
9.  Only the cultural norms of native speakers of English should be learned by English language learners. 266 2.66 0.982 1 5
10. An English language teacher should also focus on negetive sides of the English culture and society. 266 359 1.113 1 5
11. English language teachers should mistrust the idea that English as a global language is neutral 266 290 0.950 1 5
12. Thecurrent ELT programs represent and introduce Western culture to English language learners 266 368 0.762 1 5
13. Raising the learners’ awareness about the link that English has with the global powers is a responsibility of

Engli slg1 language teachers. ¢ ¢ P = Y 266 361 0.765 1 5
14. An English language teacher should present a purely positive image of the English culture and society 266 3.03 1.086 1 5
15. To have effective communication, English language |earners should forget about their own culture. 266 207 1144 1 5
16. If thelanguageis presented in a context which is socioculturally familiar for the learners, they are more

moti vateéJ tggll earanhe language. Y ¥ 266 384 0752 1 5
17. English language teachers should emphasize English language learners’ familiarity with their cultural norms. 266 3.68 0.778 1 5
18. English language learners’ beliefs in their cultural values may negatively be affected by their use of English 266 287 0974 1 5
19. Awareness of political aspects of English language teaching is necessary for English language teachers 266 350 0.987 1 5
20. English language teaching should focus on English culture 266 335 1.036 1 5
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The second sub-dimension of CCA is CCA in ELT materials in
textbooks. The findings are presented in Table 3. The PSTs teachers
seem to be unsure or disagree with most of the items in this category.
They are undecided whether all cultures should have an equal status in
ELT textbooks and materials (M=3.58), English language teachers need
to design supplementary materials relevant to their local context
(M=3.58), and whether ELT textbooks and materials should include
English language learners’ local cultural experiences (M=3.71).
Moreover, the PSTs are also undecided whether the cultural norms of
both native and non-native speakers of English should be reflected in
ELT textbooks and materials (M=3.56), whether the current globally-
produced ELT textbooks and materials reflect the interests and lifestyle
of the students for which they are written (M=3.50), or whether the
current globally-produced ELT textbooks and materials promote an
American and British ideal life style (M=3.47). In addition, the PSTs in
the present study are also undecided whether cultural materials should
be prepared by local material designers (M=3.41), whether a hidden
plan in the current globally-produced ELT textbooks and materials is
highlighting specific political views (M=3.22), or whether the current
globally-produced ELT textbooks and materials cannot address English
language learners’ local culture (M=3.24). The PSTs are also undecided
whether the focus of ELT textbooks and materials should be on English
cultural issues (M=3.13) or whether the current globally produced ELT
textbooks and materials foster the process of cultural invasion
(M=3.16). Finally, the PSTs in the present study disagreed that the
spread of English culture in the ELT materials has unwanted
consequences (M=2.69). In a similar fashion, ELT textbooks produced
all over the world unduly focus on English culture and hence devalue
the local cultures (M=2.71).
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Table 3. Pre-Service EFL Teachers’ Views on CCA in ELT Textbooks

and Materials

Items

Mean

SD

Min. Max.

1.

10.

11.

12.

13.

The global spread of English culturein the
current ELT textbooks and materials has
negative consequences.

All cultures (i.e. the cultures of both native
and non-native speakers of English) should
have an equal statusin ELT textbooksand
materials.

The current globally-produced ELT textbooks
and materials promote an American and
British ideal life style (i.e.,Dream style of
life).

Local materias developers are better choices
for developing EL T textbooks and materials.

Asglobally-produced ELT textbooks and
materials just focus on English culture,
English language teachers need to design
supplementary materials relevant to their
local context

A hidden plan in the current globally-
produced ELT textbooks and materialsis
highlighting specific political views which
reflect particular values, attitudes, and beliefs.
ELT textbooks and materials should include

English language learners’ local cultural
experiences.

The current globally-produced ELT textbooks
and materials highlight English culture to
make local culture appear lessimportant.

Thefocusof ELT textbooks and materias
should be on English cultural issues

The current globally-produced ELT textbooks
and materials foster the process of cultural
invasion.

The cultural norms of both native and non-
native speakers of English should be reflected
in ELT textbooks and materials.

The current globally-produced ELT textbooks
and materialsreflect the interests and lifestyle
of the students for which they are written.

The current globally-produced ELT textbooks
and materiasfail to address English language
learners’ local culture.

266

266

266

266

266

266

266

266

266

266

266

266

266

2.69

3.58

3.47

341

3.58

3.22

3.71

271

3.13

3.16

3.56

3.50

3.24

0.913

1.010

0.885

0.867

0.799

0.930

0.827

0.909

0.916

0.901

0.859

0.802

0.907
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Finally, the third sub-dimension examined in the present study concerns
the general views of PSTs in terms of CCA. The results are given in
Table 55. It can be seen that the PSTs are undecided whether the spread
of English around the globe is a neutral phenomenon (M=3.56),
whether the spread of English culture all over the world is a beneficial
issue (M=3.51). Moreover, the PSTs in the present study are also
undecided whether the main purpose of learning the English language
is for communication purposes without a cultural focus (M=3.06).

Table 4. Pre-Service EFL Teachers’ Views on CCA in General Terms

Items N Mean SD Min. Max.
1. The spread of English around the
world isa phenomenon whichis 266 356 0889 1 5

culturally neutral.

2. TheEnglish language is learned and
used for communication purposesand 266 3.06 1.101 1 5
not for cultural identity formation.

3. English cultureistaking the place of

other national or local cultures. R 1 5

4. The spread of English culture around
the world is a necessarily beneficial 266 351 1012 1 5
phenomenon.

The present study also looked at whether there are gender differences
in terms of the CCA perspectives of PSTs. The findings are presented
in Table 5. Female and male participants differed in relation to several
points. For example, female PSTs are more inclined towards the
learning of multiple cultural perspectives (M=3.71) compared to male
PSTs (M3.43). Female PSTs also emphasize that English language
learners’ familiarity with their cultural norms should (M=3.25), that
ELT materials should emphasize both native and non-native cultures
(M=3.58), and that the spread of the English culture is not necessarily
a beneficial phenomenon (M=3.64).
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Table 5. T-Test Results Based on Gender

3 English language learners need to Female 180 3.71 264 0011
develop multiple cultural perspectives Mae 86 3.43 '

11 Only the cultural norms of native Femae 180 3.47

speakers of English should be learned by 264 0.012
English language learners Mae 8 384

27 English language teachers should Female 180 3.25

emphasize English language learners’ 264 0.02

familiarity with their cultural norms, Mae 86 288

31 The cultural norms of both native and Female 180 3.58

non-native speakers of English should be 264 0.014
reflected in ELT textbooks and materials ~ Mae 86 3.33

36 English language teaching should Female 180 3.43 261 0.062
focus on English culture. Male 86 317 '

37 The spread of English culture around Femae 180 3.64

the world is anecessarily beneficial 264 0.003

phenomenon. Male 86 324

Focus-group interviews

As stated, in order to triangulate the data, we conducted two focus-
group interviews with the participants that were selected from the same
population of the questionnaires. The participants were selected
randomly. The interviews lasted around 55 — 60 minutes. We resorted
to focus-group interviews on the premise that in the questionnaire the
participants stated some points that should be clarified and ascertained.
For example, the PSTs stated that the spread of English culture in
textbooks was a relatively neutral process. In addition, some points like
whether the PSTs view the inclusion of cultural elements as cultural
assimilation should be clarified. The discussion here revolved around
what culture and critical cultural awareness mean to PSTs,

In terms of critical cultural awareness, the main view that was addressed
by the PSTs is that learning a new culture does not mean becoming
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assimilated, that to interpret cultures better we should know that culture,
and that we should, overall, have an “educated mind” in our approach
to the learning of other cultures within the scope of the language
learning process. This was the view that was generated by most of the
PSTs.

