1

ACHIEVING CROSS-CULTURAL COMPETENCE IN THE CLASSROOM:
CULTURE’S WAYS EXPLORED

by
Janna Orlova Schaeffer

___________________________________
Copyright © Janna Orlova Schaeffer 2011

A Dissertation Submitted to the Faculty of the
GRADUATE INTERDISCIPLINARY DOCTORAL PROGRAM in
SECOND LANGUAGE ACQUISITION AND TEACHING
In Partial Fulfillment of the Requirements
For the Degree of
DOCTOR OF PHILOSOPHY
In the Graduate College
THE UNIVERSITY OF ARIZONA
2011

2
THE UNIVERSITY OF ARIZONA
GRADUATE COLLEGE

As members of the Dissertation Committee, we certify that we have read the dissertation prepared
by Janna Orlova Schaeffer entitled “Achieving Cross-Cultural Competence in the Classroom:
Culture’s Ways Explored” and recommend that it be accepted as fulfilling the dissertation
requirement for the Degree of Doctor of Philosophy
Date: 12/01/2011
Mary Wildner-Bassett
Date: 12/01/2011
Beatrice Dupuy
Date: 12/01/2011
Linda Waugh
Date: 12/01/2011
David Wright

Final approval and acceptance of this dissertation is contingent upon the candidate's submission
of the final copies of the dissertation to the Graduate College.
I hereby certify that I have read this dissertation prepared under my direction and recommend that
it be accepted as fulfilling the dissertation requirement.
Dissertation Director: Dr. Wildner-Bassett Date: 12/01/2011

3

STATEMENT BY AUTHOR

This dissertation has been submitted in partial fulfillment of requirements for an
advanced degree at the University of Arizona and is deposited in the University Library
to be made available to borrowers under rules of the Library.
Brief quotations from this dissertation are allowable without special permission, provided
that accurate acknowledgment of source is made. Requests for permission for extended
quotation from or reproduction of this manuscript in whole or in part may be granted by
the copyright holder.

SIGNED: Janna Orlova Schaeffer

4

ACKNOWLEDGMENTS
I begin my dissertation by quoting John Donne, who believes that no man is an island. In
the process of working on my research project that culminated with this dissertation I
realized just how valuable companionship of those who care greatly for your pursuits are
for truly no man is an island but rather a part of the main. I would like to thank the people
who accompanied me on this journey, supported me in this endeavor, inspired me to
work to the best of my abilities and taught me to appreciate the process just as much as
the product.
My Committee Chair Dr. Mary Wildner-Bassett, for all of her invaluable insight into the
matter of culture and language teaching, her guidance, her leadership and her infinite
patience throughout the process,
My other committee members: Dr. Beatrice Dupuy, Dr. Linda Waugh and Dr. David
Wright for offering their extensive expertise in the field of second language acquisition
and helping this project to evolve into a study with pertinent findings and significant
implications for today’s language teachers and learners,
Dr. Peter Ecke, the Director of Basic Languages, for allowing me to supplement the
German 201 curriculum by exploring with some of the study participants texts and
lessons that are typically not part of the German 201 curriculum
Dr. Leafgren from the Department of Russian and Slavic Studies for permitting me to
come into his classroom and recruit study participants
Jessica Duran for her help and assistance, for allowing me to change her teaching
schedule, teach cultural lessons to her students and collect the data throughout the course
of the semester
Mark Borgstrom for helping me run appropriate statistical tests, decode the results of my
statistical analyses and patiently explain statistical concepts to me time and time again
The SLAT community for their assistance in designing and validating the instruments
My colleagues and friends who had no choice but to learn more about intercultural
competence than they ever wished to
And to my parents who always believed in me and encouraged me to believe in myself.
My husband Edward Schaeffer for his unwavering support throughout the process, even
on the most desperate of days when nothing seemed to go right, for his willingness to
learn about the topic, and for his immeasurable love and patience. This project I dedicate
to him.

5

TABLE OF CONTENTS
LIST OF TABLES.........................................................................................11
LIST OF FIGURES………........................................................................................12
ABSTRACT ..................................................................................................................13
CHAPTER 1: INTRODUCTION ............................................................................14
1.1 PERSONAL STATEMENT OF THE PROBLEM.................................................14
1.2. OVERVIEW OF RELEVANT CONCEPTS..........................................................16
1.3 CONCEPTUAL UNDERPINNINGS OF THE STUDY…….................................19
1.4 HYPOTHESIS AND RESEARCH QUESTIONS..................................................22
1.5 OUTLINE OF THE DISSERTATION....................................................................25

CHAPTER 2: REVIEW OF LITERATURE ........................................................26
2.1 OVERVIEW OF THE CULTURE DEBATE.........................................................26
2.2 DEFINING CULTURE...........................................................................................28
2.3 THE ROLE OF CULTURE IN FL CURRICULUM..............................................30
2.3.1 The Relationship between Culture and Language............................................31
2.3.2 Cultural Representations in FL Textbooks and Instruction..............................32
2.3.3 Future of Culture in the Foreign Language Classroom....................................35
2.4 CLASSROOM AS THE WORLDSTAGE............................................ .................37
2.4.1 Learners as Global Leaders...............................................................................37
2.4.2 Growing the Intercultural Mind........................................................................40
2.4.3 Responding to the Demands for Interculturally Competence...........................42
2.5 INTERCULTURAL COMPETENCE: EMPIRICAL EVIDENCE........................43
2.5.1 Establishing the IC Framework........................................................................43
2.5.2 Defining Intercultural Competence...................................................................48
2.5.3 Models of Intercultural Competence................................................................50

6

TABLE OF CONTENTS – Continued
2.5.3.1 Compositional Models...............................................................................50
2.5.3.2 Developmental Models..............................................................................55
2.6 APPLICATION OF MODELS AND IC PRINCIPLES..........................................61
2.6.1 Reducing Cultural Distance..............................................................................61
2.6.2 Resisting the Change: The Issue of Ethnocentrism .........................................65
2.6.3 Cultural Ties that Bind: Socialization...............................................................68
2.6.4 Achieving Intercultural Awareness...................................................................71
2.6.4.1 Access to Social Identities: The Experiential Activities............................74
2.7 CHAPTER SUMMARY..........................................................................................76

CHAPTER 3: RESEARCH DESIGN AND PROCEDURES...........................78
3.1 PROBLEM AND PURPOSE OVERVIEW............................................................78
3.2 RESEARCH DESIGN.............................................................................................80
3.3 HYPOTHESIS AND MAIN RESEARCH QUESTIONS.......................................81
3.4 POPULATION AND SAMPLE..............................................................................84
3.5 STUDY PARTICIPANTS.......................................................................................85
3.6 DATA COLLECTION PROCEDURES.................................................................87
3.7 METHODS TO ASSESS INTERCULTURAL COMPETENCE...........................90
3.7.1 Pre-Post Test.....................................................................................................90
3.7.1.1 Designing Intercultural Sensitivity Self-Assessment Questionnaire.........90
3.7.1.2 Administering the ISSQA..........................................................................93
3.8 DESIGN OF CULTURAL LESSONS....................................................................96
3.8.1 Presenting Cultural Content with Kontakte......................................................96
3.8.1.1 Lesson 1: Sind Sie verschiedener Meinung? ............................................98
3.8.1.2 Lesson 2 Reiseziele..................................................................................100
3.8.1.3 Lesson 3 Tiere und Sprichwörter.............................................................101
3.8.1.4 Lesson 4 Sind wir alle gleich? ................................................................103
3.8.1.5 Lesson 5 Wie bezahlt man in Europa? ...................................................104

7

TABLE OF CONTENTS - Continued
3.8.2 Presenting Cultural Content with Experiential Activities...............................105
3.8.2.1 Lesson 1 Sind Sie verschiedener Meinung? ............................................107
3.8.2.2 Lesson 2 Kulturelles Beurteilen...............................................................109
3.8.2.3 Lesson 3 Werte und Sprichwörter............................................................111
3.8.2.4 Lesson 4 Sind wir alle gleich? Cross-cultural Value Cards....................113
3.8.2.5 Lesson 5 Wem sagt man was? ................................................................114
3.8.3 Presenting Cultural Content with Making Progress in Russian.....................115
3.9 REFLECTIONS THROUGH CRITICAL INCIDENTS.......................................118
3.10 METHOD OF CRITICAL INCIDENT ANALYSIS.........................................122
3.11 ROLE OF MOBILITY AND INTERCULTURAL ENCOUNTERS.................123
3.12 DATA ANALYSIS..............................................................................................126

CHAPTER 4: DATA ANALYSIS, RESULTS AND DISCUSSION...........129
4.1 OVERVIEW..........................................................................................................129
4.2 HYPOTHESIS AND RESEARCH QUESTIONS................................................130
4.3 QUANTITATIVE ANALYSIS: ANOVA RESULTS..........................................133
4.3.1 Introduction of Repeated Measures ANOVA.................................................133
4.3.2 ISSAQ and the Development of Intercultural Competence............................134
4.3.2.1 Examining the Mindset............................................................................134
4.3.2.2 Assessing the Skillset...............................................................................138
4.3.2.3 Investigating the Heartset........................................................................142
4.3.2.4 Overview of 4.3.2....................................................................................146
4.3.3 ANOVA and Bennett’s Developmental Intercultural Sensitivity Model.......147
4.3.3.1 Descriptive Statistics for Group I...........................................................148
4.3.3.2 Descriptive Statistics for Group II...........................................................150
4.3.3.3 Descriptive Statistics for Group III..........................................................151
4.3.3.4 Development of Intercultural Sensitivity across Groups.........................153
4.3.3.5 The role of gender in the development of intercultural sensitivity..........160

8

TABLE OF CONTENTS – Continued
4.3.3.6 Overview of Measures and Results of DSIM......................................................163
4.3.4 Intercultural Competence and the Impact of Mobility....................................163
4.3.4.1 Introducing Pearson Correlation Procedures...........................................163
4.3.4.2 The Role of Mobility.............................................................................164
4.3.4.2.1 The Mindset and Mobility.................................................................165
4.3.4.2.2 The Skillset and Mobility..................................................................166
4.3.4.2.3 The Heartset and Mobility................................................................168
4.3.4.3 Cultural Experience Abroad and Intercultural Development..................168
4.3.4.3.1 Cultural Expertise and Intercultural Mind........................................169
4.3.4.3.2 Cultural Expertise and Intercultural Skills........................................171
4.3.4.3.3 Cultural Expertise and Attitudes.......................................................172
4.3.4.4 Overview of 4.3.4....................................................................................172
4.4 QUANTITATIVE DATA: DISCUSSIONS..........................................................173
4.4.1 Cognitive, Behavioral, and Affective Dimensions and the ISSAQ................173
4.4.1.1 Discussion of Pre-Posttest Results of Cognitive Measures.....................174
4.4.1.2 Discussion of Pre-Posttest Results of Behavioral Measures....................176
4.4.1.3 Discussion of Pre-Posttest Results of Affective Measures......................179
4.4.1.4 Summary of the ISSAQ Discussion.........................................................182
4.4.2 Intercultural Sensitivity and the DMIS...........................................................182
4.4.2.1 Overview of the ANOVA results.............................................................183
4.4.2.2 ANOVA and the Development of Intercultural Sensitivity.....................184
4.4.2.3 Intercultural Sensitivity and the Question of Gender..............................187
4.4.2.4 Summary of Discussions of Intercultural Sensitivity and the DMIS.......191
4.4.3 Mobility, Cultural Expertise and Intercultural Competence...........................192
4.4.3.1. Mobility and the Measures of Intercultural Competence.......................192

9

TABLE OF CONTENTS – Continued
4.4.3.2. Cultural Expertise and the Measures of Intercultural Competence.........195
4.5 QUALITATIVE ANALYSIS: CRITICAL INCIDENT DATA...........................197
4.5.1 Review of Definitions, Hypotheses and Research Questions.........................197
4.5.2 Data Collection and Analysis..........................................................................199
4.5.3 Critical Incident Reflections: Findings and Discussion..................................201
4.5.3.1 Critical Incident Reflections: The Mindset..............................................203
4.5.3.1.1 Culture-General Variables..............................................................204
4.5.3.1.2 Overview of the Cognitive Dimension.............................................212
4.5.3.2 Critical Incident Reflections: The Skillset...............................................212
4.5.3.2.1 Anxiety and Stress Management Skills............................................213
4.5.3.2.2 Empathy and Ability to Accurately Perceive Others........................219
4.5.3.2.3 Overview of the Behavioral Dimension...........................................225
4.5.3.3 Findings and Discussion of Responses: The Heartset.............................226
4.5.3.3.1 Tolerance of ambiguity.....................................................................226
4.5.3.3.2 Confidence to take appropriate risks.................................................231
4.5.3.3.3 Self- esteem and Open-Mindedness..................................................234
4.5.3.3.4 Overview of the Affective Dimension..............................................240
4.5.3.4 Overview of Tendencies and Patterns......................................................240
4.5.4 Results of the Investigation of Group Effect..................................................243
4.5.4.1 Results of the Investigation of Group I....................................................245
4.5.4.1.1 Recognition of Cultural Differences.................................................245
4.5.4.1.2 The Concept of Power Distance........................................................248
4.5.4.2 Results of the Investigation of Group II..................................................250
4.5.4.2.1 Awareness of self as a cultural being ...............................................252
4.5.4.3 Results of the Investigation of Group III.................................................254
4.5.4.4 Summary Participants’ Critical Reflections Across Groups....................256

10

TABLE OF CONTENTS – Continued
4.6 CHAPTER SUMMARY........................................................................................258

CHAPTER 5: SUMMARIZING DISCUSSION AND CONCLUSION
5.1 INVESTIGATION SUMMARY...........................................................................259
5.2 BRIEF DICUSSION OF FINDINGS....................................................................262
5.3 LIMITATIONS OF THIS STUDY.......................................................................265
5.4 IMPLICATIONS AND DIRECTIONS FOR FUTURE RESEARCH..................266
5.5 CONCLUSION......................................................................................................281
APPENDIX A: STUDENT BACKGROUND QUESTIONNAIRE...............................283
APPENDIX A1: Background Questionnaire/Student Version....................................283
APPENDIX A2: Student Background Questionnaire Scores......................................285
APPENDIX A3: Statistical Analysis/ Correlation Test..............................................287
APPENDIX B: INTERCULTURAL SENSITIVITY QUESTIONNAIRE....................289
APPENDIX B1: ISSAQ questionnaire........................................................................289
APPENDIX B2: Pre-test Data Compilation (Group I) ...............................................294
APPENDIX B3: Statistical Analysis Outcomes..........................................................295
APPENDIX C: CRITICAL INCIDENT PROCEDURE AND ANALYSIS..................297
APPENDIX C1: Critical Incident 1.............................................................................297
APPENDIX C2: Critical Incident Coded (Critical Incident 5/Group 1) ...................298
APPENDIX C3: Critical Incident Statistical Analysis (Group 1) ..............................298
APPENDIX D: LESSON PLAN AND HANDOUT SAMPLES...................................303
APPENDIX D1: Lesson Plans for Cultural Mini-Lessons (Groups I and II) .............303
APPENDIX D2: Cultural mini-lesson plans (Groups 1 and 2) ..................................305
WORKS CITED................................................... ..........................................................307

11

LIST OF TABLES

Table 1: Sample statements from the final version of the ISSAQ..................................85
Table 2: A sample question from the final version of the ISSAQ..................................85
Table 3: Sample hypothetical scenarios from the final version of the ISSAQ.................86
Table 4: Statements from Cultural Lesson One, Group II.............................................99
Table 5: Sample statements from the proverb list provided to Group II.........................103
Table 6: Descriptive Statistics of Cognitive Pre- and Posttest for all groups..................126
Table 7: Descriptive Statistics of Behavioral Pre- and Post- Test.................................130
Table 8: ANOVA results for behavioral component across groups................................131
Table 9: Pairwise Comparisons: Pre- and Posttest for Behavioral Component...............132
Table 10: Descriptive Statistics Pre- and Posttest for Affective Component..................134
Table 11: ANOVA results within subjects for affective component across groups........135
Table 12: Pairwise Comparisons: Pre- and Posttest for Affective Component...............136
Table 13: Descriptive Statistics for Critical Incident Responses/Group I.......................140
Table 14: Descriptive Statistics for Critical Incident Responses/Group II......................141
Table 15: Descriptive Statistics for GI and GII for all sub-groups incidents 1-5............145
Table 16: Pairwise Comparison of Means for Incidents 2-5 for Groups I and II............146
Table 17: Pairwise Comparisons for Incidents 2-5 for levels low, medium, high...........147
Table 18: Means and Standard Deviation for Male/Female Participants for Group II....152
Table 19: Correlations Mobility/Cognitive Component for all participants....................157
Table 20: Correlations Mobility/Behavioral Component for all participants..................158
Table 21: Correlations Mobility/Affective Component...................................................159
Table 22: Correlations Experience Abroad/ Cognitive component.................................161
Table 23: Correlations Experience Abroad/ Behavior for all participants......................162
Table 24: Correlations Experience Abroad/ Behavior for all participants......................163

12

LIST OF FIGURES

Figure 1: Pre- Posttest results for cognitive component across groups...........................128
Figure 2: Pre- Posttest results of behavioral component across groups...........................133
Figure 3: Pre- Posttest results for affective component across groups...........................137
Figure 4: Progression of Intercultural Sensitivity Scores for Group I.............................140
Figure 5: Progression of Intercultural Sensitivity Scores for Group II...........................142
Figure 6: Progression of Intercultural Sensitivity Scores for Group III..........................143
Figure 7: Progression of Intercultural Sensitivity Scores Groups I and II.......................148
Figure 8: Progression of Intercultural Sensitivity Scores Group II across genders.........153

13

ABSTRACT
Over the course of the last few decades the debate over culture and its relationship
to language has remained heated and one can argue, unresolved. It has been underscored
that it is not necessarily the question of culture teaching per-se but rather the methods and
content of such teaching that remain controversial. Today’s world demands that learners
are not simply linguistically but also interculturally competent. It has been argued that
high levels of intercultural awareness can be achieved with the help of experiential
lessons taught in a formal setting that focus on the exploration of self as a cultural being.
In this study, three groups of the intermediate learners of German and Russian
were invited to participate in a number of cultural lessons based on either culture box
highlights or experiential activities. The pre-posttests measured changes in learners’
cognitive, behavioral and affective measures of intercultural competence. Results
revealed that experiential activities tend to better facilitate the development of learners’
intercultural skills and attitudes. Students written responses to critical incidents were
analyzed with the Developmental Model of Intercultural Sensitivity (Bennett, 1993) to
assess changes in learners’ perspectives and intercultural disposition over the course of
the semester. Additionally, learners’ experiences with foreign and local cultures were
quantified and correlated with cognitive, behavioral and affective measures of
intercultural competence. Results showed that not all measures of intercultural
competence may be broadened by the individuals’ firsthand experiences with other
cultures. The relevance of one’s previous experiences with ‘sub-cultures’ (states, cities,
towns, and communities), i.e. his ‘mobility’ must also be acknowledged.
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CHAPTER 1: INTRODUCTION
No man is an island, entire of itself;
every man is a piece of the continent,
a part of the main; […] any man’s death
diminishes me, because I am involved
in mankind; and therefore never send to
know for whom the bell tolls for thee…
John Donne

1.1.PERSONAL STATEMENT OF THE PROBLEM
A wise man once said no man is an island. As never before, this observation is
true today. Unquestionably, today’s world has become fully interconnected due to the
forces of globalization and internalization; it has been completely reshaped, redefined,
reconfigured. With transforming boundaries and responsibilities of nation-states,
diminution of nations’ physical borders, forming of alliances and coalitions, and a
constant evolution of national identities, the roles and responsibilities of a nation’s citizen
have changed as well. In what many today call ‘the global village’ it has become highly
imperative to not only know and understand one’s cultural self, but also be able to
understand and relate to the representations and representatives of the same as well as of
different cultural groups. Understandably so, due to such a rapid change in international
and domestic dynamics, a heightened emphasis has now been placed on learning more
about one’s own and other cultures to improve culture understanding worldwide.
To a great extent, culture is shared yet unique, independent yet interdependent,
ancient yet new, and in constant flux. In his assessment of what culture means, Ferguson
(1987) observes that everyone can potentially consider himself/herself a cultural expert as
“culture is a word for which everyone has a definition” (p. 14). Traditionally, culture has
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been defined as the “totality of learned socially transmitted behavior” (Keesing, 1958, p.
16), a complex whole, comprised of knowledge, belief, art, morals, law, custom and
habits acquired by a member of a society in the process of socialization (Tylor, 1871,
cited in Mehan, 1980). However, despite the fact that on the surface culture – one’s own
and that of others, appears to be rather intelligible, it still remains a challenge to interact
and move across cultures effectively.
This study was inspired by the researcher’s ambition to establish whether the
notions of ‘culture’ (host and target) as they are presently addressed in the foreign
language curriculum can sufficiently contribute to the development of today’s college
students into interculturally competent global leaders of tomorrow. It has been long
believed that the manner of presenting cultural content and to some extent the cultural
content itself are of minimal relevance to the process of cultural acquisition. In recent
decades the belief that languages are taught, while ‘cultures’ are caught significantly
influenced the design of FL textbooks and lessons that avoided explicitly addressing the
complexity of C1 and C2 and instead assigned to culture teaching a marginal role. To
challenge this belief, the study examines the impact that the manner of presenting culture
and cultural content during classroom time has on the measures that assessed the
development of intercultural competence in intermediate language learners. The findings
of this study may reveal the advantages and the drawbacks of the different manners of
presentation of cultural content and their influence on learners’ cultural as well as
intercultural knowledge, skills and attitudes. At the same time, the investigation also aims
to establish whether intercultural awareness, cultural expertise, and mobility can further
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promote one’s intercultural understanding and sensitivity. Many learners today enter the
foreign language classroom with significant cultural experience and expertise that on
average remain largely unrecognized. By exploring learners’ worldviews as they respond
to culturally precarious critical incidents, the study attempts to determine the impact
learners’ existing cultural capital and background experience may have on the further
expansion of their intercultural knowledge.

1.2. OVERVIEW OF RELEVANT CONCEPTS
When tackling the ever-perplexing question of a person’s relationship to a target
and a host culture, Ferguson (1987) warns of potential dangers presented by culture in
general. In his view, culture can imprison an individual and greatly restrict his view of
the world around him. As a result of socialization, our opinions as to what is good or bad
are often formed early on. And accepting other realities might then become a challenge.
At the same time, ethnocentrism, defined by Cushner and Brislin (1996) as a “tendency
of people to judge others from their own culture’s perspective, believing theirs to be the
only ‘right’ or ‘correct’ way to perceive the world”, develops into a cultural prism that
further complicates our interaction with the unfamiliar (p. 5). Such detrimental effects of
ethnocentrism echo in Lustig and Koester’s (1998) work, in which they describe
ethnocentrism as a learned belief in cultural superiority that not only highlights, but also
exaggerates cultural differences (p. 146-147). Despite the caveats, culture, however, is
not meant to enslave, when presented as a holistic concept; no individual should become
its victim (Ferguson, 1987). Individuals should not shun their culture in fears of
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ethnocentrism or misunderstandings, but rather strive to understand its multifacetedness,
learn to compromise, relate and reconcile.
In the course of the last few decades the question of culture in a classroom setting
and its relationship to language has remained heated and, one can argue, unresolved. It
has been argued that in our increasingly interconnected world where intercultural
encounters and relationships have become commonplace, the foreign language classroom
can become the birthplace of interculturally competent ‘world citizens’, as it is the
classroom that connects “the learners to a world that is culturally different than their
own” (Sercu, 2006, p. 16). A foreign language classroom can serve as an anodyne space
that allows one to venture out of his/her cultural comfort zone and explore the
complexities C1 (native culture) and C2 (target culture) present.
Although great strides have been made to etch a significant niche for culture in a
foreign language classroom, the culture debate is as vigorous and contentious today as it
was decades ago (Knox, 1999). Liaw (2007) underscores that it is not necessarily the
question of culture teaching per-se that perplexes the researchers and language
instructors, but rather the methods and content of such teaching that remain controversial.
Despite many successes along the way, the teaching of culture remains limited to the
teaching of some cultural dimensions identified by Sercu (2001) as tourist highlights,
geography, education, eating habits, among a number of other topics; the teaching of
culture in the classroom has become tightly bound to either lowbrow (e.g. habits, customs
and, folklore of everyday) or highbrow knowledge (literature and the arts) (Thanasoulas,
2001). Since the acquisition of L2 culture by adult learners remains to a high degree an
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unattainable goal, this factual transmission of culture continues to draw criticism for
understating the meaning of culture (Huebener, 1959).
Starting in the 1970s and 1980s, a shift has begun to take place aiming to
transform a classroom to more closely resemble the world stage, where individuals (in
our case, learners) are no longer encouraged to acculturate, assimilate and imitate but are
rather motivated to celebrate their linguistic and cultural differences (Wells, 2000). Over
the course of three decades the idea of intercultural competence has been discussed by
researchers like Byram (1994), Kramsch (1995), and Bennett (1999) as a valid alternative
to plainly teaching a foreign language and hoping that culture associated with that
particular language will be acquired as a by-product. Byram and Zarate (1997) define
intercultural competence as one’s ability to negotiate and mediate between multiple
identities and cultures; the learner as a mediator does not approach other cultures as an
exotic novelty but rather strives to become a cultural sojourner, affecting and being
affected by the cultural encounters. As seen by Bennett and Bennett (2004), intercultural
competence enables one to relate and communicate effectively in any cross-cultural
interaction, while Kim (2008) details it to be a culture-general yet context-specific
concept, “applicable to all encounters between individuals of differing cultural (or ethnic)
backgrounds, regardless of the particularities of the cultural backgrounds and the
situations involved” (p. 54).
In her work on intercultural competence in a foreign language context, Risager
(2007) identifies intercultural learners as those that assume the role of a negotiator “that
the language learner can cultivate through practice and conscious work on the negotiation
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of meaning: the forming of meaning in interaction” (p. 223). To elaborate further, such a
learner would “gain the inside view of the other person’s culture, and at the same time,
contribute to the other person’s understanding of his/he own culture from an insider’s
point of view” (Sercu, 2006, p. 18). At the same time, Byram (1997) links the attainment
of intercultural competence with improved ability to cope with tertiary socialization, in
which a leaner is “confronted with alternative ways of living and understanding of the
world… those she/he has become accustomed to within the family, the national school
system and the national labor market” (Risager, 2007, p. 226).

1.3. CONCEPTUAL UNDERPINNINGS OF THE STUDY
Although a consensus about the far-reaching effects of intercultural competence
on the contemporary society might have been reached, a very limited number of studies
have been conducted to closely scrutinize foreign language learners’ intercultural
competence and its development. In light of recent research on cultural identity, its
formation and its close links to cultural and intercultural awareness, the present study
selected to investigate the impact the manner of presenting cultural content may have on
the development of cultural awareness and intercultural understanding in intermediate
foreign language learners. The study focused on a contrastive comparison of the
measured effects of a more culture-specific presentation of cultural content during class
time versus a more culture-general manner of presenting and processing of culture on the
levels of learners’ intercultural sensitivity.
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Intercultural competence can serve as a great asset to any learner that plans to
enter the multilingual, multicultural workforce of the 21st century and help develop
learners into interculturally competent individuals, able to relate to realities and interpret
viewpoints of others. So it is not the question of ‘whether’, but rather of ‘how’ one can
become interculturally competent is one that remains unsettled. Present investigation into
the development of intercultural competence of foreign language learners in the formal
(college) setting attempts to tackle precisely the question of “how”.
The learners in today’s foreign language classrooms are tomorrow’s global
citizens and for that reason, they are the subjects of this study. Throughout the course of
their lives, these subjects have been introduced to the concept of culture - universally,
institutionally and personally and without knowing, they have become cultural experts.
To better understand the dimensions of their cultural knowledge, self-awareness and
intercultural sensitivity, defined by Hammer, Bennett & Wiseman (2003) as one’s ability
to discriminate and experience relevant cultural difference, participants’ views, ideas,
direct and indirect experiences with representations and representatives of other cultures
are examined. Over the course of a 16-weeks semester, qualitative and quantitative
measures of intercultural competence are collected. Study participants of three separate
groups are observed as they experience and process cultural content in different contexts.
The difference in worldview between the three groups is then contrasted, dissected and
discussed in detail. At the same time, the factors that may promote and hinder the
evolvement of one as an intercultural being are also closely scrutinized.
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A number of intercultural competence compositional models are used as a
theoretical framework for the quantitative component of the study. Intercultural
compositional models are commonly characterized as models that are comprised of ‘lists’
of hypothesized components of competence, or relevant “traits, characteristics and skills
supposed to be productive or constitutive of component interaction” (Spitzberg &
Changnon, 2009, p. 10). In the theoretical conception of the quantitative module, a heavy
emphasis is placed on Janet Bennett’s compositional conjecture that identifies mindset,
heart-set and skill-set as the three main components of intercultural competence.
Bennett’s (2008) representation reveals the emerging consensus and cohesively
synthesizes prevailing views of intercultural competence into one that consists of
“cognitive, affective, and behavioral skills and characteristics that support effective and
appropriate interaction in a variety of cultural contexts (p. 97). As a result, the
intercultural sensitivity self-assessment questionnaire is designed to assess the degree to
which participants’ cognitive, behavioral and affective dimensions of intercultural
competence are developed.
The levels of intercultural sensitivity of study participants are interpreted through
the lens of Bennett’s stage model titled Developmental Model of Intercultural Sensitivity
(further referred to here as DMIS) that assumes a positive correlation between one’s
experience of cultural difference and one’s potential competence in intercultural relations
(Hammer et al., 2003, p. 423). The developmental models are selected for data analysis
due to their recognition of the role of ongoing interactions; these models by Bennett
(1986) and King and Baxter Magolda (2005) interpret intercultural competence as a
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progression developed over time and specify the stages “through which competence is
hypothesized to evolve” (Spitzberg & Changnon, 2009, p. 10).

1.4. HYPOTHESIS AND RESEARCH QUESTIONS
A number of hypotheses were proposed in an attempt to tackle the following
research questions:
(a) Does the different manner of presenting and processing of cultural content
impact the measures of intercultural sensitivity, which is defined by Hammer, Bennett &
Wiseman (2003) as one’s ability to discriminate and experience relevant cultural
differences in language learners?
(b) Does the intercultural sensitivity as measured by Bennett’s developmental
intercultural sensitivity model further promote individual ability to accurately perceive
others, thereby facilitating the development of intercultural competence, identified by
Hammer, Bennett & Wiseman (2003) as the ability to think and act interculturally?
(c/d) Do the participants with higher mobility and more elaborate cultural
experience (experience abroad) and expertise exhibit higher levels of intercultural
competence?
Traditional culture teaching approaches have often been labeled ‘problematic’ for
they significantly downplay the meaning of culture, thereby hindering the development of
one’s cross-cultural competence (Knutson, 2006). To further examine these suppositions,
the study focuses on the manner of how cultural content is presented and processed and
its impact participants’ intercultural development. Teaching a group of intermediate FL
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learners a series of mini-lessons designed strictly around culture-specific content from
various instructional materials (Group I) while conducting a series of cultural selfexploration lessons to another group of language learners (Group II) may allow the study
to identify and assess the effects the manner of presenting cultural content may have on
the learners. To observe these effects, participants’ levels of intercultural competence are
assessed by using an intercultural sensitivity self-assessment questionnaire (based on J.
Bennett’s framework) at the beginning and the end of the study. Additionally, the effects
of the presentation of cultural content and levels of intercultural sensitivity of recruited
participants enrolled in a language class of comparable proficiency level (third semester
learners of Russian) are also investigated. Although these participants do not take part in
either of the cultural lessons, their experience in culture learning was speculated to be
comparable to that of Group I. The data they provide will also be assessed using the same
instruments.
In addition to the measures collected with the intercultural sensitivity selfassessment questionnaire (ISSAQ), participants’ biweekly critical reflections are also
used to answer the research questions. The study investigated whether one’s elevated
levels of intercultural sensitivity further facilitate the development of various constructs
of intercultural competence (awareness, attitude, skills and knowledge). The answers
provided by study participants on a biweekly basis are evaluated with the help of DMIS
in an attempt to determine whether intercultural sensitivity can be increased during the
course of 16 weeks. It is hypothesized that participants who began the study with higher
levels of intercultural sensitivity (as measured by DMIS) would demonstrate a greater
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understanding of intercultural interactions and advance in their intercultural skills and
abilities when compared to the participants with lower levels of intercultural sensitivity.
In other words, the participants with a higher degree of cultural (C1) and intercultural
(C1-C2) competence are expected to display a more informed understanding of foreign
cultures and perceive intercultural interactions more accurately. In other words, they are
expected to surmount participants with lower levels of intercultural sensitivity
cognitively, behaviorally and affectively.
The effects the manner of presenting and processing of cultural content may have
on the learners are also considered. It is anticipated that by engaging in cultural learning
via experiential activities, the development of intercultural competence would be better
facilitated. It is assumed that experiential activities with a focus on cultural discovery
would help participants attain greater familiarity with the idea of interculturality. More
specifically, study participants who participate in a series of cultural mini-lessons with a
focus on self-exploration (in this study, Group II) are expected to make greater
improvements in their intercultural knowledge, skills and attitudes. Such a shift would
attest to the fact that experiential activities positively impact the development of
intercultural competence. Assuming that all of the participants of Group III are involved
in a similar language and culture learning process as Group I, i.e. with a conventional L2
textbook, a reckonable change in their cognitive, behavioral and affective measures is not
anticipated.
Lastly, a set of data is collected by utilizing the background questionnaire
administered to study participants at the beginning of the study. Study participants are
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asked to reflect on their past travel experience and report it. Participants with more
extensive cultural expertise (study abroad, military family stationed overseas, different
place of origin) or frequent change of residence (between cities, towns, states or
communities) are expected to demonstrate a higher level of intercultural competence
across cognitive, behavioral and affective dimensions.

1.5. OUTLINE OF THE DISSERTATION
Chapter 2 of dissertation presents literary review of research pertinent to the
study. Issues relevant of culture, its teaching and the emergence of intercultural
competence as a foreign language imperative are discussed. Chapter 3 focuses primarily
on the methodology of the study, its research design and questions as well as data
collection procedures. Chapter Four is dedicated to the discussion of the statistical data
analysis procedures and findings of quantitative and qualitative measures collected during
this research. The results are then discussed and interpreted. Chapter Five presents a
summary discussion of the study findings, addresses its limitations and assumptions and
reveals implications for future research.
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CHAPTER 2: REVIEW OF LITERATURE
“ Just people from everywhere are related to me by
blood and that’s why I say I am a multicultural
event… It’s beautiful, it’s a rainbow… It reflects
light, and I think that’s what a person like me can
do…”
Alice Walker

This chapter presents the arguments made by various researchers who advocate
for a more prevalent cultural component in foreign language teaching. Definitions of
culture and arguments that outline the benefits of educating language learners to be
culturally (C1) and interculturally are outlined (C2s). At the same time, the concept of
intercultural competence, its applicable definitions and relevant models are also detailed.
Lastly, demands and approaches to turning a foreign language classroom into the ‘world
stage’ are delineated and their benefits discussed. This chapter serves to call attention to
the present day issues and establish the theoretical framework for the study that attempts
to address these impending issues.

2.1. OVERVIEW OF THE CULTURE DEBATE
In the course of the last few decades the question of culture and its relationship to
language has remained heated; the culture debate is as vigorous and contentious today as
it was decades ago (Knox, 1999). As is observed by Liaw (2007), it is not necessarily the
question of culture teaching per-se that is being widely debated by researchers and
language instructors, but rather the methods and content of such teaching are the
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questions that invite controversy. Although great strides have been made in expanding
the cultural component, the teaching of culture remains limited to the teaching of cultural
dimensions identified by Sercu (2001) as tourist highlights that include geography,
education, eating habits, among other topics. The teaching of culture in the classroom has
become tightly bound to lowbrow (e.g. habits, customs and, folklore of everyday) and/or
highbrow knowledge (literature and the arts) (Thanasoulas, 2001). Some have claimed
that the acquisition of L2 culture by adult learners is to a high degree an unattainable
goal. As a result, this factual transmission of culture continues to draw criticism for
understating the meaning of culture (Huebener, 1959).
It cannot be denied that over the course of recent decades, the idea of teaching
culture has gained significant popularity. A cultural component was introduced into
foreign language curriculum, and its integration has steadily progressed. As observed by
Knutson (2006), the foreign language curriculum now stretches to meet a multitude of
goals and set standards by “doing it all”: striving for proficiency in all four skills of L2
while introducing students to a plethora of cultural materials.
Historically, the cultural component has been primarily taught in addition to
language to simply allow individuals access to “great literary masterpieces of
civilization” (Allen, 1985, p. 138). It was not until later that culture stopped being a
simple conduit to the rich literary traditions of the past, but rather was taught for the sake
of culture itself. Nelson (1989) discerns that during the audio-lingual era the emphasis
was placed more heavily on the “small c culture”, described as “social patterns for living”
(p. 155). Lessard-Clouston (1992) traces the evolution of the cultural component from an
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audio-lingual method to the communicative approach, where the teaching of culture
finally earned some recognition in terms of its features, i.e. language appropriateness,
context and discourse (p. 327). Consequently, such recognition gave rise to new and more
ample interpretations of ‘culture’ in the foreign language context.
The debate about the role of culture in the foreign language curriculum arose
Hall’s claims that “communication is culture and culture is communication” (1959, p.
169). The connection between language and culture is also made clear by Gudykunst
(2001), who highlights that it is culture that gives meaning to the words, for “the
relationship between words and their references are arbitrary and vary from culture to
culture and from ethnic group to ethnic group”(p. 3). These meanings, in his view,
directly reflect not only “shared ethnic and cultural experiences” but also “unique
individual experiences” (p. 4). Brown (2000) extends such claims in his research by
observing that “a language is a part of a culture and a culture is a part of a language; the
two are intricately interwoven so that one cannot separate the two without losing the
significance of either language or culture” (p. 177). Irving (1984) exaggeratingly
compares teaching of language without culture to the learning to drive of a car not by
driving it but by studying the driver’s manual.

2.2. DEFINING CULTURE
Even though many agree that culture must become an integral part of foreign
language curriculum, little consensus has actually been reached about the components of
culture that should be included. Arguments have been made against standardization since
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culture is a holistic, multilayered, complex entity that consists of many segments, “one
segment may be prioritized over another as the focus of instruction depending on the
orientation of the proponent and the times” (Tang, 2006, p. 86).
As dictated by tradition, culture is oftentimes perceived as a group’s “way of
making meaning through symbolic means” (Shi-xu, 2006, p. 316). In Walker’s (2000)
discussion of a performance-based theory of foreign language acquisition, culture is
described as a complex of knowledge structures. Some of these structures are
unambiguous, straightforward and easily learned but some are highly indeterminate for
“culture is a complex symbolic meaning system and not all of the significances attached
to certain behaviors are readily discernable […]” (Tang, 2006, p. 87). As Tang (2006)
observes, many different components that comprise culture are undoubtedly
interdependent. He claims that they not only compliment and embody each other, but also
together they signify “a united body of ideas, and practices that distinguish the people of
one cultural community from those of another” (p. 87). Mehan (1980) draws on Tylor’s
(1871) definition of culture, which in his view “[…] in its widest ethnographic sense, is
that complex whole which includes knowledge, belief, art, morals, laws, customs, and
any other capabilities and habits acquired by man as a member of society” (Tylor, 1871,
cited in Mehan 1980, p. 1).
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2.3. THE ROLE OF CULTURE IN FL CURRICULUM
As one seeks to define the role of culture in the classroom, the relationship
between language and culture must be first established. Is it possible to learn one without
the other? Using the example of English as lingua franca an argument can be made that
no particular national culture is often attached to the use English for communication, and
yet, people are instrumentally or interactively motivated to learn this language. Although
that might be the case with English, the situation is quite different with other foreign
languages. Researchers dispute this nonchalant approach to teaching culture as a
byproduct of language teaching that can be omitted on a discretionary basis. In his
discussion of culture and the role it plays in the classroom, Valdes (1990) pleads for a
more integrative culture component while McLeod (1976) calls attention to the fact that
teaching culture implicitly is not sufficient; instead, it should be taught explicitly.
In his examination of teaching ‘culture’ Byram (2008) points out the difficulty to
delineate the concept of culture and its role in foreign language teaching. As outlined by
Robinson-Stuart and Nocon (1996) in their work on ethnography in the foreign language
classroom, in traditional methodology the learning of C2 (second culture) has been seen
as a simple byproduct of all language instruction as it will “automatically open the door
to another culture and to shared understanding, without any specific treatments designed
to promote intercultural understanding and interaction” (p. 433). Although there is very
little research to support the mistaken assumption that cross-cultural understanding can
be simply drawn from the study of language, termed by Robinson (1978) as “magiccarpet-ride-to-another-culture”, this misconception continues to prevail.
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2.3.1. The Relationship between Culture and Language
According to Chomsky, linguistic competence allows one to produce sentences in
a language. It, however, does not inform the speaker as to when the sentences should be
used and used appropriately. Mehan (1980) claims that in light of this rather narrow
definition of linguistic competence, such linguistic knowledge would render the speaker
socially incompetent; “that person would not know when to speak, when not to speak,
what to say, or in what way” (p. 132). Saville-Troike (1983) also underscores the link
between communicative and cultural competences. One cannot be communicatively
competent without having attained cultural competence to some degree since
communicative competence is “embedded in the notion of cultural competence:
interpreting the meaning of linguistic behavior means knowing the cultural meaning of
the context within which it occurs” (Saville-Troike, 1983, p. 131-132). As seen by Irving
(1984), generally, speaking does not necessarily mean communicating.
Shi-xu (2006) attests that discourse reflects the specifics of one’s cultural life; in
his view, “film, (fine) art, multimedia, music, architecture and the like are all important
forms of culture, but none would make the sort of sense they do were they deprived of
use of language”(p. 316). To tap into another culture and learn to function in it, one needs
to go through foreign language. As Knox (1999) observes, learning a foreign language
can offer one opportunity to grow and develop personally when he/she learns to accept
norms and values of other cultures and at the same time, manages to maintain one’s own
identity (p. 673).
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Bennett, Bennett and Allen (2003) argue, however, that if foreign language
curriculum continues to separate learning of a foreign language from learning of another
culture, a language learner will ultimately pay a hefty price of becoming a ‘fluent fool’.
Although many acknowledge this risk and advocate for a more profound infusion of
cultural content into foreign language curriculum, the debate about the specifics of
cultural teaching and learning continues (p. 237). The shortcomings of such an approach
to language teaching, however, lie in a fact first discerned by Van Patten (1986) and
echoed by Kramsch (1993), Robinson (1998) and Robinson-Stuart and Nocon (1996) that
even if a student finds herself in a proficiency-oriented classroom, “you cannot make her
acquire” (Van Patten, 1986, p. 211). In their assessment of the present day foreign
language classroom, the authors conclude that even though students might become a part
of a communicatively based classroom, they might not necessarily learn to communicate
effectively with people from other cultures. “Neither extensive knowledge of linguistic
forms nor the ability or desire to manipulate those forms in classroom performance can
assure the ability to communicate with speakers of the target language” (Robinson-Stuart
and Nocon, 1996, p. 431).

2.3.2. Cultural Representations in FL Textbooks and Instruction
Traditionally, cultural information that appears in foreign language textbooks
does not go beyond trivial facts about cultural lowbrow customs and events, i.e. festivals,
food, buildings, etc. In her discussion of factual knowledge traditionally conveyed in the
foreign language curriculum, Risager (2007) elaborates on its content. Factual
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knowledge, in her opinion, includes geographical, historical and social knowledge. As an
example of factual knowledge, Risager uses statements like “Manchester is a city in
England” or “Germany is divided into Länder” (p. 205).
As a result, over the course of a few decades language has become the primary
focus of language study in these textbooks, while the more complete teachings of culture
remained marginal. In light of this separation of the two and its negative impact, Barro,
Byram, Grimm, Morgan and Roberts (1993) argue for a more integrative approach to
teaching language and culture that would add an “intercultural dimension” to the aims of
communicative competence. The belief that language is “taught” but cultures are
“caught” must be abandoned at once (p. 57). Once learning how to interact with cultures
is explicitly emphasized, the learners can consequentially become “more informed and
more receptive towards the people and societies associated with the language they are
learning” (Barro et al., 1993, p. 56).
Tang (2006), however, expresses concern over the possibility of teaching culture
and cultural perspectives with limited number of good textbooks that are developed to
teach both: a foreign language and needed discourse behaviors that reflect “values,
beliefs, and worldviews of the people speaking the language” of native and target cultures
(Tang, 2006, p. 90). As exemplified by Kramsch (1986), textbooks oftentimes do not
present factual American counterparts to the “cultural facts” they reveal about a foreign
culture, “so the student does not know which of the American cultural bias lies behind the
presentation of foreign cultural facts” (Kramsch, 1986, p. 368). In light of such
deficiency, Irving (1984) recommends drawing on cultural clues found in our everyday

34

environment. She believes that cultural value can be recognized in “objects, events, styles
of interpersonal relations, education systems, management styles, child-rearing practices,
architecture, the arts, literature, the media […]” (p. 143).
At the same time, teachers also often feel intimidated to teach culture (in general)
without sufficient cultural materials, and even more unprepared to teach its intercultural
intricacies, for they have never been taught intercultural sensitivity themselves; teaching
culture appears more difficult than teaching language (Bennett, Bennett and Allen, 2003,
p. 240). Irving (1984) urges that teachers must first be made aware of their personal
cultural values prior to teaching foreign language learners cultural awareness and
sensitivity. Such wariness can, however, be easily explained since ‘culture’ has in the age
of global economy become ‘denationalized’, ‘deterritorized’, ‘dehistoricized’ and highly
‘fragmented’; culture has become “a discourse […] – a portable culture that lives from
retellings through verbal narratives, film, music, and other meaning making practices”
(Kramsch, 2008, p. 3). Larkey (2008) adds that at the same time, teachers must become
familiar with “culture-general fundamentals of intercultural communication, competency,
and sensitivity, such as individualism and collectivism, high-context and low-context
styles of communication, high and low power distance and others” (p. 1).
It has become clear that a foreign language learner who struggles to acquire the
complexity of meanings that Tang (2006) refers to as “the meaning upon meaning” must
focus not only on the discourse, and discourse behavior of what and how when learning
to perform in another culture. Learners must also “extend their attention beyond these
surface phenomena to uncover the hidden significances embedded in the meaning
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systems of the culture” (Tang, 2006, p. 89). It can be concluded that when one can
encode and decode cultural meanings with some degree of competence, one can
minimize cultural misunderstandings.