From the analysis of the questionnaire and from the direction the focus-
group interviews took, some major themes emerged, including the role
of the local culture, whether or not other cultures should be a concern
in English teaching, whether it should be the only positive aspects or
the negative aspects that are to be emphasized in the language teaching
process and whether the spread of English culture is a big concern
internationally.

Regarding the role of culture in teaching English, most of the PSTs
suggested that it is highly necessary. Some sample remarks include “/¢
is extremely important. Learning a language is almost equal to learning
the culture. If we get to know more about the culture, we learn the
language much better.” Another PSTs stated that “There are
discrepancies between the Turkish and English culture. Our language
is much more different than the English language. Hence, cultural
background is highly important” this view could be said to be giving
support to the acculturation model (Schuman, 1990). When inquired
whether our education system can accomplish an effective teaching of
cultural awareness, most PSTs gave undecided answers, mostly
indicating that our language teaching programs fail to equip students
with sufficient cultural awareness. One of the PSTs stated that “/ do not
think that students in high school can learn target culture elements. This
is a disadvantage. But students may go abroad and learn about other
cultures.”. Some of the PSTs stated that for an ordinary language
learner, an in-depth cultural awareness may not be that necessary while
for someone who is planning to work in the target community culture
is highly important.

Regarding the term CCA, the PSTs stated that it was extremely
important given that we can make sense of our own culture through
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other cultures. We must be open to criticism to further develop
ourselves, including our culture. One sample remark was as follows:
“When we are aware of the culture, we grow more aware about how a
language is learnt.” Another PST stated that “When we lay out the
aspects of our own culture and say that these are all the realities of our
own culture, it is much better and only this way can we develop CCA.”
When it comes to what can be done to improve EFL learners’ CCA, the
PSTs came up with some ideas. One of the PSTs stated that “When
students learn the culture from various sources like vliogs or videos, they
develop multiple cultural awareness. Teachers should focus on various
cultures.” The PSTs also suggested that the best way to do that would
be to live in the target community for some time. Hence, Erasmus
programs are highly valued by PSTs.

When the PSTs were inquired on whether cultural equality was
possible, the mostly stated that it is not possible given that there are
inequalities between or among different cultures. Hence, according to
them, it is not possible to talk about an equal representation of cultural
elements in language courses. Upon inquired about their perspectives
on multiple perspectives, the PSTs mostly stated that it is important to
have multiple perspectives to be able to better interpret cultural
elements between different cultures. One of the participants stated that
“Definitely yes, because when we have multiple perspectives, we can
interpret culture much better.”. Regarding cultural equality, another
PST stated that “Yes, each cultural should be treated equally — when we
learn a language, we must learn the culture because culture holds the
language. It will have a positive effect on us”. This view also seems to
support the acculturation model of Schumann (1990). Yet another PST
suggested that “Yes, most communication takes place between non-
native speakers, so we need multiple perspective. It is a must”. This PST
is pointing at the importance of intercultural communicative
competence.

Another significant point touched upon in the focus-group interviews
was whether the negative aspects of the target culture should be
emphasized in language teaching process. Some of the PSTs stated that
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this would hinder the motivation of the students while others stated that
this is necessary to make a realistic evaluation. One of the PSTs stated
that “No need to emphasize the negative elements as this may hinder
motivation. Each culture may have negative aspects. There is no need
to emphasize them. One should be aware of the negative aspects, that
is OK, but no need to emphasize them.” In support to this view, another
PSTs stated that “/ don t think the negative aspects should be stressed.
1t is not the job of the teacher. After all, students will find the faults of
the culture and judge them, but it is not for the teachers.” The PSTs
were also inquired on whether to focus only on the positive aspects of
the target culture. They stated that this should not be the case. One of
the PSTs, for example, suggested that “/t would not be OK. If we only
focus on the positive things, the learners may not be able to see
similarities or differences with a critical eye. The language teaching

>

endeavor should present a complete image of the target culture.’

When it comes to whether we should present only the cultural norms of
native speakers, the PSTs gave some fragmentary answers, emphasizing
both ways. Yet, the balance seems to be in favor of English-speaking
cultures. One of the participants, for example, suggested the following:

[ don t think we could include Asian culture, but I think we
should focus on the culture of countries where English is
spoken. I know that English is a universal language, but
each country (English speaking) has its own touch of the
culture.

Similar remarks indicate that to some extent we obey the norms of the
inner circle countries. In relation to this, when the PSTs were inquired
on whether it is only the target culture that is being focused the PSTs
mainly stated that it is not always the case. They observed that the recent
globalization of the world is bringing people together and LET
materials may tend to have other cultures as well. Regarding this issue,
one of the PSTs suggested that “It used to be, but this has changed
recently. We can learn especially the Asian culture as well --- because
even American people want to learn other cultures.”
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When asked whether the spread of English culture has some negative
consequences, most of the PSTs did not agree that it did. One of the
PSTs stated that “the spread of English culture does not have many
negative consequences. If we are learning the language, we should also
learn the culture. We can see how other people are living. It is not bad
at all.”” A similar remark came from another PSTs, who stated that
“Learning the culture is not harmful. With an educated look, it is all
right. I have friends who are learning language other than English as
well. They visited the target country and saw the culture. But they did
not become assimilated.” Such comments indicate that the PSTs do not
believe that the spread of English culture is a threat to other local
cultures.

5. DISCUSSION AND CONCLUSION

The main objective of the present study was to get an understanding of
pre-service EFL teachers’ perceptions of critical cultural awareness.
Being quantitative in nature, the present study mainly reports
quantitative data. The results basically indicated that the PSTs in the
present study engage in CCA to a certain extent.

To begin with, the first component of the CCA survey was related to
CCA in ELT programs. Overall findings indicated that the PSTs have a
moderate level of understanding in that regard. They seem to be
undecided about most of the items here. The PSTs in the present study
do not seem to believe that cultural equity should be at the heart of
English teaching programs, nor do they seem to believe that the
language teaching process should present a real image of the English
culture. There could be some tone of criticality here. The PSTs in the
present study were also undecided regarding whether ELT programs
should foster the learning of local culture. This is an interesting point.
Normally, we would expect that learning of a culture should also foster
local culture. The PSTs should be provided with some extra guidance
in that regard. Likewise, the PSTs also do not seem to believe that
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Western cultural values should be part of the ELT programs. To wrap
up, the PSTs have fragmentary beliefs regarding the intercultural
element of CCA. These beliefs show that the PSTs have some criticality
in terms of the learning and teaching of culture; however, their ideas
should be supported in some respects.

In addition, the PSTs do not also believe that political aspects should be
part of the language teaching process. According to them, the negative
sides of English culture or society should be stressed in the lessons. This
point requires some elaboration. One reason could be that PSTs do not
want to lower learners’ motivation by presenting a negative picture of
the target culture. Moreover, the PSTs do not also think that EFL
learners are supposed to be like the target culture community in terms
of cultural outlook. The PSTs also do not think that the language
teaching process is supposed to present a positive image of English
culture or society. On the other hand, the PSTs also suggested that the
cultural norms of the English-speaking countries are also necessary. In
a sense, the PSTs seem to engage in critical engagement with the
cultural aspects of the language teaching process.

PSTs’ perceptions of CCA in ELT materials and textbooks were also a
concern in the present study. The results indicated that the PSTs are
undecided on whether ELT materials should feature all cultures,
whether ELT materials should aim to develop local culture, or whether
both native and non-native-speaking countries’ cultural norms should
be part of the language teaching process. The PSTs in the present study
also seem to be undecided whether globally-produced ELT materials
foreground certain political views. This is good news for impartiality.
The PSTs are also undecided about whether local material producers are
better in terms of preparing the cultural content. This may be understood
given that cultural content could be best accounted for by material
producers from the target culture. However, this would still be one-
sided owing to the fact that what we require is not only the target
cultural norm, but also an intercultural perspective. Material designers,
therefore, should ensure collaboration in preparing the cultural content
to be included in ELT materials. This was one of the suggestions
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brought about by the PSTs in the focus-group interviews. Some of the
participants stated that international authors could form collaborations
and prepare the cultural content together. Finally, regarding CCA in
ELT materials and textbooks, the PSTs indicated that the spread of
English worldwide and the globally-produced ELT materials do not
pose a risk for the local cultures.

As is known, teachers are the key actors in the education process; hence,
their perceptions, procedures, or methods of conducting the
instructional process assume great importance (Hoesein, 2015).
Therefore, it is reasonable to assume that the way PSTs conceptualize
the teaching and learning of cultural elements will be reflected in their
practice. In the present study, it was observed that PSTs need some more
critical thinking in some key aspects including the learning of culture
in general. Hence, more attention could be paid to why PSTs
conceptualize the teaching of culture this way. One assertion could be
that the education system in Turkey barely supports the critical aspects
of learning. This may have been a limiting factor on the part of PSTs.
Moreover, the PSTs do not seem to think that presenting cultural
material in socioculturally familiar contexts will foster student
motivation in terms of learning culture. In such cases PSTs may need
some additional support. Apart from this, however, the PSTs in the
present study mainly presented a critical look in terms of critical
cultural awareness.

As was stated, the present study also had a focus-group interview stage.
We conducted three focus group interviews with around 15 PSTs. Some
major themes around which the discussion revolves include the
definition of cultural and critical cultural awareness, the role of culture
in learning English, the role of local culture in language learning,
whether the spread of English threatens local cultures and whether
negative aspects of the target culture should be included in the language
teaching process. Regarding the concept of CCA, our analysis indicated
that PSTs do not have a mature idea of what constitutes critical cultural
awareness. The mainstream assumption was that CCA refers to having
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respect for each culture and seeing similarities along with differences
between or among cultures.

As for the definition of cultural awareness, pre-service teachers mostly
associated the definition of culture with small “c” culture, which mainly
refers to ways of life rather than the productions of a culture, which is
designated with a capital “C” culture. Most of them stated that “culture
is the way of life in my opinion, ranging from how we eat to how we
dress.”. Overall, the main approach of the PSTs could be said to be
fitting to the acculturation model of Schumann (1990) given that they
mostly stated that when culture is learned properly, the language
learning process will be facilitated.

Regarding the negative sides of English culture, the PSTs stated that
when the time comes the negative aspects could be touched upon.
However, the PSTs are not very into the inclusion of negative aspects
of the target culture. Yet, some also stated that to be able to see
similarities or differences we may. Another point that emerged from the
interviews is that it may not always be easy to distinguish cultural
elements as positive or negative. These distinctions look a little bit
subjective and may depend on people’s perceptions. Upon being asked
whether the learning of a different culture negatively affects the local
culture, the general view of the PSTs was that this is not the case. They
suggested that, as long as the individual is aware of the issue, this will
not be a problem. They talked about having an “educated mind” so that
the individual can approach the issue with more consideration and
awareness.

With regard to multiple perspectives on culture, the main line of
thinking on the part of the PSTs suggested that they favor mainly the
cultural elements of English-speaking countries rather than the cultural
elements of other countries, say for example Asian countries. In
addition, most PSTs associated multiple perspectives with
understanding the local culture, suggesting that for a better
understanding of culture knowing both the target and the local culture
is essential.
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There are some limitations to the present study. In the first place, the
data here is cross-sectional in nature. Future studies could consider the
collection of longitudinal data. Intervention studies could also be
designed, which are severely limited in terms of critical cultural
awareness. The literature component could be integrated as part of
intervention studies. The second limitation is that the present study was
conducted with PSTs. In-service teachers could present a much different
picture. Hence, future studies could be designed to understand in-
service EFL teachers’ critical cultural awareness in the Turkish context.

Despite these limitations, the present study indicates that PSTs are
engaged in critical cultural awareness to a certain extent. First, the study
indicated that more work is needed to equip PSTs with critical cultural
awareness. The PSTs could also be instructed on how to integrate
cultural awareness into their future lessons. To do this, in the Turkish
context, small-scale or large-scale projects supported by the Scientific
and Technological Research Council of Tiirkiye would contribute
remarkably to the issue. In addition, the Ministry of Education could
conduct studies that examine in-service teachers’ perceptions regarding
CCA. To foster the idea of critical citizenship, ELT teaching programs,
ELT materials, and EFL teachers should reflect the CCA and enhance
intercultural awareness. This calls for a “translocal stance” (Soodmand
Afshar & Yousefi, 2019, p. 333) inthe language teaching endeavor.
Similarly, Leask (2015) also suggests reducing the repressive or
discriminatory actions and providing a more global cultural awareness.
Language teaching practices provide an invaluable source for this
attempt.
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ABSTRACT

The need for intercultural communication and cross-cultural
engagement has been rising for two decades thanks to global
advancements, technological developments, and mobility. The global
and virtual village that the world embraces forces educators,
researchers, and instructors to recognize that the primary purpose in
English as a Foreign Language (EFL) settings is to enable language
learners to communicate with various people from different cultural
backgrounds. In this regard, scholars point out that there are multiple
ways to enhance EFL learners’ Intercultural Communicative
Competence (ICC). In this respect, the types of activities and classroom
applications that EFL teachers utilize regarding ICC hold importance.
In this chapter, we begin with the conceptualizations of ICC with
reference to its components. Then, upon highlighting the place of ICC
in EFL settings, we propose some effective in-class, out-of-class, and
on/offline applications that promote intercultural communicative
competence among EFL learners. Lastly, we discuss the challenges and
solutions to promoting ICC in EFL settings.