2.3.3. Future of Culture in the Foreign Language Classroom
In her discussion of language teaching and learning, Kramsch (1991) calls for a
more rigorous emphasis on teaching language in the context of culture to further promote
“understanding, responsibility, and effective participation in a global age” (p. 221).
Byram (2008), however, warns of the serious implications resulting from the revelation
that teaching of culture and emphasis on the development of intercultural competence are
appropriate purposes for foreign language teaching (p. 1). He warns us rightfully so, for
culture is a highly dynamic process; to reflect the diversified shifting nature of culture,
the teaching of culture must also change and adjust to incorporate the broader cultural
context.
Richards (1976) advocates a necessary shift in the language classroom from a
plain focus on language and its interrelationship with other aspects toward a more explicit
emphasis on presenting culture, while allowing instructors the freedom and creativity in
their approach to culture and at the same time, maintaining focus on developing learners’
linguistic competence. As suggested by Byram (1997), this newly proposed intercultural
competence framework might finally produce a dignified learner that ascertains not only
the complexities that arise between his/herself and his/her cultural meanings, behaviors
and beliefs, but also those of the interlocutor, expressed in the native or foreign language.
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Hunter et al. (2006) concur with these claims; they believe that an interculturally
competent interactant is one who attempts “to understand his or her own cultural box
before stepping into someone else’s” (Hunter et al., 2006, p. 279., cited in Spitzberg and
Changnon, 2009, p. 14).
Kasper (1995), Kramsch (1993) and Sercu (2004) all argue in favor of a
classroom as a more ‘usable’ setting where interlocutors are recognized as social actors
with individual social identities. Irving (1984) takes it a step further by proposing that in
order for a classroom to become a ‘community’ where different cultures can be
experienced and distinct voices can be heard, it must begin to serve as a much needed
antidote to one’s negative interpretation of other cultures while helping learners
understand the courses and effects of the influence of their own culture. Such a balanced
teaching and learning environment might only be achieved among intercultural speakers
who operate at the border between different cultures and languages or language varieties,
while “maneuvering his/her way through the troubled waters of cross-cultural
misunderstandings” (Kramsch, 1998, p. 27).
With little consensus reached on the particulars of cultural teaching, researchers
(Kramsch, 1993; Mantle-Bromley, 1992) have come to agree that one of the main
objectives of education should be the coming of consciousness of the fact that learners
are products of their culture and that culture(s) determines and dictates individual
behavior. Roberts, Byram, Barro, Jordan and Street (2001) take it as far as to argue that
Byram’s intercultural speaker is not simply a competent learner but one that recognizes
self and others as socially constructed cultural being (p. 30).
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Research findings presented in 2.3 corroborate the parable that considers the
teaching of traditional ‘culture as information’ insufficient. Claims in favor of “growing
the cross-cultural mind” are also laid. It is believed that such a shift would require
“relinquishing coverage of content (information about C2) in favor of the less tangible
cultural agenda”, especially, in the early stages of language study (Knutson, 1998, p.
592). With a diminished focus on learning basic facts about a culture, and an increased
emphasis on learning about norms and values of another cultures and our own, the
intercultural learning can then take place. In 2.4 numerous conditions necessary for this
transformation are identified and discussed.

2.4. CLASSROOM AS THE WORLDSTAGE
2.4.1. Learners as Global Leaders
Previously, the majority of world citizens were restricted to the geographical area
where they were born; they lived and died there and never encountered representatives of
other cultures, ethnicities and races (Gudykunst & Kim, 1997, p. 3). Cushner and Brislin
(1986) observe that under current international and intranational global conditions we are
more likely to come in contact with people, different (nationally, ethnically, and/or
linguistically) from ourselves. This phenomenon is termed by Pauwels (1994) as
‘interculturalization’ of communication that has arisen as a result of substantial
population displacement caused by political, religious or economic factors and increasing
global mobility. Pauwels (1994) among many perceives the world today as a ‘global
village’ where individuals have access to other cultures via mass-media and in face-to-
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face interactions. He emphasizes the fact that these intercultural encounters are no longer
limited to diplomats, businessmen or students but rather “have become the norm rather
than the exception […] in the private and public sphere” (p. 196). For this reason, it can
be argued that interculturality is in especially high demand by employers and educators
alike; the ability to negotiate and function in increasingly multicultural society and more
specifically, work environment is now perceived to be a great asset (Sercu, 2004).
Even more significantly, college students of today are tomorrow’s world citizens
and as pointed out by Pusch (2009), evolving global leaders, who must resist falling into
the default perspective of considering one’s own culture as central to the order of things
but instead become equipped to “bridge the differences […] when making decisions and
interacting with others […]”(p. 75). To bridge the gaps, the global leaders must exhibit
what calls “inclusive ways of thinking, feeling, and functioning” which they acquire from
other leaders, parents, peers and teachers (2009, p. 77). Safty (2004) considers education
and the development of tomorrow’s leaders in our globalized age as a high and urgent
priority. Oddou, Mendenhall and Ritchie (2000) believe that in order for such leaders to
evolve, private and public sectors must do away with a mere ‘tourist experience’ when it
comes to interacting cross-culturally. Pusch (2009) argues that in order to meet the
demand for competent global leaders, the education and development of global leaders
must begin in an early age “with education systems […] preparing children […] to
appreciate and understand the multicultural society in which they live and to function in
an increasingly skilled manner within it” (p. 81).
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The ACTFL/ETS Proficiency guidelines reflect the change in the mindset and the
reshaping of the priorities by highlighting the importance of the development of
intercultural competence that would enable our learners to be interculturally competent in
the intercultural settings (Kramsch, 1986). The more recent report put forth by the Ad
Hoc Committee on Foreign Languages of the Modern Language Association (MLA
2007) reveals an even more urgent call for intercultural awareness in light of post 9/11
war on terror, threatened national security and intense global competition. Kramsch
(2008) cites the MLA report that, in her view, not only spells out the notion of
intercultural competence but also carefully promotes the development of ‘translingual
and transcultural competence’, one’s “ability to understand another culture on its own
terms and to critically reflect on linguistic and cultural difference” (Kramsch, 2008, p.4).
The report outlines the objectives as follows (MLA report, 2007, p. 3-4):
The idea of translingual and transcultural competence places value on the
multilingual ability to operate between languages. […] Students learn to reflect on
the world and themselves through another language and culture. They
comprehend speakers of the target language as members of foreign societies and
grasp themselves as Americans, that is, as members of a society that is foreign to
others. […] This kind of foreign language education systematically reflects on the
differences in meaning, mentality, and the worldview as expressed in American
English and in the target language. […] In the course of acquiring functional
language abilities, students are taught critical language awareness, interpretation
and translation, historical and political consciousness, social sensibility, and
aesthetic perception.

As outlined by Larkey (2008) in his review of intercultural assessment
instruments, Standards for Learning German (K-16 Student Standards Taskforce, 2006)
have also come to require that foreign language learners have the ability to “communicate
and learn to respond appropriately in a variety of cultures” as well as “make comparisons
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and connections to interact with communities at home and abroad in an increasingly
competent manner” (p. 261). The standards spell out clearly intercultural objectives as
they learn how to 1) use context to interpret meaning, 2) use and interpret culturally
appropriate gestures, 3) employ different kinds of politeness and conventions for different
interpersonal relationships, 4) observe behaviors and practices before drawing
conclusions about new cultures, 5) use forms of address and body language to interpret
relationships and guide behaviors, and 6) look for similar and contrasting types of
behavior as a new step towards functioning successfully in a new culture (p. 292ff).

2.4.2. Growing the Intercultural Mind
Galloway (1985) and Silvernail and Shane (1977) claim that in light of increasing
global contact, it is through the study of foreign language that students might become
equipped with the mindset to better perform in a multicultural world of today. Renshaw
(1972) terms the need for better international understanding as urgent. At the same time,
Shane and Silvermail (1977) suggest that the study of foreign language might also
promote cultural pluralism, and lead to appreciation and awareness of other cultures as
well as open-mindedness. As a result of findings similar to those of Cadd and College
(1994), Galloway (1985), Left (1976), and Strasheim (1981) that call for interculturally
competent learners, intercultural understanding has now become one of the goals of
foreign language teaching.
Cadd and College (1994) believe that the dynamics of the contemporary world
requires greater cooperation between societies; today interdependence not independence
is the key to success. Undoubtedly, students find themselves in desperate need of skills
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that would allow them to manage "personal and social difficulties posted by a
multicultural society in America and an increasingly interdependent world” (Mahoney &
Schamber, 2004, p. 312). As has been stated by Kemper (2003), living in a globalized
world is now “more than a mental construct, a memorized list of cultural differences, and
a willingness to be tolerant. It’s examining how well we function at the margins and
interfaces of life, where divergent ways of being and believing meet and collide”
(Kemper, 2003 cited in Pusch, 2009, p.69).
As observed by Hammer et al. (2003), intercultural competence and its
importance in domestic as well as global contexts have been recognized by many
researchers in recent past. Intercultural competence is also considered by Adler (1991),
Bennett (1993), Black (1990), Hammer (1999) and Kealey (1996) to be key to improving
intercultural understanding as well relationships between and across cultures. Hong
(2009) confirms that in our global economy, foreign language learners’ future career
could greatly benefit from expanded cultural knowledge; mastering foreign language and
foreign culture will prepare one for the real world. He claims that knowledge of foreign
culture will “broaden students’ perspective toward the world, enabling them to respond to
cultural environments smoothly and appropriately” (p. 58). Spitzberg and Changnon
(2009) link one’s ability to recognize cultural differences, to understand one’s own
cultural norms and to remain open and nonjudgmental to intercultural experiences and
interactions can provide one with a sound foundation to enter a globalized world (p. 15).
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2.4.3. Responding to the Demands for Interculturally Competence
In their examination of the curricular changes in foreign languages, and
specifically, in German, Finger and Kathoefer (2005) acknowledge that the globalized
business world of today demands an interculturally competent workforce. As exemplified
by Finger and Kathoefer (2005), at a German Business Workshop, German business
representatives decried a shortage of such workers by articulating a clear need for
interculturally and not linguistically competent employees, aware and sensitive to cultural
differences (p. 78). In the age of heightened collaborative interaction, as is observed by a
study published in College Learning for the New Global Century, there is a greater
demand for students entering the workforce that are competent in cultural values and
traditions – locally and globally. According to the study, 46% of employees surveyed
valued proficiency in foreign language acquired in a college setting while 56%
considered the development of cultural and cross-cultural understanding and competence
to be of utmost importance (National Leadership Council, 2007 cited in Spitzberg &
Changnon, 2009).
These studies call for an education system that can produce a competent
workforce for each given nation in order to meet the global demand and stay competitive.
However, as revealed by the 1998 American Council on Education Report (ACE), only
7% of today’s university students have reached the basic standards of global preparedness
(cited in Hunter, White, & Godbey, 2006). Wright and Borst (2005) echo these appeals
for they also believe that the business world is yearning for “job candidates with a high
degree of generic or cross-transferable skills such as cross-cultural competence, critical
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thinking and problem-solving (p. 54). Spitzberg and Changnon (2009) draw on a study
conducted by Tung (1987). In it, 80 U.S. multinational companies reported that 10% to
20% of employed expatriates that lacked intercultural competence failed to work and
function effectively in culturally different environments, which lead not only to an
individual’s termination but also to loss of business to competitors, financial damages
and damage to an employer’s public face.
The new demands of our interconnected world now rest on the shoulders of the
language teachers to shape learners into intercultural individuals, who are simultaneously
culturally ‘becoming’ and ‘being’ (Hall, 1990, p. 225). It is intercultural competence with
its emphasis on cultural awareness that has become the goal of many language programs
as they redesign their curriculum to reflect the intercultural aspects of foreign language
education (Sercu, 2006). It has become paramount that the instructors that direct the
learners towards linguistic competence also assist them in developing cultural awareness,
which can better be communicated by those who themselves have had cross-cultural
encounters or see intercultural competence to be of great value to the language learners.

2.5. INTERCULTURAL COMPETENCE: EMPIRICAL EVIDENCE
2.5.1. Establishing the IC Framework
A number of studies have been conducted over the course of the last two decades
in an attempt to more clearly define intercultural competence and its aspects. As early as
the 1970s, researchers became intrigued by and looked into the idea of intercultural
competence and the characteristics that comprise this concept (Hammer, Gudykunst, &
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Wiseman, 1978; Ruben, 1976; Ruben & Kealey, 1979). Harris’ (1977) investigation of
Peace Corps volunteers in Tonga yielded 24 possible variables that he attributed to a
higher degree of success among volunteers. Spitzberg and Changnon (2009) point out
that some of the variables identified by Harris clearly reveal volunteers’ intercultural
competence; among these variables are ‘facility with language, adaptability,
responsibility, cultural responsibility, interest in nationals, realism of goals, agreement
and compromise, inner strength, self-reliance, patience-tolerance, perseverance, initiative,
reliability, argumentativeness, courteousness, cooperativeness, friendliness, and general
maturity” (p. 9).
Wiseman et al. (1989) attempted to address the issue from a different perspective
as they developed a quasi-experimental study that looked closely at the relationship
between C2 knowledge, intercultural attitudes and intercultural communication
competence that, in researchers’ view, included positive attitude toward ‘other’ and
culture-general as well as culture-specific understanding. The results of the study of 887
study participants revealed that ethnocentrism and perceived social distance from host to
other cultures to play the most significant role to predicting the development of
intercultural communication competence. The researchers observed a negative correlation
between ethnocentrism and culture-general understanding, and at the same time, a
positive relationship between culture-general understanding and culture specific
knowledge. The study also exposed a marginal relationship between low levels of
ethnocentrism, greater knowledge of other cultures, greater perceived social distance and
high levels of positive attitude toward ‘otherness’ (Dinges and Baldwin, 1996).
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To further investigate the complexity of intercultural competence, and its impact
on communication and interaction, Dinges and Lieberman (1989) examined the responses
of undergraduate students to videotaped experimental situations. In their study, each
situation observed by study participants depicted a stressful intercultural employmentrelated interaction and was assessed by 16 different judges. The findings of this
investigation demonstrated that individual competence traits assessed separately played a
less significant role in assessment of intercultural communication competence than
multiple situational factors (i.e. the type of situation and the other participants within the
situation) (Dinges and Baldwin, 1996, p. 115). Martin and Hammer (1989) addressed the
question of intercultural communication competence for self and others and behaviors
associated with it in a variety of intracultural as well as intercultural communication
contests. 602 study participants were asked to assess interaction patterns in various
conversational contexts. Patterns in verbal behavior determined by the participants as
most significant to communication competence (for self) were as follows: natural
behavior and show of interest, friendliness, and politeness. Patterns for others were
similar to those for self, naming show of interest, friendliness and honesty as most
significant, along with politeness. Vital non-verbal behaviors exhibited by the study
participants were direct eye contact, paying attention, listening carefully, smiling, and
nodding. Sharing information about self and native culture, and comparing countries and
cultures were also listed among other traits that seemed to improve intercultural
communication competence.
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Dean and Popp (1990) also sought to determine general perception of intercultural
competence by participants from different cultures by examining culture-general and
culture–specific interpretations by 92 subjects (61 US American and 31 French
managers) of personal abilities outlined in Intercultural Communication Effectiveness
(ICE). As the research revealed, one’s ability to communicate interpersonally and one’s
ability to become accustomed to other cultures are culture-specific attributes as American
and French interpretations differed; ability to deal with different societal systems, ability
to establish interpersonal relationships and ability to interpret culture were interpreted in
similar ways by Americans and French, declaring these three abilities to be culturegeneral.
To better characterize the concept of intercultural competence, Redmond and
Bunyi’s (1991) research focused on the perceived relationship between the amount of
stress experienced and reported by study participants (644 international students) and
intercultural competence, defined for the study to consist of communication
effectiveness, adaptation, social integration, language competence, knowledge of target
culture and social ‘decentering’. The researchers concluded that social integration,
adaptation and communication effectiveness positively related to one’s ability to manage
stress. The more adapted and socially decentered the students felt, the better they dealt
with their stress of successfully functioning in a foreign culture. Ward and Kennedy
(1993) also looked at intercultural adjustment (socio-cultural and psychological) among
178 participants and developed a predictive model. According to the findings,
participants appeared to be better interculturally acclimated if they interacted with host-
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nationals as well as with co-nationals, demonstrated minimal cultural distance and used a
variety of acculturation strategies.
In a recent study, Rogers, Graham, and Mayers (2007) investigated the impact
intercultural competence has on the reshaping of educational content, and more
specifically, on instructional design. In their exploration, researchers examined the degree
of self-perceived intercultural awareness of 12 study professionals as well as potential
sources of this awareness. At the same time, the researchers looked at the implication of
participants’ awareness of cultural differences on their instructional design. As the study
revealed, participants became aware of cultural differences in their own unique way.
Although participants demonstrated some degree of awareness of cultural differences
between themselves and their learners, it appeared that recognition of cultural differences
did not guarantee comprehension of how these differences influence the process of
learning. Researchers conclude that more could, and should, be done to improve
instructors’ awareness of cultural differences between themselves and cultural groups for
whom they are designing instruction (Rogers et al., 2007, p. 201).
Some, however, remain wary of the promise of cross-cultural competence. In his
discussion of the concept, Dean (2001) goes so far as to characterize this concept to
represent an idealistic American myth that knowledge rules all and with it comes power
and control. Instead of chasing the illusive “competence”, he suggests that embracing
one’s lack of competence could potentially yield higher returns. In his view, turning away
from the high standard of any type of “competence” and instead focusing on acquiring
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understanding of an evolving phenomenon of culture should be a more realistic goal for
cross-cultural novices.

2.5.2. Defining Intercultural Competence
In their review of models and theories, Spitzberg and Changnon (2009) emphasize
the highly contested term of ‘competence’. They observe that over the years, researchers
have generally equated competence to traits like understanding, relationship
development, satisfaction, effectiveness, appropriateness and even adaptation (Spitzberg,
1993, 1994, 2000, 2003; Spitzberg & Cupach, 1984, 1989, 2002). Saint Paul (2000) terms
cultural competence as a blend of empathy toward a target culture, cultural knowledge
and linguistic ability while drawing on research by Nostrand, Gundstrom, and Singerman
(1996) who describe cultural competence as one that “consists of a core of cognitive
abilities, behavioral skills and affective capacity for dealing with intercultural differences
in a constructive spirit (p. 5).
Intercultural competence, however, is more concretely defined by Byram and
Zarate (1997) as one’s ability to negotiate and mediate between multiple identities and
cultures; the learner as a mediator does not approach other cultures as exotic novelty but
rather strives to become a cultural sojourner, affecting and being affected by the cultural
encounters. As seen by Bennett and Bennett (2004), intercultural competence enables one
to relate and communicate effectively in any cross-cultural interaction, while Kim (2008)
details it to be a culture-general yet context-specific concept, “applicable to all
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encounters between individuals of differing cultural (or ethnic) backgrounds, regardless
of the particularities of the cultural backgrounds and the situations involved” (p. 54).
More generally, the definition of intercultural competence is similar to Hunter’s
(2004) view of global competence, described as “having an open mind while actively
seeking to understand cultural norms and expectations of others, leveraging this gained
knowledge to interact, communicate and work effectively outside one’s environment” (p.
130-131). When examining such competence more specifically in the foreign language
context, Risager (2007) identifies intercultural learners as those that assume the role of a
negotiator “that the language learner can cultivate through practice and conscious work
on the negotiation of meaning: the forming of meaning in interaction” (p. 223). To
elaborate further such a learner would “gain the inside view of the other person’s culture,
and at the same time, contribute to the other person’s understanding of his/he own culture
from an insider’s point of view” (Sercu, 2006, p. 18). At the same time, Byram (1997)
links the attainment of intercultural competence with improved ability to cope with
tertiary socialization, in which a leaner is “confronted with alternative ways of living and
understanding of the world… those she/he has become accustomed to within the family,
the national school system and the national labor market” (Risager, 2007, p. 226).
The synthesized definition used for the purpose of this study is borrowed from
Bennett, Bennett, and Allen (2003) and describes intercultural competence as the general
ability to move beyond ethnocentric worldviews, learn to appreciate other cultures and
develop culturally appropriate behavior in native as well as target culture (p. 237). It is
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the ability to relate appropriately and communicate successfully in a variety of crosscultural contexts (Bennett and Bennett, 2002).

2.5.3. Models of Intercultural Competence
Researchers commonly see human competence and more precisely, intercultural
competence as one that consists of cognitive (knowledge), behavioral (skills) and
affective (attitudes) components (Bloom, 1956; Havighurst, 1957). In his model, Krasnik
(1988) suggests four dimensions of intercultural competence that would evince learners’
receptive and productive, adding to his model a traits component (tolerance and
willingness) to the previously defined attitudes (cultural sensitivity), skills (ability) and
knowledge (cultural awareness).

2.5.3.1. Compositional Models
In their work, Spitzberg and Changnon (2009) discuss a number of intercultural
models that have been put forth. An intercultural model given great significance is a
compositional model traditionally comprised of ‘lists’ of probable hypothesized
components of competence, or relevant “traits, characteristics and skills supposed to be
productive or constitutive of component interaction” (p. 10). In accordance with their
model that presupposes affective (attitudes), cognitive (knowledge) and behavioral
(skills) components as the pillars of intercultural competence, Howard-Hamilton,
Richardson and Shuford (1998) reveal that affectively competent interactants should not
only take risks, value their own group as well as group equality, but also oppose
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ethnocentrism and discrimination. Cognitively competent interactants, in their view, are
those who are aware of cultural similarities and differences, while behaviorally
competent interactants – able to engage in self-reflection as well as identify and articulate
cultural similarities and difficulties.
Janet Bennett (2003) also developed a model by putting forth a conjecture that,
similarly to Howard-Hamilton, Richardson and Shuford (1998), identifies mindset,
heartset and skillset are the three main components of intercultural competence. Bennett
and Bennett (2002) distinguish between individual’s awareness of a distinct cultural
context that they identify as individual’s mindset from one’s ability to predict behavior
and avoid misunderstandings (skillset) and one’s ability to tolerate ambiguity and seek
out cultural differences (heartset) (Bennett and Bennett, 2002, p. 149). The traits
attributed by Bennett (2003) to the mindset are cultural self-awareness, knowledge of
identity development patterns, culture-general frameworks, and culture-specific variables
and understanding of cultural adaptation processes. At the same time, Bennett’s skillset is
comprised of numerous characteristics, including empathy, participant observation skills,
anxiety and interaction management skills, social adaptability, and stress management
skills. Lastly, Bennett names risk-taking, initiative to explore other cultures, curiosity,
inquisitiveness, open-mindedness, tolerance of ambiguity, motivation and flexibility.
Bennett’s (2008) representation reveals the emerging consensus and most
cohesively synthesizes prevailing views of intercultural competence into one that consists
of multiple sets of “cognitive, affective, and behavioral characteristics that support
effective and appropriate interaction in a variety of cultural contexts (p. 97). In order for
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intercultural competence to develop, these components must work together (Bennett and
Bennett, 2002; J.M.Bennett, 2003; M.J.Bennett, 2001; Klopf, 2001; Lustig and Koester,
1999; Ting-Toomey, 1999). Kleinjans’ (1975) model for learning another culture is also
comprised of three distinct categories: Cognition, Affection and Action. Cognition is
identified as a category that deals primarily with information about another culture and
can be learned remotely, i.e. outside of the culture. This information mostly pertains to
facts and stats: people, dates, events, places, etc. Other aspects of cognition are analysis,
synthesis, comprehension and synthesis. Kleinjans sees Affection as a category that
consists of perception, appreciation, reevaluation, reorientation, and identification. In
summary, this category implies process of knowing and learning to appreciate another
culture, its norms and values, changing one’s perspective as well as “becoming one with
the people of the other culture” (Paulston, 1978, p. 375).
As claimed by Brown (2000), the context of both cognitive and affective
behavior, individual’s “template for personal and social existence”, is created though
culture (p. 177). The cognitive component of cultural competence is best defined by
Lessard-Clouston (1992), whose interpretation of knowledge overlaps that of Allen
(1985); knowledge is identified as information about a given culture and the “sociolingual
context of the language being studied, such as conventional patterns of social behavior
and values” (Lessard-Clouston, 1992, p. 330). In Krasnik’s (1988) view, the cognitive
component also includes awareness of the similarities and differences between native and
target cultures. Many foreign language instructors emphasize the cognitive component in
their teaching of culture, since knowledge and its objective aspects (i.e. geographical,
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political, social behaviors and values) can not only be taught but also assessed more
straightforwardly than more subjective awareness or sensitivity. Brown (2000), however,
warns against such a trend and argues that developing teaching methodologies around
solely cognitive domain would leave out “the most fundamental side of human behavior”
(p. 142), echoing Hilgard (1963) who states that “purely cognitive theories of learning
will be rejected unless a role is assigned to affectivity” (p. 267 cited in Brown, 2000,
p.142). Their research recognizes the fact that understanding how individuals feel,
respond, believe and value will allow second language learners to be receptive and
responsive to their interlocutors while willing and able “to place a certain value on the
communicative act of interpersonal exchange” (p. 144).
Participants’ affective element is defined by Nostrand, Gundstrom and Singerman
(1996) as an ability to display appreciation for the perspective of others and ‘relativize’
self and others has been pushed to the forefront (p. 13). Brown (2000) sees the affective
domain as one that is often juxtaposed to the cognitive side while representing the
emotional side of human behavior (p. 143). Krathwohl, Bloom and Masia (1964)
construct the affective domain from a number of emotional components, ranging from the
stage of receiving (when an individual is conscious of objects, people, phenomena, and/or
situation) to valuing an organized and systematic understanding and appreciation of the
foreign culture (when individuals are able “to integrate beliefs, ideas and attitudes into a
total philosophy of world view”) (Brown, 2000, p. 144). A number of important notions
are attributed to the affective domain; they include self-esteem, inhibition, risk-taking,
anxiety, empathy and extroversion.
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In their model of intercultural competence, Koehn and Rosenau (2002)
accentuate skills and attitude rather than knowledge. Their model acclaims one’s ability
to

interpret

non-verbal

communication

and

deal

with

cultural

intercultural

miscommunications that arise as a result of cross-cultural differences as highly
significant. Koehn and Rosenau’s model does not necessarily couple intercultural
competence with knowledge of a particular national culture but rather concerns itself
“with appropriate attitudes, readiness to engage with others and the appropriate skills of
investigation” (Byram, 2008, p. 5). As dictated by Koehn and Rosenau’s (2002) model,
teachers foreign languages would not teach about one specific national culture associated
with the language they teach.
Even though some may not be fully satisfied with the framework of each
intercultural competence model, its aspects and their significance, a consensus has been
reached that both cognitive and affective factors lay at the basis of cultural learning.
Similarly to Bennett’s (2008) definition, Cultural Development Model (CDM) offered by
Wells (2000) identifies intercultural competence as a continuum that contains both
cognitive and affective phases. Its cognitive phase emphasizes learning and acquisition of
cultural manifestations and represents three levels: cultural incompetence, cultural
knowledge and cultural awareness. Wells describes the first stage of cultural
incompetence as “a lack of knowledge of the cultural implications of […] behavior”,
while second phase of cultural knowledge is seen as learning of “the elements of culture
and their role in shaping and defining […] behavior” (p. 192). The last stage of the
cognitive phase, cultural awareness, is linked to one’s ability to recognize and understand
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the cultural implication of a specific behavior. This model reflects basic aspects of
multiple models and is based “on realization that cultural awareness, cultural sensitivity
and cultural competence do not go far enough to achieve the level of cultural
development” (p. 191); the final stage of the modal is cultural proficiency, “the
integration of cultural competence […]” (p. 193). Cultural sensitivity stage, i.e.
individual’s ability to integrate awareness and cultural knowledge into behavior, and
cultural competence, individual’s application of culturally appropriate behavior into
practices, both represent stages of the affective phase that puts accent on change of
attitudes and behaviors.

2.5.3.2. Developmental Models
The framework of the Developmental Model of Intercultural Sensitivity that
conceptualized and assessed multiple dimensions of intercultural competence, designed
by Bennett (1986, 1993) posits to observe the progression of individuals’ worldview
through six stages of intercultural sensitivity development. This model and its stages
reflect changes in individual’s worldview in terms of his/her behaviors and attitudes
toward other cultures and cultural differences. Each of the six stages represents a shift in
an individual’s ‘orientation toward cultural difference’ and often coincides with evolution
of one’s intercultural experience. Hammer et al. evoke Kelly’s (1963) claims that an
intercultural experience “does not occur simply by being in the vicinity of the events”,
but rather depends on how an individual interprets these events in terms of their
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complexity and deals with increasingly more sophisticated cultural issues (see Kelly,
1963 in Hammer et al., 2003, p. 423).
Bennett together with Hammer and Wiseman (2003) argue that potential to
exercise intercultural competence is closely linked to improved intercultural sensitivity,
defined by Hammer et al. (2003) as the “ability to discriminate and experience relevant
cultural differences” and reflected in the stages of DMIS (p. 422). Bhawuk and Brislin
(1992) echo this view by suggesting that in order to be effective in another culture,
individuals must first “be interested in other cultures, be sensitive enough to notice
cultural differences, and then also be willing to modify their behavior as an indication of
respect for the people in other cultures” (p. 146).
Bennett (1986) equates the development of cross-cultural competence with a
move from ethnocentrism toward ethnorelativism. Ethnorelativism is a concept defined
by Bennett (2004) as one located from the other end of the spectrum from ethnocentrism
– “the experience of one’s own beliefs and behaviors as just one organization of reality
among many viable possibilities” (p. 62). In Bennett’s view, people that are
interculturally aware undergo a change in the quality of their experience from
ethnocentric to ethnorelative. The spectrum represents six distinct experiences (or stages),
starting with Denial, progressing through Defense, Minimization, Acceptance and
Adaptation. The sequence of six experiences concludes with Integration. The
ethnocentric stages reflect three distinct individual behaviors that help avoid cultural
differences, identified by Bennett (1986) as denying the existence of such differences,
seeking ways to defend against them and/or downplaying their significance. On the other
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hand, the ethnorelative orientation represented by the three remaining stages, espouse
cultural differences through acceptance, adaptation and integration. Progression through
the stages can be achieved upon resolution of issues that arise in intercultural encounters.
As Hammer et al. (2003) claim, the resolution of these issues “activates the emergence of
new orientation”, which is likely to be unidirectional for individuals usually progress
from less to more sophisticated world view and not vice versa (p. 423).
The three ethnocentric stages are highly relevant in light of Bennett’s claims that
the Denial orientation typically results from monocultural primary socialization. For the
denial stage represents the “default” of monocultural socialization, at this stage, one’s
native culture, its values, norms, and behaviors are considered to be indubitably real; the
monolingual will have access to just one worldview, solely of his/her own culture.
Bennett observes at the denial stage, other cultures and more specifically, cultural
differences are barely experienced. If these differences are, nonetheless experienced, they
are likely to be linked “with a kind of undifferentiated other such as ‘foreigner’ or
‘immigrant’” (Bennett, 2004, p. 63). “Others” at this stage are often simply tolerated
while their national cultures remain largely unacknowledged or undifferentiated. Bennett
(2004), however, warns that this attitude should not be interpreted as an unadorned
rejection of cultural differences, but rather as a simple inability to identify culturally
different facts, norms, values, and behaviors. Hammer et al. (2003) take it a step further
by stressing that the difficulty of progressing past the denial stage lies in attaining the
much needed ability to construct and ‘experience’ cultural differences in more depth.
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Once an individual begins to recognize cultural differences and establishes
schemata to categorize them, he/she progresses to the next stage – the stage of defense.
Bennett (2004) describes the Defense stage as the second ethnocentric stage, where
cultural differences are no longer denied, but are experienced by individuals from a rather
stereotypical perspective. At the same time, one’s own cultural norms and values are
perceived as the only ‘viable ones’; one’s own culture is clearly identified as superior. At
this stage of cross-cultural sensitivity development, individuals interpret the world and
cultural differences by discriminating between ‘us and them’. As has been observed by
Bennett (2004), individuals often construe other cultures and cultural differences as an
attack on their own cultural values (p. 65).
The defense stage also addresses the experience of Reversal that might not
necessarily perceive the other culture as hostile and threatening, but stills divides the
world in terms of ‘us and them’. Bennett (2004) claims that at times, reversal might
resemble cross-cultural awareness due to one’s positive attitude towards a foreign culture
as well as critical analysis of one’s own culture. This impression, however, is false for
this positive view of ‘otherness’ is construed at an “unsophisticated, stereotypical level,
and the criticism of one’s own culture is usually an internalization of others’ negative
stereotypes” (p. 66). The only real progression to higher levels of cross-cultural
sensitivity and sophistication (in this case, to the stage of minimization) can be achieved
through recognition and acceptance that representatives of all cultures share a common
humanity and that there is an apparent need to interpret cultural differences in less
simplistic terms.
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The least ethnocentric stage identified by Bennett (1986) is the Minimization of
cultural differences, in which individuals perceive various elements of native culture to
be universal across all other cultures. Despite the fact that at this stage of the crosscultural sensitivity development scale individuals understand and accept that fact that
there might be cultural differences in terms of cultural norms and values, they still lack
sophistication in their interpretation of others and otherness. Due to the fact that
individuals at this stage expect native culture to be in many respects universal, they tend
to hold a trivial or even romantic view of a foreign culture. Bennett (2004) considers this
stage to be dangerous for it promotes a faulty perspective that everyone wants to be “like
us”; individuals may want to correct the behavior of others simply to align the behavior
of others with their own expectations of cultural similarity and universality. It can be
argued that individuals at this stage still tend to lack clarity in perception when it comes
to their own culture even though they consider native culture to be a model of envy and
aspiration. In contrast to denial and defense stages, however, minimization orientation
allows individuals to perceive other cultures in a less stereotypical and more objective
light.
Bennett (2004) suggests that to move away from the last stage of ethnocentrism
on his developmental scale individuals need to not only become more aware of their own
culture but also “see culture as a context” (p. 68). Individuals’ views can be considered
ethnorelative beginning at the Acceptance stage of Bennett’s DMIS when one’s own
culture and other cultures are perceived as equally complex. At this stage of intercultural
sensitivity development, foreign culture is experienced as different but yet similarly
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invaluable. Individuals at this stage operate using culture-general constructs that help
them better understand and relate to other cultures. Hammer et al. (2003) emphasize that
acceptance of existing cultural differences does not mean agreement with values, norms
and behaviors those differences might reflect; “some cultural differences may be judged
negatively” (p. 424). Bennett (2004) warns that in order to really expand one’s worldview
to be able to relate to others and their cultures and achieve acceptance, individuals must
be “ready” to discern culturally precarious information.
The next stage of ethnorelative orientation identified by Bennett (1986) in his
DMIS is Adaptation. During adaptation, individuals are no longer defaulting back to their
native culture, but rather become able to perceive, act and relate to cultural issues in
accordance with a target culture. At this stage, individual worldviews encompass
multicultural, rather than just monocultural perceptions (Hammer et al. 2003). Individuals
can also engage in empathy defined by Bennett (2004) as the ability to change
perspectives in reference to other cultures in terms of individual’s cognitive, behavioral
and affective. Bennett (2004), however, draws the line between adaptation and
assimilation. The last stage is identified by Bennett (1986) as Integration. Hammer et al.
(2003) suggest that at this stage one is able to ‘move in and out of cultural worldview’
and construct one’s identity in multiple cultures simultaneously.
Despite the promise of various intercultural models proposed by research in the
recent decades (discussed in detail in 2.5) to transform the learners’ view of culture,
present learners of foreign languages remain to a large extend interculturally unaware. In
the following section of the chapter, initiatives to improve learners’ intercultural

61

sensitivity are introduced and discussed. In addition, research presented in 2.6 outlines
the factors that may prevent learners from becoming interculturally sensitive and
perceiving the world more accurately ( i.e. culturally-bound social norms, ethnocentrism,
unwillingness to investigate other cultures and to let go of binding cultural ties). In light
of the research reviewed, experiential activities are proposed as an antidote to
ethnocentrism and a lack of cultural (self) and intercultural awareness in foreign language
learners.

2.6 APPLICATION OF MODELS AND IC PRINCIPLES
2.6.1. Reducing Cultural Distance
It has been established that in order to minimize cultural misunderstandings, and
improve communication, the participants should have a similar worldview as a common
frame of reference. As Scollon and Scollon (1995) observe, when people share histories,
experiences and backgrounds, they can communicate with greater ease since they share
similar assumptions about the meaning each conveys; “the inferences each makes about
what the other means will be based on common experience and knowledge” (p. 11-12).
When individuals observe as well as exhibit culturally different behaviors in crosscultural interactions, misunderstandings and difficulties will likely arise (Ellis, 1996). To
develop intercultural competence, Kramsch (1993) believes that learners must first
realize and then learn to deal with and appreciate their own cultural complexity for “the
realization of difference, not only between oneself and others, but between one’s personal
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and one’s social self, indeed between different perceptions of oneself can be at once an
elating and a deeply troubling experience” (p. 234).
As argued by Valdes (1986), in order for learners to become linguistically and
culturally competent, they must be made aware of themselves as “cultural beings” in the
process of exploration of their own cultural complexity. Byram (1997) suggests that
imitation of the native speakership must give way to comparison that would help the
learner establish a relationship between “one’s own beliefs, meanings and behaviors and
those of others” (p. 113) as intercultural speakers position themselves between the
foreign and their own culture and language (p. 115). In her discussion of culture’s role in
a language classroom, Valdes takes it a step further, correlating learners’ awareness of
their own cultural multifacetedness to their preparedness and willingness to perceive
others more favorably and accept them without judgment. She observes that with
learners’ acceptance of others as well as for other cultures “comes the acceptance of their
language and a greater willingness to let go of the binding ties of the native language and
culture” (viii).
As suggested by Hall, the main objective of foreign language and culture learning
should not be “to understand foreign culture but to understand our own” (Hall, 1959,
p.53) Knutson (1998) evokes Damen’s (1987) observations to substantiate the claims that
awareness of self enables awareness of others. Damen (1987) argues that intercultural
awareness can be achieved upon personal examination and understanding of one’s own
thoughts and behaviors; therefore, “the process involves not only perceiving the
similarities and differences in other cultures but also recognizes the givens of the native
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culture” (p. 141). Recognizing the multifacetedness and internal conflict within one’s
own culture is a necessary condition for the development of intercultural awareness and
sensitivity (Crawford & McLaren, 2003; Galloway, 1999).
Richards (1976) suggests that in order to transform a foreign language learner into
an enlightened intercultural speaker in the foreign language teaching environment,
language and culture must be introduced not as independent, but rather, as interdependent
attributes of language learning. In his view, a more intercultural discourse community can
be established through the reduction of ethnocentrism and social distance, combined with
the promotion of “international understanding, tolerance, humility, and co-operation” in a
foreign/second language classroom - both processes closely monitored and guided by
language instructors (p. 24). Such cultural openness can possibly be achieved in learners
that have become aware of “what it means to be a part of their own culture” through
exploratory discussions about the procedures and practices of culture that they participate
in daily, i.e. rituals, customs, traditions, values and expectations (Liaw, 2006, p. 50).
To elaborate on observations made by Hall (1959) and Damen (1987), the goal of
cultural teaching should not be to glorify otherness or coerce learners to love a target
culture, but rather to foster understanding of others and of self (Brière, 1986).) Foreign
language instruction must reflect learners’ reality in the same way that cultural learning
must acknowledge the reality of learners’ cultural and sub-cultural identities
(Widdowson, 1998). A foreign language classroom can and should be conceptualized as
“a place of cultural intersection” (Knutson, 2004, p. 595). At this ‘cultural intersection’
instructors must recognize their own cultural biases and worldviews before they empower
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language learners to explore their cultural identities (Bennett, 1993). These conditions
can then give rise to the development of ‘languaculture’ that is dynamic, idiolectical and
individually composed (Risager, 2007).
Culturally sensitive learners can understand cultural meanings as they are able to
exercise Bennett’s (1993) ‘constructive marginality’ or experience Tella and Mononen –
Aaltonen’s (1998) feeling of dualism by critically examining the original C1 reasoning
for culturally dominant beliefs, actions and behaviors. By exploring their own cultural
diversity, learners are no longer expected to demonstrate a positive attitude toward a
target culture nor reject their own to fully experience the target culture. They are then
directed to find what Kramsch (1993) defines as ‘the third space’, a place “which grows
in the intensities between the cultures that the learners grew up with and new cultures he
or she is being introduced to” (p. 236).
The idea of a hybrid cultural space that resembles today’s world but is actually
constructed in the classroom has recently been put forth. In an attempt to bridge the
known (C1) and the unfamiliar (C2), Kramsch (1993) proposes examining the boundaries
between the two with an aim not to eradicate the differences but rather to create a third
culture, this ‘third space’ in the language classroom. Kramsch’s (1993) construct of the
‘third space’ – an imagined space between target and native cultures, offers learners an
alternative to blindly accepting or entirely denying the norms and values of the cultural
other. ‘Third space’ is a conceptual space where ‘multiple worlds of discourse’ intersect.
By using the ‘third space’, learners are encouraged to “create a culture of intersection,
without being held hostage by their home culture or the target culture” (Robinson-Stuart
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and Nocon, 1996, p. 434). To restate, the cultural ‘third space’ in a space that allows
language learners to be perceived not as novices but rather as experts in culture, or as
cultural subjects. The ‘third space’ allows one to preserve his existing cultural and
linguistic identity and at the same time, learn to understand the identity of ‘others’.

2.6.2. Resisting the Change: The Issue of Ethnocentrism
As mentioned by Wells (2000), progression through the stages of the intercultural
competence continuum can be obstructed by a personal unwillingness to investigate other
cultures and cultural behaviors and reassess their own values, views and understandings
in light on their newly acquired cultural knowledge. If no reassessment occurs, cultural
development can slow down or stop at any point. Research reveals that in order to
progress from the cognitive to the affective stage, an individual must be willing to
explore one’s cultural assumptions and biases and at the same time, to recognize the fact
cultural interactions promote cultural development (Frei, Hugentobler, Schurman, Duell,
& Alioth, 2000). Wells (2000) argues that the shift from the cognitive to the affective
phase of the intercultural competence development is marked by the “recognition of the
ways in which our thoughts, perceptions, and impressions are shaped about people whose
cultural backgrounds different from our own” (p. 193).
At the same time, ethnocentrism and its varying degrees and manifestations in
foreign language learners have emerged as a force to be reckoned with as it interferes and
even hinders the development of intercultural competence (Garrott, 1985, Pate, 1981,
Cadd and College, 1994). Ethnocentrism is defined by Sumner (1906) as a view in which
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“one’s own group is the center of everything, and all others are scaled and rated with
reference to it” (p. 13). It draws upon the distinction made by an individual between a
favorably perceived in-group and an inimical out-group (Adorno et al., 1950, p. 151).
Contrary to the assumptions outlined by Robinson’s “magic-carpet-ride-toanother-culture” syndrome, it has been observed that instead of acquiring positive
viewpoints of ‘others’ and their cultures through simple study of language, foreign
language learners tend to exhibit a rather negative mind-set toward the speakers of the
target language. Hall and Ramirez (1993) further observe that unless these learners are
accurately directed to seek out similarities with target language speakers during their
college career, other cultures, languages and its speakers will be perceived by these
learners as distant and alien. The authors believe that this behavior results from the fact
that foreign language learners “do not perceive themselves as cultural beings, that is, as
having a culture” (Robinson-Stuart & Nocon, 1996, p. 433).
Research conducted by Tuttle et al. (1979) among seventh- and eighth-grade
foreign language learners negatively correlates ethnocentrism and cultural comparisons
that accentuate cultural similarities rather than differences. Cadd and College (1994)
confirmed the claims made by Tuttle (1979) in their study of 196 first-semester German
language learners when they observed a more measurable increase in ethnocentrism in
their ‘similarities’ group than in the ‘differences’ and the control groups. Robinson-Stuart
and Nocon (1998) add relevance to these observations by noting a negative correlation
between the ability of US American students to speak foreign languages and a likelihood
“of arriving at the shared meaning” in interactions with speakers of other languages (p.
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431). In their view, misunderstandings are bound to arise as Americans, traditionally
resistant to learning a FL, find themselves in communicative dependence on their
linguistically competent and flexible interlocutors. As is observed by Kramsch (1986),
America remains diplomatically vulnerable as a result of US monoculturalism and
monolinguism (p. 366).
Bennett, Bennett, & Allen (2003) perceive the situation to be less bleak, for they
consider ethnocentrism not to be a fixed learner attribute, but rather to represent a starting
point on the continuum of cultural learning. Cadd and College (1994) maintains that
foreign language study can not only reduce ethnocentrism, but also improve learners’
intercultural understanding with the help of interculturally competent teachers, sufficient
time, and suitable materials (p. 145). By learning about other ways of being in the world
and becoming more culturally aware, language learners might use their own culture as a
universal standard less frequently and realize that behaviors are culturally relevant and
appropriate. Gudykunst and Kim (1997) believe that by being more culturally relativistic,
they can realize that “no cultural trait is ‘right’ or ‘wrong’; it is merely ‘different’ from
alternative cultural traits” (p. 5).
Leininger (1978) proposes two distinct principles to minimize one’s ethnocentric
views and at the same time, improve cultural understanding. He argues that firstly, in
order for the ethnocentric worldview not to result in cultural imposition, one must act
openly and objectively towards others and other cultures (Campinha-Bacote & Ferguson,
1991). Secondly, individuals must not be perceived as alike since stereotyping falsely
allegorizes all of the members of a particular group without accounting for individual
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differences. Lustig and Koester (1999) propose that in order to be a competent
intercultural communicator,
[…], you must realize that you typically use the categories of your own culture to
judge and interpret the behaviors of those who are culturally different from you.
You must also be aware of your emotional reactions to the sights, sounds, smells,
and variations in message systems that you encounter when communicating with
people from other cultures. The competent intercultural speaker does not
necessarily suppress negative feelings, but acknowledges their existence and
seeks to minimize their effect on her or his communication (p. 149).

Considering the complexity of the term ‘cultural competence’, empathy is also
one of the more comprehensible yet highly significant components. According to Saint
Paul’s (2000) reading of empathy, it can be viewed as attitude heavily impacted by the
affective element, a feeling of informed openness toward others (in our case, toward
other cultures). In his examination of cultural awareness in business students, Saint Paul
(2000) cites AATF guidelines that reveal that empathy toward ‘otherness’ “may precede
language skills and cultural facts whereas superior linguistic ability and cultural literacy
may not be accompanied by a very great empathy” (p. 11).

2.6.3. Cultural Ties that Bind: Socialization
It is assumed that all of the foreign language learners and their views of the world
and definitions of self and others have been shaped by their interactions with people they
met and places they lived in. Each in a different way, study participants were exposed to
a “right way” to act, feel and think by other members of the immediate society; each was
socialized in a distinct way. It can be argued that each individual person is a multilayered,
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multifaceted being, with each layer representing her distinct individual as well as
collective experiences in life. Oftentimes, these experiences are shaped, interpreted and
processed by an individual through the process of socialization.
As has been observed by Novinger (2001),
our behavior is taught to us from birth, and it is taught to us so that we will
conform to the culture in which we live. We learn when to speak up and when to
keep quite. We learn that certain facial expressions meet with approval and others
provoke a reprimand. We are taught which gestures are acceptable and which are
not, and whether we can publically unwrap a gift: we learn where to put our hands
when at the table, whether or not we can make noise with our mouths when we
eat, which utensils to use or not use, whether toothpicks are acceptable, and if so,
in what fashion we may use them. We learn how to address people in a manner
approved by our culture, what tone of voice to use, what posture is censored and
what is praised, when and how to make eye contact and for how long and
countless other things that would be impossible to consciously remember and use
all at the same time when interacting socially.

Socialization is defined by Cushner & Brislin (1996) as a process that bridges
one’s past and future. Its imprint is rather lasting; once an individual has been socialized,
he/she is “hardly aware that other realities can exist” (Cushner & Brislin, 1996, p. 5).
Such a lack of awareness explains individuals’ ethnocentric tendency to interpret and
judge the world and others in it through a particular cultural prism. During this process,
one’s distinct experiences are often seen and assessed in accordance with social norms
and values that help the individual to make sense of the meaning of everyday life and
experience the world (Lustig & Koester, 1999, p.137). Through the process of shifting
between layers of acquired values and practices, individuals frequently internalize these
socially constructed notions, beliefs, values, and interpretations without being
consciously aware. These notions become a part of their cultural identity.
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Hofstede and Hofstede (2005) argue that each group of individuals throughout
their lifetime gains access to multiple sets of ‘common mental programs’ defined as one’s
patterns of thinking, feeling, and acting that represent its culture (p. 10). In their view,
since individuals belong to a number of such groups simultaneously, each individual
carries within him/herself a multitude of these mental programs. A list of these layers
consist of 1) a national level, b) a regional/ethnic/religious/linguistic affiliation level, c) a
gender level, d) a generation level, e) a social class level, f) organizational, departmental,
and/or corporate level (p. 11).
Lustig and Koester (1999) suggest that as a part of socialization, individual’s selfconcept is constructed upon personal, social, and cultural identities, which provide an
essential framework that helps individuals organize, systematize and interpret. They
further elaborate that since cultural identities are not static but rather highly dynamic and
exist in a constantly changing social context, “even the briefest encounter changes with
people whose cultural backgrounds differ from your own, your sense of who are at that
instant may well be altered, at least in some small ways” (p. 144). In accordance with
these observations, it can be assumed that each place of residence, each interaction with
as well as within a particular community (large or small), each trip overseas, and each
cultural and intercultural encounter undoubtedly impact one’s personal construct of their
own cultural identity, the world and those who populate it.
Byram (2008) claims that an individual can experience socialization in a minimal
amount of time and in a large variety of contexts. He considers these contexts and
circumstances to be ‘cultures’. These ‘cultures’ as derived by Byram (2008), range from
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‘cultures’ of a small temporarily formed group to that of a national permanent group (for
example, Americans). All types of ‘cultures’ have their own marked identity. The identity
of any national group, however, can be impacted by political, economic, religious, and
socio-cultural factors and events, and augmented repeatedly throughout one’s lifetime.
Such constant fluctuation in a national cultural identity might complicate the task of
foreign language teachers who attempt to teach students shared values, beliefs and
behaviors (Byram, 2008, p. 3).
Hofstede and Hofstede (2005) state that
[…] during a person’s life, new body cells continually replace old ones. The
twenty-year-old does not retain a single cell of the newborn. In a restricted
physical sense, therefore, one could say we have no identity but we are a sequence
of cell assemblies. Yet a person has a clear identity, as we all know from firsthand
experience […] At the level of societies, an analogous phenomenon occurs. Our
societies have a remarkable capacity for conserving their identity through
generations of successive members and despite varied and numerous forces of
change. While changes sweeps the surface, the deeper layers remain stable, and
the culture rises from its ashes like the phoenix (p. 36).

2.6.4. Achieving Intercultural Awareness
Bennett, Bennett and Allen (2003) perceive intercultural competence as an ability
to function and relate to others in appropriate ways in various cultural contexts developed
as a result of a heart-, a mind- and a skillset (p. 244). In her discussion of cross-cultural
awareness in the language classroom Knutson (2006) argues for the obvious benefits of
the inter-cultural learning, which she links to the principle that C2 cannot be acquired by
learners without knowledge of C1. Knutson (2006) also shares the opinion that to “grow
the cultural mind”, cultural content coverage (information about C2) must be replaced by
a less tangible cultural agenda (Galloway, 1999, p. 153). The realization of the
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shortcomings of the ‘factual transmission’ model in the foreign language classroom has
lead researchers to argue that intercultural awareness of one’s own cultural diversity is
key to culture teaching and learning for it might facilitate one’s understanding of another
culture and vice-versa. Bennett observes that such awareness in learners leads to “a major
change in the quality of their experience” (2004, p. 62). Levine (2004) et al. point out
that by regarding the learners as social/cultural beings might help them develop new
ways of relating and interacting with their own culture(s) (p. 103).
To increase learners’ intercultural awareness and lead them on the path of
becoming Byram’s (1995) ‘intercultural speaker’, Knutson (1998) suggests implementing
‘units of cultural awareness’. To shift away from the traditional approach of teaching
culture as a set of highlights and activate the process of self-discovery, Knutson (1998)
proposes introducing one- or two- week units of cultural awareness to foreign language
learners in intermediate-level secondary or university courses. At this level of linguistic
and cultural proficiency (intermediate) learners have already had sufficient interaction
with foreign language and formed an opinion about the target culture, similarities and
differences between C1 (native culture) and multiple C2s (target cultures).
It has been recommended that the development of interactional skills be preserved
for teaching in more advanced levels of proficiency (superior and above) due to the fact
that “mutual understanding is less impaired if one’s vocabulary and grammar are correct
that if one’s intercultural skills are deficient” (Kramsch, 1986, p, 367).

Kramsch,

however, warns against such delayed introduction. She claims that “postponing crosscultural concept development […] is tantamount to building American cultural
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stereotypes right into our students’ language proficiency” (p. 368). Similarly, Larkey
(2008) calls for a much earlier incorporation of issues relating to intercultural
competency, adaptation and sensitivity into language courses and their curriculum.
Knutson (1998) argues that these units on intercultural issues should be conducted
in native rather than foreign language for L1 can in this case be considered “another
vehicle for encouraging open-ended thinking about cultural questions” (p. 597). It could
also promote a more open exchange between students and instructors about “their own
personal history of intercultural history of intercultural learning experiences and evolving
attitudes toward different cultural groups” (Knutson, 1998, p. 600). Discussions
selectively conducted in L1 at the early stages of foreign language learning allow
instructors to address a plethora of culturally complex issues and students to become fully
engaged and better reflect on the process.
In support of Knutson’s (1998) perspective, Levy (1995) identifies two
approaches to increasing one’s cultural awareness: ‘inside-out’ and ‘outside-in’.
According to Levy (1995), by using the ‘inside-out’ approach learners are likely to
improve their cultural awareness and understanding of others through cultural selfawareness. The ‘inside-out’ approach focuses on the participants’ own social and cultural
identity and allows social and cultural groups and their values to be closely examined; as
Levy observes that by understanding culture’s impact on one’s own group, the individual
will be better equipped to understand comparable impacts on other cultures, as “come to
grips with culturally loaded problems […] and develop skills in intercultural
communication and problem solving” (p. 4).
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2.6.4.1 Access to Social Identities: The Experiential Activities
It is hypothesized that once foreign language learners become aware of their
various social identities they can then activate them more easily and effectively during
interactions. They are also guided by these identities to negotiate with others with distinct
cultural differences. Learners can also be expected to be more mindful in their
communication that includes both transmission and interpretation of certain information
(Gudykunst & Kim, 1997, p. 90). For this reason, teachers are encouraged to consider
learners’ sociocultural identities and backgrounds, when choosing approaches to and
materials for teaching because “ignoring the students’ norms and expectations [that is,
what students bring to the classroom] is denying the learners’ experiences” (DogancayAktuna, 2005, p. 100). As research reveals, that can be achieved through experiential
activities.
Experiential activities designed for cross-cultural training permit the participants
to tap into their already formed as well as continuously forming social identities, defined
by Tajfel (1981) as “individual’s self-concept which derives from his or her knowledge
of his/her membership in a social group (or groups) together with the value and emotional
significance attached to that membership” (p. 63). By trying to resolve experiential tasks,
the participants often become aware of their own social identities based on demographic
(socio-economic class, age, gender/sex, race, ethnicity, nationality, etc.), organizational
(informal/formal, social clubs, political parties) and/or association or vocation (artists,
scientists, gardener, etc.) categories. The design of the activities enables the participants
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to recognize the multitude of social roles (spouse, parent, student, professor, etc.) they
play in life on a daily basis (Gudykunst & Kim, 1997).
The activation of an appropriate social identity might aid participants of
experiential lessons to perceive the social identity of others as more desirable (Deaux,
1991), relate to each other, and bridge the cultural gap. Kolb et al. (1986) similarly
believe that experiential activities benefit its participants simply because experiential
learning techniques contribute “to the creation of the learning environment that
maximizes learners’ skills in learning from their own experience” (p. 100). In other
words, experiential tasks allow for a more rounded and natural learning process, where
everyone’s affective filter is relatively low, expertise is significant, cultural values,
assumptions and beliefs are palpable.
Getting the students curious and participating in a number of experiential
activities may serve as an initial phase of intercultural training exceedingly needed for
one to gain intercultural experience. As defined by Levy (1995) intercultural training
consists of a ‘series of events or activities designed to develop cultural self-awareness,
culturally appropriate behavior responses or skills and a positive orientation toward other
cultures” (p. 1). These events/activities aim to improve one’s understanding of her own
cultural complexity and to reveal the cultural “make-up” of other individuals.
Experiential activities allow individuals to progress from matching new experience
against the backdrop of their previous experiences, to distilling new values and finally, to
trying out new behaviors and learning from his/her experience on a continuous basis
(Levy, 1995, p. 2). Other advantages may include an improved critical thinking and
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understanding of one’s cultural comfort zone as participants are asked to make
spontaneous decisions, accept the lack of control and account for chance variables.

2.7. SUMMARY OF CHAPTER
In this chapter the study aims to review research that focuses on translating these
theoretical objectives in practice, and carve a sufficient niche for a meaningful cultural
component in foreign language teaching. It also establishes culture and its relationship to
intercultural competence, and presents arguments for a necessary shift towards
intercultural awareness. Theoretical underpinnings for the research as well instrument
design are also presented in Chapter 2 in great detail.
Robinson-Stuart and Nocon (1996) point to the growth of international
telecommunication and sweeping force of globalization as the main catalysts for change
when it comes to social and interpersonal interaction. As a result of these two factors,
students of today are more likely than ever before to find themselves in a situation where
they would need to interact with people with a different linguistic and cultural
framework. To better prepare the learners these encounters the teaching of
communicative competence and language proficiency has begun to give way to the
exploration of teaching for intercultural competence (Byram and Kramsch, 2008;
Kramsch, 1999; Kramsch, 2008; Ware, 2005; Ware and Kramsch, 2005).
A discernible shift has begun to take place aiming to transform a classroom to
more closely resemble the world stage, where individuals are no longer encouraged to
acculturate, assimilate and imitate but are rather motivated to celebrate their linguistic
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and cultural differences (Wells, 2000). The focus is now placed on the learners’ early
realization of culture as a more fluid, relative and inclusive construct. In this intercultural,
less factual and more interpretive framework, a meaningful insight into learners’ target
and own cultures can be gained, thereby enabling them to interact across languages and
cultures with a higher degree of success as well as become aware of the meaning of
cultures (Kramsch, 1993). As proposed by Wells (2000), a new drive towards an
‘intercultural’ speaker and intercultural competence in the foreign language teaching, as
well as in the multilingual world of today, might replace the categorical absolutes of
‘native speaker competence’ and ‘foreign language learner incompetence’ with a concept
of a ‘continuum of individual intercultural sensitivity’ (Louie, 1996), which would allow
learners considerable variance in their level of cultural competence and development.
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CHAPTER 3: RESEARCH DESIGN AND PROCEDURES

3.1. PROBLEM AND PURPOSE OVERVIEW
As the world continues to rapidly evolve into an interconnected global
community, the demands and expectations of tomorrow’s college graduates are being
reshaped and reestablished. Over the course of the last few decades, the traditional
approach and goals of higher education and foreign language education in particular have
changed in major ways, bringing forth an avalanche of both positive and negative
changes. Students attending Universities and colleges nation- and worldwide today are no
longer expected to idly receive the information and passed-on expertise but rather are
required to interact with the world, obtain information and negotiate their way through
the complexities of global co-existence. As the new educational realities emerge, learners
of today are being tagged as tomorrow’s global citizens, who must possess not only
linguistic but also cultural capital to better understand the cultural nuances and
intricacies, as well as relating to others and to making themselves relevant.
Responsibility often rests on the shoulders of language instructors to help
culturally and linguistically inexperienced students to accumulate cultural and linguistic
capital, abandon their position of ethnocentric indifference and become interculturally
competent. Language instructors might be best equipped to bridge cultures and languages
in their teachings. It is believed that in order to efficiently transform a foreign language
learner into an enlightened intercultural speaker through foreign language teaching,
language and culture must be introduced not as independent, but rather, as interdependent
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attributes of language acquisition (Richards, 1976). Such cultural openness can possibly
be achieved in learners that have become aware of “what it means to be a part of their
own culture” through exploratory discussions about the procedures and practices of
culture that they participate in daily, i.e. rituals, customs, traditions, values and
expectations (Liaw, 2006, p. 50).
Research reviewed in Chapter 2 substantiates that only culturally sensitive
learners can come close to understanding cultural meanings as they are able to exercise
Bennett’s (1993) ‘constructive marginality’ or experience Tella and Mononen –
Aaltonen’s (1998) feeling of dualism by critically examining the original cultural
reasoning for culturally dominant beliefs, actions and behaviors. By exploring their own
cultural depth and diversity, the learner is no longer expected to demonstrate a positive
attitude towards a target culture nor reject his own to try to embrace the target culture; he
is then directed to find what Kramsch (1993) defines as ‘the third space’, a place “which
grows in the intensities between the cultures that the learners grew up with and new
cultures he or she is being introduced to” (p. 236).
This study attempts to translate the theoretical directives put forth by Bennett
(2004), Byram (1996) and Kramsch (2001) to reformulate the foreign language learners’
relationship to culture and language for more practical applications. The manner in which
foreign language learners interact with cultural ‘others’, process cultural content and
expand their cultural capital is observed, measured and discussed. Study research design
and questions are also presented and discussed in Chapter 3.
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3.2. RESEARCH DESIGN
A series of five biweekly 50-minute lessons designed to present cultural content
to a group of intermediate learners of German (Group I and Group II) was conducted. A
series of lessons presented to Group I participants focused solely on the culture-specific
content from a textbook (information from the “culture box”) used in the course. Culturespecific (intra-cultural) content, as defined by Knutson (1998), encompasses knowledge
that pertains to societal practices, values and products and includes characteristics of high
culture as well as low culture that are regularly conveyed in textbooks (practical aspects
of life as well as ‘civilization topics’) (p. 596). At the same time, a series of five biweekly
50-minute culture-general lessons that were presented to Group II participants centered
on experiential activities that emphasized the exploration of the ‘cultural’ self. Knutson
(1998) argues that culture-general curricular objectives that emphasize intercultural
perspective “promote tolerance of and respect for cultural difference or interest in the
unfamiliar” (p. 597). Using both qualitative and quantitative measures, the study
attempted to monitor and assess the development of cognitive, behavioral and affective
dimensions of intercultural competence. In addition, data were collected from the
intermediate learners of Russian (Group III) who did not take part in either cultural lesson
but whose learning conditions resembled those of Group I. The data for Group III
participants were also analyzed.
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3.3. HYPOTHESIS AND MAIN RESEARCH QUESTIONS
As stated in Chapter 1, a number of hypotheses were put forth in an attempt to
tackle the following research questions:
(a) Does the different manner of presenting and processing of cultural content impact the
measures of intercultural sensitivity, which is defined by Hammer, Bennett and Wiseman
(2003) as one’s ability to discriminate and experience relevant cultural differences in
language learners?
(b) Does the intercultural sensitivity as measured by Bennett’s developmental
intercultural sensitivity model further promote individual ability to accurately perceive
others, thereby facilitating the development of intercultural competence, identified by
Hammer, Bennett and Wiseman (2003) as the ability to think and act interculturally?
(c/d) Do the participants with higher mobility and more elaborate cultural experience
(experience abroad) and expertise exhibit higher levels of intercultural competence?

Traditional culture teaching approaches have often been labeled ‘problematic’ for
they significantly downplay the meaning of culture, thereby hindering the development of
one’s cross-cultural competence (Knutson, 2006). To further examine these suppositions,
the study focused on the manner of how cultural content is presented and processed and
its impact participants’ intercultural development. Teaching a group of intermediate FL
learners a series of mini-lessons designed strictly around culture-specific content from
various instructional materials (Group I) while conducting a series of cultural selfexploration lessons to another group of language learners (Group II) allowed the study to
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identify and assess the effects the manner of presenting cultural content may have on the
learners. To observe these effects, participants’ levels of intercultural competence were
assessed by using an intercultural sensitivity self-assessment questionnaire (based on
J.Bennett’s framework) at the beginning and the end of the study. Additionally, the
effects of the presentation of cultural content and levels of intercultural sensitivity of
recruited participants enrolled in a language class of comparable proficiency level (third
semester learners of Russian) were also tested. Although these participants did not take
part in either of the cultural lessons, their experience in culture learning was speculated to
be comparable to that of Group I. The data they provided was also assessed using the
same instruments.
In addition to the measures collected with the intercultural sensitivity selfassessment questionnaire (ISSAQ), participants’ biweekly critical reflections were also
used to tackle the research questions. The study investigated whether one’s elevated
levels of intercultural sensitivity further facilitate the development of various constructs
of intercultural competence (awareness, attitude, skills and knowledge). At the end of
each cultural lesson, study participants were given 10-15 minutes and were asked to
reflect upon a cultural incident. They were instructed to then post their short answers on
the course management (d2l.arizona.edu/ger2011). The answers provided were then
evaluated with the help of DMIS in an attempt to determine whether intercultural
sensitivity can be increased during the course of 16 weeks. In light of relevant research
1

D2L Desire-to-learn is a University-based website that allowed study participants to upload their
responses for the researcher to see and evaluate. The settings of the site were restrictive in that they did not
allow any study participants or members of general public to view reflections and comments posted by
others.
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reviewed in Chapter 2, it was hypothesized that participants who began the study with
higher levels of intercultural sensitivity (as measured by DMIS) demonstrate a greater
understanding of intercultural interactions and advance in their intercultural skills and
abilities when compared to the participants with lower levels of intercultural sensitivity.
In other words, the participants with a higher degree of cultural (C1) and intercultural
(C1-C2) competence were expected to display a more informed understanding of foreign
cultures and perceive intercultural interactions more accurately. To this extent, they were
expected to surmount participants with lower levels of intercultural sensitivity
cognitively, behaviorally and affectively.
For this research question, the effects the manner of presenting and processing of
cultural content may have on the learners were also considered. It was anticipated that by
engaging in cultural learning via experiential activities, the development of intercultural
competence would be better facilitated. It was assumed that experiential activities with a
focus on cultural discovery would help participants attain greater familiarity with the idea
of interculturality. More specifically, study participants who participated in a series of
cultural mini-lessons with a focus on self-exploration (in this study, Group II) were
expected to make greater improvements in their intercultural knowledge, skills and
attitudes. Such a shift would attest to the fact that experiential activities positively impact
the development of intercultural competence. Assuming that all of the participants of
Group III were involved in a similar language and culture learning process as Group I,
i.e. with a conventional L2 textbook, a reckonable change in their cognitive, behavioral
and affective measures was not anticipated.
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Lastly, a set of data was collected using the background questionnaire that was
administered to study participants at the beginning of the study. Study participants were
asked to reflect on their past travel experience and report it. Participants with more
extensive cultural expertise (study abroad, military family stationed overseas, different
place of origin) or frequent change of residence (between cities, towns, states or
communities) were expected to demonstrate a higher level of intercultural competence
across cognitive, behavioral and affective dimensions.

3.4. POPULATION AND SAMPLE
The sample of this study represented a sample of convenience. The fact that the
researcher was culturally and linguistically competent in English, German and Russian
allowed her to conduct culturally informative lessons to all groups of participants as is
dictated by the methodology. Participants for the study were recruited from three
different intermediate foreign language classrooms at an US-American R1 University in
the Southwest in the spring semester of 2010. Two of the classes selected for this
investigation were courses with intermediate learners of German in their third semester of
study (GER 201, sections 1 and 2). During the semester, both sections were taught by a
graduate teaching assistant from the Department of German Studies, who agreed to take
part in the study. The graduate teaching assistant was also familiar with the proposed
activities, research design and questions. The textbook used in both German courses was
Kontakte, A Communicative Approach, and 6th Edition. The Kontakte workbook was
also used for homework assignments in both German courses. The two participating
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sections had the same syllabus and all other additional study materials. By agreement
neither class was exposed to any additional cultural content other than what was
discussed during the biweekly mini-lessons. According to the same agreement, neither
class was tested during the semester on any type of cultural information or knowledge.
The third class selected for the study was a third-semester Russian language (RUSS 201)
course at the same Southwestern US University that used a textbook Making Progress in
Russian.
In addition to the three groups of students recruited for the main study, a group of
seven American learners of German volunteered to take part in pilot testing of the
quantitative instrument at the beginning and the end of the previous semester. The
students in the pilot study were also intermediate level learners of German, enrolled in a
four-week intensive summer semester.

3.5. STUDY PARTICIPANTS
Participants for this project were recruited from three different intermediate FL
level classes. The first group of consenting participants consisted of twenty-two learners
of German 201/1 (out of twenty-three students officially enrolled in the first section of an
intermediate German course at the beginning of the semester). Twelve of consenting
participants were male, eleven- female. One of the male participants dropped out during
the third week of the semester; at the end of the semester, there were only 22 fully
participating subjects. In their background questionnaire twenty participants indicated
their age to range between 18 and 22, and only two subjects claimed their age to be

86

between 30 and 40. The background questionnaires also revealed that three of the study
participants were born in a country other than the United States (Chile, Colombia, and
Taiwan);

those

three

participants

described

themselves

as

fully

bilingual

(Spanish/English, Taiwanese/English). Nineteen remaining participants declared the
continental United States as their place of birth and English as their first/native language.
As revealed by the questionnaire, all of the participants received some prior formal
foreign language instruction. Some of the participants had as little as one year, and others
as much as nine years of formal German language instructions.
The second group of consenting participants (Ger 201/2) consisted of twenty-four
individuals (out of twenty-six students officially enrolled in the course in the beginning
of the semester); eleven females and thirteen males. Due to the fact that two participants
missed two of the cultural lessons, their data sets were not complete and for that reason,
not examined in the study. Similarly to the first group of participants, the age of 24
participants ranged between 18 and 22. According to the data collected with the
background questionnaire, only one of the participants was born in a country other than
the US (Slovakia) and considered herself to be a full bilingual (Slovakian/ English).
Similarly to the first group of participants, all of the subjects in the second group had one
to seven years of formal foreign language instruction.
The third group of participants consisted of four learners of Russian, three males
and one female. All of the participants declared English as their native language, were
born in the United States, and had a minimum of one year formal instruction in Russian
as a foreign language. They ranged in age between 18 and 28.
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Based on the information provided in the background questionnaires, the subjects,
who volunteered to pilot the quantitative instrument, have all had at least one year of
college-level formal L2 instruction and varied in age between 18 and 24. All of the
participants were native speakers of English, and were learning German at the University
to fulfill their language requirements. They were invited to fill out a background
questionnaire and intercultural sensitivity self-assessment questionnaire twice throughout
the course of the semester. The altered version of the ISSAQ was then used in the main
study as a pre- and post-test. There were no rewards or penalties for participating/not
participating in the pilot study.

3.6. DATA COLLECTION PROCEDURES
The data were collected from the participants of two intermediate German
language classes selected for this study. The learners of Russian of a similar language
proficiency level (third semester of foreign language study) at the same University also
provided data for research and analysis. All three groups of study participants were
assessed qualitatively (on a biweekly basis) and quantitatively (in the pre-test and posttest).
During the initial weeks of the semester German classes selected for the study
were visited by the researcher and introductions to the project were made. At the same
time of the semester, flyers to recruit participants for the study were handed out in the
Russian class and volunteers were identified. The importance of cultural knowledge in a
language classroom was addressed during the introductory meeting, but neither the study
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hypotheses nor the research questions were mentioned. Potential benefits of the study and
risks to the participants were also discussed in great detail. Once the students’ consent
was obtained, the background questionnaire and a pre-test were administered. The brief
background questionnaire elicited demographic information and aimed to identify the
participants’ linguistic and cultural background as well as previous travel experience. At
that point, a schedule for biweekly lessons with Group I and Group II and a series of
face-to-face meetings with the learners of Russian was set.
In order to determine participants’ ability to comprehend and relate to
intercultural issues, the background questionnaire elicited information about places they
have lived in over the course of their lives, and their previous encounters with cultures
(foreign and domestic). In addition to the demographic questionnaire, the pre-test (the
ISSAQ) that aimed to measure levels of intercultural competence was also administered
at the beginning of the study. Two weeks later, the first lesson was taught to two German
courses and the first set of data was collected.
The lessons for Group I and Group II were taught and data were collected in a
computer lab. Foreign language instructors at the University had an opportunity to hold
their classes in a College of Humanities computer laboratory on the Main Campus.
During those lessons students had access to a variety of digital media (computers,
projectors, Internet, etc.) and spent their class time interacting with each other in a format
chosen by their instructor (chatting, posting their opinions on the forum, researching,
reading/commenting on posts, working on online activities). On a biweekly basis, 30-35
minutes on average were used to present various cultural content to the participants of
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Group I and Group II. At the end of the class, 10-15 minutes were then allotted for
critical reflection. These reflections were written by participants in L1 to allow for
uninhibited creativity and deep critical thinking not attainable at this level of L2. At the
end of each lesson participants were instructed to type and post their reflection responses
on d2l.arizona.edu forum2. The discussions were restricted, i.e. the responses posted on
d2l were not visible to the study participants or the regular instructor. Instead a list of
students who have participated in the discussion was provided to the regular instructor.
Participating students then received credit for each posted response at the end of the
semester. Seating was not assigned; however, the participants were limited to the three
main round computer hubs in the classroom. During the mini-lessons, the students were
occasionally asked to engage in a group discussion of the topics presented during the
lesson.
At this time, five individual face-to-face meetings with four volunteering
participants from an intermediate Russian course were also held. Although data collected
from such a small sample group might not help to substantiate the study’s statistical
findings (due to its low statistical power), the responses provided by the four participants
may add a multi-lingual dimension to the research and broaden the scope of the study.
Similarly to the learners of German (Group I), the learners of Russian (Group III) were
presented cultural content in a conventional way (from a textbook); parallels were then
drawn between the tendencies demonstrated by Group I and Group III and the effects that
the manner of presenting cultural content has on language learners were observed. During

2

See note 1
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their first meeting, participants’ consent was obtained. Then Group III participants were
invited to fill out the background questionnaire and the ISSAQ (that served as the pretest). Throughout the course of the study, all of the individual biweekly meetings with
participants recruited from the Russian course took place in a private study carrel at the
University library. Participants had access to a computer and submitted their responses
electronically.

3.7. METHODS TO ASSESS INTERCULTURAL COMPETENCE
3.7.1. Pre-Post Test
3.7.1.1 Designing Intercultural Sensitivity Self-Assessment Questionnaire

Due to the lack of equally available and affordable instruments, the intercultural
sensitivity self-assessment questionnaire that served as a pre- and the post-test was
developed by the researcher. The ISSAQ was developed with the intent to monitor and
measure the development of intercultural competence purportedly comprised of traits,
skills, attitudes and knowledge (Sercu, 2004).
The design methodology of the instruments used in this study was based on the
developmental procedures of Cross-Cultural Adaptability Inventory, developed by Kelley
and Meyer (1995). In the conceptual design, Byram’s (1996) theory of five savoirs was
utilized. Byram (1995) identifies cognitive, behavioral and affective as the three main
components of intercultural competence. In his opinion, the first category of saviors
reflects participants’ knowledge, culture specific as well as culture general, and at the
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same time, their knowledge of societal and individual interaction. The three following
categories savoir comprende, savoir apprende/ faire and savoir s’engager deal primarily
with participants’ skills and behaviors, i.e. their ability to relate and interpret (savoir
comprende) but also to acquire new knowledge, discover and interact (savoir apprende/
faire) as well as to be critical in their assessment of perspectives, practices and products
(savoir s’engager). Lastly, the fifth category (savoir être) theoretically represents
participants’ disposition toward learning, as well as attitudes toward themselves and
others.
The actual design of the Intercultural Sensitivity Self-Assessment Questionnaire
(ISSAQ) was based on the theoretical framework put forth by Bennett and Bennett
(2004) that rendered intercultural competence to be a combination of a mindset, skill-set
and heart-set. In their investigation of the development of intercultural competence,
Bennett and Bennett (2004) in a like manner to Byram (1995) create a concrete
theoretical framework. In this framework, Bennett and Bennett attribute cognitive
variables to one’s mindset – behavioral and affective variables representing the skill-set
and the heart-set, respectively. Each of the intercultural competence dimensions
(cognitive, behavioral, and affective) are purportedly comprised of multiple variables.
Cognitive dimension is described to contain the following variables: knowledge of
culture-specific variables, of culture-general frameworks, and self-awareness. At the
same time, behavioral dimension consists of variables such as empathy, participant
observation skills, social adaptability, anxiety management and stress management skills. Among
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the variables attributed to the affective dimension are curiosity, open-mindedness, ambiguity
tolerance and flexibility.

In the original design of the ISSAQ, the traits and characteristics attributed by
Bennett and Bennett (2004) to each of the three dimensions of intercultural competence
were used as set criteria for item design. In the early stages of the instrument design, the
total of fifty-two questions and statements were designed in accordance with the
description of the three ‘dimensions’ they aimed to assess. Eighteen questions/statements
were originally developed to tap into the learner’s skill-set and examine his/her ability to
“analyze interaction, predict misunderstanding, and fashion adaptive behavior” (Bennett
& Bennett, 2004, p. 149).

Traits attributed to the skill-set and reflected in the

questions/statements were empathy, ability to gather important information, social
adaptability, listening and stress-management skills.
At the same time, sixteen questions/statements were designed to tap into
participants’ mindset that focused on one’s “awareness of operating in a cultural context”
by assessing their knowledge of cultural-general as well as culture-specific variables
(Bennett & Bennett, 2004, p. 149). The last eighteen items dealt the heart-set, gauging the
participants’ levels of curiosity, tolerance for ambiguity and open-mindedness, among
other traits, that motivate them to seek out cultural differences (Bennett & Bennett,
2004). After the design of the instrument was complete and questions/statements were
formulated, the questions and statements were arranged in a random order and presented
to a panel of experts, knowledgeable on the issues of language learning and acquisition.
Members of the general public were also invited to participate. Twelve raters in total
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were instructed to group the questions/statements according to the three dimensions of
intercultural competence. The descriptions of each dimension and their attributive traits
were also provided.
As a result of the feedback received, revisions were made and 22 questions that
appeared ambiguous and caused disagreement among the raters were eliminated from the
next reiteration of the instrument. With all changes taken into consideration, the final
version of the intercultural sensitivity self-assessment questionnaire consisted of 30 items
and was piloted in a group of seven German language learners.

3.7.1.2. Administering the ISSQA
The final version of the self-assessment questionnaire (referred to as ISSAQ) was
administered as a pre- and a post-test and consisted of 30 multiple choice items with three
types of assessment items. The first type of assessment items was formulated as a
statement of one’s personal views, reactions and experiences in a number of hypothetical
situations that allowed test takers to agree or disagree. The multiple-choice answers
ranged from Completely Agree with assigned numerical value of six (6) to Completely
Disagree with assigned numerical value of one (1) (Likert scale with six possible choices
completely disagree (1) – disagree (2) - somewhat disagree (3) - somewhat agree (4) –
agree (5) – completely agree (6)). The statements appeared in the survey in the following
format, aiming to elicit a self-assessment of their intercultural knowledge, behaviors and
attitudes (Table 1).
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1.

When in an unfamiliar environment I tend to form friendships quickly.
completely disagree

2.

2

3

4

5

6

completely agree

I am good at problem-solving under pressure or/and in an unfamiliar setting.
completely disagree

3.

1

1

2

3

4

5

6

completely agree

If I lived in Japan and spoke Japanese, I would act more like a Japanese person.
completely disagree

1

2

3

4

5

6

completely agree

Table 1: Sample statements from the final version of the ISSAQ
The second type of assessment items elicited participants’ self-assessment on how
well they deal with, function and interact in an unfamiliar (foreign) setting. Multiplechoice answers to questions ranged from Extremely well with assigned numerical value of
six (6) to Not well at all with assigned numerical value of one (1) (Likert scale with six
possible choices not well at all (1) – minimally (2) - somewhat (3) – pretty well (4) – very
well (5) – extremely well (6)). To tap into participants’ preexisting biases and at the same
time, to minimize the hallo effect defined by Thorndike (1920) as a problem that arises in
the process of data collection when there is carry-over from one judgment to another,
some of the multiple-choice answers were rephrased to disrupt obvious answer patterns
and to deter participants from selecting the default answers (Table 2).
12.

How would you assess your curiosity towards a foreign culture versus your own culture?
1) find my culture to be most interesting
2) more interested in exploring aspects of my own culture than of others’
3) somewhat interested in other cultures and how they compare/ relate to my own
4) equally interested in exploring all cultures (foreign and my own)
5) more interested in other cultures than my own
6) much rather study foreign culture than my own

Table 2: A sample question from the final version of the ISSAQ
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The third type of assessment items consisted of statements that presented the
participants with a hypothetical scenario as well as a number of potential solutions to be
selected from. To avoid the more socially and morally charged questions, a variety of
‘safe’ hypothetical situations and responses that might still reflect participants’ actual
views and reactions were designed. The multiple-choice answers directly corresponded to
the values represented in the first and second category of assessment items. The
maximum numerical value of six (6) was assigned to the answer with the highest
ethnorelative value and a minimum numerical value of one (1) – to the answer that
represented the most ethnocentric view. Examples of these items are as follows (Table 3):
23.

When unsure how to pay my restaurant bill in a different country, I would
1) speak English and act as I do at home
2) take a guess about what might be appropriate and act
3) look it up in my travel guide
4) observe how others are accomplishing the task
5) ask another patron for help
6) ask the waitress for help

24.

When there is no clear indication of which way to go (applicable to any hypothetical
situation), I tend to
1)
2)
3)
4)
5)
6)

feel very frustrated
feel slightly frustrated
may get frustrated
feel certain I can figure it out with the help of others
feel certain I can figure it out by watching others
feel certain I can figure it out on my own

Table 3: Sample hypothetical scenarios from the final version of the ISSAQ
In the post-test, the first ten items appeared the same way as on the pre-test. The
order in which the multiple choice answers appeared in the remaining 20 multiple choice
items was randomly rearranged. In other words, the multiple choice answers no longer
represented a linear progression from most ethnocentric (1) to least ethnocentric (6). Such
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measures were taken to prevent the participants from either selecting the same answer for
all items (for example, circling #2 for all 30 items on the questionnaire) or playing it safe
with more neutral answers, commonly represented in the pre-test as numerical value of
three (3) - somewhat agree or four (4) somewhat disagree.
Once the background questionnaires and the intercultural sensitivity selfassessment questionnaires were collected and the level of all of the participants’
intercultural competence quantitatively assessed and documented, the two German
sections were invited to participate in a series of five cultural mini-lessons conducted on
the biweekly basis throughout the semester. The regular instructor was not present during
the lessons to avoid impacting study participants and their conduct in any way. The
design and methodology of cultural lessons are presented in 3.8.1 and 3.8.2.

3.8. DESIGN OF CULTURAL LESSONS
3.8.1. Presenting Cultural Content with Kontakte
The two sections of German engaged in the study will be referred in this study as
Group I and Group II. The 10AM section of Ger 201/1 will be labeled here as Group I.
Starting in the third week of the semester, Group I participated in a series of five
biweekly cultural lessons based on the cultural information contained in the instructional
material (Kontakte, 6th edition) commonly used for that level of language study at US
American Universities. For these biweekly lessons, culture-specific content from culture
boxes in Chapters 9-12 was utilized. No additional cultural information was introduced to
either group of the participants throughout the course of the study. Culture-relevant topics
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selected for discussion from Kontakte included Erziehung (education and upbringing),
Reiseziele (travel destinations), Tiere und Sprichwörter (animals and idiomatic
expressions), Gleichberechtigung (equal rights), and Einkaufen in Europa (shopping in
Europe). All of the lessons were conducted in German, following the prompts outlined by
the textbook authors in the instructor’s manual.
In the introductory comments the authors of the textbook claim that the design of
Kontakte is based on the main aspects of the Natural Approach, developed by Krashen
and Terell (Krashen & Terell, 1983). In their discussion of the influences of the Natural
Approach on Kontakte, Tschirner, Nikolai and Terell (2009) reveal that numerous
hypotheses of the Natural Approach lay in the foundation of textbook design. The
following were highlighted as the most significant aspects that influenced the design of
the textbook: 1) comprehension precedes production, 2) production needs to be acquired,
3) speech emerges in stages, 4) speech emergence is characterized by grammatical errors,
5) group work encourages speech, 6) low affective filter is important for language
acquisition, 7) communication skills are the goal of the approach (2009, xxv).
All of the chapters in Kontakte are organized in a similar format. Each chapter
begins with an image that is intended to offer the students a glimpse into Germanspeaking ‘high cultures’. Used as an example here, introductory chapters (Kapitel A and
Kapitel B) contain a painting by Heinrich Campendonk (Junges Paar, 1915) and Gustav
Klimt (Margaret Stonborough-Wittgenstein, 1905). Each chapter also contains
Situationen

(communicative

group/pair

activities),

Lektüre

(readings),

Videoblick/Videoecke (videos and interviews with native speakers), Strukturen und
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Übungen (grammatical explanations and exercises), and Wortzschatz (vocabulary). The
only aspect of the chapter which explicitly addresses culture is Kultur/ Landeskunde/
Information. According to Tschirner et al. (2009), these brief cultural readings “offer
insights into the German-speaking world (and) […] are accompanied by activities that aid
students in comparing and contrasting their own culture with that of the German-speaking
countries” (xvii). Topics presented in these culture-related purple boxes range from
opinions of young Germans on various issues, information about European currency, to
discussions regarding the role of technology and leisure time.
The authors of Kontakte state that the design of the textbook meets and addresses
the National Standards and, more concretely, the five “Cs” (Communication, Cultures,
Connections, Comparisons, and Communities). As stated in the introduction written for
novice language instructors, Kontakte values cultural learning as it “places cultural
competence, as an integral part of language learning, on a par with communicative
competence by providing natural contexts within which students can acquire and practice
language” (Tschirner, Nikolai, & Terell, 2009, xiii).

3.8.1.1. Lesson 1: Sind Sie verschiedener Meinung?3
For the first ‘cultural’ lesson the information from the ‘purple’ culture box in
chapter 9 of Kontakte: A Communicative Approach was utilized. During the lesson, the
instructions that outline the exact procedures for the lesson were closely followed. To
assure that both participating groups worked with materials in the same format (handouts,

3

Translated from German “Do you hold a different opinion?”
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brochure, book, etc.), all of the cultural information and activities for each lesson were
transferred onto a handout and distributed to each student.
In the ‘purple box’ the participants were introduced to the results of a survey
recently given to 2034 German high school and college students. Survey results
published in Kontakte revealed information about German students’ family background,
habits past and present. According to the instructions in Kontakte, learners of Germans
should be instructed to think about their own upbringing and habits and then select one of
the given words that describe it best. After selecting their own answers to each of the 8
questions, the participants in the next step should then be directed to speak to their
classmates in pairs / small groups and guess what their answers to the same questions
were as suggested by the textbook authors. They should then to compare their answers
with those of the German students whose opinions are presented in the chart.
These instructions were closely followed. At the beginning of the lesson, the
participants’ attention was directed to the findings of the survey. After the questions and
answers were read, the participants took a few minutes to individually reflect upon their
past and present experiences and selected the most suitable answer to each question.
After approximately 10-15 minutes the participants were randomly assigned to small
groups where they began discussing the questions for the next 10-15 minutes. They
documented the answers provided to them by their group members and compared it to the
data from the German survey. As the students finished working on the activity and had all
of the needed information at hand, they reported their findings to the class. Immediately
following the instructor’s comprehensive remarks, the participants were directed by the
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instructor to their d2l website and spent 15 minutes responding to a critical incident
posted by the PI for this lesson.

3.8.1.2. Lesson 2 Reiseziele4
The second cultural lesson was conducted two weeks later. This cultural lesson
was based on the activities in the ‘purple culture box’ in chapter 10 of Kontakte: A
Communicative Approach. The lesson was developed to discern students’ travel goals
and dream destinations. As indicated in the textbook, the lesson was to consist of two
parts. In the first part, the students should be invited to think about their favorite travel
destinations and the reasons for their preferences. At the same time, they should also be
prompted to reflect on interesting or appealing destinations in the US. In the second part
of this cultural lesson, the students should be shown a chart with the statistics on dream
travel destinations for Germans. Students should then speculate on the possible reasons
for these travel destinations and preferences. It can be assumed that the role of the
language instructor (no instructions on the margin are given) was to facilitate the
discussion of possible travel destinations, practice the vocabulary from this unit and
inform the students about the collective preferences of others.
At first, the participants received a handout with questions from the ‘purple
culture box’. They were then given a few minutes to read and think about four questions
in the first part of the lesson. Shortly thereafter, students were invited to choose a partner
and speak to him/her on the topic. Each answer was then recorded on the handout. 15-20

4

Translated from German “Travel Destinations”
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minutes after the lesson began the participants were summoned to provide the class with
the responses they have decided upon. A range of destinations were then recorded on the
board for everyone to see. In the second part of the lesson, the attention of the
participants was called to the charts with the statistics. The participants were then given
some additional time to study the information and answer the questions that followed in
the same pairs/ groups. Shortly before the end of the lesson, the participants were asked
to share and briefly discuss possible reasons for the popularity of certain travel
destinations. The lesson concluded with the participants turning to their d2l site and
working on their critical reflection to the second critical incident.

3.8.1.3. Lesson 3 Tiere und Sprichwörter5
The third cultural lesson was conducted two weeks later. The participants were
completing their study of chapter 10 that included texts, videos and vocabulary exercises
pertaining to unrelated topics of traveling and animals. For this reason the design of the
third cultural lesson centered around an activity from chapter 10 in Kontakte: A
Communicative Approach that used German animal proverbial phrases to contextualize
‘animal’-related vocabulary and introduce culturally relatable information, i.e. the
proverbs themselves.
Since no directions on how to conduct this activity were provided, cultural
content was introduced in the following manner. The activity was broken into three parts:
1) picture description, 2) matching, and 3) discussion. During the first part of the lesson,

5

Translated from German “Animals and Idiomatic Expressions”
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participants were asked to collaboratively describe each of the pictures, using relevant
‘animal’ vocabulary they have acquired earlier. The activity in the textbook contained six
images that corresponded to six different German proverbs. The first image, for example,
was a literal depiction of a proverb “In der Not frisst der Teufel Fliegen”6. In it, the devil
was portrayed as sitting on a stool and devouring flies. Group members volunteered their
descriptions and they were recorded on the board. Study participants guesstimated what
each of the remaining five proverbs actually meant and what was its moral.
During the second part of the lesson, the study participants were instructed to
work with a partner and complete the matching part of the proverb activity. After a few
minutes of joint reading of the proverbs, they matched the actual proverbs to the
explanations provided (for example: proverb “In der Not frisst der Teufel Fliegen”7 –
explanation “wenn man etwas nötig braucht, muss man nehmen, was da ist”8). Each
group was then called upon to give its answer. Finally, while remaining in the same
group, the participants completed the third part of the lesson by collaboratively working
on finding a suitable English equivalent of the German proverbs. For example, the
proverb “In der Not frisst der Teufel Fliegen”9 was compared by some to English
“necessity is the mother of all invention” or “necessity knows no laws”. Participants’
suggestions were recorded on the board. The participants then discussed and voted for the
best fitting suggestion. Shortly thereafter, the participants were directed to the d2l site

6

Translated from German “When in need, even the devil eats flies”.
For translation see note 6
8
Translated from German “A person should take what he/she can get when he/she can’t be picky”
9
For translation see note 6
7
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and they worked on their responses to the third critical incident until the end of the
lesson.

3.8.1.4. Lesson 4 Sind wir alle gleich?10
The following cultural lesson was conducted nine weeks after the semester began.
The participants started a new chapter that dealt primarily with the roles men and women
assume in society and were assigned in a typical German household. For this reason,
cultural lesson four was based on the cultural content provided in the ‘purple culture
box’. It focused on the idea of equality and inequality between the two genders. Since
there were comments/suggestions on the margins guiding language instructors, these
suggestions were closely followed.
The lesson began with a discussion about an image found in the ‘purple culture
box’ depicting a man and a woman. In the next step, the participants joined together in
small groups and discussed the pre-reading activity, which provided the participants with
a list of common domestic duties (washing dishes, doing laundry, completing home
repairs, etc.). After a brief reflection upon their personal family habits, each participant
had to indicate who habitually competed these duties and mark each duty with a letter V
(Vater/father), M (Mutter/mother) or B (beide/both). The answers were then compared,
discussed in groups and recorded.
Immediately following the group discussion, the participants were instructed to
read the text that informed them of the strides made by women in the contemporary

10

Translated from German “Are we all the same?”
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German society as well as of the obstacles that must still be overcome. Next, the
participants completed the post-reading activity that prompted them to compare their
habits and household responsibilities to those of Germans. Participants were also asked to
speculate what duties should be performed exclusively by men and/or women. At the
very end of the discussion, participants were asked to offer a few measures to bridge the
gender inequality gap. Reflections on the critical incident posted on d2l followed.