Pre-reading Questions:

1. How do stereotypes and generaizations impact our understanding of
different cultures?

2. What are some ways in which cultural assumptions can hinder effective
intercultural communication?

3. How can we challenge our own cultural biases and assumptions?
4. What role does empathy play in fostering intercultural understanding?

5. How can we promote a more inclusive and empathetic classroom
environment?
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Conceptualizations of Intercultural Communicative Competence

Thanks to widespread media, technology, migration, and student
exchanges, the 21% century provides more opportunities for people to
contact English with various linguistic and cultural backgrounds for
different purposes (Chao, 2014; Galante, 2015). Therefore, it can be
stated that the 21% century requires individuals to be global citizens who
can skillfully engage in language exchanges in multicultural settings.
The fact that English has been the medium of interaction (Yesilel,
2021); the world is becoming increasingly multicultural, and the
outnumber of non-native speakers of English pursues individuals to
acquire ICC to cope with both cultural and linguistic challenges
requiring appropriate use of strategies and attitudes.

As a 5" skill (Tomalin, 2008) and an intelligent type (Van Dyne et al.,
2012), ICC has been defined in numerous ways, and there is no
consensus on its definition. However, certain dimensions and aspects
are attributed to it when conceptualizing it. For instance, Klopf and
McCroskey (2007) define ICC as “the knowledge, motivation, and
skills to interact effectively and appropriately with members of different
cultures” (p. 9). This means that individuals need to obtain knowledge
of other cultures, possess the motivation to communicate with people
from various backgrounds, and have the necessary skills to maintain
communication. In other words, it can be asserted that ICC necessitates
the integration of cognition, the affective and behavioral aspect of
individuals (Deardorff, 2006). Therefore, successful communication
highly depends on the degree to which communicators develop these
three dimensions of the ICC. In other words, as long as communicators
are intercultural citizens who are eager to communicate with people
from different backgrounds in respectable and tolerable behavior, they
can maintain successful communication.
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The components of ICC

Byram (1977) suggests two important competencies for being an
intercultural speaker: the first one is communicative competence in the
target language, entailing competencies such as linguistic,
sociolinguistic, and discourse; the second is intercultural competence
(IC). To better understand what IC entails, it is better to look at the most
influential conceptualization of IC, proposed by Byram. To him (1997,
p.73), IC has five components.

1) Knowledge (savoir): The desire to learn about the practices and
applications in both mother and other cultures.

2) Attitudes (savoir-etre): The willingness and openness of
individuals to one’s own and others’ cultures. In other words, it is
cultural curiosity.

3) Skills of discovery and interaction (savoir apprendre/faire): The
ability to engage in interaction where one tries to learn more about
other cultures and asks for information regarding values, beliefs, or
practices.

4) Skills of interpreting and vrelating (savoir comprendre):
Interpreting and relating events in the native culture.

5) Critical cultural awareness (savoir-s’ engager): The critical
evaluation of practices, events, or applications in one’s own and
other cultures depending upon certain criteria.

The Applications to Improve Intercultural Communicative
Competence in EFL Settings

Several factors impact EFL learners’ ICC levels, some of which are
students’ perceptions and awareness, textbooks, teacher mindset,
oversea experiences, classroom applications in EFL settings, etc. (e.g.,
Cetin-Ko6roglu, 2016; Estaji & Rahimi, 2018; Yesilel, 2021). EFL
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teachers who attach importance to interculturality should create in-class
and out-of-class spaces where “language awareness training (e.g., the
varieties of English), the development of accommodation skills, the
knowledge of various cultures, and the employment of flexible
communication and negotiation strategies” are presented and integrated
(Chao, 2014, p.84). Considering the practical application of ICC as a
challenge (Celce-Murcia, 2007; Vo, 2017), we list below the
applications from which EFL teachers and practitioners can benefit to
address the development of ICC.

a. In-class Applications
1. Creating a Multicultural Classroom Environment

Establishing a multicultural classroom environment necessitates a
deliberate effort to integrate a wide range of cultural perspectives and
promote inclusivity among students. To realize this objective, it is
necessary to actively involve students from diverse -cultural
backgrounds, recognizing and acknowledging their distinct experiences
and contributions (Gay, 2002). Through the promotion of open dialogue
and active engagement, teachers can get the opportunity to establish a
safe environment where students are at ease in expressing their cultural
identities, traditions, and customs. This not only facilitates the
expression of one's individuality but also fosters the cultivation of a
more profound comprehension and appreciation for a wide range of
cultures. Promoting ethnic and cultural diversity within educational
settings facilitates the development of empathy and the dismantling of
stereotypes (Banks, 1994). Furthermore, this educational approach also
adequately equips students with the necessary skills to effectively
communicate and collaborate across various cultures, enabling them to
excel in today’s interconnected and globalized society. Establishing a
multicultural classroom also enables students to embrace and honor
their cultural backgrounds (Sleeter, 2013). In line with this aim,
teachers can incorporate the following strategies:

73



¢ Implementing icebreaker activities that foster student engagement
in sharing their cultural backgrounds and experiences,

e Incorporating a wide range of literature, resources, and examples
that accurately reflect the diversity of cultures,

e Assigning group-based projects that facilitate the development of
collaborative skills among students from diverse cultural
backgrounds.

Another way of creating a multicultural classroom environment is by
celebrating ethnic and cultural differences to promote understanding
and respect. In this regard, teachers can incorporate the following
strategies:

e Organizing cultural appreciation events, including multicultural
festivals and celebrations of significant holidays from various
cultures,

e Inviting diverse guest speakers to share their experiences and
customs with the class,

e Creating opportunities for students to demonstrate their cultural
heritage through presentations, performances, and displays.

2. Cultural Sensitivity Training

Training regarding cultural sensitivity plays a crucial role in assisting
students in recognizing and challenging stereotypes, reducing their
prejudice, and fostering empathy (Crose, 2011). With the objective of
assisting students in recognizing the challenging stereotypes associated
with various cultures, teachers can implement the following techniques:

e Engaging students in discussions and activities that investigate the
impact of stereotypes on cultural perceptions,
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e Utilizing real-world examples, case studies, and media analysis to
emphasize the dangers of stereotypes and encourage critical
thinking,

e Encourage students to question cultural assumptions and
generalizations, highlighting the significance of individuality and
diverse experiences.

As a part of cultural sensitivity training, teachers can empower students
by reducing their prejudice and fostering empathy among them. By
actively addressing stereotypes and prejudices, cultural sensitivity
training may equip students with the ability to analyze cultural
assumptions critically and challenge them (Chao, 2013). It promotes a
more inclusive and empathetic classroom environment in which
students can develop a deeper appreciation for diverse cultures,
nurturing mutual respect and laying the groundwork for effective
intercultural communication. Keeping this in mind, teachers can use the
following strategies:

e Incorporating activities that encourage students to assume another
individual’s perspective, such as role-playing and perspective-
taking exercises,

e Promoting open dialogue and respectful communication to
increase students' understanding and sensitivity toward other
cultures,

e Sharing works of literature, films, and personal narratives that
depict a variety of experiences, allows students to develop empathy
by relating to various characters and their stories.