3.8.1.5. Lesson 5 Wie bezahlt man in Europa?11
The last cultural lesson took place four weeks before the end of the semester. The
participants worked through a culture-themed activity from Kontakte. The last chapter of
the textbook dealt primarily with the matter of money and lifestyle. For that reason, the
authors might have considered a cultural lesson on payment methods in Germany
thematically fitting.
A handout that contained all of the information presented in Kontakte was
designed and administered to all of Group I participants. The participants were randomly
assigned into groups of two or three and then invited to participate in the discussion about
their own preferred methods of payment (cash, debit, credit, check). Each of the
participants was instructed to take notes and later report to the class on his/her findings.
The groups were given about 10-15 minutes to find out how their classmates pay for their
groceries, rent and phone bills. The participants also discussed how people in their place
of work get paid (direct deposit, check, or cash) and, by comparing the answers within

11

Translated from German “European payment types and preferences”
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their group, whether these methods were universal. Next, the participants were directed to
the text they found in the purple ‘culture box’ that informed them about a variety of
payment methods in German-speaking countries, introduced a number of new vocabulary
items, gave context for each payment method and explained its usage. The participants
read the text in groups out loud.
Once the participants finished reading the text, they were once again referred to
their handout. On the handout, they found questions about new vocabulary as well as
content questions. The answers were first discussed in groups and only then, participants
talked about them as a class. The items were written on the board and numerous
examples of word usage were given to assure participants’ understanding of the new
items. The rest of the class time, the participants spent writing their reflections to critical
incidents five (5) posted on d2l. The post-test was also administered on the same date
and the data collection was completed.

3.8.2. Presenting Cultural Content with Experiential Activities
The 11AM Ger 201/2 section will be referred to as Group II. The participants of
Group II took part a in a series of five culture-general lessons with an emphasis on
cultural exploration and discovery of the cultural self. The lessons focused on the
participants’ existing understanding of their cultural identity as well as beliefs, values and
norms of their own culture that have been internalized as a result of socialization (Lustig
& Koester, 2002). In light of the realization of the shortcomings of the ‘factual
transmission’ model in the foreign language classroom, many argue that intercultural
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awareness of one’s own cultural diversity is important to culture teaching and learning.
This manner of presenting and processing cultural content might facilitate one’s
understanding of another culture and vice-versa. Bennett (2004) observes that such
awareness in learners also leads to “a major change in the quality of their experience” (p.
62). At the same time, exploring their own cultural identity and questioning their culture
can help learners to organize and interpret their experiences of others (Lustig and
Koester, 2002).
Lessons taught to the second group of study participants were adapted by from
Kohls’s (1981) Developing Intercultural Awareness and Seelye’s (1996) Experiential
Activities for Intercultural Learning. The themes and topics of culture-general
discussions included Verschiedene Nationen, Verschiedene Werte (different nations,
different values), Stereotypen und Klischees (Stereotypes held by foreigners about
Americans), Sprichwörter (Expressions), Negotiating values, and Self-disclosure Scale.
The lessons for Group II were selected by the PI to tap into participants’ understanding of
variables and attributes that make up their cultural identity as well as to make them aware
of its fluidity and multifacetedness. All of the lessons and discussions for Group II were
conducted in L1 (English).
Experiential activities were selected for self-discovery lessons with an intention to
focus the participants’ attention on the applied knowledge rather than on the academic
learning (Rogers, 1969). In his discussion, Rogers (1969) identifies two types of learning,
cognitive and experiential, and draws a distinction between the two. The cognitive type
of learning is closely linked to academic knowledge (i.e. learning intercultural
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communication principles), while experiential learning pertains to applied knowledge
(i.e. learning how to communicate within special intercultural contexts) (Reggy-Mamo,
2008, p. 113). Rogers (1969) argues that personal growth can occur as a result of
experiential learning. Those were the more generally defined objectives of the study. It
was hypothesized that by engaging Group II participants in the process of experiential
learning, new perspectives on themselves would be offered which would allow them to
see themselves as a product of their own cultural learning (Reggy-Mamo, 2008). By
learning about themselves, their own cultural preferences and interpretations, participants
might also become more curious and gradually more knowledgeable about their
collective and personal culture. As seen by Thiederman (2003) by knowing one’s own
culture, learners might become able to observe things from the perspective of others as
well as better understand people from other cultures. Thiederman (2003) anticipates that
awareness of one’s own values and of the fact that those values aren’t necessarily shared
by everybody can reduce – and perhaps even eliminate – cultural misunderstandings as
“once we realize that our views are not human nature, we are in a far better position to
accurately interpret the motivations and needs of those around us” (p. 18).

3.8.2.1. Lesson 1 Sind Sie verschiedener Meinung?12
The design of the first lesson for Group II was based on a training exercise put
forth by Kohls (1981) and Kohls and Knight (1994) in their work on intercultural
competence and its development. The aim of the exercise was to engage the participants

12

Translated from German “Do you hold a different opinion?”
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in a discussion, providing an opportunity to reflect upon, negotiate and reach consensus
on rather controversial cultural statements.
In the beginning of the lesson participants receive a handout that contained 10
very divisive statements. These exceedingly contentious statements included in this
lesson aimed to probe into the participants’ perception of US American cultural, sociolingual, political and economic superiority and represent a rather stereotypical and
simplistic reading of other cultures and intercultural dynamics. Statements are presented
in Table 4.
1.The fact that America was able to place a man on the moon proves America’s technological
superiority.
2.Foreigners going to live in a new country should give up their foreign ways and adapt to the
new country as quickly as possible.
3.It appears that many Germans do many things backwards.
4.Much of the world’s population does not take enough initiative to develop themselves,
therefore they remain “undeveloped”.
5.English should be accepted as the universal language of the world
6.Many nations in the world do not place any value on human life. To them, life is cheap.
7.Americans have been very generous in teaching other people how to do things the right
way.
8.Primitive people have not yet reached the higher stages of civilization.
9.Minority members of any population should be expected to conform to the customs and
values of the majority.
10.The sooner the whole world learns to do the things they way we do, the sooner all the
people of the world will be able to understand each other better.

Table 4: Statements from Cultural Lesson One, Group II
Participants were given a few minutes to familiarize themselves with the items,
and were then asked to place a letter “A” (agree) or “D” (disagree) next to each of the
statements to indicate their personal attitude towards the statements. After a few moments
of reflection, the participants were randomly broken into groups of two or three. In their
next step, participants discussed the statements in pairs/small groups, focusing on the
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ones that at least one of the participants finds objectionable. Once those statements were
decided upon, the participants were instructed to negotiate and modify the wording of the
statement to reflect their collective opinion. Only when all of the group members agreed
on the phrasing, were the groups allowed to move to the next litigious item on the list. All
of the participants then reported to the class and explained their negotiated position.
The activity described above took approximately 20 minutes to complete. Once
the participants were given a go-ahead to discuss the ten statements on the handout, the
classroom quickly turned from a quiet room into a debate hall. Many of the groups were
engaged in heated debates yet tried hard to find a compromise that reflected the opinions
of all group members. Participants reported the results and elaborated on the points of
disagreement. The reporting took approximately 10-15 minutes, as each of the group
members briefly commented on the contentious statements. After the concluding remarks
were made, the participants were directed to their d2l site where they spent approximately
15 minutes while responding to a critical incident posted for this lesson.

3.8.2.2. Lesson 2 Kulturelles Beurteilen13
The second cultural lesson was adapted from Kohls’ (1981) Developing
Intercultural Awareness and thematically complemented the first lesson conducted two
weeks prior. While in the first cultural lesson the participants were challenged to define
how they perceive themselves as Americans on a grander scale, the second lesson it
explored the topic of cultural stereotypes and biases and compelled the participants to

13

Translated from German “Cultural Biases”
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think about perceptions others might hold of the US Americans. Instead of approaching
cultural stereotyping from a more common perspective, (by having students brainstorm
distinct characteristics they associate with one nation or another) participants of the
second lesson were asked to think about personal and collective characteristics that
foreigners might ascribe to the US Americans.
As the second lesson began, Group II participants were assigned into pairs/small
groups and provided with a handout with a list of stereotypes that non-US nationals have
of the US Americans. The list consisted of numerous adjectives that have a positive
connotation (friendly, outgoing, generous) as well as some with a negative connotation
(disrespectful, loud, wasteful, etc.). The first task at hand was to establish which
adjectives can be perceived as positive and which - as negative in this particular context.
Then the participants were asked to speculate which of the adjectives from the list are
selected most commonly. Once each group made such determinations, the participants
were encouraged to discuss and speculate as to why such characteristics might play a
significant role in the US identity formation as it is constructed by others. The most
important questions of objectivity and subjectivity of such perspectives was first raised in
groups, and then used to facilitate a plenum discussion.
This question of objectivity and subjectivity of such views was introduced to
provoke the participants to think critically about social norms, acceptable behaviors and
attitudes, cultural traits on a personal as well as a national scale. For some, it might have
been a question they have never pondered, which puzzled and perplexed them as they
thought about the ascribed characteristics that might be warranted. To further expand on
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this moment of cultural realization, the participants were invited to think about the
stereotypes US Americans hold about the Germans. Are these stereotypes deserved, true?
What is the source of these stereotypes that we hold about others? Those were the
questions discussed in groups, and then as a class. The last 15 minutes of the lesson were
spent on d2l, where students read and responded in L1 to a critical incident posted for
that lesson.

3.8.2.3. Lesson 3 Werte und Sprichwörter14
The third cultural lesson for Group II was adapted by the PI and based on the
training activities put forth by Tjitendero (1996) and Kohls (1984). Study participants
were randomly assigned into pairs and given a handout. On the one side of the handout,
the participants were presented with a list of American proverbs (Table 5). The list of
proverbs contained proverbs participants were likely familiar with and was that of
convenience. The participants were allowed 10 minutes to complete the task of
discussing the proverbs and agreeing on the meaning and value these proverbs might
represent. For example, one of the proverbs presented to the participants was a popular
saying “curiosity killed the cat”. In general, participants interpreted its meaning as “don’t
be nosy/ curious” while its value as “respect for other people’s privacy”. After pair
discussions of the proverbs were completed, each pair/ small group was asked to offer its
interpretation of meanings and values attributed to proverbs from the list.

14

Translated from German “Values and Idiomatic Expressions”

112

It’s better to give than to receive.
Meaning: _______________________

Value: _________________________________

Money is the root of all evil.
Meaning: _______________________

Value: _________________________________

Table 5: Sample statements from the proverb list provided to Group II.

On the other side of the handout, a list of German proverbs was provided along
with their literal translations. The participants were then instructed to work with the same
partner, discuss the proverbs and their meanings and guesstimate what cultural value was
imbedded in each of the proverbs. The participants were given 15 minutes to complete
the second part of the activity and record their guesses. One of the proverbs on the list
was a famous German saying “Besser eigenes Brot als fremder Braten”15. Participants
interpreted the meaning of the saying as “having your own is preferable”, while declaring
the value taught as “self-reliance”. Answers provided on a volunteer-basis by each group
were then briefly discussed and a list of potential meanings and values was created on the
board. After the conclusive remarks, the participants were directed to their d2l prompts.
They then spent approximately 15 minutes to reflect in English on a posted critical
incident.

15

Translated from German “Better your own bread than somebody else’s steak”
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3.8.2.4. Lesson 4 Sind wir alle gleich?16 Cross-cultural Value Cards
In the fourth cultural lesson cross-cultural value cards originally invented by
Mobley, Luciani and Associates (as value opinion cards), and further developed by Kohls
(1984) for cross-cultural training were used. In accordance with the exercise procedure
outlined by Kohls (1984), participants received a set of cards with each card containing a
compelling statement (for example, card # 5 - man should in every way live in complete
harmony with nature; or card # 1 – people can’t be trusted). Each participant was told to
read all of the 15 cards and select 5 cards he/she strongly agrees with, 5 cards he/she is
unsure about, and 5 cards he/she strongly opposes. Groups of two or three were then
formed. Group members were instructed to discuss the statements they strongly agree and
disagree with. The assignment for each group was then to prepare a joint statement that
reflected a compromise reached in the group.
Throughout the course of the lesson, Group II participants seemed to have more
than five statements they disagreed with. For that reason, the negotiations between group
members were very lively and loud and lasted longer than it was originally anticipated.
After the participants reached a compromise and presented an alternative value statement,
most controversial, disagreeable and culturally charged statements were written on the
board. Volunteers from each group then re-wrote these statements on the board,
rephrasing and ostensibly neutralizing them. As the discussion reached its end, the
participants were directed to the d2l website and were asked to read and reflect upon a
cultural incident in English.

16

Translated from German “Are we the same?”
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3.8.2.5. Lesson 5 Wem sagt man was?17 (Intercultural Self-Disclosure Scale)
The last experiential lesson was based on the activity designed by Donald Klopf
and published in Seelye’s (1996) Experiential Activities for Intercultural Learning. The
objectives of this activity are outlined as follows: the activity is designed to reveal how
much of themselves participants are willing to reveal to others as well as to make
participants aware of the need for communication strategies when speaking to others
about contentious topics. As adduced by Klopf (1997), self-disclosure is an important
universal phenomenon that differs across cultures in terms of honesty, depth, amount,
intent, and positivity; “the disclosed unmasks the self as he or she perceives the self” (p.
67). Hereby, Klopf (1997) lays the underlying principle of the activity – the more we
know about the people we are communicating with, the more efficient and effective our
communication with other people will become.
To complete the activity, study participants were first invited to look at the
questions on the handout and ponder how much of themselves they would reveal to
others. On the handout, the participants saw a column of fifteen different topics. While
some of the topics appeared non-contentious, (for example, “my personality”, “my
occupational goals” and “my likes/dislikes in terms of TV, cars, etc.”), the remaining
topics were fairly controversial, topics that would be culturally labeled as highly personal
and private (for example, “sexual relations”, “financial problems”, “my views on
abortion”). The participants were then asked to decide what topics they would discuss
with their mother, father, partner, friend, friend (from a different culture) or stranger

17

Translated from German “Whom do you tell?”
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(from a different culture). At the same time, the participants were given a scale with four
levels of self-disclosure: 0-would not disclose any of my thoughts or feelings on this
topic, 1-would talk in general terms about this topic, 2-would disclose fully on the topic
and 3-would lie or misrepresent my thoughts or feelings on this topic. Once the
participants assigned values to each of the topics, they were asked to discuss the findings
in groups. The groups were later asked to share the discoveries they made about
themselves and their group (whether they shared the values and ideas in terms of selfdisclosure). Once the discussion reached its logical conclusion, the participants were
directed to their d2l site and asked to reflect on a critical incident. The post-test was also
administered on the same date and the data collection was completed.

3.8.3 Presenting Cultural Content with Making Progress in Russian
Procedures for Group III approximated the data collection procedures for Groups
I and II with numerous exceptions. The learners of Russian attended regular class four
times a week (each lesson lasted 50 minutes), similarly to Group I and Group II
participants. Textbook used in this course was the second edition of Making Progress in
Russian. Upon closer examination no specific information was provided as to what
language teaching method or approach was used for the textbook design. In the preface of
the book the author claims that Making Progress in Russian will broadly introduce
students to Russian culture. Cultural information is said to be contained in numerous
reading selections, realia, pictures and contemporary vocabulary. “Thematically oriented
practical exercises” that can be found in every chapter are also alleged to aid students in
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their learning of Russian culture as they cover a variety of topics “useful for living and
studying in Russia” (p. 3). It, however, became clear early that the emphasis of this
volume was placed on grammar. In the prerequisite section of the preface, elaborated
explanations were given as to what each student ought to be able to do prior to picking up
this textbook, i.e. should be familiar with declensions and conjugations, cardinals and
ordinals, tenses past and present. No cultural knowledge was called for, so it can be
assumed that cultural expertise is marginal in “making progress” in Russian.
To examine the cultural content presented in this textbook, culturally relevant
items of Making progress in Russian are presented below. Each lesson appears to be laid
out in a similar way. It is designed to contain a reading (with one pre-reading and one
post-test activity) and includes a rather large grammar section with short explanations of
numerous thematically unrelated grammatical items and examples. The chapter concludes
with a listening and a translation activity as well as some extensive vocabulary practice
(fill in the blanks) and grammar exercises. Some of the lessons appear to be organized
thematically while others are comprised of activities and texts of unrelated themes.
A chapter activity that could be perceived by some as culturally relevant also
appears toward the end of each chapter. It is labeled ‘practical activities’ and contains a
list, a chart or an image with pertinent vocabulary items. The list/chart/ image is then
followed by an activity that allows the students to apply the words from the
list/chart/image above and answer the questions posed. To better understand the structure
of the chapter, Lesson 9 was randomly selected for a more detailed examination. On the
first page of this particular lesson five questions were posed (in English), seemingly
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designed to prompt the students to think about the topic as they prepare to read.
Considering the topic of the text (shopping), questions in the pre-reading activity
pertained to speculative shopping experiences in the Soviet Union (Q1: What were some
of the difficulties encountered in grocery shopping during the Soviet period in Russia?)
as well as some general grocery shopping habits (Q3: If you worked all day and food
stores were closed in the evening, how would you complete your food shopping? Q5:
What types of food are sold in which sections of a grocery store or in which special
shops?). No instructions were given as to how one should answer these questions (in
Russian or in English? In written or oral form? Individually or in a group?) and with what
purpose.
This authentic reading text first published in a famous Soviet magazine in 1969
appeared a bit difficult in terms of its vocabulary selection - possibly entertaining for a
native speaker, likely puzzling for a 3rd semester language learner. The text, written in the
first person, revealed the musings of a Soviet citizen shopping for food items at a grocery
store. The text was then followed by four discussion questions in Russian and in English.
The next 16 pages of the chapter were dedicated to grammar explanations, charts and
tables as well as grammar exercises and activities, covering topics such as prepositional
singular/plural, prepositional case and prepositions, verbs position and positioning. At the
end of lesson 9 the learners would find ‘practical activities’ that contained three
newspaper ads and comprehension questions in L2. No other culturally pertinent
activities were presented in the chapter, significantly limiting participants’ exposure to
Russian culture or the matter of culture in general.
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Throughout the course of the study, the meetings were held in the first week of
the semester outside of a language classroom. During the third week of the semester, a
series of individual face-to-face meetings with Group III participants was scheduled. At
this time, the background questionnaire and the intercultural sensitivity self-assessment
questionnaire were administered. The initial meeting with each participant lasted about
30 minutes and was held in a private room at the University library. Five additional
meetings were then scheduled with each participant individually throughout the semester
and also lasted 30 minutes. At no point in the semester were any additional treatments
administered. During the five scheduled meetings, the participants were simply asked to
read the critical incident and write a brief written reflection in English, following the
format set for Groups I and II. A laptop computer was provided to the participants during
those meetings. The answers were then saved on a digital medium and preserved for
further analysis. At the last meeting, the post-test was performed and data collection was
complete.

3.9. REFLECTIONS THROUGH CRITICAL INCIDENTS
At the end of each cultural lesson, participants of all three groups were asked to
briefly reflect in written form upon a critical incident aimed to expose participants’
cultural views and biases. These scenarios attempted to create real-life cultural conflict
and misunderstandings to raise participants’ awareness of the complexity, trickiness and
even frustration of cross-cultural encounters. Reflections upon such were designed to
compel participants to transfer their existing theoretical cultural knowledge and apply it
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to realistic culturally complex situations (Leigh, 1999). Each critical incident, defined by
Pedersen (1995) as a collection of anecdotes based on real-life situations, involved a
dilemma without a clear solution. It presented study participants with a) a described
event, its precursors and context, b) person’s effective or ineffective reaction, and c)
perceptible consequences of this behavior.

The critical incidents were selected as

prompts and the main qualitative data-generative method due to their demonstrative and
widely tested reliability, validity and effectiveness in exploratory research (Coleman,
2006; Doxsee & Kivlighan, 1994; Garcia & Van Soest, 1997, Woolsey, 1986). Herfst et
al. (2008) echo that in their discussion of critical incidents as the most researched and
accepted method of cross-cultural training while Fukuyama (1994) estimates that critical
incidents can most effectively reveal “meaningful emotional or behavioral interpersonal
experiences that make an impact” (p. 143) on one’s development of cultural competences
(Coleman, 2006).
This technique was used to invite the participants to critically reflect on the
cultural misunderstandings, thereby further developing their ability to view and interpret
a given situation from the perspective of different cultures (Salo-Lee & WinterTarvainen, 1995). From a concrete example of a cultural clash participants might learn to
better relate to, and identify with, the interacting parties involved in the cultural
misunderstanding. At the same time, in their reflection to an actual cultural scenario,
participants are more likely to express their actual sentiments toward others and other
cultures and at the same time, reveal their cultural biases, passing judgments more freely.
The objectives of such an exercise as outlined by Wight (1995) included increasing

120

participants’ awareness of participants’ own “culturally determined interpretations and
explanations of others’ behaviors and their attitudes” and at the same time, assist them in
achieving “the understanding necessary to behave more appropriately and effectively” (p.
129). As suggested by Sue and Sue (1990), the indirect experience of cultural
misunderstandings and reflection upon such misunderstandings might provide one with
an opportunity to identify operating social, political and cultural forces, examine
culturally ambiguous situations, sensitive issues, personal biases and value differences as
well as “become committed to the course of action by examining their own values and
biases” (Pedersen, 1995, p. 18).
The first critical incident presented in the study was used to establish participants’
initial stage of intercultural sensitivity as measured by Bennett’s DMIS. Over the course
of the sixteen weeks the study hoped to observe a change in participants’ disposition
towards other cultures as well as ‘others’ in their responses and to qualitatively assess any
shift on cognitive, affective or behavioral dimension. Participants were referred to a brief
critical incident and instructed to answer four questions (also in English) that prompted
them to assess the situation and its resolution.
Cultural incidents were compiled from the works of Kohls (1981) and Pedersen
and Hernandez (1997). All of the study participants (Group I, Group II and Group III)
were given the same prompts and directions to safeguard the reliability of the instrument.
To gauge participants’ ability to identify with the situation and examine the degree of
their cultural empathy, in the first question participants were asked to indicate to what
degree they agree/ disagree with the protagonist of the incident (Likert scale responses
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ranging from 1-strongly disagree to 6-strongly agree). In questions 2, 3 and 4 the
participants were invited to examine the cultural background and focus on the observable
behavior of all persons involved by hypothesizing whether they would behave in this
situation in a similar manner ( if you were ___, what would you have done in situation?
How would you feel if you were ________?) In the last question, the participants were
prompted to rationalize the reactions of people involved in the incident (Why do you think
________ react that way?) (Wight, 1995).
The questions presented by Wight and adapted for the study urged the participants
to not only analyze the incident but also interpret it and propose a more fitting reaction to
a problem. According to Wight (1995), questions that compel the participants to identify
with representatives of their own culture can increase their own cultural self-awareness.
At the same time, Wight observes that their intercultural awareness and empathy toward
representatives from other cultures might also be heightened when participants are
required to relate to and identify with the perspectives of people from other cultures.
After the data collection process was completed, two raters coded the responses of
each of the study participants. Each answer was given a value of one (1) through six (6)
in accordance with Bennett’s Developmental Model of Intercultural Sensitivity. The
scores of answers for a specific critical incident were then added for each study
participant. For each participant, five such scores were recorded throughout the study and
the fluctuation between the numbers was analyzed with the help of the ANOVAs. In light
of the small size of Group III, their scores were used primarily for qualitative analysis
and discussion.
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3.10. METHOD OF CRITICAL INCIDENT ANALYSIS
The responses collected were quantified with the help of the developmental model
of intercultural sensitivity (Bennett, 1997). The use of the Intercultural Sensitivity model
and its scale allowed for the examination of the attitudinal ends of the spectrum, i.e.
ethnocentrism and ethnorelativism, if present. Most importantly it allowed the study to
monitor the participants’ progression through six stages from denial of difference, on to
defense against difference, minimization of difference, acceptance of difference,
adaptation of difference and lastly, leading to integration of difference. This particular
model was selected in light of the studies conducted by Forbes and Kelly (1995), Fourny
and Schehr (1997), and Ungar and Conley (1996) that lay claims that learners’
competence can no longer be perceived as a set of two extremes (cultural competence vs.
critical distance) but must be observed as evolving alongside an attitudinal continuum
(Knox, 1999). As is observed by Bennett and Bennett (2002), the model assumes a
positive correlation between one’s experience of cultural difference and one’s
intercultural competence; “each stage is indicative of a particular worldview
configuration and certain kinds of attitudes and behavior are typically associated with
each such configuration”(p. 152). The distinct tendencies and patterns that emerged in
the responses across groups and sub-groups were then also analyzed and discussed in 4.4.
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3.11. ROLE OF MOBILITY AND INTERCULTURAL ENCOUNTERS
It also attempted to establish a correlation between the amount of individual
exposure to unfamiliar environments (cultures and countries) while travelling and
studying abroad and one’s levels of intercultural awareness. Pedersen (1996) argues that
self-reflection and process of personal growth that is often prompted by cross-cultural
encounters can ultimately lead one to expand his/her cultural awareness and better
prepare him/her to adapt to what he calls ‘multicultural future’. At the same time, the
impact of the process of socialization on one’s intercultural competence was also taken
into consideration.
DiLallo and Lindkvist (1996) explain individual encounters with the unfamiliar in
the foreign environment in terms of “the discordance in identity that occurs in negotiating
between familiar and unfamiliar beliefs and practices” (p. 356). In his work on culture
shock, Pedersen (1995) echoes this definition by further expanding on the notion. In his
view, culture shock occurs during one’s initial encounter with the unfamiliar, as it is an
“immersion into a nonspecific state of uncertainty where the individuals are not certain of
what is expected of them or of what they can expect from the person around them” (p. 1).
During the process of culture shock, one’s initial adjustment to an unfamiliar
environment occurs.
Although numerous frameworks of adjustment have been put forth (Lysgaard,
1955; Oberg, 1958; Gullahorn & Gullahorn, 1963; Adler, 1975; Brown, 1989),
Pedersen’s five stages of culture shock framework was selected for this study. Pedersen
(1996) identifies unambiguous stages of a complex developmental and educational
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process, and establishes a tentative temporal framework for each of the stages by
speculating when each might take place. The first stage of cultural adjustment is termed
by Pedersen (1995) as ‘the honeymoon stage’, during which an “individual experiences
the curiosity and excitement of a tourist, but where the person’s basic identity is rooted in
the back-home setting” (p. 3). The second stage is identified as the ‘disintegration stage’
in which an individual becomes disoriented and at the same time, more aware of cultural
differences between C1 and C2. During the third ‘reintegration’ and fourth ‘autonomy’
stages, the individual struggles with frustration and anxiety associated with recognizable
cultural differences and then becomes more comfortable with the settings and in control
of the situation. In the last stage of ‘interdependence’, the individual embraces the
cultural disconcordance and celebrates the cultural difference (Pedersen, 1995, p. 245).
Those stages were then loosely used to quantify individual experiences elicited in
the background questionnaire. Values to each of the following stages of cultural exposure
were then assigned accordingly. A person’s encounter with a foreign environment that
lasted anywhere from one day to two weeks was assigned a mathematical value of (one)
1 to each of such encounters. Encounters that lasted longer than 2 weeks but did not
surpass three months were assigned a value of two (2). More extended stays (3 months-6
months) and therefore, more profound interaction with the culture, were assigned a value
of three (3). Greater values of four (4) and five (5) were assigned to cultural interactions
that lasted longer than 6 months and one year respectably.
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0-2 weeks
2 weeks – 3 months
3 months -6 months
6 months – one year
Each additional year

1
2
3
4
5

In addition, a value of one (1) was assigned for each intercultural experience/
occurrence. For example, a study participant who had traveled to Mexico once for a few
days during a college vacation would be assigned two (2) points, while those who spent
two years in Japan during study abroad would receive eleven (11) points.
It was also anticipated that there might be a positive correlation between a
participant’s mobility and his/ her intercultural awareness observed. By eliciting the
details that pertained to the individual’s prior exposure to cultural diversity through
location(s) of residence, their ‘mobility’ was assessed and quantified. It was hypothesized
that the more diverse and elaborate participant’s experience of relocation (domestically
and internationally) might improve one’s levels of intercultural awareness due to a more
diversified process of socialization. It has been argued that as people construct reality,
they attach cultural meanings to life elements and components of each situation; the
attached meanings are unarguably a result of socialization.
In the background questionnaire, the participants were asked to select from the
examples provided; the option describes their history of residence. The participants were
allowed to select more than one option if they have relocated more than once. The
options to select from included a) a move from a small town to a bigger city; b) a move
from a big city to a small town; c) a move across a state line; d) a move across country; e)
a move abroad and f) a move from oversees back to the home country. In her next step,
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the responses provided by the participants were quantified. The value of one (1) was
assigned to options a and b; the value of two (2) was assigned to options c and d. Finally,
three (3) points were assigned to options e and f. A participant who had never moved
received zero points.

3.12. DATA ANALYSIS
In order to answer the first and the second research questions, data were analyzed
using repeated measures analysis of variance. This particular data analysis method was
selected for this part of the study to best account for the data collection procedures and to
match the research design. In many cases, repeated measure analysis is administered in
the studies (often longitudinal) that allow for the same measures to be gathered from the
same subjects; the conditions under which these measures are collected vary. In this
study, data were collected from the subjects on multiple occasions and under different
conditions throughout the course of the semester. The data set for the repeated measures
analysis of variance used to tackle the first research question was collected from 50
subjects on two separate occasions. To measure the effects that the manner of presenting
cultural information and processes during classroom time may have on individual’s levels
of intercultural competence, the data were collected from all of the participants at the
beginning of the semester (with a pre-test) and then once more at the end of the semester
(with a post-test), after the subjects received a sequence of five controlled biweekly
exposures.
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In addition, a different set of data was also collected from the same 50 subjects in
form of a critical reflection (quantified responses to critical incidents) at five different
points throughout the study. The data were also analyzed using repeated measures
ANOVA with manner of presenting cultural information (Group I, Group II, Group III)
and levels of intercultural sensitivity (low, medium and high) as independent variables
and intercultural sensitivity evaluated by DSIM model as the dependent variable.
Through this, another criterion of the repeated measure analysis was met as the analysis
of variance in this case measured the same characteristic (subject’s response to a critical
incident) under five distinct conditions. The question was also tackled by the qualitative
data analysis, found in Chapter 4.4.
The Pearson correlation tests were administered to complete the statistical module
of the study. More specifically, the correlation statistical method was used to analyze the
data collected for research questions 3 and 4 pertaining to the individual’s mobility and
cultural expertise and experience and their impact on measures of each individual’s
intercultural competence. The correlation tests were conducted to assess whether the two
or more measures in question vary together. The coefficient of correlation that expresses
the strength of the relationship between two specific measures was monitored throughout
data analysis. As stated by Hofstede and Hofstede (2006), the coefficient of correlation is
perfect when it reaches the value of 1.00 as it attests that the two measures are completely
related and perfectly correlated. Statistical significance is declared if the correlation
coefficient is “sufficiently different from 0 (to the positive or to the negative side) to rule
out the possibility that the similarity between two measures could be due to pure chance”
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(Hofstede and Hofstede, 2005, p. 400). In other words, a significant correlation does not
indicate causality of change, but only implies that two or more variables vary in related ways.

In this study, correlation tests were used to inspect the strength of the relationship
between measures of mobility and measures of intercultural competence. The third
research question examined whether results of measures of intercultural competence
might vary with the individual’s past experience, and more specifically, various social
experiences gained at different places of residence. Similarly, correlation tests were also
administered to test the relationship between individual’s experiences resulting from
actual firsthand interactions with other cultures and a measure indicating intercultural
competence for this query was essential to the study’s fourth research question.
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CHAPTER 4: DATA ANALYSIS, RESULTS AND DISCUSSION
The manner in which animals learn has been much studied in recent years, with a great deal of patient
observation and excitement. Certain results have been obtained as regards the kinds of problems that have
been investigated, but on general principles there is still much controversy. One may say broadly that all
the animals that have been carefully observed have behaved so as to confirm the philosophy in which the
observer believed before his observations began. Nay, more, they have all displayed the national
characteristics of the observer. Animals studied by Americans rush about frantically, with an incredible
display of hustle and pep, and at last, achieve the desired results by chance. Animals observed by Germans
sit still and think, and at last evolve the solution out of their inner consciousness. To the plain man, such as
the present writer, this situation is discouraging. I observe, however, that the type of problem which a man
naturally sets to an animal depends upon his own philosophy, and that this probably accounts for the
differences in the results. The animal responds to one type of problem in one way and to another in
another; therefore the results obtained by different investigators, though different, are not incompatible.
But it remains necessary to remember that no one investigator is to be trusted to give a survey to the whole
field.
Bertrand Russell, An Outline of Philosophy, 1927

4.1 OVERVIEW
The purpose of this study is to examine the impact that the manner of presenting
cultural information during classroom time may have on the development of intercultural
competence in intermediate language learners. At the same time, the investigation also
aims to scrutinize the impact individual levels of intercultural awareness, cultural
expertise, and mobility have on one’s intercultural understanding and sensitivity. The
findings of this study reveal the advantages and the drawbacks of the different manners of
content presentation and their influence on learners’ cultural as well as intercultural
knowledge, skills and attitudes.
Firstly, this chapter discusses the quantitative analyses of the data collected
throughout the study. The results were obtained from three distinct data sets: a) the
intercultural sensitivity self-assessment questionnaire, b) critical incident biweekly
responses coded with DMIS, and c) the background questionnaire. The statistical
analyses of the intercultural and background questionnaires as well as coded critical
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incidents responses are presented here together with the research questions and
hypotheses related to each question.

Secondly, the chapter also reveals a shift in

intercultural sensitivity of study participants through the qualitative examination of
critical incident responses. Emerging tendencies and patterns are also discussed.

4.2 HYPOTHESIS AND RESEARCH QUESTIONS
In the investigation of the development of intercultural competence, the study
attempted to establish whether (1) different manners of exposing students to cultural
content during class time may promote the development of intercultural sensitivity, which
is defined by Hammer, Bennett and Wiseman (2003) as one’s ability to discriminate and
experience relevant cultural difference.
Research reviewed in Chapter 2 indicated that traditional culture teaching
approaches can often be problematic, for they may insufficiently convey the meaning of
culture by downplaying its complexity and hindering the development of one’s crosscultural competence (Knutson, 2006). In order for learners to become linguistically and
culturally competent, they must be made aware of themselves as “cultural beings” in the
process of exploration of their own cultural complexity (Valdes, 1986). Valdes (1986)
takes it a step further by correlating learners’ awareness of their own cultural
multifacetedness to their preparedness and willingness to perceive others more favorably
and accept them without judgment. She claims that with learners’ acceptance of others as
well as acceptance for other cultures “comes the acceptance of their language and a
greater willingness to let go of the binding ties of the native language and culture” (viii).
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In the study, a group of intermediate level German language learners were
exposed to a series of five cultural mini-lessons that presented the cultural information
from the conventional instructional materials (Group I). At the same time, another group
of intermediate level language learners (Group II) were exposed to a series of five
experiential mini-lessons with a focus on cultural self-exploration. Participants’
intercultural sensitivity was then measured by the intercultural sensitivity self-assessment
questionnaire (ISSAQ) as well as by the Bennett’s developmental intercultural sensitivity
model (DMIS). In additional, levels of intercultural sensitivity (measured both
quantitatively and qualitatively) were also assessed in the recruited participants enrolled
in a language class of comparable proficiency level (third semester learners of Russian)
(Group III). Group III participants did not take part in either of the cultural mini-lessons
but similarly to Group I participants, learned about culture in a conventional way. As a
result, they were expected to attain results similar to those of Group I participants. It was
anticipated that the participants who were exposed to experimental activities with an
emphasis on the exploration of cultural self (Group II) would demonstrate higher gains
than the participants of the other two groups. In other words, the participants of Group II
were expected to outperform on the ISSAQ the participants who learned about target
culture in a more conventional way (Group I and Group III) at the end of the study.
The study also examined (2) whether one’s own awareness of cultural and
intercultural diversity and multifacetedness may further promote the development of
intercultural competence, identified by Hammer, Bennett and Wiseman (2003) as the
ability to think and act interculturally and measured here by Bennett’s developmental
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intercultural sensitivity model. After each cultural mini-lesson, study participants were
asked to reflect upon a cultural incident in four short questions. Their answers were then
evaluated and analyzed quantitatively as well as qualitatively. In light of the relevant
research reviewed in Chapter 2, it was hypothesized that participants with a higher level
of self-awareness and intercultural sensitivity would attain higher stages of DMIS at the
end of the study. In other words, the participants who began the study with high levels of
cultural and intercultural sensitivity (measured by DMIS) were expected to outperform
the participants of the other sub-groups. More specifically, it was also expected that study
participants with initially high levels of intercultural sensitivity would advance their
cognitive, behavioral and affective measures more than the participants with low or
moderate levels. This would suggest that individual’s elevated cultural and intercultural
sensitivity further promotes intercultural understanding and allows for a broadened view
and more accurate perception of intercultural interactions.
In addition, it was predicted that a more significant shift in attitude toward and
outlook on cultures (C1 and C2s) would be observed in responses of Group II
participants. It was expected that study participants would further improve their
intercultural awareness if they participate in a series of cultural mini-lessons with the
focus on self-exploration (Group II) rather than in mini-lessons that emphasize cultural
facts and simple cultural highlights (Group I). Assuming that all of the participants of
Group III were involved in a similar language and culture learning process as Group I, a
significant and measurable change in perspective and attitude towards other cultures by
these participants was not anticipated.
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Two additional research questions were posed. The study investigated whether (3)
the study participants with higher mobility impacted the three dimensions of intercultural
competence (cognitive, behavioral and affective), measured in the pre- and post-test. At
the same time, (4) the impact of cultural exposure overseas and expertise on the three
dimensions of intercultural competence was also studied. It was expected that participants
with considerable travel experience or frequent change of residence (between cities,
towns, states or communities) or with extensive cultural expertise would demonstrate
higher levels of intercultural competences measured by the ISSAQ.

4.3 QUANTITATIVE ANALYSIS: ANOVA RESULTS
4.3.1 Introduction of Repeated Measures ANOVA
In order to answer the first and the second research questions, data were analyzed
using repeated measures analysis of variance. This particular data analysis method was
selected for this part of the study to best account for the data collection procedures and to
match the research design. In many cases, repeated measure analysis is administered in
the studies (often longitudinal) that allow for the same measures to be gathered from the
same subjects; the conditions under which these measures are collected vary. In this
study, data were collected from the subjects on multiple occasions and under different
conditions throughout the course of the semester. The data set for the repeated measures
analysis of variance used to tackle the first research question was collected from 50
subjects on two separate occasions. To measure the effects that the manner of presenting
cultural information and processes during classroom time may have on individual’s levels
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of intercultural competence, the data were collected from all of the participants at the
beginning of the semester (with a pre-test) and then again, at the end of the semester
(with a post-test) after the subjects received a sequence of five controlled biweekly
exposures.
In addition, a different set of data was also collected from the same 50 subjects in
form of a critical reflection (quantified responses to critical incidents) at five different
points throughout the study. The data were also analyzed using repeated measures
ANOVA with manner of presenting cultural information (Group I, Group II, Group III)
and levels of intercultural sensitivity (low, medium and high) as independent variables
and intercultural sensitivity evaluated by DSIM model as the dependent variable.
Through this, another criterion of the repeated measure analysis was met as the analysis
of variance in this case measured the same characteristic (subject’s response to a critical
incident) under five distinct conditions. The question was also tackled by the qualitative
data analysis, found in Chapter 4.5.

4.3.2. ISSAQ and the Development of Intercultural Competence
4.3.2.1. Examining the Mindset
The study examined the pre- and the post-treatment levels of intercultural
competence in three groups of participants, recruited intermediate foreign language
learners in their third semester of language study. The first research question attempted to
assess whether the different manner of presenting cultural information and processes
during class time would impact the level of intercultural sensitivity, defined by Hammer,
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Bennett and Wiseman (2003) as one’s ability to discriminate and experience relevant
cultural difference. In light of research on the topic of intercultural competence reviewed
in Chapter 2, it was hypothesized that the participants who learned about cultures (C1 and
C2) with the help of experiential activities would outperform the participants who were
introduced to target culture in a more conventional way (with foreign language
textbooks). The means and the standard deviation for pre-post tests of the cognitive
component across groups are presented in Table 6.

pre_mind

post_mind

group

Mean

Std. Deviation

N

group 1

41.8182

5.77875

22

group 2

40.9583

5.08604

24

group 3

43.7500

2.50000

4

Total

41.5600

5.23785

50

group 1

35.0909

6.39873

22

group 2

37.1250

5.18621

24

group 3

30.5000

4.50925

4

Total

35.7000

5.89794

50

Table 6: Descriptive Statistics of Cognitive Pre- and Posttest for all groups

A repeated measures analysis of variance with between subjects factors was
conducted to evaluate a relationship between the manner of presenting and processing
cultural content (conditions under which foreign language learners acquire culture) and
the development of the cognitive component (mindset) of intercultural competence in
intermediate language learners. The independent variable, the type of presentation of
cultural information, included three levels: conventional culture teaching with Kontakte
textbook, experiential presentation and processing of cultural content and teaching of
Russian with Making Progress in Russian. The dependent variable was the change in the
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knowledge (cognitive component) of foreign language learners of other cultures over the
course of the study. The ANOVA revealed that the main effect of within subjects preand post-test was significant, F (1,47)=26.18, p<.001. At the same time, the main effect
of between- subject factor of type of teaching was not significant, F<1. The interaction of
the factors was also statistically non-significant, F (2,47)=2.59, p=.085.
The results allowed one to conclude that although a statistically significant
difference between the pre- and the post-test scores could be observed, the type of
presentation and processing of cultural content did not make a statistically significant
impact on the reported cognitive outcomes for a specific group. Based on the ANOVA
results, it can be observed that responses for all of the subjects changed over the course of
the study. The findings revealed that despite a noticeable variation in the post-test scores
across the three groups of subjects, study participants appeared to have responded to three
distinct exposures (type of presenting and processing cultural content) in a similar waythe mean scores of all three groups markedly decreased.
The comparison of pre- and the post-test mean scores displayed a pattern
observed across the three groups, which is discussed below. The decrease in mean scores
for all of the groups (Group I, Group II and Group III) from the pre-test to post-test
suggested that study participants’ amount of reported cognitive cultural knowledge did
not improve but rather notably declined through the course of the study. The largest drop
between the pre- and the posttest means was observed in the results for Group III. But
low statistical power for Group III had to be acknowledged; the notable decrease between
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the group’s pre- and posttest mean scores possibly did not reach significance due to a
small sample size of the group.

Figure 1: Pre- Posttest results for cognitive component across groups

Due to the fact that the participants of Group II were not specifically taught any
tangible, culture-specific information that comprises the mindset throughout the course of
the study, no major gains in cognitive component of cultural learning (knowledge) were
anticipated. Unlike participants of Group II, participants of Group I and Group III
received culture-specific instruction with the intent to increase their cultural competence,
which was not observed (Figure 1). In addition, the findings revealed that although the
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mean scores of the posttest results for Group I, Group II and Group III declined, the mean
scores difference was larger for Group I and III than for Group II. It could be interpreted
that although no culturally-specific variables were explicitly presented to participants of
Group II, they managed to retain more of their existing cultural knowledge, i.e. by
maintaining a sufficient level of cultural self-awareness and understanding of culturegeneral variables that were also tested under the cognitive domain of cultural
competence.

4.3.2.2. Assessing the Skillset
To examine reported gains across groups in cultural behaviors and skills that
comprise the construct of intercultural competence, another repeated measures ANOVA
with between-subjects factors was administered. The analysis of variance aimed to assess
a relationship between the manner of presenting and processing cultural content
(conditions under which foreign language learners acquire culture) and the behavioral
component (skillset) of intercultural competence in foreign language learners. As in the
examination of the cognitive component, the independent variable, the type of
presentation of cultural information, included three levels: conventional culture teaching
with Kontakte textbook, experiential presentation and processing of cultural content and
teaching of Russian with Making Progress in Russian. The dependent variable was the
change in the reported cultural behaviors and skills of foreign language learners. Means
and standard deviation for skillset are presented in Table 7.
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pre_skills

post_skills

Group

Mean

Std. Deviation

N

group 1

45.4091

6.00523

22

group 2

42.7083

5.19598

24

group 3

46.2500

1.25831

4

Total

44.1800

5.50580

50

group 1

43.0909

6.72528

22

group 2

45.0417

4.45733

24

group 3

44.7500

4.34933

4

Total

44.1600

5.54889

50

Table 7: Descriptive Statistics of Behavioral Pre- and Post- Test
The repeated measures ANOVA revealed that although the main effects for the
pre- and posttest, F<1, and for the type of presentation and processing of cultural content
(group), F (1, 47) =.196, p =.823 were not significant, the interaction (group*skills)
reached statistical significance, F (2, 47) = 4.906, p =.012. In other words, the significant
interaction in this case evidenced that the participating groups responded in a distinct way
to the exposures received throughout the course of the study; a notable pattern was
formed. Follow-up tests were then administered in an attempt to examine the relationship
among the variables more closely. The follow-up pair wise tests showed a statistically
significant difference between the groups in question. The difference is discussed below.
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ISSAQ prepost

Pre-post*
group

Error(ISSAQ)

Sig.
0.62

Partial
Eta
Squared
0.005

Noncent.
Parameter
0.249

Powera
0.078

0.249

0.62

0.005

0.249

0.078

3.27

0.249

0.62

0.005

0.249

0.078

1

3.27

0.249

0.62

0.005

0.249

0.078

128.937

2

64.468

4.906

0.012

0.173

9.813

0.78

GreenhouseGeisser

128.937

2

64.468

4.906

0.012

0.173

9.813

0.78

Huynh-Feldt

128.937

2

64.468

4.906

0.012

0.173

9.813

0.78

Lowerbound

128.937

2

64.468

4.906

0.012

0.173

9.813

0.78

Sphericity

617.553

47

13.139

GreenhouseGeisser

617.553

47

13.139

Huynh-Feldt

617.553

47

13.139

Lowerbound

617.553

47

13.139

Sum of
Squares
3.27

df
1

Mean
Square
3.27

F
0.249

GreenhouseGeisser

3.27

1

3.27

Huynh-Feldt

3.27

1

Lowerbound

3.27

Sphericity

Sphericity

a. Computed using alpha = .05

Table 8: ANOVA results for behavioral component across groups

As the results of the post-hoc analysis displayed, the difference between pre- and
posttest mean scores for the behavioral component of intercultural competence was
statistically significant for Group I, the group that was taught using culture-specific
information out of a conventional L2 textbook, F(1, 47)=4.49, p=.039. The difference
between the pre- and the posttest score means for Group II, trained by using experiential
activities, was also significant, F(1,47)=4.97, p=.031. The difference, however, was not
significant for Group III, F <1. As discussed above, the results for Group III must be
interpreted with some degree of skepticism and the low statistical power for Group III
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must be acknowledged. The decrease between the pre- and posttest mean scores for
Group III possibly did not reach significance due to a small sample size of the group.