3. Project-Based Learning and Intercultural Collaboration

Students' intercultural communication skills can be enhanced by
encouraging them to communicate, share ideas, and work on projects
with their friends and peers (Campbell, 2012). Empathy, respect, and
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cross-cultural communication can be promoted since this method aids
students in understanding and appreciating diverse cultural perspectives
while managing differences to accomplish meaningful outcomes. In
addition, because project-based learning promotes collaboration,
critical thinking, and problem-solving, students can have the
opportunity to challenge preconceived notions and assumptions (Cash,
2017). Teachers contribute to the development of language skills,
openness, cultural sensitivity, and global citizenship by teaching
intercultural communication skills (Basarir, 2017). The dynamic
learning environment created by project-based learning and
intercultural collaboration encourages students to become proficient
intercultural communicators, capable of interacting in a variety of
situations and positively influencing a diverse society (Owens & Hite,
2022). Teachers can implement the following strategies to promote
collaboration among students from different cultures:

e Assigning group projects requiring students from different cultures
to work together encourages them to share their unique perspectives
and experiences,

e Providing structured guidelines and clear objectives to facilitate
effective communication and collaboration,

e Encourage students to actively listen, respect diverse viewpoints,
and engage in constructive dialogue to reach shared goals (Yang et
al., 2014).

Teachers can also enhance cultural exchange through joint projects
that provide a platform for increased cultural understanding and
exchange (Hajisoteriou et al., 2018). Through these projects and
experiences, students gain the ability to benefit from cultural diversity
and develop innovative and inclusive solutions. Teachers can encourage
this initiative by:
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e Assigning assignments that involve researching and presenting
aspects of various cultures and encourage cross-cultural exploration
and the exchange of knowledge,

e Enabling students to learn about one another's traditions by
participating in multicultural exhibitions or presentations,

e Incorporating digital tools and platforms that enable students from
various cultures to collaborate virtually and gain intercultural
communication and collaboration outside the physical classroom.

Apart from these, teachers can use a variety of digital tools to engage
students, facilitate meaningful intercultural interactions, and cultivate
students' intercultural communication skills (Chen & Young, 2014).
Students' specific needs and interests, as well as the technological
resources available, should inform the selection of activities and tools.
Table 1 details a few activities with their primary objectives, the digital
instruments to be used, and tips for teachers.
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Table 1. Activity Examples for In-class Applications

Activities/ Goals Digital Tools Tipsfor Teachers
Techniques
Digital Share persona - . Provide prompts for students to create digital stories that showcase their cultural experiences, traditions,
. Digitd storytelling
storytelling cultural s (€., Sorybird) or values.
projects experiences apps (€g., Slory Guide them in using multimedia elements to convey their narratives effectively.
Appreciate - ) Guide students to share photos or videos of significant cultural artefacts from their backgrounds and
Cultp ral artefact diverse cultural Digital sharing explain their significance. Encourage students to engage in discussions and ask questions about each
sharing . platforms (e.g., Padlet) B
heritage other's artifacts.
Collaborative Improvelanguage | Language exchange Facilitate language exchange partnerships between students from different language backgrounds.
language skillsand cultural | platforms (eg., Provide prompts and discussion topics to guide their conversations and encourage sharing cultural
exchange knowledge Tandem) aspects dong with language practice.
Virtua cultura EL)J(I?L?: g::;erent zgrtua(lsg?)urlglptittrftg?s Curate a list of virtual tours showcasing different cultural landmarks and encourage students to explore
tours o 9 J and discuss their observations and reflections from the tours.
traditions Culture)
Community Foster _ _ Online project Co!labprate with community organizations to identify projects that can mvolvg ;tudents in intercultural
connections with activities, such as organizing cultural events or volunteering in diverse communities.
engagement diverse local management tools Provide guidance and support for students throughout the project
projects communities (eg., Trello)
Intercultural Enhance Vid f . Organize structured dia ogue sessions where students can discuss predefined topics related to cultural
dialogue communication tololzczgon ;rggr(;:)ng diversity and intercultural communication.
sessions and understanding 9 Provide guiding questions and facilitate respectful and inclusive discussions.
Global pen-pal Foster cross- Email, video chat Copnect with educator; in different locati ons to establish pm—pd partner;hl ps. N .
cultural Guide students on writing culturally sensitive letters or emails and provide opportunities for video chat
exchanges . . platforms ; ’
friendships sessions to promote deeper connections.
Diversity- Analyze and E-books and didital Select literature that highlights diverse perspectives and cultures.
focused challenge oo 9 Guide students in analyzing and discussing the themes of stereotypes, biases, and cultural representation
h libraries o
literature study stereotypes within the chosen texts.
Intercultural Collaborate to Online collaboration Assign students group projects that require addressing global issues from diverse cultural perspectives.
problem- find solutions to tools (e.g., Google Facilitate discussions on intercultura problem-solving approaches and effectively guide students in
solving global issues Docs or Padlet) utilizing online collaboration tools.
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b. Out-of-class Applications
1. Cultural Events and Visits

Participating in cultural events and visits outside the classroom
effectively fosters intercultural communication and understanding since
students can be exposed to a variety of cultural experiences such as
festivals, exhibitions, and performances (Tarp, 2006). Furthermore,
visiting museums, cultural centers, and historical sites enhances
students’ knowledge of diverse cultures, traditions, and histories as
these activities provide students with direct exposure to cultural
artifacts, practices, and perspectives, allowing them to develop an
appreciation and respect for cultural diversity. In addition, by
interacting with individuals from diverse backgrounds during these
events and visits, students can engage in meaningful dialogues, pose
pertinent questions, and receive insight into various cultural norms and
values (Hoff, 2020). By going outside the classroom, students broaden
their horizons, develop their interests, and learn the international skills
they need to communicate and work together in a world that is
becoming more and more interconnected (Beames et al., 2012).
Through cultural events and visits, teachers can employ the following
strategies to foster students' intercultural communicative competence:

e Pre-event Preparation: Teachers can provide students with
background information on the culture, traditions, or historical
context they will encounter prior to attending a cultural event or visit.
This may involve introducing essential vocabulary, discussing
cultural norms, or distributing necessary readings or recordings to
build students' foundational knowledge.

e Guided Observation: Teachers can help students observe and
reflect on their experiences during the event or visit. They can also
urge students to get involved with cultural artefacts, performances,
or exhibits and ask them to notice the things that are different from
their own culture. Teachers can also give discussion questions to help
students think critically and understand other cultures.
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e Facilitated Interactions: At this point, teachers may encourage
students to talk to people from the culture they are learning about at
the event or on the trip. This could be done by talking, asking
questions, or participating in events led by cultural figures. Teachers
can teach students how to communicate politely by actively
listening, asking open-ended questions, and being sensitive to other
cultures.

¢ Post-event Reflection and Discussion: After a cultural event or
visit, it is important to have time for reflection and conversation in
the classroom so that students can share their thoughts and ideas. For
the success of this stage, teachers should create a safe space for
students to share their thoughts and feelings, teaching them to accept
and tolerate different points of view. Students may also be asked to
show what they have learned and what they have understood by
making multimedia presentations, writing reflective essays, or
making cross-cultural comparisons. Lastly, teachers must ensure that
students keep going to different cultural events and trips throughout
the school year. This is because regular exposure to different cultural
experiences strengthens intercultural communication skills and
gives students chances to learn more and understand things better.

2. Language and Cultural Exchange Programs

Language and cultural exchange programs, such as overseas student
exchange programs, language vacations, and virtual language exchange
platforms, provide students with invaluable opportunities to improve
their intercultural communication skills (Jackson, 2019). These
programs enable students to immerse themselves in a distinct linguistic
and cultural environment, nurturing language acquisition, cultural
awareness, and intercultural communication skills. By living and
studying abroad or interacting with peers from other cultures, students
acquire direct exposure to diverse customs, traditions, and points of
view (Hammer, 2012). They cultivate cross-cultural alliances, surmount
communication obstacles, and develop empathy and adaptability. In
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addition, virtual language exchange platforms offer students a
convenient and accessible means of engaging in language practice and
cultural exchange with native speakers from around the globe, thereby
fostering intercultural understanding and language fluency (O’Dowd,
2012). These programs and platforms promote authentic language use,
cultural immersion, and cross-cultural collaboration, thereby preparing
students to navigate multicultural contexts and communicate effectively
in a globalised society. Through language and cultural exchange
programs, teachers can employ the following strategies to cultivate
intercultural communicative competence in students:

¢ Pre-departure Preparation: Teachers should provide students with
orientations that cover the cultural norms, communication patterns,
and fundamental phrases of the language spoken in the host country
to foster cultural sensitivity and awareness among students.

e Workshops on Intercultural Communication: Teachers can
conduct workshops on intercultural communication skills addressing
cultural misunderstandings and nurturing respectful interactions
across cultures, including active listening, empathy, and adjusting to
new cultural contexts for their students to provide guidance on
effective communication strategies.

e Cultural Reflection Journals: Students may be encouraged to keep
a cultural reflection journal throughout their exchange program or
language camp to record their cultural observations, interactions, and
personal reflections in order to cultivate self-awareness and critical
thinking regarding their experiences.

e Interconnected Classroom Activities: Teachers should connect the
experiences of students participating in language and cultural
exchange programs to the classroom and create opportunities for
them to share their experiences with their peers via presentations,
discussions, or interactive sessions. This allows other students to
gain intercultural understanding from their classmates’ first-hand
experiences.
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e Post-program Reflection and Integration: After students
complete their exchange programs, teachers can provide a forum for
them to reflect on their experiences and share them with the larger
school community. Students can be encouraged to reflect on how
their intercultural communication skills have improved and how they
can implement what they have learned in their daily lives.

In addition to these aforementioned techniques, teachers can employ
diverse digital resources to effectively involve students, foster
significant intercultural exchanges, and develop students' competencies
in intercultural communication. Activities and tools should be selected
based on students’ specific needs and interests and the technological
resources at their disposal. Table 2 provides an overview of several
activities, including their main objectives, the digital tools to be utilized,
and recommendations for educators.
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Table 2. Activity Examples for Out-of-class Applications

ActivitiesTechniques

Goals

Digital Tools

Tipsfor Teachers

Cultural eventsand
festivals

Experience diverse cultures
firsthand

Cultural event websites, social
mediaplatforms

Provide information about upcoming cultural events or festivals, encourage
attendance, and facilitate discussions about the experiences.

Community
engagement projects

Engage with diverse local
communities

Online collaboration tools (e.g.,
Google Docs)

Guide studentsin identifying and participating in community projectsthat involve
interaction with people from different cultural backgrounds.

Language and cultura
immersion programs

Develop language skills
and cultural understanding

Language immersion program
websites, cultural exchange
organization platforms

Help students find and enroll in language and cultura immersion programs or
exchanges, provide pre-departure preparation, and facilitate reflection upon
return.

Virtual intercultural
exchanges

Communicate with peers
from different cultures

Video conferencing tools (e.g.,
Zoom)

Establish connections with classroomsin different countries or cultures, facilitate
virtual exchanges, and provide discussion topics or prompts.

Cross-cultural online
collaborations

Collaborate with peers
from different cultures

Online collaboration tools (e.g.,
Padlet, Google Docs)

Organize joint projects with classrooms from diverse cultural backgrounds,
assign collaborative tasks, and guide students in working together effectively.

Global pen-pal
exchanges

Foster cross-cultural
friendships

Online pen-pa platforms or
email

Facilitate connections with pen pals from different countries, provide guidelines
for respectful communication, and encourage cultura sharing.

Online cultural
resources

Access authentic materials
from diverse cultures

Online articles, videos,
podcasts

Curate and share online resources that promote intercultural understanding,
encourage exploration, and provide discussion topics.

Reflection journals

Reflect on intercultura
experiences

Online journa platforms or
apps

Encourage studentsto maintain reflection journds, provide promptsto guidetheir
reflections, and facilitate discussions based on their entries.

Interactive games

Foster engagement and
cultural understanding

Online game platforms,
educationa apps (e.g.,
https://www.geoguessr.com)

GeoGuessr is an educational game that revolves around the field of geography.
In this game, participants are exposed to a series of diverse street views from
various locations across the globe. The game’s primary objective is for players to
use their geographical knowledge and skills to accurately determine the specific
location in each image. Educators can utilize this platform to stimulate students
understanding of various nations, notable sites, and societa customs, thereby
fostering a broader global perspective and encouraging cultura immersion.

83




Table 3. Checklist to Enhance Students' Intercultural Communicative

Competence

This checklist is intended for teachers aiming to improve their students'
intercultural communicative competence. Teachers may use this
checklist as a tool in their pedagogical planning and instructional

procedures as they may engage in ongoing assessment and improvement
of their teaching techniques and activity use by systematically evaluating
each criterion and assigning them a “yes” or “no”.

do the activities?

Scope Indicator YesNo
. Are the learning objectives well-defined and in line
Learning . Lo Lo -
Objectives ywth the utlllzanor_] (_)f activities to improve
intercultural communicative competence?
Activity Were the activities selected according to students’
Selection proficiency level, age, and learning needs?

. Were the activities incorporated effectively into the
Activity _ : I
Integration lesson plan to_support intercultural communicative

competence objectives?
. Were the students given clear instructions on how to
Instructions

Monitoring the

Were ways to monitor students' progress and ensure

Progress that the activities meet the intercultural
9 communicative competence goals identified?

Were ways to assess the contributions of activities to

Evaluation students intercultural communicative competence
included in the lesson plan?

Feedback Were the students given feedback on their
performance during the activities?