Group
group 1

(I)
Skills
1
2

group 2
group 3

1

(J)
Skills
2
1
2

Mean Difference
(I-J)
Std. Error

95% Confidence Interval for
Differencea
Sig.a

Lower Bound

Upper Bound

2.318

*

1.093

.039

.119

4.517

-2.318

*

1.093

.039

-4.517

-.119

-2.333

*

1.046

.031

-4.438

-.228

2.333

*

1.046

.031

.228

4.438

2

1

1

2

1.500

2.563

.561

-3.656

6.656

2

1

-1.500

2.563

.561

-6.656

3.656

Table 9: Pairwise Comparisons: Pre- and Posttest for Behavioral Component

As was clearly seen from the estimated marginal means plot for the behavioral
component (Figure 2), the posttest mean scores for Group I (43.1) notably declined when
compared to the pre-test means (45.4). In contrast to the findings for Group I, the
difference between the pre- and posttest means for Group II that was trained with
experiential activities developed in the opposite direction (in comparison to Group I). In
other words, the pre-test means (42.70) for Group II were lower than the posttest means
(45.04), alluding to a significant gain in the reported intercultural skills and behaviors
towards other cultures demonstrated by the participants of Group II. Group III means
mirrored the dynamics (of pre- and posttest means) demonstrated by Group I; the pre-test
means (46.25) were notably higher than the posttest scores (44.75). However, despite the
noteworthy decline in the mean scores between pre- and posttest scores, the difference for
Group III was not statistically significant. It can be hypothesized that the difference for
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Group III did not reach significance due to the low statistical power of Group III,
comprised of only four volunteering participants. Information discussed here is also
presented in the estimated marginal means plot found below (Figure 2).

Figure 2: Pre- Posttest results of behavioral component across groups

4.3.2.3. Investigating the Heartset
Lastly, another repeated measures ANOVA with between subjects factors was
conducted to assess a relationship between the manner of presenting and processing
cultural content (conditions under which foreign language learners acquire culture) and
the affective component (heartset) of intercultural competence. The independent variable,
the type of presentation of cultural content, also included the three levels as in the
ANOVAs that tested the difference in subjects’ performance cognitively (4.3.2.1) and
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behaviorally (4.3.2.2): conventional way of culture teaching with Kontakte textbook,
experiential presentation and processing of cultural content and teaching of Russian with
Making Progress in Russian. The dependent variable was the change in the reported
attitudes (affective component) towards representations and representatives of other
cultures by foreign language learners. Means and standard deviation for heartset are
presented in Table 10.

pre_heart

post_heart

group

Mean

Std. Deviation

N

group 1

37.9409

4.59758

22

group 2

35.4167

4.35637

24

group 3

33.2500

7.54431

4

Total

36.3540

4.87845

50

group 1

35.0136

6.41882

22

group 2

42.7375

5.92899

24

group 3

28.0000

4.69042

4

Total

38.1600

7.65762

50

Table 10: Descriptive Statistics Pre- and Posttest for Affective Component

The repeated measures ANOVA revealed that the main effects for pre- and
posttest were not statistically significant, F>1. The type of cultural teaching, however,
made a statistically measurable impact on the subjects’ performance as the main effects
for type of presentation and processing of cultural content (group) were significant,
F(1,47)=6.65, p=.003. A significant interaction (group*heart), F(2,47)=19.35, p<.001,
was also observed.
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ISSAQ prepost

ISSAQ * group

Error(ISSAQ)18

Type
III Sum
of
Squares
1.088

GreenhouseGeisser

Sig.
0.809

Partial
Eta
Squared
0.001

Noncent.
Parameter
0.059

Powera
0.057

0.059

0.809

0.001

0.059

0.057

1.088

0.059

0.809

0.001

0.059

0.057

1

1.088

0.059

0.809

0.001

0.059

0.057

df
1

Mean
Square
1.088

F
0.059

1.088

1

1.088

Huynh-Feldt

1.088

1

Lowerbound
Sphericity

1.088

Sphericity

710.977

2

355.489

19.355

0

0.452

38.709

1

GreenhouseGeisser

710.977

2

355.489

19.355

0

0.452

38.709

1

Huynh-Feldt

710.977

2

355.489

19.355

0

0.452

38.709

1

Lowerbound
Sphericity

710.977

2

355.489

19.355

0

0.452

38.709

1

863.257

47

18.367

GreenhouseGeisser

863.257

47

18.367

Huynh-Feldt

863.257

47

18.367

Lowerbound

863.257

47

18.367

a. Computed using alpha = .05

Table 11: ANOVA results within subjects for affective component across groups

Follow-up tests were then performed to assess pair wise differences among the
means. At the same time, the Bonferroni correction19 was also applied to determine its

18

Errors terms are commonly used to calculate the effects and represent the error variance that occurs in
the data. An error term is a random component of variance that is not accounted for by the effects. In this
analysis, the error terms did not impact the results in a notable way, for they represent unaccounted data
variances of minimal relevance.
19

Bonferroni correction tackles the question whether the alpha level should be adjusted downward to
consider chance capitalization in studies where more than one tests are performed on the same set of data.
Customarily the alpha level is set at 0.05, which allows for no more than one in twenty statistical tests to
show significance even when the results are not significant. The Bonferroni correction adjusts the alpha
level of each individual test downwards to guarantee that the overall -experiment wise- risk for a number of
tests remains 0.05. Once the correction is applied, the risk of finding a difference or significant effect
incorrectly continues to be 0.05.
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statistical significance. The post-hoc tests reveal that similarly to the post-hoc test findings
for behavioral component of intercultural competence, the difference between the pre- and
posttest means was significant for Group I, F (1,47)=5.13, p=.028 and for Group II,
F(1,47)=35.01, p<.001. The difference for Group III did not reach significance, F (1,47)=
3.00, p=.90.

Group
group 1
group 2
group 3

(I) heart (J) heart
1

2

Mean Difference
(I-J)
Std. Error

95% Confidence Interval for
Differencea
Sig.a

Lower Bound

2.927

*

1.292

.028

.328

*

Upper Bound
5.527

2

1

-2.927

1.292

.028

-5.527

-.328

1

2

-7.321*

1.237

.000

-9.810

-4.832

2

1

7.321*

1.237

.000

4.832

9.810

1

2

5.250

3.030

.090

-.846

11.346

2

1

-5.250

3.030

.090

-11.346

.846

Based on estimated marginal means
*. The mean difference is significant at the .05 level.
a. Adjustment for multiple comparisons: Bonferroni.

Table 12: Pairwise Comparisons: Pre- and Posttest for Affective Component

During the examination of the group means represented in the plot, similar
patterns to that of the behavioral component (Figure 2) emerged. The mean scores of the
pre- and the posttest for Groups I and III (Group I=37.94; Group 3=33.25) exceedingly
decreased (Group I=35.01; Group III=28.0) while the mean scores for Group II climbed
(from 35.41 to 42.73), reflecting a significant change in reported attitudes towards
representatives and representations of other cultures. It must be mentioned that the
decline for Group III appeared to be more severe than that of Group I. The difference
between the means for Group III, however, did not reach statistical significance, possibly
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as a result of a small sample group and low statistical power. Information discussed here
is also presented in the estimated marginal means plot found below (Figure 3).

Figure 3: Pre- Posttest results for affective component across groups

4.3.2.4. Overview of 4.3.2.
In this section the results of the repeated measures analysis of variance that
analyzed the effect the type of presenting and processing cultural content might have on
the development of intercultural competence were presented. The results discussed in this
section revealed that the mean scores for the cognitive component of intercultural
competence significantly declined for all groups throughout the course of the study.
While all study participants scored lower on the post- (than on the pre-) test items that
measured their intercultural knowledge (cognitive), the performance of the behavioral
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and affective items varied among the three groups. Participants of Group II exposed to a
series of experiential lessons demonstrated statistically significant gains in behavioral and
affective mean scores, which indicated that this form of presentation and processing of
cultural content resulted in an improvement of their intercultural behavior, skills and
attitudes. At the same time, the findings demonstrated that the behavioral and affective
posttest mean scores for Group I and Group III introduced to cultural content with the
help of a conventional textbook declined.

4.3.3. ANOVA and Bennett’s Developmental Intercultural Sensitivity Model
The study also aimed to observe whether individual awareness of person’s own
cultural complexity and cultural differences further promotes his/her development of
intercultural competence, identified by Hammer, Bennett and Wiseman (2003) as the
ability to think and act interculturally and measured by Bennett’s developmental
intercultural sensitivity model. Throughout the course of the study, biweekly written
responses were collected from all of the participants, then rated and analyzed the
impending evolvement of subjects’ intercultural sensitivity by using a repeated measures
ANOVA. The participants who began the study with higher levels of intercultural
sensitivity were expected to achieve higher stages of DMIS20 at the end of the study than
intercultural ‘novices’. At the same time, it was also anticipated that ‘interculturally
advanced’ participants (participants with higher entrance scores) would increase their
20

Milton Bennett’s Developmental Model of Intercultural Sensitivity consisted of six stages that reflected
gradual change in individual worldview. Stages Denial (1), Defense (2), Minimization (3) represented
ethnocentric worldviews while stages Acceptance (4), Adaptation (5) and Integration (6) reflected
individuals’ more ethnorelative worldviews.
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scores more in the experiential learning environment; participants who have learned
about culture from a conventional foreign language textbook were expected to make less
significant gains.

4.3.3.1. Descriptive Statistics for Group I
Responses collected from twenty two participants of Group I were divided into
three sub-groups: high, medium and low. Values were assigned based on the summative
score the responses received for the first critical incident (the lowest score was 4, the
highest score - 12). Participants whose scores ranged from four (4) to six (6) were
assigned to the sub-group low. At the same time, participants with the scores of seven (7)
to nine (9) were labeled as medium and those with the scores of ten (10) to twelve (12) –
high. In Group I, there were six participants that placed into the low sub-group, ten
participants into the medium sub-group, and six – into the high. Means and standard
deviations for Group I are presented in 13. The scores for the first critical incident were
used solely to determine placement of the participants on the intercultural sensitivity
spectrum; they were not used for any statistical analysis. The remaining four scores for
critical incidents 2, 3, 4, and 5 were analyzed using a repeated measures ANOVA.
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group
critical2

critical3

critical4

critical5

Mean

Std. Deviation

N

Low

5.0000

1.54919

6

Medium

6.9000

2.07900

10

High

6.1667

1.16905

6

Total

6.1818

1.84226

22

Low

7.6667

1.03280

6

Medium

7.9000

2.07900

10

High

7.8333

2.48328

6

Total

7.8182

1.89326

22

Low

8.0000

4.33590

6

Medium

7.6000

3.16930

10

High

7.1667

2.63944

6

Total

7.5909

3.24638

22

Low

7.1667

2.04124

6

Medium

8.1000

2.42441

10

High

7.0000

2.75681

6

Total

7.5455

2.36497

22

Table 13: Descriptive Statistics for Critical Incident Responses/Group I
The graph found below contains the same information as the table presented
above and serves as a visual image that aids in the analysis of the emerging tendencies.

Figure 4: Progression of Intercultural Sensitivity Scores for Group I
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4.3.3.2. Descriptive Statistics for Group II
Responses collected from twenty four participants of Group II were divided into
three sub-groups: high, medium and low. Values were assigned based on the summative
score the responses received for the first critical incident (the lowest score was 4, the
highest score - 11). Participants whose scores ranged from four (4) to six (6) were
assigned to group low. At the same time, participants with the scores of seven (7) to nine
(9) were labeled as medium and those with the scores of ten (10) to twelve (12) – high.
The scores for the first critical incident were used to solely place the participants on the
spectrum; they were not used for any statistical analysis. There were four participants that
placed into the low sub- group, twelve participants into the medium sub-group, and eight
– into the high. Means and standard deviation for Group II are presented in Table 14.

group
incident2

incident3

incident4

incident5

Mean

Std. Deviation

N

low

9.0000

3.55903

4

medium

6.5833

2.42930

12

high

10.2500

2.54951

8

Total

8.2083

3.06423

24

low

11.2500

5.31507

4

medium

9.8333

2.94906

12

high

9.5000

3.16228

8

Total

9.9583

3.35545

24

low

9.0000

2.16025

4

medium

8.6667

2.38683

12

high

7.7500

1.75255

8

Total

8.4167

2.12473

24

low

9.7500

1.70783

4

medium

10.8333

2.55248

12

high

11.3750

3.62284

8

Total

10.8333

2.79233

24

Table 14: Descriptive Statistics for Critical Incident Responses/Group II
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The graph below contains the same information as the table presented above and
serves as a visual image that aids in analysis and discussion of the tendencies observed.

Figure 5: Progression of Intercultural Sensitivity Scores for Group II
4.3.3.3. Descriptive Statistics for Group III
Although Group III was small in size, the data collected from its participants were
coded and interpreted to maintain procedural consistency. The means for Group III were
excluded from the mixed-design repeated measures analysis of variance that examined
the development of intercultural sensitivity due to its low statistical power. The graphs
were included in the study to scrutinize emerging patterns and tendencies. Responses
collected from four participants of Group III were also divided into three sub-groups:
high, medium and low. Values were assigned based on the summative score the responses
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received for the first critical incident (the lowest score was 4, the highest score - 11).
Participants whose scores ranged from four (4) to six (6) were assigned to group low. At
the same time, participants with the scores of seven (7) to nine (9) were labeled as
medium and those with the scores of 10 to 12 – high. There were two participants that
placed into the low group, one participant into the medium group, and one – into the high.

Figure 6: Progression of Intercultural Sensitivity Scores for Group III
To maintain statistical integrity of the study and avoid committing Type I and
Type II statistical errors, the results for Group III were addressed in the qualitative
analysis of the study. Considering its low statistical power, the means for only Group I
and Group II were analyzed using a mixed-design repeated measures analysis of
variance.
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4.3.3.4. Development of Intercultural Sensitivity across Groups
A repeated measures with between subjects factors analysis of variance was
conducted to assess the impact of measured intercultural sensitivity at the onset of the
study and the type of culture teaching might have on the subject’s further intercultural
development (measured at five intervals throughout the course of the study). The
independent variable, subjects’ intercultural sensitivity at the beginning of the study,
included three levels: low, medium and high. The second independent variable, the type
of presentation and processing of cultural content, consisted of two categories: the
conventional type of culture teaching and the experiential presentation of cultural content.
The dependent variable was the change in the levels of subjects’ intercultural sensitivity
as measured by DMIS. The means and standard deviation for Group I levels of
intercultural sensitivity low, medium and high and Group II, levels low, medium and high
are presented in Table 15.
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95% Confidence Interval
group

level

crti_inc

group 1

low

1

5.000

.927

3.127

6.873

2

7.667

1.165

5.313

10.020

3

8.000

1.150

5.676

10.324

4

7.167

1.088

4.968

9.365

1

6.900

.718

5.449

8.351

2

7.900

.902

6.077

9.723

3

7.600

.891

5.800

9.400

4

8.100

.843

6.397

9.803

1

6.167

.927

4.294

8.040

2

7.833

1.165

5.480

10.187

3

7.167

1.150

4.842

9.491

4

7.000

1.088

4.801

9.199

1

9.000

1.135

6.706

11.294

2

11.250

1.426

8.367

14.133

3

9.000

1.408

6.153

11.847

4

9.750

1.332

7.057

12.443

1

6.583

.655

5.259

7.908

2

9.833

.823

8.169

11.498

3

8.667

.813

7.023

10.310

4

10.833

.769

9.279

12.388

1

10.250

.803

8.628

11.872

2

9.500

1.009

7.462

11.538

3

7.750

.996

5.737

9.763

4

11.375

.942

9.471

13.279

medium

high

group 2

low

medium

high

Mean

Std. Error

Lower Bound

Upper Bound

Table 15: Descriptive Statistics for Group I and Group II for all sub-groups incidents 1-5

The main effects for the change in stages of intercultural sensitivity throughout
the course of the study were significant, F (3,120)=4.89, p=.003. The main effects for the
type of presentation of cultural content (group) were also significant, F (1, 40) = 18.42,
p<.001. The main effects for the variable of level (low, medium, high) were negligible
and statistically non-significant, F<1. None of the predicted 2-way and 3-way interactions
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reached

significance,

(intercultural

(intercultural

sensitivity*

level)

sensitivity*group)
F(3,120)=1.057,

F(3,120)=1.76,
p=.392,

p=.158,

(intercultural

sensitivity*group*level) F(6,120)=1.348, p=.241.
Follow-up tests were also performed to closely evaluate pair wise differences
between applicable means. Post-hoc analysis with Bonferroni correction21 demonstrated
that when examining the difference between each set of responses to critical incidents for
both groups I and II more closely, the differences in means were significant between
critical incidents 2 and 3 (labeled 1 and 2 in Table 16), critical incidents 2 and 5 (labeled
1 and 4 in Table 16). The differences in means between critical incidents 2 and 4, 3 and
4, 4 and 5 were not significant (Table 16).

(I)
1

2

3

4

(J)

Mean Difference
(I-J)

95% Confidence Interval for
Differencea
Std. Error

Sig.a

Lower Bound

Upper Bound

*

.547

.023

-3.199

-.162

3

-.714

.520

1.000

-2.158

.730

4

-1.721

*

.593

.036

-3.366

-.076

1.681

*

.547

.023

.162

3.199

3

.967

.443

.210

-.263

2.196

4

-.040

.543

1.000

-1.547

1.466

1

.714

.520

1.000

-.730

2.158

2

-.967

.443

.210

-2.196

.263

4

-1.007

.521

.362

-2.453

.439

1

*

.593

.036

.076

3.366

2

.040

.543

1.000

-1.466

1.547

3

1.007

.521

.362

-.439

2.453

2

1

-1.681

1.721

*. The mean difference is significant at the .05 level.
a. Adjustment for multiple comparisons: Bonferroni.

Table 16: Pairwise Comparison of Means for Incidents 2-5 for Groups I and II
21

For Bonferroni correction definition see note 1.
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The findings of the post-hoc analysis suggested the mean scores of all participants
appeared to gradually increase throughout the course of the study. Despite the general
increase, the mean scores (for each sub-group within each group) formed distinct patterns
discussed below, and presented in Figure 7. It can be argued that the manner of
presenting and processing of cultural content had a statistically recognized impact on the
development of intercultural sensitivity, for Group I participants (across sub-group)
behaved in a significantly different manner from Group II participants (across subgroups).

95% Confidence Interval

level

crti_inc
_time

low

1

7.000

.733

5.519

8.481

2

9.458

.921

7.598

11.319

3

8.500

.909

6.663

10.337

4

8.458

.860

6.720

10.197

1

6.742

.486

5.759

7.724

2

8.867

.611

7.632

10.101

3

8.133

.603

6.914

9.352

4

9.467

.570

8.314

10.620

1

8.208

.613

6.969

9.447

2

8.667

.770

7.110

10.223

3

7.458

.761

5.921

8.996

4

9.188

.720

7.733

10.642

medium

high

Mean

Std. Error

Lower Bound

Upper Bound

Table 17: Pairwise Comparisons for Critical Incidents 2-5 for levels low, medium, high
The graph found below contains the same information as the table presented
above and serves as a visual image that aids in analysis and discussion of the tendencies
observed.
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Figure 7: Progression of Intercultural Sensitivity Scores Groups I and II
Significant main effects for group corroborated the hypothesis in that the
participants of the groups (Group I and Group II) demonstrated a statistically significant
difference in the mean scores; patterns presented in Figure 4 supported these findings.
These findings suggested that the manner of presenting and processing of cultural content
impacted the measures designed to assess the development of intercultural competence in
Group I participants differently from that in Group II participants. At the same time, a
non-significant interaction between the variables of level and group suggested that
participants of the sub-groups (low, medium, and high) of Groups I and II did not perform
in a significantly different from each other way.
During the study, the measures for low, medium and high sub-groups (of Group I)
demonstrated a high degree of fluctuation. Although the measures for all sub-groups
seemed to have gradually climbed on the DMIS scale, the participants who started the
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study with high levels of intercultural sensitivity finished the study with the lowest mean
scores (between the three sub-groups). Surprisingly, the scores of the participants who
began the study with low and moderate levels of intercultural sensitivity managed to
outperform the high sub-group participants. At the end of the study, Group I participants
with moderate levels of sensitivity reached the highest stage of DMIS. At the same time,
Group II participants, who began the study with a higher level of intercultural sensitivity
as measured by the DMIS, significantly improved their scores towards the end of the
study. A progressive increase in mean scores could also be observed in the responses of
the low and medium sub-groups. Although the scores of low and medium sub-groups
improved, they did not surpass the scores of the high sub-group participants (Table 17).
Upon closer examination of the mean scores for Group I, it became clear that
although the difference between sub-groups did not reach statistical significance, each
sub-group of respondents behaved distinctly and formed its own patterns. The scores for
the low sub-group of the participants remained on the similar level of intercultural
sensitivity scale for incidents 1 (mean=5.16) and 2 (mean=5). Their scores then slightly
improved for incident 3 (mean=7.6) and even more for incident 4 (mean=8). Although
the mean scores for incident 5 (mean=7.16) was notably greater than the mean scores at
the onset of the study, the mean score for incident 5 declined to the levels of competence
demonstrated by the participants in their reflection on incident 3. Despite the fact that the
respondents of the medium sub-group started markedly higher (mean=8.1) on the scale of
intercultural sensitivity (than those of the low level), their mean scores declined
throughout the experiment. The mean scores for the last incident (mean=8.1) was the
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same as for the first incident, revealing that participants of this sub-group made no or
immeasurable gains throughout the course of the research. The high sub-group responses
declined during the study, dropping on the scale from means score of 10.83 (incident 1)
to the mean score of 7 (incident 5).
At the same time, it appeared that even though the measures fluctuated
throughout the course of the study, at the end of the experiment all of the three levels of
Group II improved their means scores. The participants of low sub-group began the study
with the mean score of 5.25 (incident 1) and completed it with the means score of 9.75
(incident 5). The mean scores for medium sub-group participants increased from 8.0
(incident 1) to 10.83 (incident 5), while the mean scores for high sub-group were raised
from 10.62 (incident 1) to 11.37 (incident 5).
Even though all of the sub-groups made gains at the end of the study, the means
for each of the three sub-groups (low, medium, high) for Group II formed its distinct
pattern. Low sub-group participants appeared to have progressively improved their scores
for incident 2 (mean=9.0) and incident 3 (mean=11.25), when compared to their mean
scores for critical incident 1 (mean=5.25). At the same time, participants of medium subgroup regressed in their scores of incident 2 (mean=6.58) in comparison to the mean
scores for critical incident 1 (mean=8.0); medium sub-group means score increased for
incident 3 (mean=9.53). Lastly, the participants of the high sub-group seemed to steadily
regress in their mean scores (incident 1 mean=10.62; incident 2 mean=10.25; incident 3
mean=9.5); the lowest mean scores were observed for incident 4 (mean=7.75).
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The analysis of the means for Group II revealed that the scores for all of the three
sub-groups acutely decreased for incident 4 (low mean=9.0; medium mean=8.6; high
mean=7.75) and increased again for incident 5 (low mean=9.75; medium mean=10.83;
high mean=11.37). In an attempt to understand the tendency demonstrated by all of the
three levels within Group II, an investigation into the content and the intercultural
conflict of critical incident 4 was conducted. The critical incident presented to the
participants for analysis and discussion was more elaborate than incidents 1, 2 and 3, as it
dealt with issues of cultural differences and gender norms at once. The incident described
an intercultural misunderstanding between a Dominican man and an American woman. In
their responses, Group II participants of all sub-groups projected largely ethnocentric
views and appeared to identify with the protagonist (the US American woman) and her
strife to deal with the unwelcomed advances of the Dominican man. (4.3.3.5).

4.3.3.5 The role of gender in the development of intercultural sensitivity
Due to the peculiar nature of critical incident 4, an investigation was conducted to
examine the role that the gender of the participants might have played in the
interpretation of incident 4. A repeated measures mixed design ANOVA with a between
subjects factor of gender (male, female) and a within subjects factor of change in levels
of intercultural sensitivity was administered. Means and standard deviation are presented
in Table 18.
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CI2

CI3

CI4

CI5

group
male

Mean
8.5385

Std.
Deviation
3.25616

female

7.8182

2.92637

11

Total

8.2083

3.06423

24

male

9.4615

3.6655

13

female

10.5455

3.0121

11

Total

9.9583

3.35545

24

male

8.5385

1.76141

13

female

8.2727

2.57258

11

Total

8.4167

2.12473

24

male

10.0769

2.4311

13

female

11.7273

3.03615

11

Total

10.8333

2.79233

24

N
13

Table 18: Means and Standard Deviation for Male/Female Participants for Group II
The graph below (Figure 8) contains the same information as the table presented
above and serves as a visual image that aids in interpretations of the tendencies
demonstrated by both male and female participants of Group II.
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Figure 8: Progression of Intercultural Sensitivity Scores Group II across genders

The main effects for the change in the stages of intercultural sensitivity were
significant, F (3, 66)=5.098, p=.003, while the main effects for group were not
significant, F<1. The interaction between gender and the changes in the scores on the
instrument intended to measure intercultural sensitivity was also not significant, F<1.
These findings denoted that male and female participants made statistically significant
gains in the scores indicating development of intercultural sensitivity. The gender of the
participants did not influence their views and interpretation of the incident. The absence
of statistically significant interaction suggested that male and female participants
acquired, behaved and reflected on the encounter in a similar to each other manner.
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4.3.3.6 Overview of Measures and Results of DSIM
In this section the results of ANOVAs and post-hoc tests that analyzed the impact
of individual cultural and intercultural sensitivity on the development of intercultural
competence results were reported and briefly discussed. The findings revealed a
significant change in measures designed to indicate intercultural sensitivity that occurred
across groups. Although the mean scores for both groups confirmed statistically
significant gains in scores indicating intercultural competence, the levels of measured
intercultural sensitivity within groups behaved in a distinct from each other manner. Most
importantly, the scores on the measure of intercultural competence increased for all subgroups within Group II, i.e. the high sub-group participants scored highest on the last
test, medium sub-group ranked second, and participants grouped into the low sub-group
based on their first baseline measure placed last (Figure 7). At the same time, the same
tendency was not observed in Group I or Group III that learned about target culture from
a conventional textbook.

4.3.4 Intercultural Competence and the Impact of Mobility
4.3.4.1. Introducing Pearson Correlation Procedures
The Pearson correlation tests were administered to complete the statistical module
of the study. More specifically, the correlation statistical method was used to analyze the
data collected for research questions 3 and 4 pertaining to the individual’s mobility and
cultural expertise and experience and their impact on measures of each individual’s
intercultural competence. The correlation tests were conducted to assess whether the two
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or more measures in question vary together. The coefficient of correlation that expresses
the strength of the relationship between two specific measures was monitored throughout
data analysis. As stated by Hofstede and Hofstede (2005), the coefficient of correlation is
perfect when it reaches the value of 1.00 as it attests that the two measures are completely
related and perfectly correlated. Statistical significance is declared if the correlation
coefficient is “sufficiently different from 0 (to the positive or to the negative side) to rule
out the possibility that the similarity between two measures could be due to pure chance”
(Hofstede and Hofstede, 2005, p. 28). In addition, a significant correlation does not
indicate causality of change, but only implies that two or more variables vary in related ways.

In this study, correlation tests were used to inspect the strength of the relationship
between measures of mobility and measures of intercultural competence. The third
research question examined whether results of measures of intercultural competence
might vary with the individual’s past experience, and more specifically, various social
experiences gained at different places of residence. Similarly, correlation tests were also
administered to test the relationship between individual’s experiences resulting from
actual firsthand interactions with other cultures and a measure indicating intercultural
competence for this query was essential to the study’s fourth research question.

4.3.4.2 The Role of Mobility
As has been concluded by researchers studying the impact of socialization on
individual cultural identity (reviewed in Chapter 2), social norms, notions and values of a
local community markedly affect and shape people’s perspectives of self and others. To
examine whether participants’ extensive moving experiences show a relationship to
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higher levels of intercultural competence, participants were asked to estimate their
‘mobility’. In the background questionnaire administered to all of the participants at the
beginning of the study, one question elicited responses about subjects’ past experiences
in terms of places of residence. In this multiple choice question, participants were invited
to select a response that best described their personal experiences; more than one
response could be selected. The multiple choice options included a) a move from a small
town to a bigger city, b) a move from a big city to a small town, c) a move across a state
line, d) a move across country, e) a move abroad and f) a move from oversees back to the
home country. The responses were then quantified. The value of one (1) was assigned to
options a and b; the value of two (2) was assigned to options c and d. Finally, three (3)
points were assigned to options e and f. A participant who had never moved received zero
points. The mean score for each participant was then correlated to his/her personal score
on the ISSAQ, examining the relationship between mobility and one’s cognitive,
behavioral and affective measures.

4.3.4.2.1 The Mindset and Mobility
Based on the data collected with the help of the background questionnaire, a range
of values assigned as measures of individual mobility varied from 0-12. Higher scores
pointed to higher levels of mobility in participating subjects across the three groups. Out
of the 50 participants, only two participants were assigned the maximum possible score
of 12 and three – the minimum score of 0 (zero). The remaining values covered the range
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without a dominant presence at any particular level. Means and standard deviation are
presented below.

Mean
mobility
pre_mind

Std. Deviation

4.2800
43.9800

N

2.77775
5.49764

50
50
mobility

mobility

Pearson Correlation

pre_mind
1

Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N
pre_mind

.042
.773

378.500

31.300

7.724

.639

50

50

Pearson Correlation

.042

1

Sig. (2-tailed)

.773

Sum of Squares and Crossproducts
Covariance
N

31.300

1480.980

.639

30.224

50

50

Table 19: Correlations Mobility/Cognitive Component for all participants

A significant correlation between two variables (mobility and a cognitive aspect
of intercultural competence) was not observed, r=.048, n=50, p=.738. These findings may
be interpreted to suggest that individuals who have moved across the country or/and
overseas did not demonstrate higher levels of reported intercultural ‘knowledge’ than
those who have had minimal mobility, nationally as well as internationally.

167

4.3.4.2.2. The Skillset and Mobility

Mean
mobility
pre_skills

Std. Deviation

4.2800
44.1800

N

2.77775
5.50580

50
50
mobility

mobility

Pearson Correlation

pre_skills
1

.010

378.500

7.300

7.724

.149

Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N
pre_skills

.946

50

50

Pearson Correlation

.010

1

Sig. (2-tailed)

.946

Sum of Squares and Crossproducts
Covariance
N

7.300

1485.380

.149

30.314

50

50

Table 20: Correlations Mobility/Behavioral Component for all participants
A significant correlation between two variables (mobility and a behavioral aspect
of intercultural competence) was not observed, r=.013, n=50, p=.931. It could be
concluded that participants with high, average and minimal mobility demonstrated
similar levels of intercultural competence in terms of their skills and behavior.
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4.3.4.2.3 The Heartset and Mobility

Mean
mobility
pre_heart

Std. Deviation

4.2800
41.3580

N

2.77775
5.27265

50
50
mobility

mobility

Pearson Correlation

pre_heart
.349*

1

Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N
pre_heart

Pearson Correlation
Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N

.013
378.080

250.188

7.716

5.106

50

50

.349*

1

.013
250.188

1362.242

5.106

27.801

50

50

Table 21: Correlations Mobility/Affective Component
In contrast to the other two measures, it is important to note that there was a
significant positive correlation between the scores on individual mobility measure and
those on the reported affective qualities of intercultural competence, r=.349, n=50,
p=.013. These findings suggested that although participants’ intercultural knowledge and
behavior were not affected in a statistically significant or measurable way, their attitudes
towards representatives and representations of other cultures seemed to correlate to high
individual mobility.

4.3.4.3 Cultural Experience Abroad and Intercultural Development
Experiencing other cultures firsthand and interacting with their representatives
and representations undoubtedly alter one’s cultural and intercultural understanding and
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awareness. In this study, participants’ cultural and intercultural experiences were
examined and their impact assessed. The stages of culture shock established by Pedersen
(1995) were loosely used to quantify personal overseas experiences and assign numerical
values to each encounter. Any encounter with a foreign environment that lasted anywhere
from one day to two weeks was assigned a mathematical value of one (1). Encounters
that lasted longer than 2 weeks but did not surpass three months were assigned a value of
two (2). More extended stays (3 months-6 months) and therefore, more profound
interaction with a foreign culture, were assigned a value of three (3). Greater values of
four (4) and five (5) were assigned to cultural interactions that lasted longer than 6
months and one year respectably.
0-2 weeks
2 weeks – 3 months
3 months -6 months
6 months – one year
Each additional year

1
2
3
4
5

To arrive at a personal ‘cultural expertise’ score, all of the numerical values that
corresponded to individual’s travel experiences and intercultural encounters were added
together and correlated to one’s cognitive, behavioral and affective measures.

4.3.4.3.1 Cultural Expertise and Intercultural Mind
A range of measures of cultural expertise and experience varied from 0-37; higher
scores pointed to higher levels of cultural expertise in participating subjects across the
three groups. Out of the 50 participants, only one participant received a score of 37.
Second highest scoring participant received the score of 26. The minimum score of 0
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(zero) were assigned to 10 participant, who in their background questionnaire indicated
that they have never travelled outside of the United States. The remaining values
sporadically covered the range with a tendency to mostly range between the value of 1
and 7.

Mean
cult_exposure
pre_mind

Std. Deviation

4.5400
41.5600

6.38944
5.23785

N
50
50
cult_exposure

cult_exposure

Pearson Correlation

pre_mind
1

.430**

2000.420

705.880

40.825

14.406

50

50

.430**

1

Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N
pre_mind

Pearson Correlation
Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N

.002

.002
705.880

1344.320

14.406

27.435

50

50

Table 22: Correlations Experience Abroad/ Cognitive component
There was a significant positive correlation between the scores on the individual
cultural expertise measures and those on the reported cognitive qualities of intercultural
competence, r=.430, n=50, p=.002. These findings suggested that the study participants
who had travelled overseas have a clearer understanding of culture-specific and culturegeneral variables than those with minimal C2 experience, exposure and expertise.
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4.3.4.3.2 Cultural Expertise and Intercultural Skills

Mean
culturalexp
pre_skills

Std. Deviation

4.5400
44.1800

6.38944
5.50580

N
50
50

cult_exposure
cult_exposure

Pearson Correlation

pre_skills
1

Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N
pre_skills

Pearson Correlation
Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N

.178
.236

1965.326

302.000

43.674

6.711

46

46

.178

1

.236
302.000

1462.000

6.711

32.489

46

46

Table 23: Correlations Experience Abroad/ Behavioral Component for all participants

A significant correlation between the variables of cultural expertise and reported
intercultural behavior and skills was not observed, r=.162, n=50, p=.261. The results of
the correlation lead to the conclusion that length of the cultural exposure did not
significantly impact participants’ set of intercultural skills.
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4.3.4.3.3 Cultural Expertise and Attitudes

Mean
cult_exposure
pre_heart

Std. Deviation

4.5400
36.9920

N

6.38944
4.71402

50
50
cult_exposure

cult_exposure

Pearson Correlation

pre_heart
1

Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N
pre_heart

.072
.620

2000.420

109.462

40.825

2.234

50

50

Pearson Correlation

.072

1

Sig. (2-tailed)

.620

Sum of Squares and Crossproducts
Covariance
N

109.462

1159.148

2.234

23.656

50

50

Table 24: Correlations Experience Abroad/ Behavioral Component for all participants

Again, it is interesting to note that no significant correlation between the variables
of cultural expertise and reported intercultural attitudes towards representations and
representatives of other cultures was observed, r=.106, n=50, p=.465. As the findings
reveal, individual’s intercultural attitudes towards other cultures did not vary with the
length and frequency of intercultural exposures.

4.3.4.4. Overview of 4.3.4
In this section, the procedures and the results of Pearson correlation tests selected
for data analysis were described. Correlation tests that measured the strength of the
relationship between personal mobility and one’s intercultural competence revealed a
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statistically significant correlation between mobility and the affective measures. At the
same time, the strength of the relationship between variations in subjects’ mobility and
cognitive and/or behavioral measures did not reach significance. Correlation tests that
assessed the relationship between reports of intercultural experiences and measures of
subjects’

intercultural competence demonstrated a positive significant correlation

between results of measures of intercultural knowledge and subjects’ reports concerning
past experiences with other cultures. Intercultural skills and attitudes did not improve
with the length or frequency of intercultural exposures and experiences.

4.4. QUANTITATIVE DATA: DISCUSSIONS
4.4.1. Cognitive, Behavioral, and Affective Dimensions and the ISSAQ
The study examined the pre- and the post-exposure levels of intercultural
competence in three groups of participants, recruited intermediate foreign language
learners in their third semester of language study. The first research question attempted to
assess whether the different manner of presenting cultural information and processes
during class time would promote the development of intercultural sensitivity, defined by
Hammer, Bennett and Wiseman (2003) as one’s ability to discriminate and experience
relevant cultural difference. It was hypothesized that the participants who learned about
cultures (C1 and C2) with the help of experiential activities would outperform the
participants who were introduced to target culture in a more conventional way (with
foreign language textbooks).
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4.4.1.1. Discussion of Pre-Posttest Results of Cognitive Measures
A repeated measures ANOVA with between subjects factors conducted to
evaluate a relationship between the manner of presenting and processing cultural content
and the development of the cognitive component (mindset) of intercultural competence
revealed a significant main effect for pre- and post-test, F (1,47)=26.18, p<.001. At the
same time, the main effects for the manner of presenting cultural content and the
interaction between the two factors were statistically non-significant. These findings
suggested that although a statistically significant difference between the pre- and the
post-test scores could be observed, the type of presentation and processing of cultural
content did not make a statistically significant impact on the reported cognitive outcomes
for a specific group. It was concluded that despite a noticeable variation in the post-test
scores between the three groups of subjects, all study participants appeared to have
responded to three distinct exposures (type of presenting and processing cultural content)
in a similar way for the mean scores of all three groups markedly decreased.
Due to the fact that the participants of Group II were not explicitly taught any
tangible, culture-specific information that comprises the mindset, no major gains in
cognitive component of cultural learning (knowledge) were anticipated. Experiential
activities conducted with Group II participants throughout the course of the study focused
primarily on the discovery of self as a cultural being and did not involve the discussion of
any factual culture-specific data. Unlike Group II participants, the participants of Group I
and Group III received culture-specific instruction with the intent to improve their
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cultural knowledge, which was not observed (Figure 1). On the contrary, the mean scores
for Group I and Group III steeply declined over the course of the semester.
Such a decline in perceived cultural understanding and knowledge in Group I and
Group III participants may be best explained by the fact that although cultural facts can
be found in language teaching materials, they are neither applicable nor instructive to the
students. Robinson-Stuart and Nocon (1996) see those as a mere body of trivial facts that
frequently deal with “food, festivals, buildings and other cultural institutions” (p.434).
Most importantly, knowledge is identified by Lessard-Clouston (1992) as not only
information about a given culture but also the “sociolingual context of the language being
studied, such as conventional patterns of social behavior and values” (Lessard-Clouston,
1992, p. 330). In the case of this study, both textbooks (Kontakte and Making Progress in
Russian) did not offer the participants any relevant sociolingual context. In general,
information boxes did not present relevant and current cultural data but rather attempted
to introduce cultural content that might be relatable or even enjoyable to the students.
Familiarity with that type of cultural content (for example, shopping for groceries in the
USSR, or selecting an herbal cold remedy in Germany), however, does not aid the
students in expanding their culture-specific knowledge.
Such a decline in students’ perception of their existing cultural knowledge might
also be explained by a clear tendency to separate language and culture still observed in
contemporary textbooks. Regardless of the teaching methodology, authors of textbooks
and language instructors continue to downplay the importance of culture and its
complexity by presenting it as “an addendum to the ‘real’ focus on language study”
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(Robinson-Stuart & Nocon, 1996). It can be argued that textbook layouts inadvertently
depict cultural content as only marginally important, and in many instances, negligible.
At the same time, language instructors tend to also neglect cultural information for they
are pressured to teach as many performance skills as possible before the next exam. As a
result, cultural content remains a ‘filler’ type of an in-class activity that is completed if
time permits. After a semester of superficial unidirectional introduction of culture, the
students may potentially realize that they know and understand less about the culture that
initially they perceived as familiar and relatable. This realization could explain the
decline in mean scores as well.
These findings further corroborated the arguments put forth by Barro, Byram,
Grimm, Morgan and Roberts (1993) that disputed the belief that languages must be
taught while cultures can be ‘caught’ by the language learners. These findings may be
used to give validity to Brown’s (2000) belief that developing teaching methodologies
around the cognitive domain cannot be successful, for they leave out “the most
fundamental side of human behavior” (p. 142). At the same time, the decline in
participants’ cognitive measures also supports Hilgard’s (1963) argument that purely
cognitive theories of learning cannot be effective unless participants’ affectivity is
recognized (cited in Brown, 2000, p.142).

4.4.1.2. Discussion of Pre-Posttest Results of Behavioral Measures
To examine reported gains across groups in intercultural behaviors and skills that
comprise the construct of intercultural competence, another repeated measures ANOVA
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with between-subjects factors was conducted. The analysis of variance assessed the
relationship between the manner of presenting and processing cultural content and the
behavioral component (skillset) of intercultural competence. The repeated measures
ANOVA revealed non-significant main effects for the pre- and posttest, F<1, and for the
type of presentation and processing of cultural content (group), F (1, 47) =.196, p =.823.
At the same time, the interaction (group*skills) reached statistical significance, F (2, 47)
=4.906, p=.012. The significant interaction showed that the participating groups
responded in distinct ways to the exposures and a notable pattern for each group was
formed.
The post-hoc analysis showed a statistically significant difference between preand posttest behavioral measures for Group I exposed to culture-specific information out
of a conventional L2 textbook, F(1, 47)=4.49, p=.039 and for Group II trained by using
experiential activities F(1,47)=4.97, p=.031. The difference, however, was not significant
for Group III, F <1. Despite the fact that the main effects for Group III pre-and posttest
mean scores did not reach significance (due to its low statistical power), the decline in the
behavioral measures for Group I and Group III appeared highly analogous (Figure 2).
These findings suggested that participants who learned about culture from a
conventional textbook were neither aware of cultural similarities and differences
(accounted for by the cognitive dimension) nor able to engage in self-reflection and
articulate cultural similarities and difficulties (behavioral dimension) (Hamilton,
Richardson and Shuford, 1998). At the same time, the post-test behavioral measures for
participants of experiential activities improved, indicating measurable gains in skills and
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abilities that allowed better articulation of cultural similarities and differences. Based on
these results, an argument can be made that the manner in which cultural content was
presented as well as the cultural content itself influenced the participants differently.
During the study, experiential activities presented Group II participants with
multiple culturally ambiguous scenarios that impelled resolution. Making concessions
with other group members may have facilitated the development of critical skills, often
associated with the behavioral component of intercultural competence (Rundstrom
Williams, 2005). Working in pairs and small groups prompted participants to interpret,
relate to others and make discoveries about one’s own culturally conditioned worldview.
In other world, lessons that encouraged participants to negotiate and reach a compromise
conceivably allowed the participants to realize their own values, convictions and biases.
At the same time, the activities dictated that they augment their behavior to find a
solution that both sides would find acceptable. Finally, engaging language learners in
experiential activities may have provided them with numerous opportunities to view
culture as a more fluid concept and reflect on one’s ‘cultures’ and social identities. It can
be concluded that the format as well as the content of the activities may have promoted
critical skills (problem-solving, analytical, behavioral adaptability, social and people
skills), thereby improving one’s behavioral measures of the ISSAQ (Dignes, 1983;
Gudykunst, 1991; Brislin & Yoshida, 1994; Kelley & Meyers, 1995; Ting-Toomey,
1999; Deardorff, 2004; Jackson, 2005).
While the manner of presenting and processing of culture-general content seemed
to have positively impacted the development of the behavioral dimension in some
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participants, introduction of culturally-specific content had an opposite effect on the
participants of Groups I and III. Restrictive design and content of the activities that
accompanied cultural information in textbooks used in this study did not seem to allow
language learners to employ and develop their critical skills. Activities out of Kontakte
and Making Progress in Russian appeared unidirectional and as a rule, did not elicit any
relating or interpreting. Although Group I and III participants worked in pairs/groups
similarly to Group II participants, the tasks performed did not require functional problemsolving or interaction management skills. Despite the fact that the activities often
prompted these participants to compare themselves to the representatives of C2, the
participants may not have been actively guided to seek those similarities and
contextualize them. As a result, participants may have simply perceived those
representatives as “different and distant from themselves” and could not connect with
them (Robinson-Stuart & Nocon, 1996). It can be speculated that these factors may have
negatively impacted the development of the behavioral measures in Group I and Group
III.
4.4.1.3. Discussion of Pre-Posttest Results of Affective Measures
Another repeated measures ANOVA with between subjects factors was conducted
to examine a relationship between the manner of presenting and processing cultural
content and the affective dimension of intercultural competence. The analysis of variance
revealed that the main effects for pre- and posttest were not statistically significant, F>1.
The type of presentation of cultural information, however, made a statistically
measurable impact on the subjects’ performance F(1,47)=6.65, p=.003. The interaction
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(group*heart) was also significant. The post-hoc tests reveal that similarly to the post-hoc
test findings for the behavioral component of intercultural competence, the difference
between the pre- and posttest means was significant for Group I, F (1,47)=5.13, p=.028
and for Group II, F(1,47)=35.01, p<.001. The difference for Group III did not reach
significance, F (1,47)= 3.00, p=.90, likely due its small sample size.
Similarly to the observations made in 4.4.1.2, it can be argued that the manner in
which cultural content was presented to the study participants as well as the cultural
content itself influenced the groups differently. As suggested by the ANOVA results,
experiential culture-general activities might have furthered the development of the
affective dimension that is defined as an ability to display appreciation for the perspective
of others and ‘relativize’ self (Nostrand, Gundstrom and Singerman, 1996, p. 13). Upon
closer examination of the experiential tasks, it can be observed that Group II participants
were compelled to experience all of the stages of Krathwohl, Bloom and Masia’s (1964)
affective domain construct. As they sought compromise, participants were not only made
aware of other people’s ideas and beliefs but also appeared receptive to the worldview
held by others.
Taking into consideration the increase in their affective measures, it can be
concluded that participants engaged in a more culture-general learning enhanced their
emotional intelligence as well. As a result of experiential exposures, Group II participants
exercised their ability to reason accurately about and use emotions in the process of
negotiation and mediation. According to Mayer et al. (2008), this developing emotional
knowledge may have also enhanced participants’ thought. One may argue that elevated
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levels of emotional intelligence allowed study participants to think logically about their
emotions, regulate them and also employ these feelings to support their way of reasoning.
Emotional intelligence may have also encouraged these participants to perceive others
more positively and make better, more culturally appropriate decisions (Mandler, 1975;
Lyubomirsky et al., 2005).
At the same time, the introduction of culture-specific activities seemed to have a
negative impact on the improvement of intercultural attitudes. As discussed in 4.4.1.2, the
activities that accompanied cultural content and the cultural content itself did not
facilitate opportunities to change their attitudes toward a target culture. Instead, the
participants were primarily invited to either speculate on the reasons for certain culturespecific behaviors or compare cultural preferences. By trivializing the experience, the
opportunity to raise awareness and appreciation for the ways others perceive the world
seems to have been missed. These findings corroborate the arguments made by Nocon
(1991) and Hall and Ramirez (1993) who also observed a decline in positive attitude
exhibited by their subjects. In Nocon’s (1991) case, an argument was made that requiring
students to learn a foreign language did not positively influence their view of the
language or the speakers of that language. Parallels can be drawn, for exposure to mainly
trivial facts and figures that did not delve into participants’ emotions may have
contributed toward disinterest and even hostility in Group I and Group III participants
(Hall and Ramirez, 1993).
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4.4.1.4. Summary of the ISSAQ Discussion
The findings discussed above supported the original hypothesis that predicted
elevated levels of intercultural sensitivity in participants exposed to cultural content via
experiential lessons, but not in those who were presented culture in a more conventional
way (with Kontakte or Making Progress in Russian). The results of the ANOVA led to
presume that the restrictive design and hollow content of the activities of traditional FL
teaching materials may negatively impact students’ cultural knowledge, intercultural
behaviors and attitudes towards others. At the same time, experiential activities may be
better suited to not only improve students’ understanding of their own cultural
complexity but also reveal the cultural “make-up” of others. Most importantly, though
experiential activities students may gain access to a variety of their own social identities
and social roles (Gudykunst & Kim, 1997). The ability to access and manipulate their
social identities may better equip language learners to communicate effectively in any
intercultural interaction in the future.