Participation Were the students actively engaged in the activities?
Were there opportunities available for students and

Reflection teachersto reflect on the effectiveness of the activities

and suggest areas for improvement in future lessons?
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Challenges and Solutions in Promoting Intercultural
Communicative Competence in EFL Settings

Promoting ICC in English as a Foreign Language (EFL) settings
presents teachers with a range of problems that need their attention to
establish learning environments that are conducive to successful
outcomes (Iswandari & Ardi, 2022). Various factors such as prejudice,
levels of language competency, and age have the potential to impede
the development of ICC among students. Moreover, the scarcity of
accessible resources for ICC into the curriculum is a formidable
obstacle for educators endeavoring to integrate intercultural dimensions
into their teaching materials. The presence of linguistic dominance in
educational settings, in conjunction with the issue of overcrowded
classrooms, can also restrict the occurrence of genuine intercultural
exchanges. Furthermore, it is possible that some teachers may possess
little knowledge of intercultural competence or have limited exposure
to other cultures, hence hindering their capacity to provide intercultural
learning opportunities successfully. In addition, the practical scarcity of
contexts that foster ICC and the restricted amount of time dedicated to
ICC education within the curriculum provide additional challenges. The
obstacles encountered in successfully increasing ICC may also be
attributed to inadequate teacher preparation or deficiencies within the
education systems. In short, the full development of students'
intercultural communicative competence may be impeded by all the
aforementioned factors and more, as shown in the related literature
(e.g., Eken, 2015; Han & Song, 2011; Ho, 2011; Osman, 2015; Turkan
& Celik, 2007; Vo, 2017).

The top-down and bottom-up challenges can be categorized and
detailed as follows:
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Table 4. Challenges

Challenges

Several EFL teachers and practitioners may not be familiar
with what ICC isand may not be adequately trained regarding
Teacher Training | the integration of ICC in language classrooms (Gu, 2016).
That iswhy many of them find it challenging to integrate ICC
and its applications into their EFL classrooms effectively.

Some teachers and students might have ethnocentric mindsets

Cultural and cognitions that might hamper their understanding and
Sensitivity: interpretations regarding other people, cultures, and
Teacher or languages (Bennet, 2013). They could be biased or prejudiced
Student towards other cultures and people. This creates one of the
Resistance most potential obstacles to being interculturally competent

language users because they resist discovering cultural
differences and feel more comfortable with traditional
grammar-based activities.

One of the chalenges in EFL settings is to find proper and

Lack of accessible teaching materialsand resourcesthat integrate ICC
Resources, (Susilo & Yang, 2014). Especially in monolingual contexts,
Materias, and appropriate materials are important since language
Input classrooms are the best places where students can benefit

from intellectual engagements.

EFL teachers are generally presented with afixed curriculum

_Cr:iorqztragtf and and limited class time, which can create a challenge for them
Eneréy & to allocate enough time for ICC and the integration of 1CC

applications (Larzen, 2005).

Luckily, challenges come with possible solutions. To effectively handle
these difficulties, it is essential to use a comprehensive and
multidimensional strategy. The top-down and bottom-up solutions can
be categorized and detailed as follows:
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Table 5. Possible Solutions

Possible Solutions

EFL teachers and practitioners need teecher training, workshops, and seminars for EFL

gg\)/ (r)r?:rj1 t teachers to conceptudize what ICC is and understand how to integrate ICC applications
Teache? ’ in language classrooms (Alvarez, 2020). The design of teacher training and professiona
Trainin development programs needs to prioritize the provision of educators with the essential
Semina?é and information and ahilities required to cultivate intercultural understanding and
Work sho’ < communication within the educaional setting proficiently. This necessitates the
P alocation of enough time and resources to facilitate itsimplementation effectively.

Culturally It is highly important for EFL teachers and practitioners to be aware of cultura
Responsive differences among dl other kinds of differences and implement an inclusive pedagogy
Teaching: where they can develop necessary dtrategies to ded with cultural differences in their

. classrooms (Gay, 2002). Hence, they must create an inclusive language classroom where
Inclusive students affirm and celebrate al kinds of diversity, including culture. Thisis one of the
Pedagogy prerequisites of 21%-century education.

Evaluation and

Asxessing and evaluating students' intercultural communicative competence is of high

Assessment: significance, meaning that importance should be atached to ICC inthe overall evaluation
Alternative (Byram, 2020). Hence, teachers and practitioners must design and develop dternative
Tools assessment toolsto develop and integrate ICC in the EFL settings.
ICC activities done in language classrooms are not enough. |CC necessitates broader
intellectua mindsets, behaviors and lifestyles that maintain acceptance, motivation,
tolerance, and willingness towards other people and cultures (Marsella, 2005). In this
Stakeholders’ regard, incorporati ng more oommunitiesogt of the classroom is necessary, which means
Community: parenta involvement isessentia in promoting intercultural avarenessand ICC. If parents
Parenta ' help teachers in shaping students’ mindsets into intercultural intellectuals, students can
Involvement also maintain their understanding beyond the classroom. Parents’ understanding
contributes a lot to students’ mindsets. Therefore, parents can also help teachers in
designing cultural events, workshops, or presentations. The multicultura learning
experience may be further enhanced by the collaboration of educators and stakeholders,
which may aso include members of thelocal community.
The establishment of varied and inclusive educationd settingsthat actively acknowledge
Technology and appreciate cultural distinctions may serve as a means to combat bias and foster a
Integration: postive attitude towards intercultura encounters among students. Innovative
Digital pedagogica approachesand technologica advancementsshould be effectively employed
Competency to enhance the intercultural content of educationd curricula, hence affording students
genuine opportunities for cross-cultural engagement (Voogt & Roblin, 2012).
Language teachers may use numerous techniques to train students onempathy,
compassion, and tolerance from a humanistic perspective (Bennet, 2013). Students may
freely discusstheir culturesinawel coming, diverse setting. Integrating red and culturally
varied resources and participating in language exchange programs promote empathy and
cultural understanding. Furthermore, reflective practices encourage students to critically
Humanist andyze ther culturd prgudices and attitudes, fostering self-awareness and empathy.
Per spective: Discussing misconceptions and biases dso asssts in diminating misconceptions and
Empathy, promotes tolerance. Language teachers may model active listening and affirm students
Understanding, opinions viaempathic communication. Cultural activitiesand cooperation with different

and Tolerance

subject teachers provide studentswith multicultural experiencesthat bresk down barriers
and foster globa citizenship. Humanistic language initiatives, international days, and
cultural festivals promote empathy and appreciation for various cultures. These methods
help language learners acquire a humanist worldview, encourage empathy,
understanding, and tolerance, and become compassionate and internationally aware.
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As shown in the tables above, if EFL teachers and practitioners address
these challenges and implement suitable solutions, EFL classrooms can
become more culturally inclusive places where students prepare
themselves as interculturally competent language users to engage in
effective communication with people coming from various
backgrounds in an increasingly multilingual and multicultural world.