4.4.2. Intercultural Sensitivity and the DMIS
Bennett, Hammer and Wiseman (2003) believe that the development of one’s
competence is closely linked to improved intercultural sensitivity, defined by Hammer et
al. (2003) as the “ability to discriminate and experience relevant cultural differences” and
reflected in the stages of DMIS (p. 422) In order for an individual to be effective in
another culture, she must first “be interested in other cultures, be sensitive enough to
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notice cultural differences, and then also be willing to modify their behavior as an
indication of respect for the people in other cultures” (Bhawuk and Brislin, 1992, p. 146).
The study investigated whether one’s elevated levels of intercultural sensitivity
further facilitate the development of various constructs of intercultural competence. It
was hypothesized that the participants who began the study with higher levels of
intercultural sensitivity (as measured by DMIS) would advance in their intercultural skills
and abilities when compared to the participants with lower levels of intercultural
sensitivity. In other words, the participants with a higher degree of cultural (C1) and
intercultural (C1-C2) competence were expected to display a more informed
understanding of foreign cultures, surmounting the participants with lower levels of
intercultural sensitivity cognitively, behaviorally and affectively. Additionally, it was
anticipated that cultural learning via experiential activities may further facilitate the
development of intercultural competence.

4.4.2.1. Overview of the ANOVA results
A repeated measures with between subjects factors analysis of variance was
conducted to assess the impact of measured intercultural sensitivity at the onset of the
study and the type of culture teaching might have on the subject’s further intercultural
development (measured at five intervals throughout the course of the study). The main
effects for the change in stages of intercultural sensitivity throughout the course of the
study were significant, F (3,120) = 4.89, p=.003. The main effects for the type of
presentation of cultural content (group) were also significant, F(1,40) = 18.42, p<.001.
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The main effects for the variable of level (low, medium, high) were negligible and
statistically non-significant, F<1. Follow-up tests were also conducted (Table 16).

4.4.2.2. ANOVA and the Development of Intercultural Sensitivity
The findings of the post-hoc analysis suggested that the mean scores of Group I
and Group II participants were significantly different, even though post-test measures
increased for both groups throughout the course of the study. Despite the general
increase, the mean scores (for each sub-group within each group) formed distinct patterns
discussed below, and presented in Figure 7. It can be argued that the manner of
presenting and processing of cultural content had a statistically recognized impact on the
development of intercultural sensitivity, for Group I participants (across sub-group)
behaved in a significantly different manner from Group II participants (across subgroups).
During the study, the measures for low, medium and high sub-groups (of Group I)
demonstrated a high degree of fluctuation. Although the measures for all sub-groups
seemed to have gradually climbed on the DMIS scale, the participants who started the
study with high levels of intercultural sensitivity finished the study with the lowest mean
scores (between the three sub-groups). Surprisingly, the scores of the participants who
began the study with low and moderate levels of intercultural sensitivity managed to
outperform the high sub-group participants. At the end of the study, Group I participants
with moderate levels of sensitivity reached the highest stage of DMIS. At the same time,
Group II participants, who began the study with a higher level of intercultural sensitivity
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as measured by the DMIS, significantly improved their scores towards the end of the
study. A progressive increase in mean scores could also be observed in the responses of
the low and medium sub-groups. Although the scores of low and medium sub-groups
improved, they did not surpass the scores of the high sub-group participants (Table 17).
The hypothesis put forth in the beginning of the study was partially confirmed.
Considering the ANOVA results, the manner of presenting cultural content appeared to
have influenced the measures of intercultural sensitivity in distinct ways. At the same
time, the participants’ levels of intercultural sensitivity assessed by DMIS in the early
stages of the study did not make a statistically measurable impact on their performance
throughout the course of the experiment. Such results can possibly be explained by a
small sample size and low statistical power. After study participants were divided into
sub-groups based on their initial levels of intercultural sensitivity (at the onset of the
study), some sub-groups consisted of as little as four participants.
Additionally, the non-significant difference between the subgroups could be
attributed to the limited range of measures assigned to the responses in accordance with
the developmental model of intercultural sensitivity. Although the model presented six
distinct worldviews that corresponded to its six stages, study participants in general were
able to make minimal gains in the course of 16 weeks. The majority of the participants
managed to only transition from stage one (denial) to stage two (defense). At the end of
the study, only a few of high sub-group participants advanced to the third stage of
minimization. As cautioned by Hammer et al. (2003) the majority of the participants
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could not progress past the denial stage for they were not presented with many
opportunities to construct and ‘experience’ cultural differences in more depth.
Although the difference in measures between the sub-groups was not statistically
significant, participants with varying degrees of intercultural sensitivity approached and
dealt with intercultural encounters in a noticeably distinct manner. The qualitative
analysis of the written data (discussed in detail in 4.5) demonstrated that individuals with
lower levels of intercultural sensitivity (as assessed by DMIS) tended to interpret
intercultural interactions from a largely ethnocentric perspective. It can be speculated that
low levels of intercultural sensitivity and awareness allowed the participants of the low
sub-group a very limited view into other cultures, its representations and representatives.
At the same time, individuals with moderate intercultural sensitivity demonstrated a
higher degree of critical thinking (in comparison to those with lower levels of
intercultural sensitivity). In many instances, moderate levels of intercultural awareness
aided medium sub-group participants in recognizing intercultural encounters as culturally
complex occurrences. At this stage of intercultural sensitivity, individuals began
developing adaptive capacity and changing their perspectives to effectively understand
principles of a foreign culture.
Tendencies observed in the written responses confirmed that individuals with
higher levels of intercultural sensitivity were able to handle encounters with foreign
cultures well and demonstrated lower levels of anxiety when facing the uncertain. The
analysis of the written data confirmed the original supposition that participants who
began the study with higher levels of intercultural sensitivity (as measured by DMIS)

187

demonstrated greater understanding of intercultural interactions and advance in their
intercultural skills and abilities when compared to participants with lower levels of
intercultural sensitivity. Despite the non-significant results of the ANOVA, participants
with a higher degree of cultural (C1) and intercultural (C1-C2) sensitivity displayed a
more informed understanding of foreign cultures, surmounting participants with lower
levels of intercultural sensitivity cognitively, behaviorally and affectively.

4.4.2.3. Intercultural Sensitivity and the Question of Gender
Due to the peculiar nature of critical incident 4, an investigation was conducted to
examine the role that the gender of the participants might have played in the
interpretation of the incident. The incident centered on an intercultural misunderstanding
between a Dominican man and an American woman. It could be argued that critical
incident 4 presented for analysis and discussion was more elaborate than incidents 1, 2
and 3, as it dealt with issues of cultural differences and gender norms at once. While
Group I participants did not demonstrate a significant change in their reading of the
incident, participants of all three sub-groups (in Group II) appeared to have considerably
regressed in their scores. A closer examination of the written data also showed that Group
II participants projected very ethnocentric views and tended to identify with the
protagonist (the US American woman) and her strife to deal with the unwelcomed
advances of the Dominican man (4.3.3.5).
A repeated measures mixed design ANOVA with a between subjects factor of
gender (male, female) and a within subjects factor of change in levels of intercultural
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sensitivity was administered. The main effects for the change in the stages of intercultural
sensitivity were significant, F (3, 66)=5.098, p=.003, while the main effects for group
were not significant, F<1. The interaction between gender and the changes in the scores
on the instrument intended to measure intercultural sensitivity was also not significant,
F<1. It can be assumed that the gender of the participants did not influence their views
and interpretation of the incident. The absence of statistically significant interaction
suggested that male and female participants acquired, behaved and reflected on the
encounter in a similar to each other manner.
A few important observations must, however, be made. It could be speculated that
Group I participants did not respond to critical incident 4 with any additional interest due
to their lack of cultural awareness and intercultural sensitivity. Potentially for that reason,
no sufficient difference in mean scores for Group I was observed. Critical incident 4 may
have been interpreted by Group I participants like all other incidents, where they tended
to perceive the interactants as individuals in a culture-less vacuum. These participants
tended to decode the incident in a slightly oversimplified manner, i.e. the man insistently
courted the woman to no avail, as she resisted his advances. To Group I participants,
neither his nor her cultural norms, values and behaviors seemed noteworthy.
Unlike Group I participants, participants of Group II demonstrated a notable shift
in their perceptions (a decrease in scores from incident 3 to incident 4, and an increase in
scores for incident 4 to incident 5). It appeared that despite the fact that Group II
participants gradually increased their measures of intercultural sensitivity from incidents
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1 though 3, their scores greatly declined for incident 4. The means scores climbed again
for all sub-groups for incident 5.
Cultural relevance and markedness of the topic explored in the critical incident
must be recognized. Due to the complexity of the topic, interpreting perspectives put
forth by the respondents was not an easy task. Written data suggested that both male and
female respondents tended to address multiple cultural issues, norms, values and stigmas
simultaneously while decoding the misunderstanding. While some evoked the principles
of the feminist movement and the dangers of sexual harassment, others relied on their
knowledge of culture-specific and culture-general frameworks in their interpretations and
defense of the protagonist’s actions. At the same time, the responses of male participants
tended to be more resolute and unambiguous in their decision making process, while
female responses projected vulnerability, anger and confusion. Suddenly participants
(both males and females) appeared to have interculturally ‘regressed’ as revealed in their
responses presented below:
The Male Perspective
I strongly agree with her actions in this situation. There are many
cultures in which women are still subjugated to the will of men,
and with her not being used to that she had to show that she would
not be pushed around. In the U.S. if a woman does not like a
man’s advances she has substantial legal recourse, she could get
him arrested for stalking her, for sexual harassment, and
numerous other things. In the country in question, she may not
have any real legal recourse, thereby she was forced to deal with
the situation in her own way.
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I would have not taken the record at all, told him I was not
interested, and shut the door on his face after he wouldn't listen. I
believe she was right in being firm with him and not wanting his
affection. She took it too far, however, when she broke the record.
Now she's just being a bit of a b****.
Well the fact that she talked to him to begin with probably made
him think she was interested. So he thought that showing up would
help, when she didn’t send him away at the hospital he thought she
was just busy like she said, the hints are probably different in other
countries. By the time he made it to the door I’m sure in his head
he thought that he had won her over and she was just playing hard
to get and that by being very persistent she'd win him over.
The female perspective
I would feel threatened because he was showing up unannounced.
I would feel disrespected because he was not listening to my
feelings. I would be extremely frustrated because he was not
understanding that I was not interested. I would also feel angry
because he was sort of undermining me by thinking he knew what I
wanted when I had made it clear that I didn't want him.
I think Antonio was simply a jerk. I would understand if the men
were extremely friendly, and because he was a prominent man in
town, used to having their advances welcomed. However, the
protagonist told him that his advances were not welcome and the
she was engaged. I think Antonio was simply a rude and obnoxious
man and that his response had little to do with his ethnicity.
Scared. If some strange man, in a strange country, with unknown
customs was coming on to me, and I was not interested I would not
know what to do. I would want to be nice in telling him no, but I
would also have to be very careful not to do it in such a way as to
insult him and maybe provoke him into violence. Hence the idea of
calling the police or another male friend, but then you w not want
to be indebted to him either.

In general, male and female respondents approached the incident from a largely
ethnocentric perspective, defaulting back to culturally conditioned (Western) concepts,
problem-solving techniques and meanings. In spite of the fact that Group II participants
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previously demonstrated awareness of culture-bound behaviors and norms, as their
reflections to incident 2 and 3 may indicate, in critical incident 4 those norms were
largely unacknowledged. Principally, participants did not appear empathetic to the plight
of the man who was battling for protagonist’s affection. The majority internalized the
conflict solely from the perspective of the woman and identified with her position and
actions. As a result, their intercultural sensitivity scores greatly declined.

4.4.2.4. Summary of Discussions of Intercultural Sensitivity and the DMIS
With the help of a repeated measures ANOVA the study examined a relationship
between one’s levels of intercultural sensitivity and the development of various
constructs of intercultural competence. It was hypothesized that the participants who
began the study with higher levels of intercultural sensitivity (as measured by DMIS)
would advance in their intercultural skills and abilities when compared to the participants
with lower levels of intercultural sensitivity. In other words, the participants with a higher
degree of cultural (C1) and intercultural (C1-C2) competence were expected to display a
more informed understanding of foreign cultures, surmounting the participants with
lower levels of intercultural sensitivity cognitively, behaviorally and affectively. It was
anticipated that cultural learning via experiential activities may further facilitate the
development of intercultural competence.
The results indicated that the presentation of cultural content through the medium
of culture-general experiential activities furthered intercultural awareness and broadened
participants’ view of interaction interactions. At the same time, the findings did not
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confirm a statistically significant difference between the reactions and interpretations of
the three sub-groups. Despite the non-significant results of the ANOVA, the written data
analysis suggested that participants with a higher degree of cultural (C1) and intercultural
(C1-C2) sensitivity in general tended to have a more informed understanding of foreign
cultures, when compared to participants with lower levels of intercultural sensitivity.

4.4.3. Mobility, Cultural Expertise and Intercultural Competence
4.4.3.1. Mobility and the Measures of Intercultural Competence
In this study, correlation tests were used to inspect the strength of the relationship
between measures of mobility and measures of intercultural competence. The third
research question examined whether the measures of intercultural competence might
positively correlate with the individual’s past experience, and more specifically, various
social experiences gained at different places of residence. Similarly, correlation tests
were also administered to test the relationship between individual’s experiences resulting
from actual firsthand interactions with other cultures and measures that assess
intercultural competence (cognitive, behavioral, and affective) for this query was
essential to the study’s fourth research question.
Pearson’s correlation tests were performed to examine the relationship between
these factors. A significant correlation between the variables of mobility and a cognitive
dimension of intercultural competence was not observed, r=.048, p=.738. At the same
time, mobility and a behavioral aspect of intercultural competence also did not
significantly correlate significance, r=.013, p=.931. Unlike in measures of cognitive and
behavioral dimensions, there was a significant positive correlation between the scores on
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individual mobility measure and those on the reported affective qualities of intercultural
competence, r=.349, p=.013.
These findings suggested that individuals who have moved across the country
or/and overseas did not demonstrate higher levels of reported knowledge of culturegeneral and culture-specific variables. These participants did not exhibit a more
developed self-awareness than those who have had minimal mobility, nationally as well
as internationally. At the same time, a non-significant correlation (for mobility and the
measures of the behavioral dimension) also denoted that participants with high, average
and minimal mobility tended to demonstrate similar levels of intercultural competence in
terms of their skills and behavior. The effective measures, however, were observed to
correlate differently than the cognitive and the behavioral. Pearson’s correlation test
revealed that although participants’ intercultural knowledge and behavior were not
affected by individuals’ mobility in a statistically significant or measurable way, their
attitudes towards representatives and representations of other cultures seemed to correlate
to high individual mobility.
The results indicating that individuals’ cognitive measures did not positively
correlate with their ‘mobility’ may be best explained by the fact that despite the subtle
differences in the communities’ ways of living, many learners may have perceived their
multiple places of residence (as revealed by the background questionnaire, primarily in
the continental US) to be similar to one another. Those places shared a common national
history and a language. Unaware of multifacetedness of ‘cultures’ pointed out by Byram
(1997), numerous local sub-histories may have been largely unnoticed. Individuals may
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have felt comfortable with their knowledge of culture-specific frameworks they have
already possessed and did not expand on those variables any further. The fact that to a
large extent the society (in old and new place of residence) operated in familiar ways
allowed individuals not to seek out opportunities to learn more about the specifics of the
new cultural setting. A non-significant correlation between the variables of mobility and
the behavioral dimension of intercultural competence may be connected to the cognitive
measures in that insufficient cultural knowledge and social skills acquisition may hinder
the evolvement of the behavioral dimension (Ward & Kennedy, 1999). In addition,
individuals’ length of residence and cultural distance may have also affected the measure
(Searle & Ward, 1990; Ward & Kennedy, 1993, 1994; Ward & Searle, 1991).
Gains in the affective measures also can be explained by the approach the
individuals may have taken to decode numerous cultural cues. It can be argued that the
behavioral dimension is the last one (of the three) to develop, for motivation to act a
certain way commonly precedes the actions themselves. For this reason, the study could
speculate that a change in attitudes demonstrated by the participants with high mobility
may eventually result in a change in behavior. Improved levels of motivation
demonstrated by the correlation test might indicate a shift in the individuals’ worldview.
In other words, participants may have felt a strong desire to become an active part of their
new sub-cultural context and integrate. Their ability to effectively act upon these desires,
however, may have been negatively impacted by a lack of cultural awareness (cognitive)
and existing acculturation strategies (behavioral). Individuals’ psychological adjustment,
defined in terms of affective competence, may have also been facilitated by personal
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flexibility, sufficient approach-oriented coping styles and social support (Ward &
Kennedy, 1999; Ward & Rana-Deuba, 1999).

4.4.3.2. Cultural Expertise and the Measures of Intercultural Competence
The investigation into the relationship between cultural expertise and cognitive,
behavioral and affective measures uncovered a significant positive correlation between
the scores on the individual cultural expertise measures and those on the reported
cognitive qualities of intercultural competence, r=.430, p=.002. No significant correlation
between the variables of cultural expertise and reported intercultural attitudes towards
representations and representatives of other cultures was observed, r=.106, p=.465. A
significant correlation between the variables of cultural expertise and reported
intercultural behavior and skills was also not observed, r=.162, p=.261.
These findings may imply that study participants who had a more cross-cultural
extensive experience studying, living and exploring abroad had a clearer understanding of
culture-specific and culture-general variables than those with minimal C2 experience,
exposure and expertise. The results of the correlation lead to the conclusion that length of
the cultural exposure did not significantly impact participants’ set of intercultural skills.
Individual’s intercultural attitudes towards other cultures also did not vary positively with
the length and frequency of intercultural exposures.
The results may be best explained by the approach individuals usually take when
experiencing an unfamiliar foreign culture firsthand. It is important to recognize that a
lack of familiarity with the culture tends to disorient. While commonly unfamiliar with

196

the national history or language of a foreign country, its practices and procedures,
individuals at the outset of their intercultural experience abroad tend to seek factual
information about the culture to find their own bearings. Culture-specific knowledge can
aid the individuals in finding their bearings. It provides a cultural and linguistic context to
their already existing knowledge and lowers a sense of mistrust and anxiety brought on
by the unfamiliar. It can be expected that as a result, individuals’ understanding of local
values or world view, combined with interpersonal relationship will improve, thereby
positively impacting individuals’ cognitive measures (Kelly & Meyers, 1995). At the
same time, acquisition of culture-specific knowledge may raise individuals’ awareness of
their own culture as well as mentally construct some culture-general frameworks.
Non-significant correlations between cultural experience and the measures
assessing the development of one’s behavioral and affective dimension were not
anticipated. These rather surprising results may allude to an unexpected development.
Although study participants with extensive travel experiences may have expanded their
awareness of culture-specific and culture-general variables, their intercultural behaviors
and attitudes towards others were not sufficiently impacted. It can be speculated that even
though individuals tend to show interest in the ways other people interact with and
perceive the world, most are not inclined to change their personal views and approaches.
Due to the fact that most cross-cultural encounters are often not permanent, individuals
commonly demonstrate sincere curiosity about others but do not feel disposed to feel, see
and live in the way practiced by the local society.
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4.5. QUALITATIVE ANALYSIS: CRITICAL INCIDENT DATA
4.5.1. Review of Definitions, Hypotheses and Research Questions
Bennett, Bennett and Allen (2003) refer to intercultural competence as the general
ability to move beyond ethnocentric worldviews, learn to appreciate other cultures and
develop culturally appropriate behavior in native as well as target culture (p. 237); it is
the ability to relate appropriately and communicate successfully in a variety of crosscultural contexts (Bennett and Bennett, 2002). Byram and Fleming (1998) state that
interculturally competent individuals have “knowledge of one, or, preferably, more
cultures and social identities and has the capacity to discover and relate to new people
from other contexts for which they have not been prepared directly” (p. 9).
In the recent past, intercultural competence has become a key concept in the
global society for its capacity to alter one’s knowledge, attitudes, and behaviors and make
individuals open and flexible to other cultures (Alred and Byram, 2002). Saint Paul
(2000) terms cultural competence as a blend of empathy toward a target culture, cultural
knowledge and linguistic ability while drawing on research by Nostrand, Gundstrom,
Singerman (1996) who describe cultural competence as one that “consists of a core of
cognitive abilities, behavioral skills and affective capacity for dealing with intercultural
differences in a constructive spirit (p. 5). Others believe that intercultural competence
similarly to intercultural communication depends on the development of five constructs:
awareness, attitude, skills, knowledge and language proficiency (Fantini, 2000). At the
same time, interculturally competent speakers possess tolerance for ambiguity, respect for
themselves and others, open-mindedness, motivation, empathy, flexibility, patience,
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interest, curiosity, a sense of humor, and a willingness to suspend judgment (Fantini,
2000).
The study investigated whether one’s elevated levels of intercultural sensitivity
further facilitate the development of various constructs of intercultural competence
(awareness, attitude, skills and knowledge). In light of the relevant research reviewed in
Chapter 2, it was hypothesized that the participants who began the study with higher
levels of intercultural sensitivity (as measured by DMIS) would demonstrate greater
understanding of intercultural interactions and advance in their intercultural skills and
abilities when compared to the participants with lower levels of intercultural sensitivity.
In other words, the participants with a higher degree of cultural (C1) and intercultural
(C1-C2) competence were expected to display a more informed understanding of foreign
cultures, surmounting the participants with lower levels of intercultural sensitivity
cognitively, behaviorally and affectively.
Additionally, it was anticipated that by engaging in cultural learning via
experiential activities the development of intercultural competence would be better
facilitated. It was assumed that experiential activities with a focus of cultural discovery
would help participants attain greater familiarity with the idea of interculturality. More
specifically, the study participants who took part in a series of cultural mini-lessons with
a focus on self-exploration (in this study, Group II) were expected to make greater
improvements in their intercultural knowledge, skills and attitudes. It was expected that a
more notable shift in attitudes and perspectives would be observed in the responses of
Group II. Such a shift would attest to the fact that experiential activities positively impact
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the development of intercultural competence. Assuming that all of the participants of
Group III were involved in a similar language and culture learning process as Group I,
i.e. with a conventional L2 textbook, a reckonable change in their cognitive, behavioral
and affective measures was not anticipated.

4.5.2. Data Collection and Analysis
Data were collected from all of the study participants. The participants were
asked to reflect upon a cultural incident in four short questions five times throughout the
course of the study. The answers were then evaluated and analyzed quantitatively
(repeated measures ANOVA presented in 4.3.) as well as qualitatively. The qualitative
analysis of the data was intended to further elaborate upon and enhance the understanding
of the influence of intercultural sensitivity on the study participants and their perception
of intercultural encounters. At the end of the present research, biweekly responses of all
of the study participants were downloaded from the d2l website and stored on a digital
medium. Throughout the course of the study, there were twenty (20) short-answer
responses recorded for each of the 50 study participants; in total, one thousand (1,000)
short responses were read by the researcher and the co-rater and coded. During the
coding procedures, the names were omitted and instead, participant numbers were
assigned. Numbers that began with 10 were assigned to the participants of Group I;
numbers that began with 20 and 30 were assigned to Group II and Group III respectively.
The participants’ written reflections on the critical incidents were coded and
quantified by implementing elements of Bennett’s DMIS scale. The values that ranged
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from one (1) to six (6) were assigned to each of the responses; values one (1), two (2) and
three (3) corresponded to ethnocentric stages of denial, defense and minimization while
four (4), five (5) and six (6) – to the ethnorelative stages of acceptance, adaptation and
integration. In Bennett’s view, the ethnocentric stages reflect three distinct individual
behaviors that help avoid cultural differences, identified by Bennett (1986) as denying the
existence of such differences, seeking ways to defend against them and/or downplaying
their significance. On the other hand, the ethnorelative orientation represented by the
three remaining stages, espouse cultural differences through acceptance, adaptation and
integration. Progression through the stages can be achieved upon resolution of issues that
arise in intercultural encounters. As Hammer et al. (2003) claim, the resolution of these
issues “activates the emergence of new orientation”, which is likely to be unidirectional
for individuals usually progress from less to more sophisticated world view and not vice
versa (p. 423).
Values assigned to each short reflection were then added together, yielding a
common score for each of the critical incidents. Each of the participants received five
such scores (corresponding to five critical incidents) throughout the course of the study.
Based on the score from participants’ reflection on critical incident one, participants were
then grouped into three intercultural sensitivity sub-groups: low, medium and high.
Results of the repeated measures ANOVA revealed that participants of Group I
transitioned through the stages of developmental model of intercultural sensitivity
statistically differently than participants of Group II (statistical analysis for Group III was
not conducted due to its small size). The written responses that were collected from all of
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the participants on the biweekly basis were rated and analyzed by using a repeated
measures ANOVA (4.3.3.) The analysis of variance showed a significant main effect for
the change in stages of measures of intercultural sensitivity throughout the course of the
study, F (3,120) = 4.89, p = .003. The main effects for the manner of presenting and
processing cultural content (group) were also significant, F (1, 40) = 18.42, p<.001.
Significant main effect for group allowed one to conclude that the manner of presenting
and processing of cultural information significantly impacted individual development of
intercultural sensitivity.
The main effects for the variable of sub-group (low, medium, high) were
negligible and statistically non-significant, F<1.A non-significant interaction for group by
sub-group suggested that the sub-groups (low, medium, and high) of each group (Group I,
Group II) did not perform in a significantly different way; the findings revealed did not
reveal a statistically significant difference between the sub-groups. Although the effects
for the levels of intercultural sensitivity did not reach statistical significance, the
qualitative data analysis allowed for an in-depth investigation into the emerging patterns
of cognitive, behavioral and affective differences between the sub-groups.

4.5.3. Critical Incident Reflections: Findings and Discussion
The participants posted their first reflection on the d2l website immediately
following the first lesson three weeks after the beginning of the study. Due to the fact that
the participants of Group III did not partake in any of the lessons, their first responses
were completed during their second meeting; first meeting was dedicated to the
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discussion of the consent forms, the ISSAQ and the background questionnaires. These
responses were used to categorize and organize the participants’ reflections into three
sub-groups with distinct levels of intercultural sensitivity (low, medium and high). Based
on this categorization, Group I consisted of six participants in the low sub-group, ten
participants in the medium sub-group, and six in the high sub-group. Participants of
Group II were distributed into the three sub-groups accordingly: four participants were
placed into the low sub-group, twelve- into the medium sub-group, and eight – into the
high sub-group. Lastly, in Group III two participants were placed into the low sub-group,
one participant into the medium sub-group, and one – into the high sub-group.
As the study progressed, certain patterns and tendencies of thinking, feeling and
reacting emerged and are discussed below. Since the goal of this part of the study was not
to merely compare the performance of the three groups, but rather to draw conclusions
from multifaceted interpretations of the study participants, a number of relevant
observations are also included. As an extensive analysis of the written data revealed,
throughout the course of 15 weeks, the participants’ responses increased in length and
scope. The responses for the last critical incident averaged 318 words, in comparison to
120 words written for the first critical incident. In the following sections, the responses of
the three sub-groups (low, medium and high) were examined and cognitive, behavioral
and affective tendencies recorded.
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4.5.3.1 Critical Incident Reflections: The Mindset
It is believed that having appropriate cultural knowledge and being aware of
culturally different perspectives is vitally important to successful intercultural
communication. The type of knowledge that concerns cultural issues, norms, values,
behaviors and cultural self-awareness is often attributed to the cognitive dimension of
intercultural competence (Gudykunst and Kim, 1991; Deardorff, 2004; Jackson, 2005). In
addition, the cognitive dimension is also believed to encompass individual awareness of
manifestations, varieties and dynamics of ‘cultures’ represented by knowledge of culturespecific as well as culture-general variables and frameworks (Bennett, 2003). Individuals
with sufficiently developed cognitive dimension of intercultural competence are regarded
highly capable of decoding new cultural information by drawing on their knowledge
about history, geography, sociology and anthropology. At the same time, they also tend
to draw on existing culture-specific (facts) and culture-general knowledge (stereotypes,
generalization, and biases) to make sense of intercultural encounters and their messages.
In 4.5.3.1, the responses of all study participants were examined and general
patterns of thinking and behaving were derived and discussed. The most prevalent
cognitive tendencies demonstrated by the participants of the three levels of intercultural
sensitivity (as measured by DMIS) were evaluated and compared. The conclusions were
then drawn substantiating the claims that higher levels of intercultural sensitivity allow
for greater intercultural understanding, i.e. individuals are able to more accurately
perceive themselves and others during encounters with other cultures. Due to the fact that
a wide variety of countries and cultures were introduced in the five critical incidents
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(different for C2 learned in the classroom) it this study, it was not anticipated that the
study participants would demonstrate thorough culture-specific knowledge and
understanding. As a result, the focus of the investigation and analysis was placed on the
participants’ ability to decode new contexts and draw upon their existing culture-general
frameworks to make useful assumptions.

4.5.3.1.1 Culture-General Variables: Understanding, Generalization, Worldview
In the early stages of the study the participants of the low sub-group generally
appeared to approach the incidents from a largely ethnocentric perspective. Critical
incidents in the study aimed to purposefully reveal many significant points of cultural
variance between the US American and other cultural perspectives, between their views
and behaviors. Situations in which the two individuals’ views of culturally appropriate
behavior collide were deliberately designed to make the respondents ponder potential
pitfalls for cultural misunderstandings. Although some attempted to deconstruct and to
understand foreign cultures, their protocols and procedures, participant responses
primarily centered on values embraced by the US American culture, such as honesty,
straightforwardness and assertiveness as the participants discussed a variety of potential
conflict resolution scenarios.
These culturally precarious pitfalls were not visible to many participants of the
low sub-group, whose low levels of intercultural sensitivity (assessed by DMIS) denoted
their intercultural inexperience; in many ways, they were true intercultural ‘novices’. The
examination of their greatly ethnocentric interpretation of cultural incidents, the
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‘intercultural’ component remained evasive and in many cases, largely unacknowledged.
Many of the respondents ignored culture and instead, attempted to focus on personal
incompatibilities as they addressed the rudeness of the supervisor, the nosiness of the
coworker, or denseness of the admirer. Only a few recognized the fact that the conflicting
norms, ideas and views of culture formed the actual foundation of the misunderstanding.
But even those respondents who considered the impact of culture, continued to
ascribe the misunderstandings to the contradictory personality traits of those interacting
in the incident (Bob is rude, Teresita is nosy, Tanaka is overly sensitive). Culture-specific
issues like US American casualness in conversation, Japanese high power distance in
professional relationships, or Latin-American relaxed interpretation of the concept of
time, were clearly unacknowledged. Many responses in the low as well as medium subgroups also suggested a “live and let live” approach to a conflict that went beyond the
simple boss-employee or boyfriend-girlfriend quarrel. Such a conflict resolution strategy
could be considered to represent participants’ benign affective quality (Bennett, 2004)
that appears to be all-inclusive on the surface but not necessarily in great depth. At the
same time, such responses read as cultural mantras and clichés, rhetoric engrained into
the conscience of members of the contemporary society that also seems to embrace and
tolerate all, even if at times superficially.

Respondent # 2019

I'd feel as though my personal life did not matter as much as Bob's.
I'd feel like I was forced to give up my prior plans just to help out
Bob who seems like a rather rude individual. I'd feel like Bob was
being extremely condescending to me by insinuating that I am
merely a simple bachelor with nothing to do but twiddle his
thumbs. I'd feel degraded.
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Respondent # 1009

I would confront Tanaka again. I would be honest in asking him
why he's avoiding me, and what I can do in fixing any problems.
The only way to solve the problem is by talking face to face.

Respondent # 2014

If I was Sylvia I would have done the same thing. I find it
uncomfortable when people who I don't really know ask me
personal questions. I would not be offended but I would be a little
weirded out.

Without considering cultural attributes (listed above as directness, assertiveness,
straightforwardness) any further, the participants of the low sub-group relied heavily on
their own habits formed as a result of socialization, and suggested that the two people at
the heart of the misunderstanding discuss the issue at length. It can be argued that
respondents’ low levels of intercultural sensitivity allowed them a very limited view into
the complexities of intercultural interactions. It can be speculated that their failure to
recognize and identify any type of intercultural differences between individuals would
prevent them from further expanding other dimensions of intercultural competence.
In their discussion of critical incidents the respondents of the medium sub-group
seemed to more frequently consider various social factors and cultural norms that differed
from their own culture/s. However, such considerations were sparse amongst the
responses. The number of the respondents who reportedly looked at the incidents
ethnorelatively was very low. When respondents did mention ‘cultures’, it appeared to be
done in a rather superficial manner. Participants tended to explain culturally based
misunderstandings as a natural occurrence; individuals, in their view, should expect for
such misunderstandings to occur during one’s visit abroad.
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Respondent # 2024

Maybe Antonio just had really high self esteem and a lot of
confidence. He probably thought he was such a perfect person for
someone that he could not accept that someone would not fall for
him. As the son of a prominent man in town, he likely thought he
was better than others. Even if his appearance wasn't the greatest,
his confidence from being rich (?) gave him the attitude to keep
asking her.

Respondent # 1010

It may be customary for someone in different countries to be
forward. It is frightening to us because we learn that similar
behaviors to that are not normal. He wanted to show his signs of
affection in a different way than the woman was used to. However,
she was not prepared for this so she handled the situation rather
poorly. I would not have just ignored my frustration until it built
up and I became angry. I may have handled the night at the cafe
similarly, simply ignoring some of the signs. If the man had
showed up to my place of work however, I would have talked with
him right away, saying that I did not feel comfortable with him yet,
and would appreciate some space. If he showed up at my door
step, I would have again been very serious in my speech with him.

Generally, respondents of the medium sub-group tended to emphasize the issue of
politeness and its purpose as a conduit to help a person achieve his goals – locally and
globally. The responses revealed that most participants did not disagree with the
messages conveyed by the protagonists (who expressed largely ethnocentric views and
ideas) but rather found its delivery to be poor. Respondents appeared eager to rectify the
situation by delivering the message in a different manner; suggestions as to how that
could be done varied from would not push the issue to would inquire politely about the
reasons for Tanaka’s absence/ withdrawn attitude. The respondents who approached the
interaction from this angle seemed largely determined to succeed in their delivery as well
as to appear assertive in their approach while still sympathetic to all of the persons
present in the situation.
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Respondent # 2006

I somewhat disagree with the protagonist & her reaction for
various reasons. First, I believe that she could have acted kindly
toward the man considering all that he wanted to do is compliment
her. I don't think her rudeness was necessary. She could have
simply accepted the gift or made up an excuse that would make
sense for the situation.

Respondent # 2011

If I were Sylvia, I would simply state in a polite way that I don't
feel comfortable with Teresita's personal inquiries. There is no
reason to be rude unless Teresita is being too forceful. Retaliation
will only lead to an uncomfortable and toxic workplace
relationship later on.

The data analysis also showed that the responses of the high sub-group differed
from the responses of the low and medium sub-groups not only in length but also scope.
High sub-group respondents reflected on intercultural encounters more critically and each
incident was given a cultural context. Although the respondents of the high sub-group
periodically generalized interpretations of cultural conflicts, they often demonstrated a
heightened awareness of cultural differences between the individuals involved in the
incident. In addition to a broadened understanding of culture-general variables,
respondents with higher levels of intercultural sensitivity (as measured by DMIS)
exhibited more advanced culture-specific knowledge. However, when their knowledge of
a given culture was not sufficient, respondents relied on their culture-general frameworks
and speculated on potential reasons for misunderstandings with ease. As a result, high
sub-group participants projected confidence and certainty when attempting to rationalize
the events described.
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Respondent # 2002

It felt as if the Afgahn was unaccustomed to the culture. For my
mother, who is from Panama, I know she had a hard time when
coming to the United States, because when people asked you
somewhere they were expected to pay. Granted, this may have
been because it was in the sixties, but I can understand the
confusion. Also, it seems evident that the Afghan is just
inexperienced with the whole situation, and the protagonist makes
no effort to "teach" him the way it goes. Not lecture or anything,
but explain that usually when people go out this and that. The
protagonist expects the Afghan to know. Anyway, I don't see
anything wrong with the way the Afghan acted.

Respondent # 2017

There is any number of reasons why Teresita behaved in such a
way. Let us examine at least three. First, it could be a cultural
aspect of the Philippines. Perhaps people are a bit more prying
than say the United States. I know that my grandmother is and she
is Filipino. Second, Teresita may just be "that kind of person" who
doesn't see clear boundaries of where to stop asking questions.
Third, she is indeed the supervisor so perhaps she feels that she
needs to get a better feel for her worker. There is no one reason
why Teresita behaves this way that we know of.

Respondent # 2003

From his last name (although this seems to be very prejudice now
that I think about it) I would assume Mr. Tanaka was Japanese,
and in the Japanese culture authority is respected with an
adherence very rare in the United States. While Mr. Tanaka may
not have agreed with this task force or Bob's insistence, where
approached, he felt obligated to participate. Now, in his avoidance
of Bob, it seems like he is simply trying to avoid a similar situation
from happening again.

At the same time, responses of high sub-group reflected a higher degree of selfawareness when compared to other participants. In their discussion of cultural differences
respondents of this sub-group were able to not only deduce contradictions that were
brought about by different cultural norms but also to recognize biases that affect their
own view of the world and that of others. Recognition of socially and culturally
constructed biases and their impact on the individuals’ understanding of cultures and
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cultural representations attested to a more advanced intercultural (cognitive) processes in
respondents who began the study with slightly higher levels of intercultural sensitivity.

Respondent # 2012

Given that Mr. Tanaka is obviously uncomfortable and put off by
the whole situation, I imagine that I would feel upset and a bit
violated. Bob's task force was supposed to do something to united
the team, but seeing how Bob made no effort to take the team into
consideration would make me feel very hesitant. I also, however,
would probably have said something to Bob in private afterward
about why I was so reluctant about the whole thing, politely of
course, but I would have made some effort to prevent a similar
circumstance in the future. That may be my Americanness
speaking, but that seems the most logical to me.

In modern days many object to the thought of forming ideas about a particular
culture, decrying it as a ‘label’ and avoiding cultural stereotypes (Bennett & Bennett,
2004). That, however, implies that each individual is not seen as a representative or a
representation of a certain culture, but rather he/she is treated as an independent entity
(i.e. an individual). This approach to interpreting personal behavior and this imposition of
a very Western notion of individualism are considered by Bennett and Bennett (2004) to
be “its own form of chauvinism” (p. 151). As written data analysis revealed, study
participants with low and moderate levels of intercultural sensitivity (as measured by
DMIS) possessed minimal knowledge of culture–specific and culture-general
frameworks. As a result, they tended to approach and interpret each intercultural
interaction as a separate event not attached or impacted by any specific culture, society or
community. The respondents of the low and medium sub-groups attributed the
misunderstandings to personal skills, traits and abilities. They also failed to perceive or
acknowledge themselves as products of a “national” culture as well as of various ‘sub-
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cultures’ (age, race, ethnicity, religion, class, etc.). The respondents with higher levels of
intercultural sensitivity (assessed by DMIS) clearly set themselves apart from the rest of
the study participants. Their responses evidenced a more sophisticated awareness of
cultural complexities and a desire to construe events and occurrences from a more
reflective and critical perspective.
Study participants with higher degree of intercultural competence frequently
relied on their understanding of culture-general variables, and tended to draw cultural
generalizations. Bennett and Bennett (2004) suggest that by using useful generalizations
based on systematic cross-cultural research, language learners can discard predominant
cultural tendencies among groups of people. Unlike cultural stereotypes, cultural
generalizations do not resemble labels and may manifest in every individual to a varying
degree. At the same time, cultural generalizations may be used to interpret and contrast
cultures at multiple levels of abstraction. In order to not fully disassociate an individual
from his/her cultures (on a macro and micro scale), respondents attempted to construct a
framework based on their existing cultural knowledge. Bennett and Bennett (2004) allege
that this approach to understanding multilayered cultural identities and person’s cultural
experience allows for language learners to “use generalizations at several levels of
abstraction simultaneously” (p.151). It can be concluded that more culturally sensitive
study participants reasoned on a more cognitively advanced level and demonstrated a
more complicated and more accurate understanding of intercultural interactions.
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4.5.3.1.2. Overview of the Cognitive Dimension
In the section 4.5.3.1, prevalent cognitive tendencies of study participants were
identified and discussed. The data revealed that individuals with lower levels of
intercultural sensitivity (as assessed by DMIS) interpreted intercultural interactions from
a largely ethnocentric perspective. They tended to perceive the misunderstandings as
simple instances of miscommunication and did not recognize the role cultural and
behavioral views played. Although individuals with moderate intercultural sensitivity
demonstrated a higher degree of critical thinking (in comparison to those with lower
levels of intercultural sensitivity), the acknowledgment of social and cultural factors was
still insufficient. Only individuals with high levels of intercultural sensitivity (as
measured by DMIS) demonstrated a heightened awareness of cultural differences and
their influences. They were also aware of their own culturally conditioned views and
culturally imposed biases.

4.5.3.2. Critical Incident Reflections: The Skillset
Commonly, individual’s critical skills are associated with the behavioral
dimension of intercultural communicative competence (Rundstrom Williams, 2005).
Critical skills include problem-solving, analytical, behavioral adaptability as well as
culturally appropriate social and people skills (Dignes 1983, Gudykunst 1991, Brislin &
Yoshida, 1994, Kelley & Meyers, 1995, Ting-Toomey 1999, Deardorff 2004, Jackson
2005). J. Bennett (2003) considers participation observation, resolution, anxiety,
interaction management and stress management skills to be at the heart of the behavioral
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dimension of intercultural competence. Empathy, ability to accurately perceive others and
to gather appropriate information compete the behavioral component.
In 4.5.3.2, the responses of all study participants were examined and general
patterns of thinking and behaving were derived and discussed. The most prevalent
behavioral tendencies demonstrated by the participants of three levels of intercultural
sensitivity (as measured by DMIS) were evaluated and compared. The conclusions were
then drawn substantiating the claims that higher levels of intercultural sensitivity allow
for greater intercultural understanding, i.e. individuals are able to more accurately
perceive themselves and others during encounters with others cultures.

4.5.3.2.1 Anxiety and Stress Management Skills
Anxiety and stress management was one of the behavioral components
demonstrated by many participants in their responses. Hofstede and Hofstede (2006)
draw on the Webster definition of anxiety that describes this feeling to be a “state of
being uneasy or worried about what may happen”, echoing Scovel’s (1978) view of
anxiety as a feeling of worry, apprehension, frustration and self-doubt (cited in Hofstede
and Hofstede, p.171). At the same time, anxiety is defined by Gudykunst and Hammer
(1987) as “the fear of negative consequences in a ‘foreign' cultural environment" (p. 112).
Elevated levels of anxiety have been closely linked to increased uncertainty avoidance.
Brown (2000) also observes an interdependent relationship between reduced levels of
anxiety and flourishing second language acquisition.
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Respondents of the three sub-groups reportedly managed their anxiety and stress
to varying degrees. The responses of the participants who were placed in the low subgroup at the beginning of the study collectively tended to demonstrate elevated levels of
anxiety dealing with unfamiliar situations. In some instances, the anxiety manifested
itself in confrontation and anger toward representations and representatives of other
cultures. At the same time, respondents appeared concerned and fearful of being taken
advantage. Generally, many of the low sub-group respondents interpreted the actions of
interlocutors to have a personally insulting agenda towards the protagonist.

Respondent # 2011

I would initially be pissed off if I was Mr. Matthews. He is being
forced to waste time, time that could be spent doing something
productive. I would also start to feel taken advantage of as a
foreigner, almost as if because Mr. Matthews is a foreigner, he
doesn't get taken seriously.

Respondent # 1009

I would feel like the questions asked were not appropriate for the
workplace and would try to avoid answering as best as possible. I
would feel as if my personal space was being invaded. This would
make me feel uncomfortable around the co worker especially if I
did end up answering the questions. Then she would know a lot of
personal information about me.

Respondent # 1014

I probably would have asked him why he didn't pick up his check,
especially since I don't pay for the meals of people whom I have
just barely met. I would also probably have asked him if it is
normal for someone to do that kind of thing where he comes from.
I may also talk to him less I don't really care for "moochers".

Respondent # 1011

Mr. Matthews doesn't seem to like Peru much anyway, so his
reaction is likely colored by this fact. While punctuality is
rewarded in the US some places may have a custom of making
people wait to show that the person they are waiting for is
important.
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Responses of the medium sub-group participants also demonstrated elevated
levels of anxiety and annoyance while dealing with unfamiliar situations and unexpected
conduct of individuals involved in the critical incident. Although medium sub-group
responses did not reflect the same levels of mistrust, anger or anguish (as the low subgroup responses), participants were clearly irritated and intimidated by the unfamiliar
rules and codes mirrored in the interaction. At the same time, a higher level of critical
reasoning was also demonstrated (in comparison to the low sub-group responses). The
participants of this sub-group appeared more reflective on the situation and aware of their
own feelings and possibly, biases. Even if not accurately, the participants attempted to
speculate about the reasons for the behavior exhibited by the protagonist and other
individuals involved in the incident. They also began to form basic strategies as to how to
manage their own angst and combat biases.
Respondent # 1003

Were I Sylvia, my first major annoyance would be that she was
asking about my family, and making assumptions about what my
family would think of me living alone. I'd also be annoyed at her
asking what I did at home, as it has no bearing on how I perform
my job. Teresita's questions are kind of based in the assumption
that a family shouldn't approve of a single woman living alone, as
she asks that question as opposed to wondering if her family
misses her or is worried about her living in a foreign country,
which is logically more worrisome than someone 'living alone.'

Respondent # 1018

I would most likely feel a bit of angst in my boss wanting to know
so much, but I would blame it on the fact that I was new and she
was simply interested in my background. I wouldn't get as
bothered and would just feel as though this was a normal situation
in my new country. If it started to interfere with my work, however,
then I may feel a bit annoyed. I wouldn't hold back how I felt
though, because doing so only keeps the action from occurring.
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Respondent # 2015

I would get very uncomfortable. I would tell me boss I didn't want
to talk of no work related subjects. Although it would be awkward
it needs to be said. Having a personal relationship with your boss
may cause problems in the future. There is no reason a boss should
need to know those things, especially if you do not know them very
well.

Respondent # 1010

I somewhat agree with Mr. Matthews. I understand that Peru is
like this. This is a complicated matter. The local people are
perhaps accustomed to being like this most of the time. But
foreigners like Mr. Matthews aren’t used to it. It would be
inappropriate to behave like that outside of Peru, so outsiders are
offended at the tardy behavior.

Respondent # 2002

I would feel quite cornered, and most certainly disturbed by the
fact that the man was coming to my place of residence and place of
work. This situation must have been terribly painful and very
uncomfortable for a woman in a foreign country. In fact, this
would be uncomfortable for anyone in a foreign country or even in
their own country.

Respondents from the high sub-group appeared to be most at ease with unfamiliar
settings, procedures and rules of the interaction. In their approach to dealing with anxiety
of the unfamiliar the respondents heavily replied on gathering strategies to reduce and
cope with the uncertainty offered by the interaction. They offered plausible predictions
about values, beliefs and behaviors of others as well as explanations for the other’s
behavior. Additionally, participants demonstrated willingness to seek clarification and
guidance from locals to steer clear of misunderstandings and annoyance. Through their
responses, participants of the high sub-group projected maturity and inner peace. Their
high tolerance of the ambiguous and preparedness to mediate the unexpected only further
substantiated reduced levels of anxiety and stress in participants with increased
intercultural awareness.
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Respondent # 1007

If I were in Matthews situation, first I'd communicate with people
about the behavior. I'd learn how they think and feel about it.
Also, I'd find someone to confide in about how I feel and think
about it. Maybe others could give me some useful advice which I
hadn't thought of before. I would do more listening and less
talking in the initial stages of the process.

Respondent # 2010

I might have put my headphones on and listened to music. Or
perhaps I would have tried to find a magazine or something else to
read in order to pass the time. I may have also gone and got
something to drink while I was waiting OR I might have just
started writing or drawing something in my notebook while I was
waiting.

Respondent # 1004

I'd learn how they think and feel about it. Also, I'd find someone to
confide in about how I feel and think about it. Maybe others could
give me some useful advice which I hadn't thought of before. I
would do more listening and less talking in the initial stages of the
process.

As Gudykunst and Hammer (1987) outline in their Anxiety/ Uncertainty
Management Theory, reduced levels of anxiety and stress in an intercultural interaction
can methodically correspond to sojourner adaptation to foreign cultures (Berger, 1979,
1987; Berger & Bradac, 1982; Berger & Calabrese, 1975). More specifically, Gudykunst
and Hammer consider the reduction of anxiety and uncertainty to be one of the necessary,
sufficient conditions for the development of intercultural sensitivity and successful
intercultural adaptation. At the same time, Gudykunst (1988, 1993, 1995) closely links
reduction of anxiety to improved intergroup interaction and communication effectiveness.
In accordance with Anxiety/ Uncertainty Management theory (1987), study
participants with higher levels of intercultural sensitivity as measured by Bennett’s DMIS
demonstrated lower levels of anxiety when facing the uncertain. The majority of high
sub-group respondents reflected favorably on the target culture and expected variation in
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behavior between C1 and C2. The participants of this sub-group negotiated their way
through intercultural interactions by forming effective strategies aimed to reduce tension
and seek information to explain and predict behavior. The participants of the medium
sub-group attempted to gain effective strategies to mediate the interaction with
representatives of other cultures thereby, reducing anxiety. At the same time, they
exhibited early stages of critical reflection and awareness of potential cultural differences
and personal biases toward those cultures.
Meanwhile, the participants of the low sub-group did not demonstrate notable
improvements in reducing their own anxiety throughout the course of the study. On the
contrary, their responses reflected a high degree of state anxiety, defined by Brown
(2000) as anxiety experienced in relation to a particular act or event. In addition, fear,
mistrust, anguish and angst when dealing with people from other cultures in unfamiliar
situations could be observed. As suggested by Gudykunst and Hammer (1987), perceived
friendliness of a target culture influences the levels of anxiety. The participants of the low
sub-group did not perceive a target culture to be sufficiently welcoming to the protagonist
and for that reason, exhibited even greater caution and mistrust of the cultural ‘others’.
To conclude, participants of the high and the medium (to a lesser degree) sub-groups
tended to demonstrate reduced levels of anxiety that could hinder the process of
intercultural adaptation and awareness while the participants of the low sub-group
appeared more defensive and anxious in their reflection on the intercultural interaction.

219

4.5.3.2. 2. Empathy and Ability to Accurately Perceive Others
As defined by Brown (2000), empathy closely refers to individual’s ability to
relate to views and behaviors of others and even internalize them. It is “the process of
putting yourself into someone else’s shoes, of reaching beyond the self to understand
what the other person is feeling” (Brown, 2000, p.153). Penbek, Yurdakul, and Cerit
(2009) warn that empathy should not to be confused with sympathy, for sympathy
commonly implies harmony between individuals. Empathy meanwhile reflects one’s
attitude, and more explicitly, the apprehension of other persons’ emotional
condition/state. Notably, empathy is derived from the enhancement of the cognitive
learning through the behavioral and at times, affective.
Empathy in Penbek, Yurdakul, and Cerit’s (2009) view often requires ‘active’
understanding rather than passive acceptance as well as a change in viewpoint which has
to be worked towards. It is not a simply a feeling but more of an ability to participate in a
“form of life” (Byram, 1989, p. 89). Barnlund and Namura (1985) take it a step further by
directly linking one’s intercultural sensitivity and the concept of “empathy”. They argue
that in order to maintain intercultural communication across various contexts,
interlocutors must learn how to deal with a challenge to understand someone from
another cultural perspective with a sufficient degree of empathy. Bennett (1993)
identifies empathy as ‘imaginative, intellectual and emotional’ involvement in other
persons’ life experience, emphasizing the significance of other’s experience and
perspective rather than his/her position. In order for empathy to develop, individuals must
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become aware of their own feelings and identify with the perspective of others (Hogan,
1969).
The majority of responses provided by participants with lower levels of
intercultural sensitivity (as measured by DMIS) reflected predispositions that resembled
initial stages of empathy. In their reflection on a cultural misunderstanding, the
respondents of low sub-group tended to speculate about the reasons for certain behavior
and position demonstrated by others. Despite the fact that an ample number of
respondents of the low sub-group attempted to clarify the meanings communicated by
others, they did not strive to identify with representatives of other cultures. The
participants of this sub-group tended to agree with and argue a highly ethnocentric
position assumed by a protagonist, who in critical incidents usually represented an
American perspective and values. Therefore, it can be concluded that the participants of
this group demonstrated only marginal levels of empathy despite their efforts to
comprehend the messages and meanings conveyed by the other interlocutors.
Respondent # 3002

If I was Sylvia I guess I would feel the same way. I do get annoyed
when people I don't know start asking me questions about myself.
One thing is Sylvia is in a foreign country and she needs to
remember that things are different. Maybe this was a new
technique that she is learning.

Respondent # 1009

I would have forced Tanaka to talk to me face to face. When I was
talking to him I would explain my frustrations with his attitude.
Then I would resume the project and act like nothing happened. I
would forget about it the next day.
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Respondent # 2001

If I was Bob, I would have handled the situation similarly, but
instead of telling Mr. Tanaka he should change his plans, I would
have found out first what he had to do. Mr. Tanaka should realize
that work is important, however, it is presumptuous to assume that
since he isn't married and has no children, he has nothing
important to do.

The analysis of the responses posted by the medium sub-group participants
revealed a common desire to acknowledge the position of the protagonist (who
represented C1 values and ideas) as well as an effort to relate to the perspectives of other
individuals with conflicting ideas. Participants progressively attempted to offer viable
alternatives to the resolution of the misunderstanding offered in the critical incident. They
tended to more frequently disagree with the position assumed by the protagonist,
indicating a minor shift away from the ethnocentric point of view. The respondents
attempted to bridge the two cultures, by accepting the possibility of a different
perspective and a ‘world order’. However, the patterns that emerged in these responses
suggested passive understanding of the others’ perspective rather than active participation
and understanding of perspectives and positions of others.
Respondent # 2023

If I were Bob I would have let it go and told Mr. Tanaka that it was
okay if he couldn't make it to the meeting. I would have arranged
another time to talk about the project if he was unable to make it.

Respondent # 1010

If I were Mr. Matthews I would have politely but firmly asked Mr.
Vega what had kept him so long from seeing me. Surely he is a
busy businessman like Mr. Matthews and it's understandable that
he has things to do, but having to keep him waiting for 45 minutes
is excessive. Particularly without any excuse or advance notice.

Respondent # 2018

Teresita might have grown up in a culture where becoming
friendly with coworkers is more important than professional
conduct. It's also possible that Teresita has never met an American
before and is curious about what she does in her spare time.
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At the same time, many responses of the medium sub-group articulated grave
concern over the issue of politeness; participants continuously emphasized that any type
of clarification must be done in a civil manner. ‘Politeness’ boundaries set by the
respondents though the verbiage used in the reflections ( […] I can see it from their
perspective, but it is not mine [perspective]; At that point I would maybe try to nicely tell
her to mind her own business; I would of course have said it in a polite manner, and let
her know that it is nothing personal against her, etc.) preference appeared to prevent the
respondents from reaching the ‘active’ understanding and internalization stage. Explicit
‘politeness’, ‘kindness’ and ‘fairness’ concerns that permeated in the reflections tended to
add to the superficiality. It could be argued that these concerns weakened the perception
of participants’ reported desire to relate and actively understand conflicting views and
perspectives.
Respondent # 2001

Were I Sylvia, my first major annoyance would be that she was
asking about my family, and making assumptions about what my
family would think of me living alone. I'd also be annoyed at her
asking what I did at home, as it has no bearing on how i perform
my job. Teresita's questions are kind of based in the assumption
that a family shouldn't approve of a single woman living alone, as
she asks that question as opposed to wondering if her family
misses her or is worried about her living in a foreign country,
which is logically more worrisome than someone 'living alone.'

Respondent # 2007

If I were Silvia I would let my supervisor know that all these
personal questions bothered me. However, I'd try to say it in a
kind way because the supervisor probably just wants to make sure
that I'm assimilating nicely to the Philippines. Perhaps I'd just tell
her that I feel awkward answering all these personal questions.
Terisita probably doesn't know she is upsetting me, so it's not
polite to just flat out blame her when she's probably just worried.
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Respondents # 3003 In the same situation as Matthews, I would have reacted very
similarly. First I would inquired with the secretary why he was so
late then when meeting Vega I would have inquired as well why the
meeting was so late. I think I would have been as polite as
possible, inquiring if it was a bad time to meet or if in the future
there were bad times. If it had been an even longer wait, I would
likely have left informing the secretary I had other appointments.

Lastly, the responses provided by the high sub-group participants were also
analyzed and interpreted. Based on the general tendencies observed, it was concluded that
study participants with higher levels of intercultural sensitivity also demonstrated a
greater degree of empathy, compassion and critical thinking in comparison to the
participants of other sub-two groups. When compared with the low and medium subgroups, the respondents of the high sub-group revealed greater relational competence with
people from different cultures. Additionally, their responses communicated flexibility of

position on cultural issues and ability to construct and interpret events from a more
ethnorelative perspective. By increasing the scope of their reflection and relation to
others while relying less on the safe approach of ‘not being rude’, respondents appeared
more confident and self-aware, yet apt to understand and internalize others norms, values
and beliefs.
Respondent # 1001

If I were Bob, I would have realized that Mr. Tanaka's last name
indicates that he may be of a different culture and subsequently be
bound by an etiquette which may not be used to such a direct
approach or allow him to express his true feelings. Rather than
assuming that his extracurricular activity was not important
because he does not have a family, I would have attempted to
probe to see what his plans were. Just because he is not married
doesn't mean that he does not have children or parents,
grandparent, uncles etc that he may be caring for. If Mr. Tanaka
seemed unwilling to share, I would have left it alone, as his
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personal life is none of my business. Either way, it is unreasonable
to expect Mr. Tanaka to give up his plans to attend a last minute
meeting.
Respondent # 2010

Hopefully I would've felt good for meeting a new individual. I
would've been happy to pay a nickel for bus fare, and really I do
not mind buying food for somebody especially if it is someone that
I am trying to establish a friendship with. The protagonist seemed
to be very confused and a little irked at the whole situation.

In his discussion of the concept of empathy, Brown (2000) evokes a sophisticated
definition that describes empathy as the projection of one’s “own personality into the
personality of another in order to understand him or her better” (p. 153). However, if
false assumptions and presuppositions about others and their perspectives are made by
the persons present in the situation, miscommunication can then easily occur. To ensure
that breaks in communication do not occur, and messages and meanings are
communicated and interpreted correctly, individual ego boundaries must be permeated
(Guiora, 1972, p. 142).
The responses examined above revealed that the degree of one’s intercultural
sensitivity positively correlated to one’s ability to ‘project his/her personality into the
personality of others’ and relate. The participants with higher levels of intercultural
sensitivity (measures by DMIS) tended to empathize with both ethnocentric and
ethnorelative perspectives depicted in the critical incident. They managed to not only
relate to the culturally incompatible standpoints and attitudes of others but also
internalize their position toward a situation without much internal strife. Study
participants with moderately developed intercultural sensitivity (placed in the medium
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sub-group) also demonstrated a general inclination and a desire to perceive cultural
conflicts and misunderstandings from the perspective of others. However, respondents’
attempt to relate to and empathize with others and their views were limited by their own
inhibitions, fear of the unfamiliar and concern to offend others. Lastly, the patterns
observed in the responses of the low sub-group participants revealed an inquisitive
interest in the meanings communicated by representatives of other cultures expressed by
the respondents. They did not tend strive to identify with representatives of other cultures
but simply tolerated their point of views and ideas. As a result, some false assumptions
and presumptions were made that led to miscommunication and further raised anxiety.

4.5.3.2. 3. Overview of the Behavioral Dimension
In the section 4.5.3.2., behavioral components of intercultural competence
(anxiety, stress-management skills, empathy and ability to accurately perceive others)
were identified and discussed. Tendencies observed in the responses confirmed that
individuals with higher levels of intercultural sensitivity (as measured by DMIS) tended
to handle encounters with foreign cultures well and demonstrated lower levels of anxiety
when facing the uncertain. At the same time, individuals with moderate levels of
intercultural sensitivity tended to demonstrate elevated levels of anxiety and annoyance.
Despite their high levels of anxiety and nervousness, study participants learned to
progressively offer more viable perspectives and interpretations of intercultural
interactions. Lastly, individuals with low levels of intercultural sensitivity did not
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demonstrate substantially developed empathy and in general, tended to adhere to more
ethnocentric perspectives and interpretations of critical incidents.

4.5.3.3. Findings and Discussion of Responses: The Heartset
The affective dimension is often described as a one that closely relates to the
flexibility to adapt to new situations and open-mindedness to encounter new values
(Rundstrom Williams, 2004). The development of flexibility, social adaptability, selfconfidence and ambiguity tolerance are often considered necessary to achieve
intercultural competence (Gudykunst 1991, Brislin & Yoshida, 1994, Kelley & Meyers,
1995, Ting-Toomey 1999, Deardorff 2004, Jackson 2005).
In 4.5.3.3, the responses of all study participants were examined and general
patterns of thinking and behaving were derived and discussed. The most prevalent
behavioral tendencies demonstrated by the participants of three levels of intercultural
sensitivity (as measured by DMIS) were evaluated and compared. The conclusions were
then drawn substantiating the claims that higher levels of intercultural sensitivity allow
for greater intercultural understanding, i.e. individuals are able to more accurately
perceive themselves and others during encounters with others cultures.

4.5.3.3.1 Tolerance of ambiguity
Tolerance of ambiguity was originally related to the study of foreign language and
culture by Ruben (1976), who considered ambiguity tolerance to be one of the elements
detrimental to the development of intercultural competence and intercultural adaptation.

227

Similarly to Ruben (1976), Chen (1992) believes that empathy, tolerance of ambiguity
and interaction management are elements that enable “individuals to function effectively
in intercultural settings” (p.64). He parallels Ruben’s definition of ambiguity tolerance,
describing it as ability “to react to new and ambiguous situations with little discomfort”
(Ruben, 1976, p. 341, cited in Chen, 1992, p. 65). In his view, interculturally competent
person with a high tolerance of ambiguity can adjust to the demands of the culturally
unfamiliar situation without “noticeable personal, interpersonal, or group consequences”
(Ruben, 1976, p.352).
Based on the patterns derived from the responses of the participants from the low
sub-groups, it can be concluded that the participants of this sub-group were moderately
frustrated when faced with rules and protocols unknown to them. At times, participants’
responses even appeared hostile toward the unfamiliar environment and the individuals
present in the situation. It can be speculated in some cases respondents resorted to the
behavioral protocols frequently used to resolve conflicts in C1 (confronting the
‘offender’, asking for clarification and reasons, and speaking one’s mind). These
responses offered a glimpse into a rather negative view of other cultures, and revealed a
high degree of discomfort and suspicion, as well as low tolerance of ambiguity.
Respondent # 1002

I would have left or demanded to know why people are doing this. If it

happened again or they said that they were better than I would
have just left. I would feel angry because they could be doing this
because they think they are better. I would also be upset because
people should be treated with respect. They also fell superior to
him when they are just prejudice. He wants to be respected and
treated as a person.
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Respondent # 2021

If I were Matthews and I was superior to the Vega, the man I was
waiting for, I would have told the secretary how disrespectful it
was and that I was leaving for Vega to call me when he had time.
Then when Vega called me I could express my anger towards how
he has been running his employees and how they are not on time
and do not work hard enough so it is not worth my time.

Responses of the medium sub-group participants revealed a more moderate
ambiguity tolerance among the respondents of the sub-group. Despite the shift, however,
the majority of responders continued to react with a high degree of nervousness and mild
frustration to ambiguous situations that unfolded before them. Only a few members of the
medium sub-group seemed to adapt to these environments with reasonable speed and
resilience.

Respondent # 3003

I would be rather bothered if I were Mr Matthews as well. It seems
that time management is a common problem among professionals.
If the atmosphere were a relaxed environment over all, I think I
would have slipped more into the leniency, but if I were on a
schedule I would definitely have felt like I wanted to keep to it.

Respondent # 2020

I would feel quite angry if the wait lasted too long. Especially if it
cost me money elsewhere by taking away work time. If Vega had a
valid reason for me waiting then I would feel better.

Respondent # 2018

I could have felt uncomfortable, but you just have to check
yourself.....before you wreck yourself. But really, other cultures
ask different things and you just have to answer what you want or
not. If someone gets short answers they may stop or that’s all the
info you give them all the time. It is a personal choice how much
you tell someone.

The examination of the data revealed that although generally, some nervousness
and frustration could still be detected in the responses of high sub-group participants,
they also reflected a higher degree of flexibility and ability to promptly adapt to the
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situation. At the same time, responses of these participants did not exhibit personal
expression of mistrust or hostility toward other cultures and their representatives. The
responders reflected more critically on customs and traditions of C1 as well as C2 and
attempted to draw parallels between the two cultures by making numerous inferences.
Without having a lot of culture-specific knowledge about the cultures presented in the
critical incidents, participants of the high sub-group were able to relate to persons present
in the situation as well as reconcile their conduct. Most importantly, the responders of
this sub-group reacted and interacted while being in a more neutrally emotional state.
Based on the definitions provided by Chen (1992), participants of this sub-group can be
considered to have high tolerance of ambiguity for they perceive new situations as a
challenge and adapt quickly to the demands of changing environments.

Respondent # 1016

I would feel frustrated. I would also probably feel somewhat angry
that I rushed to get there on time. At the same time, I would try to
consider the fact that not all the world runs on the same clock. I
would still however, feel like my time was not being valued enough
for my liking.

Respondent # 2009

Like I said I might feel put off, if the supervisor's attitude or
interest seemed unnatural. But I don’t think I'd feel that way if the
supervisor seemed genuine and sincere with the questions. I feel
like that would be most people’s response in their head they'd
analyze the why does he/she want to know side of the situation
before making a judgment. I think Teresita was just trying to get to
know her new employee. I think that in America there are social
rules that stop people who work together, especially at different
ranks from becoming friends. I think in other countries those
societal rules don’t exist. I honestly doubt there was anything but
sincerity in the supervisor Teresita asking Sylvia what was new in
her life and other such questions.
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Based on the patterns that emerged from responses discussed above, it can be
concluded that participants that began the study with a higher level of intercultural
sensitivity tended to be reasonably tolerant of the ambiguous. As observed by Brown
(2000), individuals with a higher degree of ambiguity tolerance can not only accept
values, norms and ideologies that contradict their own, but also entertain and internalize
conflicting structures of knowledge. When compared to the responses of the low and
medium sub-group, the majority of the high sub-group respondents demonstrated a
general inclination to tolerate and accept ideas contradictory to their understanding of the
world and their belief system. By recognizing the possibility of a culturally different
‘world order’, the participants of the high sub-group revealed an ability to “see every
proposition fit into an acceptable place in their cognitive organization” (Brown, 2000, p.
120).
At the same time, respondents of low and medium sub-groups reacted to culturally
ambiguous incidents in a less emotionally stable manner. While some suggested face-toface confrontations, others exhibited heightened nervousness, frustration and even
intolerance of the confusing situations and conduct of the persons involved. Generally
speaking, respondents tended to reject ideas culturally incongruent to their own. It can be
assumed that lack of familiarity with private and public C2 procedures only further
increased participants’ levels of uncertainty and nervousness, thereby, negatively
impacting their views of target culture (Furnham and Bochner, 1982). As stated by Mikes
(1966), high levels of uncertainty and low levels of ambiguity tolerance (observed
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predominantly in respondents of low and medium sub-groups) considerably exacerbate
cross-cultural misunderstandings and difficulty relating to others.

4.5.3.3.2. Confidence to take appropriate risks
Risk-taking is often considered detrimental to learning of second language and
becoming familiar with a target culture. Brown (2000) claims that in order to achieve
success in C2 and L2 learning, language learners must act on a hunch and often gamble,
taking the risk of being wrong (p. 149). It can be taken a step further by suggesting that
the development of intercultural competence cannot be achieved without moderate risktaking. Brown (2000) is convinced that practicing moderation and sensitivity in each
specific situation is also of great significance. Rubin (1994) notes that to ensure
successful intercultural communication, guesses that learners make must be willing and
accurate. Brown’s (2000) believes that “a learner might be too bold in blurring out
meaningless [verbal] garbage that no one can quite understand, while success lies in an
optimum point where calculated guesses are ventured” (p. 150).
The trends in the responses of low, medium and high sub-groups tended to express
a very cautious approach toward potentially complex interculturally situations. Many of
the respondents took none or very guarded risks and attempted to resolve
misunderstandings by referring to their ‘default’ (C1 appropriate), highly ethnocentric
actions. The respondents often explained their guarded views and actions by the desire to
seem polite and respectful of others. It appeared, however, that due to participants’ lack
of familiarity with a foreign culture, culturally appropriate behaviors and procedures (i.e.
low levels of intercultural sensitivity), lead the participants of these two sub-groups to act
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in a cautious and reluctant manner and not risk ‘being wrong’ or looking foolish. As
claimed by Antal and Friedman (2008), this reluctance to try ‘new ways of seeing and
doing things’ can be explained by the fact that “when people encounter different ways of
perceiving and acting, as often happens in intercultural situations, they tend to regard
these alternatives as strange, inappropriate, or even stupid” (p. 365).

Respondent # 1014

If I were Mr. Matthews, I would feel very agitated. I would have
probably asked the secretary a few more times regarding Vega's
location. I would feel somewhat angered and impatient, especially
if my appointment were for something serious. I hope I do not
encounter such a situation in my life too many times.

Respondent # 2006

If I was Mr. Mathews I would have don’t the same thing he had
done. I would have expressed that I have been waiting for a while.
I would not have pushed the issue much further than that because I
would not want Vega to become mad.

Respondent #1021

I would have waited and probably double-check with the secretary
that I have gotten the appointment time right. However, I would
not bother her more than once. Since it had already happened
before that supervisors usually arrive late, it seems like a norm in
Peru. Hence I would just have to wait.

The analysis of the data revealed that the respondents of all participating subgroups (low, medium, high) did not demonstrate a performance differential with regard to
risk-taking. Respondents of all levels of intercultural sensitivity acted cautiously when
dealing with unfamiliar factors presented to them in the intercultural interaction. Risks
that were taken by the respondents were minimal; responses often tended to reflect
timidity and concern over personal image.
It can be speculated that respondents did not show greater desire to take risks
concerned about negative consequences inside and outside of language classroom.
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Although many often feel inhibited by these negative consequences (fear of receiving a
bad grade or failing an exam, fear of looking ridiculous, of alienation, and/or of identity
loss), in intercultural interactions risk-taking is necessary (p. 80). Dufeu (1994) proclaims
that language classroom can become a possible antidote to the fears of taking risks and
making linguistic and cultural inferences. In the classroom, instructors and language
learners can create a “climate of acceptance that will stimulate self-confidence, and
encourage participants to experiment […], allowing themselves to take risks without
feeling embarrassed” (p. 150).
Additional factors that may potentially impact individual’s desire to take risks
must be considered. Personality traits, such as extroversion/introversion and selfconfidence as well as individual’s threshold for tolerating embarrassment play a
significant role in determining the level of one’s social inhibitions. At the same time,
gender difference in study participants must also be acknowledged. As studies by Byrnes,
Miller and Schafer (1999) reveal, greater risk taking in males than in females. In addition,
interpersonal power usually determined by gender and felt and defined by Mast (2010) as
“the power differences and their manifestations among two or more social interaction
partners” may also impact one’s individual inhibition (p. 3). As confirmed by Anderson
and Galinsky (2006) high-power individuals are more likely to take risks than individuals
with low power. In this study, neither of these factors was considered in analysis and
discussion.
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4.5.3.3.3. Self- esteem and Open-Mindedness
Research reveals that factors of risk-taking and self-esteem are also closely
connected. Brown (2000) terms self-esteem as the most pervasive human behavior and
similarly to Watkins, Biggs, and Regmi (1991), considers it vital to the process of
successful cross-cultural learning and intercultural communication. Self-esteem was
originally defined by Coopersmith (1967), who deemed it to be “ the evaluation which
individuals make and customarily maintain with regards to themselves […] In short, selfesteem is a personal judgment of worthiness that is expressed in the attitudes that
individuals hold towards themselves” (p. 5). Brown (2000) believes that without “some
degree of self-esteem, self-confidence, knowledge of yourself and belief in your own
capabilities […] no successful cognitive or affective activity can be carried out” (p. 145).
An equally important factor closely connected to cross-cultural learning,
communication and adaptability is open-mindedness (Van Oudenhoven, Van der Zee, &
Van Kooten 2001). As observed by Graf (2000), individuals that demonstrate higher
levels of intercultural sensitivity and express respect for cultural differences tend to
maintain an open mind when confronted by the unfamiliar cultural protocols or
conflicting worldviews in intercultural encounters. Shaftel, Shaftel, and Ahluwalia (2007)
believe that “when students learn about and experience another culture, style of life, and
language, they tend to become more open-minded, adaptable, and appreciative of
diversity” (p. 25). Other traits such as emotional resilience, perseverance, flexibility and
willingness to learn can also often be enhanced by international experiences (Kelley &
Meyers 1992).
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Specific tendencies that emerged from the responses examined led to conclude
that study participants with higher levels of intercultural sensitivity (as measured by
DMIS) appeared to be not only more empathetic to others, but also broad-minded and
easygoing. The respondents of the high sub-group tended to approach each of the
incidents with increasingly positive attitude, some even compassionately arguing the
ethnorelative position assumed by individuals (that in the critical incident represented
C2). As the study progressed, respondents began to draw with higher frequency on their
culture-general knowledge and seemed more comfortable making inferences about other
cultures. Gradually, respondents abandoned the ethnocentric position some assumed at
the beginning of the study, approached and interpreted every incident with confidence
and an open mind.
Respondent # 1021

Mr. Vega might be caught up in another meeting, hence is unable
to get away. Alternatively he might just have forgotten about the
time of the meeting, and would arrive late. I get the vibe that the
supervisors in Peru are generally more laid-back and do not pay
attention to being on time. Hence it is likely that he is just taking
his own sweet time to attend to other businesses at hand.

Respondent # 2008

He was most likely unaware that he was upsetting Mr. Matthews
because he is accustomed to being late. This is how he is used to
doing business. I'm sure he had no intension of making Mr.
Matthews mad. It is just the way things are.

Respondent # 2009

If I were Mr. Matthews I would have felt the same way. I may have
not been as rude as him to the secretary. I think that when you are
abroad it is important to adapt to the norms around you; I most
likely would have been late to the meeting because I assumed the
person would not be on time. I would have been frustrated but
reminded myself that things are different when you are abroad.
There are always little things that can upset you but you just have
to role with the punches. I would have been fine because I know
how to adapt. However, I can understand how he feels.
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Respondent # 1016

I would feel perhaps a little violated, but I don't think I'd really
mind. It's a good way to open up to people, divulging things about
yourself. I'd probably try to talk to her and ask her questions too.
Since Sylvia didn't have any friends there yet, she was most likely
just trying to be friendly and make her feel at home. She probably
didn't realize that Sylvia mostly just wanted to focus on her work
and make friends more slowly.

Respondent # 1021

As I've stated I'd try to be understanding that they may have
different cultural practices than me, and have tried to figure them
out in advance. Barring that I might ask someone else who has
been there longer than me that is also from another culture so that
I can see if maybe it's just me.

Respondent # 2019

Because of the incident on the bus, he might have thought the
protagonist was there to pay for all of his needs. Or maybe
because he was invited there, he thought the inviter was going to
pay. After all, it wasn't his idea to go to the cafe. Maybe he thought
time is money sort of thing and, since he took the time out of his
day to spend time with the protagonist; he should be rewarded
with, say, a free meal.

Respondent # 3001

True, I may feel a bit annoyed, but I would put my feelings aside
for a moment and consider the situation around me: I'm in a new
place, I barely know anyone, and things could change quickly
without me knowing about it. If I was Sylvia, I would place as
many things as I can in the best interest for myself, including my
relationship with my supervisor. Just because she can be a bit
annoying, doesn't mean Sylvia has to automatically dismiss her so
quickly.

Responses of the medium sub-group did not reveal any definite tendencies; many
of the participants reportedly maintained an open mind while some did not approach the
intercultural encounter with intent to understand and relate. Respondents who viewed and
interpreted the misunderstanding with a higher degree of skepticism, argued their position
from a position of rigidity, lacking tolerance and empathy. Their responses mirrored a
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high degree of discomfort with the unknown as respondents adhered to their own
personal values and beliefs. Responses also demonstrated mistrust in others and at the
same time, lack of se-lf confidence when dealing with the misunderstandings.

Respondent # 2015

I would feel as if Bob did not trust my word. That he did not think I
was reasonable enough to know that I needed to be at the meeting.
He also doubted my devotion to my job by thinking that I wouldn't
be there just because I was sitting at home watching TV. Mr.
Tanaka does not seem like this kind of person.

Respondent # 2001

I would feel that Teresita is annoying, first off, for asking a bunch
of personal questions at work. I would also think that the question
about 'what do you do after work' is invasive, bordering on creepy,
and that asking if the family 'approves' of her living alone above
worrying about her living halfway across the world is indicative of
her buying into a patriarchal society.

However, the medium sub-group also contained respondents who expressed
higher regard for different perspectives and approached the interaction with an open
mind. In their reflection, respondents projected positive attitude and liking for the
individuals that generally represented contradictory views and ideas. At the same time,
they also demonstrated sufficient perceptual acuity defined as “attentiveness to
interpersonal relations and to verbal and nonverbal behavior [. . .] the context of the
communication [. . .] and communicating accurately”. (Kelley and Meyers, 1992, cited in
Shaftel, Shaftel & Ahluwalia, p. 27). Numerous suggestions how to decode and cope
with norms and values of another culture were put forth. Many tended to agree that
putting aside one’s anger and frustration and refraining for passing immediate judgment
would help individuals better understand and relate to others. Respondents promoted
approaching intercultural encounters with an open mind and unwavering confidence; in
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general, they believed that assuming an ethnorelative perspective may yield better results,
enable successful communication and minimize the anguish of intercutting with the
unfamiliar.
Respondent # 1012

I somewhat disagree with the way he is reacting. He has to realize
that in their culture things aren't so immediate. It tends to be a bit
more laid back, so he should relax. Things will eventually get
done. If I were him I would try and let go of the anger that I was
having towards these people. I would try and realize that I am in
another country, and things are done a bit differently there. I might
even try to talk with my boss or someone who I can discuss my
feelings with and see if there was a way I could understand more.

Respondent # 1010

I believed he behaved that way because it is culture there. You
aren't trying to move 100 miles a minute and things will get done
so why worry. I don't think Mr. Vega was trying to be rude, it just
comes across that way to Mr. Matthews. I don't think Mr. Vega
thinks he was doing anything wrong.

Respondent # 2023

I somewhat disagree with Mr. Matthew's reaction to Senor Vega
making him wait. In America, having to wait 45 minutes after the
time your appointment was scheduled for would be unacceptable,
but Mr. Matthews should take into consideration the fact that he is
in Peru, a foreign country with different social norms. I would try
to put myself in the context of being in a foreign country where
people are not as rushed as we are in the US. I think I would try to
understand why I was waiting for so long, even though I had an
appointment.

In contrast to the medium sub-group, the responses of the low sub-group reflected
a more homogeneous attitude toward other cultures. It can be speculated that the patterns
that came into view through personal reflection revealed a more narrow-minded
standpoint. Responses of the low sub-group participants tended to read as more hesitant,
resentful and at times, even hostile and demonstrated minimal sense of curiosity and
desire to discover more about the perspectives of others. In general, the participants of
this sub-group assumed the more ethnocentric position in their responses, oftentimes
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identifying with the protagonist that exemplified values, behaviors and norms of the host
culture (US American).

Respondent # 1009

I agree with Bob. If the meeting was important and he merely
insisted that Mr. T should be there I could understand why Bob
would be curious as to why Mr. T was upset.

Respondent # 2014

I would have forced Tanaka to talk to me face to face. When I was
talking to him I would explain my frustrations with his attitude.
Then I would resume the project and act like nothing happened. I
would forget about it the next day.

Respondent # 3002

I would have to say that I agree with him. From what I could see
from the incident the people were not being very nice. The people
did not show up when they were supposed to. Being a little late is
okay but an hour late is bad.

Emerging affective patterns discussed above allowed one to conclude that
participants with better developed intercultural sensitivity (as assessed by DMIS) were
more likely to approach intercultural interactions with a sense of adventure, patience,
flexibility, confidence and an open mind. In many instances, they advocated a more
audacious approach to interpreting and interacting with foreign cultures. They welcomed
new destinations and perspectives and embraced the idea of viewing the world through a
culturally different lens. At the same time, low levels of self-confidence and closeminded interpretations of the intercultural incidents reflected in the responses of the low
sub-group corresponded to their minimal levels of intercultural sensitivity measured at
the beginning of the study by DMIS. Respondents of the low sub-group approached
intercultural interactions with a great amount of mistrust and hesitation and tended to not
ally themselves with the foreign culture or its representatives. Such negative outlook on
foreign cultures was also observed in the medium sub-group responses. Respondents who
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held this point of view appeared vulnerable, hesitant, and unwilling to participate in these
experiences for their reflections were often limited in length and scope. Some of the
respondents of the medium sub-group, however, articulated a clear desire to consider the
perspective taken by representatives of other cultures. They were receptive to the
prospect to re-evaluate their existing assumptions and at times, advocated ethnorelative
resolutions to an intercultural misunderstanding.

4.5.3.3.4. Overview of the Affective Dimension
In the section 4.5.3.3., affective components of intercultural competence (selfesteem, tolerance of ambiguity, open-mindedness, and risk-taking) were identified and
discussed. Tendencies observed in the responses confirmed that individuals with higher
levels of intercultural sensitivity (as measured by DMIS) demonstrated higher levels of
flexibility as well as social adaptability. They approached interactions with interest, high
ambiguity tolerance and increasingly positive attitude towards others. At the same time,
individuals with moderate levels of intercultural sensitivity also appeared ambiguity
tolerant, although they often hesitated and reacted with nervousness. Lastly, individuals
with low levels of intercultural sensitivity approached unfamiliar interactions with
caution and at times, expressed great amount of mistrust and hostility.

4.5.3.4. Overview of Tendencies and Patterns
The study investigated whether one’s intercultural sensitivity further facilitates
the development of various constructs of intercultural competence (awareness, attitude,
skills and knowledge). In the section 4.5.3, prevalent cognitive, behavioral and affective
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tendencies of study participants were identified. Prevalent patterns and tendencies of
cognitive (culture-general variables, self-awareness, generalization and worldview),
behavioral (anxiety, stress management skills, empathy and ability to accurately perceive
others) and affective (tolerance of ambiguity, confidence to take appropriate risks, selfesteem and open-mindedness) dimensions were discussed in detail. The written data
revealed that individuals with lower levels of intercultural sensitivity (as assessed by
DMIS) interpreted intercultural interactions from a largely ethnocentric perspective. They
tended to perceive the misunderstandings as simple instances of miscommunication and
did not recognize the role cultural and behavioral views played. Additionally, individuals
with low levels of intercultural sensitivity approached interactions with a limited degree
of empathy, relating and internalizing the struggles of protagonists that represented
values and norms of C1. Throughout the course of the study, they also tended to interact
with representatives of foreign cultures with caution, mistrust and hostility. It can be
speculated that low levels of intercultural sensitivity and awareness allowed the
participants of the low sub-group a very limited view into other cultures, its
representations and representatives.
Although individuals with moderate intercultural sensitivity demonstrated a
higher degree of critical thinking (in comparison to those with lower levels of
intercultural sensitivity), they often failed to acknowledge social and cultural factors that
influenced individual ideas and behaviors. At the same time, they tended to demonstrate
elevated levels of anxiety and annoyance when facing the unfamiliar. As the time
progressed, individuals with moderate levels of intercultural sensitivity showed a slight
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shift in their view of intercultural interactions and began offering viable perspectives and
interpretations of the events and attitudes. They also appeared more ambiguity tolerant
(than individuals with low intercultural sensitivity), although they often hesitated when
making a decision and reacted with nervousness. It can be argued that moderate levels of
intercultural awareness aided individuals in recognizing intercultural encounters as
culturally complex occurrences. At this stage of intercultural sensitivity, individuals
began developing adaptive capacity and changing their perspectives to effectively
understand principles of a foreign culture.
Only individuals with high levels of intercultural sensitivity (as measured by
DMIS) demonstrated heightened awareness of cultural differences and their influences.
They were also aware of their own culturally imposed biases and prejudices. Tendencies
observed in the responses confirmed that individuals with higher levels of intercultural
sensitivity were able to handle encounters with foreign cultures well and demonstrated
lower levels of anxiety when facing the uncertain. They also demonstrated higher levels
of flexibility as well as social adaptability and approached interactions with interest, high
ambiguity tolerance and increasingly positive attitude towards others. It can be concluded
that individuals with high levels of intercultural sensitivity demonstrated a higher degree
of relational competence with people from different cultures (Taylor, 1994). They tended
to resolve complicated conflicts by actively taking the position of their counterparts from
different cultures (Huang et al, 2003).
The analysis of the written data confirmed the original supposition that
participants who began the study with higher levels of intercultural sensitivity (as
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measured by DMIS) demonstrated greater understanding of intercultural interactions and
advance in their intercultural skills and abilities when compared to participants with
lower levels of intercultural sensitivity. Throughout the course of the study, participants
with a higher degree of cultural (C1) and intercultural (C1-C2) sensitivity displayed a
more informed understanding of foreign cultures, surmounting participants with lower
levels of intercultural sensitivity cognitively, behaviorally and affectively.

4.5.4. Results of the Investigation of Group Effect
The study investigated whether elevated levels of intercultural sensitivity further
promote the development of various constructs of intercultural competence (awareness,
attitude, skills and knowledge). It was hypothesized that participants who began the study
with higher levels of intercultural sensitivity (as measured by DMIS) would demonstrate
a greater understanding of intercultural interactions and advance in their intercultural
skills and abilities when compared to participants with lower levels of intercultural
sensitivity.
Additionally, it was anticipated that by engaging in cultural learning via
experiential activities the development of intercultural competence would be better
facilitated. It was assumed that experiential activities with a focus of cultural discovery
would aid participants in attaining greater familiarity with the idea of interculturality.
More specifically, study participants who participated in a series of cultural mini-lessons
with the focus on self-exploration (in this study, Group II) were expected to make greater
strides in their intercultural knowledge, skills and attitudes. It was expected that a more
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notable shift in attitude and perspective would be observed in responses of Group II.
Such a shift would attest to the fact that experiential activities positively impact the
development of intercultural competence. Assuming that all of the participants of Group
III were involved in a similar language and culture learning process as Group I, i.e. with a
conventional L2 textbook, a reckonable change in their cognitive, behavioral and
affective measures was not anticipated.
Quantitative analysis revealed that participants of Group I transitioned through the
stages of developmental model of intercultural sensitivity statistically differently than
participants of Group II (statistical analysis for Group III was not conducted due to its
small size). Written responses that were collected from all of the participants on the
biweekly basis were rated and analyzed by using a repeated measures ANOVA (4.3. 3.)
The analysis of variance showed a significant main effect for the change in stages
of intercultural sensitivity throughout the course of the study, F (3,120) = 4.89, p = .003.
The main effects for the type of teaching (group) were also significant, F (1, 40) = 18.42,
p<.001. The main effects for the variable of level (low, medium, high) were negligible
and statistically non-significant, F<1. Significant main effect for group allowed one to
conclude that the manner of presenting cultural information significantly impacts
individual development of intercultural sensitivity. In 4.5.4.1, 4.5.4.2 and 4.5.4.3
participants’ responses are examined closer; emerging patterns of similarities and
differences are identified. Numerous prevalent tendencies that set Group I, Group II and
Group II apart from each other are discussed in detail.
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4.5.4.1. Results of the Investigation of Participants’ Critical Reflections: Group I
Throughout the course of the study participants of all three groups began to
consider culture, its norms and differences as factors that potentially affected the
communication (although to varying degree). Evidence to support this claim can found in
the discourse analysis that demonstrated this progression. Study participants’ evoked the
term ‘culture’ four (4) times in their discussion of the first critical incident, while
mentioning it 33 times in their last cultural reflection. Responses for critical incidents
two, three and four contained the word ‘culture’ 22, 22, and 24 times respectably. It can
be argued that in general, the study participants began to increasingly look to culture for
clues and even generalize, while moving away from oversimplified readings of
protagonists’ behavior. More significant to observe is the fact that although study
participants of Group I gave culture(s) more consideration, they did so very infrequently
(in comparison to Group II). Group III participants mentioned culture on two occasions.
In Group I responses for critical incidents two, three and four the word ‘culture’ appeared
6 (out of 22), 2 (out of 22), and 4 (out of 24) times respectably. In the last critical
reflection, Group I participants evoked the word culture 14 times (out of 33 total).

4.5.4.1.1. Recognition of Cultural Differences
It was observed that even though Group I participants did occasionally recognize
the fact that cultural differences formed the basis for misunderstandings, neither their
outlook not their attitude toward the situation was noticeably impacted by that
recognition. Such a tendency may suggest a certain degree of superficiality in
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participants’ approach and readings of the cultural incidents. Although the participants
may have realized that in other cultures people behave in accordance with their cultural
norms, the participants remained attached to their ethnocentric standpoint. In their
responses, participants of Group I did not abandon their own culture-bound world view,
and continuously acted in accordance with their own cultural norms. It can be argued that
simply recognizing a cultural difference does not necessarily trigger a more culturally
appropriate reaction. The following textual examples evidence this tendency:

Respondent # 1014

He behaved that way because he is obviously not a native. If he
was from the country, originally, he probably could have showed
up late and there wouldn't be a problem. He obviously has his own
preconceptions of how others should behave and it is frustrating
when they don't fit. (I probably would have left. It is generally rude
to say you are going to meet someone and then not show up. Also, I
would not insult anybody but just simply leave).

Respondent # 1017

I somewhat disagree with Sylvia and her reaction. I was quick to
say "disagree" however one must take into consideration that she
is in a new environment and not used to the sort of customs and
behaviors of the people. Sylvia should, however, realize that this is
an opportunity to see a different culture and maybe consider that
her boss' overtly friendly attitude might just be a reflection of her
cultural upbringing and is typical for a Filipino If I were Sylvia, I
would have kindly told Teresita that at the moment, I was busy (if I
truly were) and then slowly ease back into the personal questions.
Being abroad, especially for an extended time, requires you to step
out of your comfort zone. If Teresita were truly bothering me, I
would tell her honestly that I was uncomfortable telling her so
much right away and that I would share things with her as time
progressed. If it started to interfere with my work, however, then I
may feel a bit annoyed. I wouldn't hold back how I felt though,
because doing so only keeps the action from occurring.
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Respondent # 1010

It may be customary for someone in different countries to be
forward. It is frightening to us because we learn that similar
behaviors to that are not normal. He wanted to show his signs of
affection in a different way than the woman was used to. However,
she was not prepared for this so she handled the situation rather
poorly. I may have handled the night at the cafe similarly, simply
ignoring some of the signs. If the man had showed up to my place
of work however, I would have talked with him right away, saying
that I did not feel comfortable with him yet, and would appreciate
some space. If he showed up at my door step, I would have again
been very serious in my speech with him.

Respondent # 1016

I would feel like the Afgani was taking advantage of me. The fact
that I paid for lunch is not really big deal but I would feel hurt that
he did not seem to appreciate it or realize that I had gone out of
my way to be nice. I would take into account that he was in a new
country and did not know the customs and culture. But also, a
simple thank you is something that goes across cultures in my
opinion.

Respondent # 1002

I would have talked and asked him for coffee too. But I would have
told the bus driver that he doesn't understand things about money.
Of course I would have given him a nickel just to help out. But I
think at the cafe I would try to help him understand how to pay for
things better. I would feel sorry for him because he is struggling to
get things right. I would be a little concerned that he might think I
will pay for everything. I would feel hopeful that he might learn
how to pay for things. I would feel happy because I talked to him
even though no else seem to.