CONCLUSION

This chapter focuses on developing intercultural communicative skills
within the context of English language teaching and exploring the
significance of cultivating students' capacity to engage in successful
and culturally sensitive communication with others from diverse
cultural backgrounds. The chapter includes a comprehensive checklist
designed to assist teachers in enhancing students' intercultural
communicative competence. The checklist encompasses several crucial
components, including identifying clear learning objectives, careful
selection of activities, effective integration of activities into the
curriculum, effective instructional strategies, monitoring student
progress, assessment methods, feedback mechanisms, active student
engagement, and opportunities for reflection. Additionally, the
significance of education in fostering intercultural competency is
underscored by a range of techniques and approaches proposed. These
include organizing cultural events and trips, implementing language
and cultural exchange programs, incorporating intercultural activities
within the classroom setting, and facilitating extracurricular
intercultural initiatives. The chapter also elucidates the difficulties
encountered in the promotion of intercultural communication ability
and presents strategies to surmount these obstacles. On its whole, this
chapter functions as a comprehensive manual for teachers seeking to
enhance students' intercultural communicative competence, equipping
them with the necessary skills to thrive in an increasingly
interconnected global society.
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Study Questions

1. How can teachers enhance students' intercultural communicative competence
in the classroom?

2. What strategies can be used to promote cultural sensitivity and challenge
stereotypes in educational settings?

3. What are some effective ways to facilitate intercultural collaboration and
communication among students from different cultural backgrounds?

4. What are some ways to effectively involve studentsin intercultural exchanges
using digital resources?

5. How can language and cultural exchange programs improve intercultural
communicative competence?

ONUS
Scenario: A Cultural Collaboration Dilemma

Once upon a time, in a small town called Harmonyville, the famous
international school Global Horizons welcomed students from a variety
of cultural backgrounds. By promoting understanding, empathy, and
collaboration, the school intends to foster intercultural communicative
competence in its students.

One day, the school decided to honour the rich diversity of its students
by organizing a cultural exhibition. Each class was assigned to a
different country, and the students were encouraged to create shows
highlighting their country's traditions, customs, and cuisines.

Students in Ms. Lee's class were assigned to represent India, a country
with a lively and diverse culture. As the students began preparing for
the cultural exhibition, they discovered that their knowledge of Indian
culture was limited to generalizations and misconceptions.

One group of students believed India was all about spicy food and
Bollywood rituals, while another believed it was related to yoga and
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meditation. This led to misunderstandings and disagreements within the
class.

As a result of this situation, Ms. Lee decided to use the difficulty as a
learning opportunity. She assigned each group a specific aspect of
Indian culture to research. The groups were tasked with investigating
various aspects, including regional diversity, festivals, languages,
traditional clothing, and historical landmarks.

Instructions for Learners:

1. Group Formation: Form groups of 4-5 with peers from diverse
cultural backgrounds.

2. Research Assignment: Each group will be assigned a specific
aspect of Indian culture to research. Ensure you use various
resources, including books, articles, websites, and interviews, to
understand comprehensively.

3. Cultural Exchange: Ensure you include personal anecdotes and
experiences related to the cultural aspect you are assigned to. Do not
forget the importance of active listening and empathy.

4. Collaborative Station Creation: After conducting research, each
group will collaborate on the design of a station that represents the
designated aspect of Indian culture. The stands should be
informative, engaging, and interactive.

5. Cultural Fair Presentation: Each group will exhibit their content
to the school community during the cultural fair. Do not forget the
significance of respectful and accurate representation of Indian
culture.

6. Reflection and Discussion: After the cultural fair, we will hold a
reflective session in which you will discuss their experiences,
obstacles, and a newfound appreciation for Indian culture. Ensure
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that you contribute to the open discussion and sharing of your
personal growth experiences.

Through this collaborative and interactive learning experience, students
not only acquire a deeper understanding of Indian culture but also
develop intercultural communication skills. They cultivate empathy,
cultural sensitivity, and effective communication by collaborating with
their peers to challenge stereotypes, finally resulting in a more inclusive
and harmonious school community.

Teachers can modify the scenario and instructions based on their
students' age, cultural diversity, and proficiency level. To promote
intercultural communicative competence, the emphasis should remain
on fostering collaboration, research, and reflection.
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ABSTRACT

Intercultural communicative competence (ICC) is a skill that has
paramount importance for effective professional and personal
intercultural communication among people from different backgrounds.
Although ICC is best developed in intercultural environments, for most
university-level foreign language (FL) learners the opportunities to
develop ICC skills are limited to language classes, which impose a
significant burden on educators (Czura, 2016). By bridging theory and
practice, this chapter reviews studies that offer practical tips and
actionable strategies to empower university-level FL students to
navigate the challenges of cultural diversity with confidence. To this
end, the chapter first provides a comprehensive picture of ICC by
presenting historical and conceptual information regarding how it has
evolved over time. Then, it discusses diverse methods that educators
can employ to cultivate cultural sensitivity and effective
communication skills within the academic settings such as authentic
materials use initiatives and technology-driven approaches. Overall, the
chapter serves as a resource for educators, researchers, and students to
enrich their understanding of ICC within the university context.
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INTRODUCTION

Chinese philosopher Confucius once said that “Human beings draw
close to one another by their common nature, but habits and customs
keep them apart”. Although it is these ‘habits and customs’ that set
boundaries between nations, the key to bringing humanity together and
to going beyond borders again lies in respecting these differences.
These habits and customs that make up the culture of a society “bind
them to one another and give them a sense of shared identity” (Liu et
al., 2015, p. XV). Cultural values pass from generation to generation
thanks to written and spoken mediums which are ways of
communication. Communication is an indispensable element of cultural
transmission, yet, teaching the target language culture is not sufficient
for today’s language learners to communicate efficiently in intercultural
situations especially because of the role of English as a lingua franca
(ELF). For this reason, the need to reshape the teaching of culture in
ELF environments has given rise to Intercultural Communicative
Competence (ICC).

Today, the increase in communication among people of different
nations has brought intercultural communication to the forefront.
Intercultural communication which requires us to communicate
efficaciously and delicately with people of diverse cultures does not
come naturally; instead, it must be learned. Although the best way to
learn a culture is to go abroad and have a real chance to interact with
foreigners, it is not probable for everyone. Therefore, foreign language
(FL) learners mostly have the chance to develop their intercultural skills
in language classes. At this point, English as a foreign language (EFL)
teachers have a great responsibility in preparing their students to
culturally diverse environments. However, it is not as easy as teaching
just English or American culture (which are thought to be native
speakers of English) as in the past. Besides, ICC does not include
teaching a specific culture, but includes teaching various cultures since
people who know English do not merely use it to talk to an English or
American. Most of the time people use English to interact with people
from different cultures. In that case, it would not be enough or useful to
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know just so-called native cultures. This is the point that English
teachers have the most difficulty: Where to start? Therefore, the debate
about how ICC should be handled in language teaching classes
continues (Bo & Onwubuya, 2022; Gu & Zhao, 2021; Glines & Mede,
2019; Tuzcu-Eken & Koksal, 2021). Parallel to this discussion, this
chapter, first, provides a review of the historical and conceptual
evolution of the ICC. Then, it presents a broader and more
comprehensive picture of ICC-related activities. In this respect, the
following question is addressed in this chapter: What kinds of practical
activities that promote the ICC skills of university students are
suggested in the relevant literature?

The Historical Evolution of ICC

ICC 