Respondent # 1007

I would feel annoyed because the person did not even say thank
you. I also would be frustrated to because I would expect the
person to pay me back or at least buy me coffee next time we went
out. I also would not want to go out with the Afghani again
because I probably would have to pay for him again. I think the
Afghani person behaved that way because he was unaware of the
US customs and things you do here. Obviously in Afghanistan
people do not go out for coffee and take busses everywhere. So he
acted th3 way he did because all the things he was doing are new
to him.
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Respondent # 1015

I would feel a little used. The guy got a free meal and bus fare. I
would understand if he had said something, and offered to pay me
back. However, to not even receive a thank you in return for the
landed money is unacceptable. I really don't know. Maybe in his
culture when you are invited somewhere, you don't have to pay.
However, if he had been in America for any amount of time, I
would have thought that he would have figured that out. It's very
strange to me.

Brown (2000) argued that individuals must not only recognize but also understand
differing worldviews to adopt an open-minded attitude towards intercultural differences.
The danger he points out lays in maintenance of a close-minded view of such differences,
which would only amplify oversimplifications and ‘blanket assumptions’ generally made
by Group I participants (Brown, 2000, p. 179).

4.5.4.1.2 The Concept of Power Distance
Ethnocentric worldview was also closely connected with participants’
understanding of the concept of power distance, a cultural dimension that handles
equality and its perceptions by the members of a particular society/culture. As elaborated
by Hofstede and Hofstede (2006), power distance frequently deals with the dynamics of
professional relationships between employers and employees; it is “the extent to which
the less powerful members of institutions and organizations within a country expect and
accept that power is distributed unequally” (p. 46).
Group I participants tended to approach and interpret cultural incidents from the
small-power-distance perspective (US American), as their responses reflected the
internalized understanding of the relationship. Hofstede and Hofstede (2006) claim that
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for those who construe the relationship between bosses and subordinates from the smallpower-distance perspective (like for example, the US Americans or Germans), the
dynamic between bosses and subordinates does not appear exceedingly rigid and nonnegotiable. On the contrary, “subordinates and superiors consider each other as
existentially equal; the hierarchical system is just an inequality of roles, established for
convenience, and roles may be changed so that someone who is today is […] subordinate
may tomorrow be […] boss” (Hofstede & Hofstede, 2006, p. 56). In their search for a
fitting resolution, Group I participants expressed a strong desire to have more control
over the situation. At the same time, they tended to speak their mind, confront and even
attempt to negotiate their position with their supervisor. This approach to a culturally
complex situation exposed a lack of intercultural awareness and only further strengthened
their ethnocentric worldview.
Respondent # 1017

I would have felt awkward and wanted my boss to go away first off
the questions that the boss asked were inappropriate at best. I
would have much rather them tell me what I did wrong then leave
so I can fix whatever it was that I did wrong. My personal
business is just that personal, now if this were a non-work setting I
think I would be more willing to be more open about my personal
life.

Respondent # 1008

I think I would have spoken up and at least asked Theresita about
her inquiries. It is not necessary for your boss to know personal
details about your life to my way of thinking, and I would feel it
important to ascertain the nature of her questions. Because I'm not
overly familiar with the customs of that area I would have given a
measured response.

Respondent # 1002

I would be frustrated, upset, and a little disrespected. It's not right
that Vega should let him wait forty-five minutes. When an
appointment is made, it should be kept. I would have found a way
to make sure that never happened again with Vega.
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4.5.4.2. Results of the Investigation of Participants’ Critical Reflections: Group II
Close examination of written reflections provided by Group II participants
revealed an increasing recognition of the effect one’s culture has on his/her behaviors and
ideas. Throughout the course of the study, language learners evolved in experiential
activities began to progressively ponder cultural differences and specifics while looking
for an explanation for personal conduct. In the instances, when Group II participants did
not have sufficient culture-specific knowledge and could not generalize accurately, they
took risks and made effective inferences. Although they often approached intercultural
interactions with caution, their attempt to give behaviors a more meaningful cultural
context was largely significant. At the same time, their realizations of cultural differences
compelled Group II to alter their behavior and act in a more culturally appropriate
manner. This tendency might suggest that by exploring their own cultural identity
through experiential lessons Group II participants began to move away from perceiving
reality solely through their own cultural patterns. They no longer considered differing
perceptions as oversimplified or simply wrong. Another noteworthy tendency must be
observed: Group II participants of all sub-groups made equal strides to understand the
positions of others and their worldview.

Respondent # 2018

Teresita might have grown up in a culture where becoming
friendly with coworkers is more important than professional
conduct. It's also possible that Teresita has never met an American
before and is curious about what she does in her spare time.
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Respondent # 2023

I think she was just trying to be nice. She may have grown up in a
culture where it was acceptable to always ask about personal
things.

Respondent # 2004

I think Teresita behaved this way because she wasn't used to such
behavior in a work-environment. Maybe at her American office,
the employees had less of a casual relationship with one another
and their personal lives were not discussed. Perhaps she was
simply thrown off by a new culture and its customs. Every person
adapts differently.

Respondent # 2014

I think that Teresita behaved this way because In the Philippines it
may be different and it should be realized that it’s a cultural aspect
to ask personal questions. It may in fact be a language barrier
where Teresita does not know too much English and she only
knows how to ask personal questions. I do not believe that
Teresita was meaning to be hurtful or weird.

Respondent # 2019

If you were Sylvia, what would you have done in this situation?
Not been as much of a jerk. Sure the questions are a little personal,
but you'll never be able to establish any sort of relationship with
someone by asking how the weather is outside. I would answer the
questions and be nice about it while still maintaining my
professional demeanor. Sylvia will never get anywhere if she
doesn't form a relationship with those around her. How would you
feel, if you were Sylvia? I would feel like my supervisor was just
making sure I was doing okay. I'd feel somewhat more included
and welcomed into this new country. I would feel like my
supervisor was really looking out for me and making sure that I
had a friend. I would feel like Teresita was trying to get to know
me. She wanted to make Sylvia feel welcome in this foreign
country. I think it's rather nice of her.

Respondent # 2007

If I was the protagonist I would have paid to avoid an awkward
moment. I would also have brought up to the foreigner that he
should carry a little extra money from now on in case of situations
like these. The Afghan guy might be poor and not have money. The
guy might not carry money with him because of his culture. I
would just let him know everything is not free here. I think the
afghan behaved this way because of his culture. They may not
carry money on themselves where he is from. It might also be his
culture that the person who invited him has to pay. The Afghan
man might also be broke.
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Respondent # 2013

I think the afghan acted this was because he had been invited to a
meal. In his culture, it is most likely the custom for a person to pay
for their guests’ meal when they invite them to lunch. In America
some of this has gone by the wayside and people are less apt to pay
for a person’s meal, but this courtesy is exercised in America as
well.

Respondent # 2009

The Afgani probably was trying to figure out how our culture and
society work by observing. Maybe he though, since the protagonist
paid for the bus that that was the way things are done here. He
seemed timid and unsure so he was probably trying to fit in and
not to insult the people around him in some way. I know that when
I moved to the states the way that I learned was by observing the
people and the social cues around me to see how others behaved.

4.5.4.2.1. Awareness of self as a cultural being
As the study progressed, responses of Group II participants reflected their
improved awareness of cultural differences (4.5.4.2.1). At the same time, written
reflections also revealed a heighted awareness of self. In their search for a potential
culturally fitting resolution to a misunderstanding, Group II participants recognized
cultural biases that could skew their views and interpretations of the events. In addition,
they tended to acknowledge their limited apprehension of culture- specific and culturegeneral variables. Such a lack of knowledge was generally considered by the study
participants to be a hindrance that prevented one from accurately interpreting the events
and reacting appropriately. Most significantly, Group II participants appeared to more
recurrently address the impact of culture as a collective identity (Brown, 2000).
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In their discussion of the impact one’s collective and individual cultures might
have respondents echoed Larson and Smalley’s (1972) view of culture as our ‘blueprint’
that
guides the behavior of people […] It governs our behavior in groups, makes us
sensitive to matter of status, and helps us know what others expect of us and what
will happen if we do not live up to their expectations. Culture us to know how far
we can go as individuals and what our responsibility is to the group (Larson and
Smalley, 1972, p. 39 cited Brown, 2000, p.176)

Examples of this pattern are presented below:
Respondent # 2017

I do not completely disagree because I think it is good to interact
with others whether they are from another cultural background or
not. I disagree with the protagonist's reactions to the individual.
Although his reactions may have been different he is still an
individual that you are trying to meet. Sometimes that entails
bumps in the road and learning new culture, or maybe the
individual was socially awkward. I cannot say as I have no
experience with "Afghan guys". I probably would have approached
and started some small chat, but I wouldn't have gone out for
coffee. Typically I save the coffee meeting for another time when I
truly feel comfortable with an individual after all coffee is a divine
experience. If I was posed with having to pay for the tab and bus
fare then I would have done it I am sure. I tend to be socially
awkward with new people personally. Hopefully I would've felt
good for meeting a new individual. I would've been happy to pay a
nickel for bus fare, and really I do not mind buying food for
somebody especially if it is someone that I am trying to establish a
friendship with. The protagonist seemed to be very confused and a
little irked at the whole situation and I can see it from their
perspective, but that is not mine. I really have no prior experience
with Afghani individuals so I could not tell you if it was a cultural
expectation or not. There is always the option that the individual
was not used to any (Afghani or other) social interaction. Further
there is the option that he was just going for the free meal.
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Respondent # 2002

It felt as if the Afgahn was unaccustomed to the culture. For my
mother, who is from Panama, I know she had a hard time when
coming to the United States, because when people asked you
somewhere they were expected to pay. Granted, this may have
been because it was in the sixties, but I can understand the
confusion. Also, it seems evident that the Afghan is just
inexperienced with the whole situation, and the protagonist makes
no effort to "teach" him the way it goes. Not lecture or anything,
but explain that usually when people go out this and that. The
protagonist expects the Afghan to know. Anyway, I don't see
anything wrong with the way the Afghan acted.

Respondent # 2008

I think I would have spoken up and at least asked Theresita about
her inquiries. It is not necessary for your boss to know personal
details about your life to my way of thinking, and I would feel it
important to ascertain the nature of her questions. Because I'm not
overly familiar with the customs of that area I would have given a
measured response.

It can be argued that experiential activities that explored participants’ cultural
norms and values, ideas and biases allowed the participants to develop an awareness of
their cultural differences. As a result, the responses provided by Group II participants
reflected a high degree of meta-awareness of “their own culture and their own culturally
conditioned perception” (Robinson-Stuart & Nocon, 1996).

4.5.4.3. Results of the Investigation of Participants’ Critical Reflections: Group III

Close examination of critical reflections provided by Group III participants
revealed an unexpected tendency. It appeared that cultural differences were recognized
by the respondents only on two occasions throughout the course of the study. They
frequently focused on the professional or the personal dimension of the situation at hand,
fully ignoring the intercultural component. It was observed that the intercultural
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dimension was largely unacknowledged by Group III participants. It can be argued that
neither of the three dimensions (cognitive, behavioral, and affective) of intercultural
competence was sufficiently developed in Group III participants to allow them a more
broadened view into the complexity of the intercultural interaction. According to Lazar
(2007), intercultural awareness process implies not only “perceiving the similarities and
differences in other cultures but also recognizing the givens of the native culture” (p.8).
Thus, due to their inadequate development of intercultural awareness, Group III
participants also appeared inept to realize and understand their own culturally
conditioned patterns of thinking and behaving.

There really aren't enough details provided to answer confidently.
A lot depends on how far in the future the meeting was scheduled
(I'm assuming the evening of the discussion, but it's not very
strongly implied), how many people were supposed to attend, etc.
Off the top of my head, I might have asked when Tanaka would be
available and tried to reschedule the meeting, asked if there was
another time when he and I could sit down together to go over the
points from the meeting, asked one of the other attendees to brief
him the next day, or just dropped him from the task force if he
couldn't make it. I also wouldn't have scheduled a meeting outside
of normal business hours without an especially good reason
I would be rather bothered if I were Mr Matthews as well. It seems
that time management is a common problem among professionals.
If the atmosphere were a relaxed environment over all, I think I
would have slipped more into the leniency, but if I were on a
schedule I would definitely have felt like I wanted to keep to it. In a
working environment it would bother me if there are scheduled
appointments and meeting that go excessively over time.
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There are far too many possibilities; perhaps he doesn't have much
experience with this sort of thing. Maybe he really did fall in love
at first sight. Maybe he had some sense of entitlement. Maybe the
protagonist wasn't as genuinely cold as she was trying for; the first
night's conversation at the door sounds like it should have been
much shorter than it was. I suppose my best guess would be
somewhere between desperation and inexperience, from the sound
of it. Beyond that, giving gifts is a common way to curry affection;
and it's certainly easy to understand hurt and anger if one is
destroyed.

4.5.4.4. Summary Participants’ Critical Reflections Across Groups
Our collective and individual cultures are a compass that guides and helps us
navigate through the messages and meanings conveyed by others. And although in recent
past forces of globalization enabled us to learn more about world cultures, there is still a
tendency to downplay the impact cultures have on individuals, their views and behaviors.
At the same time, when the forces of culture are recognized, many are inclined to
consider their own culture universal and believe that their own understanding of reality is
the correct one. As a result, one’s perceptions and interpretations may become highly
subjective; “what appears […] accurate and objective perception of an individual, a
custom, an idea, might be ‘jaded’ or ‘stilted’ in the view of someone from another
culture” (Brown, 2000, p 177). Such ethnocentric interpretations oftentimes not only
lead to breaks in communication and notable misunderstandings but also increase social
and cultural distance between members of different cultures.
Such perceptions became evident upon examination of the written data for
Group I. In an overwhelming majority the study participants approached five distinct
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intercultural interactions from a largely ethnocentric perspective. In general, Group I
participants failed to willfully recognize and acknowledge the role cultures played in
shaping their own views and behaviors and that of others. In rare instances, when
participants became aware of cultural differences and their influence on the interaction,
they attempted to make sense of these behaviors by defaulting back to their own cultural
constructs. The data revealed that Group I participants tended to interpret events and
behaviors and draw conclusions solely based on the own culture-bound world view. It
appeared that even though Group I participants were moderately aware of the different
cultural norms and behaviors, their behavioral and affective dimensions were not
impacted. Group III participants were largely unaware of the intercultural dimension and
in their reflections did not address the impact one’s own culture patterns have on his
behavior and thinking. Due to the fact that participants of Group III were involved in a
similar language and culture learning process as Group I, i.e. with a conventional L2
textbook, a reckonable change in their cognitive, behavioral and affective measures was
not observed. Group I and Group III participants who did not participate in the
experiential learning failed to demonstrate a sufficiently heightened awareness and
understanding of cultural differences.
The qualitative data analysis allowed one to conclude that by engaging in cultural
learning via experiential activities the development of intercultural competence in Group
II participants appeared to be better facilitated. The experiential activities with a focus of
cultural discovery allowed Group II participants to attain greater familiarity with the idea
of interculturality and become more reflective on roles of cultures (C1 and C2s) on
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behavior and thinking. Towards the end of the study Group II participants demonstrated
an ability to move beyond ethnocentric worldviews and learn to appreciate other cultures.
They also reportedly developed a more culturally appropriate behavior in native as well
as target culture and managed to relate appropriately in a variety of cross-cultural
contexts (Bennett and Bennett, 2002).

4.6. CHAPTER SUMMARY
In this chapter, the quantitative and the qualitative results were reported and
discussed. The results were obtained from three distinct data sets: a) the intercultural
sensitivity self-assessment questionnaire, b) critical incident biweekly responses coded
with DMIS, and c) the background questionnaire. The statistical analyses of the
intercultural questionnaire revealed that the manner of presenting cultural content during
class time impacts the measures of intercultural sensitivity and competence. At the same
time, analyses of the data collected with the background questionnaire confirmed a
significant correlation between mobility and the affective measure of intercultural
competence and between cultural expertise and the cognitive dimension. Participants’
levels of intercultural sensitivity measured with the help of DMIS at the onset of the
study did not seem to have a statistically measurable impact on their further development
of intercultural sensitivity. Qualitative data analysis, however, revealed tendencies and
patterns of interpreting intercultural interactions that could be interpreted as specific to
each level (low, medium, high) of intercultural sensitivity.
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CHAPTER 5: SUMMARIZING DISCUSSION AND CONCLUSION
5.1. INVESTIGATION SUMMARY
The dissertation investigated the impact of numerous factors (the manner of
presenting and processing of cultural content, individual measures of intercultural
sensitivity, high mobility and participants’ intercultural experience overseas) on the
measures of intercultural competence observed in students enrolled in two sections of
German 201 and one section of Russian 201. A number of data analysis methods were
used in the study. Quantitative data were collected with ISSAQ and the background
questionnaire and assessed by utilizing a series of repeated measures ANOVAs and
Pearson’s correlation tests. The three distinct data sets were a) a intercultural sensitivity
self-assessment questionnaire, b) a background questionnaire, and c) biweekly critical
reflections. Qualitative data were obtained through critical reflections on biweekly
prompts (same as c). The data obtained were then used to ascertain whether the factors
(the manner of presenting and processing of cultural content, individual levels of
intercultural sensitivity, mobility and cultural expertise and experience) can have a
statistically measurable impact on the self-reported cognitive, behavioral and affective
measures of intercultural competence.
The intercultural sensitivity self-assessment questionnaire, designed by the
researcher (Appendix B) assessed whether cognitive, behavioral and affective measures
of intercultural sensitivity in language learners changed after their exposure to
methodologically distinct, culturally themed lessons. Statistical analyses that were
performed throughout the course of the study revealed that the manner of presenting
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cultural content during class time influenced the measures of intercultural competence.
Based on the measured positive impact of presenting cultural content via experiential
activities on participants’ behavioral and affective measures, it can be concluded that the
development of intercultural competence can indeed be facilitated in the formal language
learning environment. The issue of how well experiential activities can actually facilitate
the development (of cognitive, behavioral and affective measures) of intercultural
competence in different stages of language learning would need to be expanded upon in
future research.
The second data set collected through critical reactions and reflections upon a
critical incident was analyzed and quantified by using Bennett’s developmental model of
intercultural sensitivity. The biweekly critical reflections tested whether individuals’
already heightened levels of intercultural sensitivity promote their ability to accurately
perceive others and further the development of intercultural competence, identified by
Hammer, Bennett and Wiseman (2003) as the ability to think and act interculturally. The
statistical analysis revealed that levels of intercultural sensitivity measured at the onset of
the study did not make a statistically significant difference in how the individuals develop
their intercultural understanding throughout the course of the semester. The qualitative
analysis, however, revealed a notably different tendency. Study participants with higher
levels of intercultural sensitivity at the onset of the study tended to process cultural
information and perceive cultural ‘others’ in a more flexible and accurate manner. Upon
closer examination of written responses, numerous tendencies and patterns specific to
each levels of intercultural sensitivity emerged.
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In addition, the second data set was also utilized to determine whether the type of
presentation of cultural content during class time also influences the individual ability to
accurately perceive others and promotes the development intercultural competence.
During the qualitative data analysis, the written data of Groups I, II and III were
compared and the impact was assessed. The data revealed that individuals who were
introduced to culture with the help of activities from a traditional textbook did not make
great gains in the development of intercultural attitudes and skills. The findings showed
that these participants tended to interpret events and behaviors and draw conclusions
largely based on the own culture-bound world view. More specifically, these learners
remained to a high degree unaware of the intercultural dimensions and did not address the
impact one’s own culture patterns may have on his behavior and thinking.
These observations were supported by statistically significant results. Data
analysis led one to conclude that by engaging in cultural learning via experiential
activities the development of intercultural competence in certain study participants was
better facilitated. Towards the end of the study, participants who learned about culture
from experiential activities demonstrated the ability to move beyond ethnocentric
worldviews and learn to appreciate other cultures without expressing annoyance, anxiety
or intolerance. The analysis revealed that higher levels of intercultural sensitivity allowed
individuals to hold a more broadened and culturally appropriate view of intercultural
interactions. Not all of the tendencies, however, could be statistically tested. As a result,
further investigation into the relationship between these factors must be conducted.
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The third data set tested the relationship between individuals’ previous cultural
and cross-cultural experiences (and exposures) and cognitive, behavioral and affective
measures of intercultural competence, assessed at the onset of the study. More
specifically, individuals’ mobility and intercultural expertise (experiences overseas) were
correlated with measures of intercultural sensitivity. At the same time, analyses of the
data collected with the background questionnaire confirmed a significant correlation
between mobility and the affective measure of intercultural competence and between
cultural expertise and the cognitive dimension. The results of the correlation lead to the
conclusion that length of the cultural exposure did not significantly impact participants’
set of intercultural skills. Individual’s intercultural attitudes towards other cultures also
did not positively vary with the length and frequency of intercultural exposures.

5.2. BRIEF DICUSSION OF FINDINGS
Considering the data obtained by the three sets of tests, it can be assumed that the
manner of presenting cultural content played a noteworthy role in the development of
intercultural competence in the formal language learning environment. Although
experiential activities did not improve the measures of participants’ cognitive dimension
(of intercultural competence), it positively impacted their intercultural behaviors and
attitudes. More significantly, the results confirmed researcher’s original supposition that
teaching random cultural content does not lead to intercultural awareness or cultural
acquisitions in the foreign language learners. As the data confirmed, culture cannot be
‘caught’, for solely focusing on the development of performance skills in language
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learners does not sufficiently raise a learner’s intercultural awareness and/or facilitate
cultural understanding.
At the same time, improved measures of Group II study participants pointed to a
significant relationship between the discovery and study of one’s own individual cultural
identity and intercultural competence (its affective and behavioral measures). These
findings supported Hall’s (1959) early estimation that language and culture study offers
greater benefits to the language learners when it emphasizes not just the understanding of
a foreign culture but rather the understating of one’s own. As confirmed by the study, it is
through uncovering and understanding one's own culturally conditioned behavior and
thinking that cross-cultural awareness can be achieved (Damen, 1987). Knutson (2006)
draws an important link between understanding self and relating to others by arguing that
“if students emerge with a sense that culture is here as well as there, if they begin to
recognize the differences that reside within self and home, and can respect rather than
fear the unfamiliar, they will have crossed an important educational threshold” (p.605).
It must be acknowledged that mere exposure to cultural content during class time
does not necessarily imply cultural learning. As demonstrated by the data collected from
the participants with lower levels of intercultural sensitivity, cultural and intercultural
aspects of critical incidents often went unrecognized by these cultural novices. Even
when the participants with lower levels of intercultural sensitivity became aware of the
impact culture may have had on an individual’s behavior, these intercultural novices did
not alter their behavior but instead held on to their original cultural identity by remaining
highly ethnocentric. At the same time, study participants, who began the study with
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higher levels of intercultural sensitivity managed to interpret interactional encounters and
their interactants more accurately and reacted in a more culturally appropriate manner.
Learning about the dimensions of the cultural self and about the cultural “make-up” of
others, whether in L2 or L1, seemed to have allowed them to develop a broadened view
of the world and facilitated the development of a more improved understanding of
intercultural messages and meanings.
Lastly, the role of personal intracultural (within C1) and intercultural (C1 and C2)
experiences must also be recognized. The findings of this study imply that a widely
embraced assumption that cultural and intercultural contact undeniably leads to
competence may be flawed. The data showed that cognitive, behavioral and affective
measures of intercultural competence may not broadened by the individual’s firsthand
experiences with other cultures. The absence of positive correlations between behavioral
and affective measures of intercultural competence and cultural exposure (i.e. time spent
abroad) determines that other factors might also play a role and must be investigated. The
relevance of one’s previous experiences with ‘sub-cultures’ (states, cities, towns, and
communities), i.e. his ‘mobility’ must also be acknowledged. Extensive mobility
(travelling and living in multiple places within the USA) seems to provide individuals
with more opportunities to discover cultural differences (within a national culture) and
become aware of his cultural and social identities in a familiar environment. This
experience might have positively impacted participants’ affective measures, which
significantly correlated with ‘mobility’.
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5.3. LIMITATIONS OF THE STUDY
Considering multiple evasive aspects of the topic explored by this study,
limitations of the dissertation research must be acknowledged. Although the items of the
ISSAQ were carefully phrased, the halo effect22 may have affected the responses of the
participants. While reporting on their views and attitudes towards other cultures, learners
may have wanted to appear more tolerant and understanding. Despite the fact that the
learners were instructed to respond honestly, it is possible that some many have
embellished their actual perceptions of other cultures, their representatives and
representations. The true extent of this effect cannot, however, be determined.
Time constraints might have also played a role in the study. Levy (1995) suggests
that in light of the fact that such sessions are this short (in this case, only 35 minutes
each) and infrequent (in this case, one every three weeks) in nature, they are particularly
‘worthless’ when it comes to changing individuals’ behavior. Future research should
focus on building skills outside of the classroom as well, which can only be achieved
through independently expanding one’s cultural knowledge, experimenting with other
cultures, receiving and providing feedback as well as engaging in reflection and analysis.
Small sample group may have also affected the data analysis. The fact that the
group with Russian participants consisted of only 4 volunteers limited the number of
statistical tests that could be administered. The small statistical power of the group also
influenced the reporting and claims that could be made about its tendencies, preferences
and patterns. For this reason, future studies should address this concern by enlarging the

22

Defined in Chapter 3
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sample group. At the same time, studies of other languages should also be completed.
Although this study attempted to add a multicultural dimension, limited claims can be
made about cross-linguistic tendencies. In addition, it may also be presumed that students
who volunteered to partake in the study were more motivated and interested than an
average language learner. By increasing the number of participants, the researcher may
hope to study a sample that more accurately represents a traditional language learner.

5.4. IMPLICATIONS AND DIRECTIONS FOR FUTURE RESEARCH
The results of this study lead to a determination that finding and implementing the
right solution to the challenge of teaching culture to develop interculturality in
tomorrow’s global citizens will not be simple. However, Byram (2010) proclaims that
although the reappraisal of the language and culture teaching as suggested by present
findings is not an easy option, yielded results will be more complex and satisfying.
Although many often consider learning a foreign language as the first step to
efficient and successful communication between culturally different individuals, simply
speaking another language does not guarantee success in communication with different
cultures. Understanding the silent language such as perception, gestures, colors, meanings
and distance can significantly improve communication (Daniels et al, 2004). When
individuals from different cultures communicate, verbal and nonverbal factors of
communication become vital for a mutual understanding (Beamer, 1992).
In light of conclusions drawn by the study, an argument for a more cohesive and
meaningful cultural curriculum ought to be made. Without a meaningful curriculum that
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provides language learners with real opportunities to actively engage in an intercultural
dialog, the acquisition of cultural content and expansion of learners’ intercultural
frameworks are unlikely. Risager (2007) argues that foreign language teaching can and
must influence and motivate the students to grow their cultural mind, rather than simply
promote linguistic or communicative competence. The process of language and culture
learning should provide language learners with an opportunity to expand their knowledge
of the world, for “language teaching must offer a knowledge of the world that students
can use to develop their personal and cultural identity, via contact with many different
discourses and cultural representations, fictive as well as non-fictive” (p. 205). In
addition, Knutson (2006) believes that factors like global interconnectedness, high social
mobility and cultural diversity nationally and internationally should also be recognized
and reflected by the cultural curricular content.
The curriculum, however, should not simply increase the quantity of cultural
content in the foreign language textbooks, for in this case, more does not mean better.
Instead, the quality of the cultural experience and past encounters should become the
focus of the culture study for both foreign language teachers and learners. Culture
teaching will only become effective and authentic once learners’ and teachers’ cultural
identities and baggage are acknowledged and drawn upon rather than simply discounted.
“Instructors and students alike occupy multiple subject positions, and the L2 or FL
classroom can therefore be conceptualized as a place of cultural intersection, a context in
which to learn about Canadian, French, or other cultural and subcultural
identities“(Knutson, 2006, p. 595). As confirmed by this study, in the type of learning
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environment where cultural identities are brought to light, other cultural notions can
become more relational and less categorical. That can lead to the recognition of self as
culturally determined and facilitate a change in perspective that would allow one to see
others not as cultural objects but rather as cultural subjects (Briere, 1986, p. 204).
Galloway (1999) points out that the recognition of one’s internal diversity and conflict of
the home culture will indubitably promote the development of cross-cultural awareness.
If cultural practices of learners’ own cultural environment are made visible to them, their
awareness of self as a complex cultural subject may preclude them from making
assumptions and over-generalizing other national cultures or subcultures (Crawford and
McLaren, 2003). The interconnectedness of the two notions cannot and should not be
ignored.
By focusing on the cultural diversity of language learners, we as language
instructors may bring it closer to resemble our increasingly complex contemporary life,
where identity is fluid and heterogeneity and multiplicity are its hallmarks (Rodowick,
2002). A more pronounced emphasis on the study of the components of cultural identity
is also suggested, for it might help to develop students’ appreciation of the heterogeneity
of a home and a target culture (Nemni, 1992). Multifacetedness and complexity of the
‘cultural’ self should be acknowledged; this realization may enable language learners to
negotiate and mediate across cultures more effectively. By developing awareness of
themselves as ‘cultural beings’ and reflecting on cultural dimensions of their own cultural
identity, language learners are likely to come to terms with and better understand
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‘cultural others’ and the nature of cultural identity. They may also discern the practices in
their own cultural environment with greater ease (Crawford and McLaren, 2003).
The responsibility to develop a succinct cultural curriculum and more specifically,
decide “what content areas to select, based on some mix of factors including students’
need or desire to know, curricular guidelines, and instructors’ expertise and/or areas of
interest” must now rest on the shoulders of language instructors and program developers
(Knutson, 2006, p. 597). But those in turn should not lament about the complexity of
culture teaching but instead accept the ungraspable nature of culture is “an exercise in
realism and humility” (Knutson, 2006, p. 597). In designing a culture-focused
curriculum, an emphasis should be placed on the development of skills that enable one to
“learn how to ‘learn a culture’ and be attuned to the changes in a target culture and in its
patterns, rather than to ’learn the ‘facts’ and ‘truths’ of the moment” (Damen, 1987, p.
88). Damen (1987) believes that by reducing the focus on the culture-specific content,
additional space and time during class meetings may be allocated for culture-general
issues. Among these issues are awareness of C1 and C2 complexity, the understanding
the nature of culture, and the need for empathy for others (Damen, 1987, p. 262).
Byram (2010) echoes the findings and concerns raised by this study in his
proposal to ultimately select language and culture content that draws on ‘citizenship
education’, “enriching it with attention to intercultural communicative competence and
giving substantial and meaningful content to language lessons” (p. 320).
Intercultural objectives that aim to encourage acquisition of intercultural skills are
often neglected but should instead be given high priority (Castro et al., 2004). To
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improve learners’ intercultural sensitivity, recommendations can also be made for the
curriculum to offer the insights into societal concepts in addition to introducing factual
knowledge (geographical, historical, and social). The format of these lessons should also
invite cross-cultural cooperation and pedagogical innovation. In this learning
environment, language learners might be better recognized for their distinct cultural and
intercultural experiences, self- and life-perspectives and different qualifications. At the
same time, “language subjects can acquire a broader role as subjects that contribute to the
development of students’ identity as world citizens, including their ability to cut across
national boundaries and catch sight of transnational connections” (Risager, 2007, p. 205).
Risager (2007) stresses that insight gained through these lessons is many ways selfreflexive and can allow the students to ponder the dimensions of their own standing in the
global context. So the argument here is made for a more pronounced accent on the
development of reflective and critical thinking on the part of the teachers as well as of the
learners.
Arens (2010) draws on Bourdieu’s (1993) model of cultural learning that portrays
a learner as an individual interacting within a culture, “so that learning culture means
learning the pragmatics of identity formation within the target C2, not just language,
facts, institutions, or objects” (p. 322). The model is based on the assumption that
although the learners (upon completion of their language requirements) may forget
grammar or vocabulary, they will remember cultural notions and aspects of cultural
identity of target culture interactants’. For that reason, we must teach culture not as a set
of cultural facts and events, but rather as a multisystem, with language as just one of its
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components. As Arens (2010) points out, we as foreign language teachers should no
longer have teaching units that focus on the word, sentence or a paragraph, but rather
target individuals’ action and agency within a foreign community. It would include
teaching sociocultural pragmatics to enable the learners to move away from a
monocultural national identity toward a multifaceted ‘hybrid’ identity and to learn how to
construct multiple cultural identities simultaneously. By shifting our focus, we will
instead teach today’s learners to deal with cultural knowledge “within times, places, and
communities, locally […]” (Arens, 2010, p. 322).
A more encompassing curricular change needed to improve the development of
learners’ intercultural competence on a grander scale is unlikely to happen without the
reassessment of foreign language departments’ commitment to offering content courses
in the target language. Scullion (2005) observes that although departments’ devotion to
the idea of linguistic and cultural authenticity may heighten students’ proficiency in the
target language, it creates self-contained departmental cultures. Foreign language
departments are often resistant to the idea of tending to the broader student body for
teaching a course in English may preclude students interested in pursuing language
degrees from partaking in such courses. Scullion (2005) describes this conundrum as a
“language impediment […] that places our need to serve majors, minors, and graduate
students by offering courses in the target language in tension with the possibilities for
growth and greater intellectual presence in the undergraduate and graduate curricula
offered to the much larger Anglophone student body” (p. 133). Such interdisciplinary
courses taught by faculty on foreign subject matters may actually reach a much larger
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portion of the student population than with courses offered in the target language.
Students who otherwise would not be exposed to any information about a foreign society,
its linguistic and cultural practices can be presented with an opportunity to become more
culturally aware of cultural identities of others and as a product, question their own.
In addition to raising student awareness and fostering their interest in other
cultures by introducing a larger portion of the student body to content courses taught by
foreign language department faculty, this type of interdisciplinary teaching and research
may generate larger enrollments detrimental to the survival of many smaller language
departments. Such a shift should not be perceived as the end of a foreign language study
as we know it but instead the importance of faculty sharing their expertise and knowledge
of other cultures with culturally inexperienced students should be recognized. Times have
changed and the universities must evolve as well to better meet the needs and demands of
the students entering a highly competitive, globally connected world. Scullion (2005)
interprets this challenge as a positive development, one that created an institutional
opening; he urges others to see it in a similar light by stating that the faculty members
“[…] in foreign language departments are now able to reach, with greater facility
than ever, beyond the bounds of our disciplines as they are traditionally
constituted; beyond our departments; and, most important, beyond the limits of
our intellects. My hope is that we will find ways to extend our reach in these ways
and, in so doing, work collectively to strengthen our programs and ensure that
they thrive for generations to come” (p. 137).

Cross-disciplinary approach to foreign language instruction may positively affect
the development of intercultural competence in not only college students in general but
also in foreign language learners. The introduction of a larger variety of interdisciplinary
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subjects (like history, philosophy, religion, anthropology and psychology) into foreign
language instruction will likely facilitate “sharing the research results and borrowing the
perspectives and methodology already in place in these disciplinary areas” (Tang, 2006,
p. 90).
In response to the argument that stimulating student interest fosters learning,
modern textbooks have begun to reflect a curricular reform by incorporating themes and
topics relevant to contemporary students. As a result, however, more canonical objectives
of language teaching that facilitate intercultural literacy must not become secondary for
the study of “high culture” still carries legitimacy. Arens (2010) argues that
implementing this change and considering it a new “language and culture” curriculum
only further expands the already existing gap “between lower and upper divisions by
taking one kind of culture for the lower division and another for the majors” (p. 321).
Despite the fact that current textbooks do not succeed in sufficiently addressing
cross-cultural issues, not a replacement but rather supplementation is advocated here
(Appandurai, 1996; Miles, 1997) Unfortunately, the number of available foreign
language textbooks that teach not only the language but also “values, beliefs and
worldviews of the people speaking the language” is still very limited (Tang, 2006, p.90).
Study suggests that in addition to existing (even if flawed) textbooks, interculturality can
be taught with the help of materials on intercultural communication and intertexuality of
cultural identity that offer students various perspectives on intercultural constructs like
“ethnoscapes, technoscapes, mediascapes, ideoscapes, finanscapes, and sacriscapes of the
globalizing world” (Hunsinger, 2006, p.44) Tang (2006) believes that language
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instructors and program developers can bring cultural learning to a more advance level
without having instructors solely rely on language instructional materials, also advocated
by this study. Introduction with authentic texts and materials that address various cultural
aspects “that parallel issues in the U.S. (the role of immigrants and immigration, heath
care policies, unemployment and the economy, the environment, and political party
politics)” may in addition reveal a range of responses specific to each culture (Larkey,
2008).
Although the representation of cultural information in contemporary textbooks
has improved over the years, the quality of cultural content must continue to improve.
Cultural context selected must allow the learners to learn about other cultures and at the
same time, develop a better understanding of culture’s permutation across societies and
its defining power to affect individual and collective behaviors and interactions. Such
changes now seem possible due to the conceptual shift that has taken place in classrooms
nation- and worldwide.
The role of the Internet cannot be understated in our discussion of change in
cultural content representation. Furstenberg (2010) claims that Internet brought “the
outside world right into our students’ homes and into our classrooms and provided
students with direct and equal access to the complex, rich, and multifaceted world of the
target culture via an abundance of texts, images, and videos” (p. 329). This study draws
on recommendations made by other researchers to create opportunities for students in
different parts of the world to exchange opinions on the same cultural notions and
concepts and address cultural specifics and paradoxes via chat or blogs. In an effort to
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improve learners understanding of home and target culture, learners should be
encouraged to discuss culturally pertinent issues and common attitudes towards privacy,
environment, government, unemployment, religion, terrorism, etc. Specific assignments
may also focus on reflections on the notions of collectivity vs individualism, formality vs
informality, explicitness vs implicitness and power distance (Furstenberg, 2010).
However, increased emphasis on cross-cultural content should not lead to the
complete abandonment of goals to develop linguistic competence in foreign language
learners. Frequent travel and more pervasive employment opportunities overseas result in
a steady demand for linguistically competent graduates to travel and work abroad as well
as interact with foreign nations in personal and professional settings on the domestic soil.
As summed up by Hugenberg et al. (1996) graduates who speak foreign languages and
have some international experience are in high demand, for the business nowadays is
conducted “across the borders of one nation which makes the world an economic and
political marketplace as a whole” (Penbek, Yurdakul, & Cerit, 2009, p. 1). Scarino
(2010) urges us to remember that language is integral to any learning experience or
process, for learners depend on a language. In her opinion, “learning involves the
reciprocal interpretation of meaning in and through interaction with people and texts, and
all interpretation is linguistic” (Scarino, 2010, p. 327).
At the same time, we should no longer approach foreign language and culture
teaching in the classroom as teaching in sole preparation for travel abroad that will bring
along those long awaited and ‘truly authentic experiences’. Research conducted by
Kinginger (2008) and Wilkinson (1998) contradicts widely embraced assumptions about
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study abroad as the universal remedy, revealing that access to culture does not necessarily
lead to cross-cultural awareness and knowledge. Furstenberg (2010) argues that mere
physical distance of a traditional foreign language classroom from a target culture does
not make it impossible to foster profound cultural understanding.
Many universities and other higher education institutions put in place numerous
programs to study and work abroad to entice students to attend a given school and learn a
foreign language that they can later utilize. Traditionally, researchers argued that
overseas experiences produce global graduates, for it provides college students with
knowledge and skills necessary to develop intercultural competence and later operate
successfully in the global business world (Deardorff, 2004; Roy, 2006). Present findings,
however, contradict some of these traditional assumptions by revealing an absence of a
positive correlation between the amount of overseas experience (time) and intercultural
awareness.
However, as the forces of globalization gain momentum, higher education
institutions must provide today’s students a university education with international
experiences and intercultural aspects nonetheless (Penbek, Yurdakul, & Cerit, 2009, p.
1). This study suggests that universities shift their focus away from intercultural
experience offered exclusively through study abroad and instead concentrate on
providing students with opportunities for multicultural interactions on university
campuses, which too may draw attention to issues of intercultural communication and
ethnorelativism (Goby, 2007). Through on-campus interactions higher education
institutions will still be able to introduce their students to issues of intercultural
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communication and provide opportunities to tackle challenges of the intercultural
environment.
It has been traditionally assumed that even minimal experience overseas can
magically turn an individual into a cross-culturally competent global citizen as it
promotes understanding and good will of members of different cultures (Brislin, 1981).
This assumption, however, has been challenged by the findings of this study that revealed
no positive correlation between the duration of time spent overseas and affective and/or
behavioral components of cross-cultural competence. Simple exposure to intercultural
encounters does not seem to alter one’s worldview, unless it is facilitated by other factors.
As revealed by research conducted by Torbiorn (1982), and confirmed by present study,
intercultural experiences of students studying abroad who spent more time with their
hosts had more educational value and were more positive overall than of those who
socialized almost exclusively with their fellow nationals.
Traditional teacher-centered study abroad paradigm was based on a core
assumption that US study abroad participants naturally and effortlessly acquire useful
skills and knowledge about a given culture once immersed. As a result, students in the
programs enjoyed a very limited amount of guidance and supervision throughout the
process and have primarily been left to the own devices when learning in and interacting
with and in a foreign culture. Similarly to the magic-carpet-ride theory assumptions,
students were expected to learn through exposure and experience with new and often
very different cultures. However, as was made evident by the research conducted by Berg
(2008) the core belief that students in US study abroad programs learned better when left
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to their own devices while learning a new culture fails to work well in practice, for not all
students are well equipped to function in an unfamiliar environment.
As research reveals, the role of cultural mediators (in our case, foreign language
instructors) should not underestimated; without guidance of foreign language instructors
in decoding and contextualizing cultural and cross-cultural cues foreign language learners
may continue to struggle along. Language teachers are able to not only help language
learners effectively communicate across cultural and linguistic boundaries but also equip
the learners to respond appropriately to the challenges of the world around them.
Kramsch (2006) recommends that today’s teachers perceive their learners not as simple
problem-solvers, but rather as “whole persons with heads, bodies, and minds, with
memories, fantasies, loyalties, identities” (p. 251). Without a doubt, this task is
pedagogically complex and it “requires teachers to be trained in a wide range of methods
and approaches, to keep abreast of effective practices developed elsewhere, and to share
their own ideas and practices with others” (Report Report to the European Commission
Directorate General for Education and Culture, 2002, p. 3).
While a path to cross-cultural awareness is steep for foreign language learners, the
challenge is equally difficult for language instructors. But as present study suggests, it is
one that must be faced. Foreign language teachers must tap into and validate learners’
attitudes and experiences however foreign and new they may be. We as language
instructors must also present our own cultural subjectivity to the learners by “explaining
our personal history of cross-cultural learning experiences and evolving attitudes toward
other cultures” (Knutson, 2006, p. 605).
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Knutson (2006) argues that intercultural training should be valued and recognized
for the humanistic and educational values it brings. Not only does it focus on an
individual’s ability to operate in a target culture, but can also serve as an asset for
learning in the future. As years pass learners may not recall all of the facts about a given
culture, but they will retain “general notions about approaches to culture learning,
categories of cultural behavior, or the nature of language culture relationship” and apply
them when learning about other cultures (p. 599).
Usually the design of cross-cultural training programs that focus on providing
trainees with culture-specific information assumes a positive correlation between
understanding of the target culture and adaptation in that particular culture. Hammer and
Stening (1992), however, argue that such culture-specific, standardized approach to
training may no longer be sufficient. The deficiency of the approach may result from
distinct cultural background factors of the trainees that are inadequately accounted for.
Trainees who have received monocultural socialization and are monolingual shall be
trained in a different manner from those coming from a largely pluralistic and
multilingual society, etc. Culture-general training, on the other hand, would draw on the
already existing cultural and world knowledge of the trainees, better preparing them for
the diversity and multifacedness of the world outside their classroom window.
In order to experience interculturality through intercultural training and exchange
language instructors should be exposed to different teaching cultures (Gu, 2005). Such
experience and exposure may improve instructors’ outlook on the ideas and meanings of
culturally sensitive pedagogy and enhance their own intercultural awareness. Sercu
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(2005) believes that in order for the language instructors to effectively steer their students
toward intercultural communicative competence, they should 1) become linguistically
and pragmatically competent to enhance communication in intercultural contact
situations, 2) learn the impact culture has on communication and mediation between
cultures, 3) learn about cultural differences and attain a positive outlook of other cultures
(cited in Larkey, p. 2, Sercu, 2005, p. 89). Intercultural teacher training may play a
crucial role in bridging the gaps in teachers’ and learners’ perception of a culture. Sercu
(2005) and Castro (2004) consider it highly significant to intercultural teaching.
Teacher trainees should also be presented with opportunities to work closely with
language professionals from other countries, domestically or abroad. Additionally,
teachers should be encouraged to seek opportunities for intercultural contacts and to
further develop existing international networks. Coleman (2006) believes that trainees
must be provided with opportunities to interact with peers from diverse racial and ethnic
background; such opportunities may help them become more interculturally sensitive
through established relationships with nationally, racially and ethnically diverse
individuals.
It has been suggested that shared curricular guidelines for highly diverse inservice teacher training also become more commonplace. At the same time, a greater
cooperation between advisory bodies, education authorities, schools and training
institutions is required. To ensure better results and greater vertical and horizontal
articulations “existing international networks need to be extended to include non-
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university training institutions and teacher associations” (A report to the European
Commission Directorate General for Education and Culture, 2002, p. 3).

5.5. CONCLUSION
Traditional assumption that study abroad alone can positively affect one’s crosscultural understanding, open one’s mind, foster tolerance and facilitate cultural identity
formation may undermine the value of formal FL instruction. The impact formal
language instruction has on a learner should be recognized, for education not only
responds to the changes that are taking place but at the same time, helps “to shape the
pattern of change” (Report to the European Commission Directorate General for
Education and Culture, 2002, p. 5). Byram, (2010) proclaims that the true educational
purpose of foreign language teaching is often lost in the established policies and “suffers
beneath the weight of making language learning efficient and effective for the
instrumental purpose” (p. 318). He further argues that such lack of professional attention
to the issue at hand is gravely shortsighted. Previous research and this study’s findings
point to a dire need to teach language and culture in tandem, within the boundaries of the
educational framework already in place.
Berg’s (2009) research attests to the fact that both oral proficiency and crosscultural understanding of language learners can be sufficiently improved when faculty
and education professionals become involved. Research confirms that although students
learning overseas do improve in their intercultural development, too many of the students
abroad do not learn significantly more than those studying at home institutions. These
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findings support the recommendations put forth by this study – that every intercultural
experience and encounter, home or abroad, must be given cultural context and decoded.
Berg (2009) observes that too many of the students studying abroad fail to develop
interculturally when they are left to their own devices, even when fully ‘immersed’ in a
new culture. These results support the findings of this study but contradict the original
assumption, for they show that simple encounters in a different culture may not prove to
be a sufficient condition for advancing students’ intercultural learning.
Here the argument is made for formal language training and education that remain
critical as they continue to aid individuals in making sense of, functioning and dealing
with cultural differences abundantly present in today’s global village. Expertise and
guidance offered by foreign language instructors in contextualizing the cues of the
foreign environment coupled with C1 identity awareness and relevant L2/C2 knowledge
will undoubtedly help language learners to advance in today’s global work environment.
The role of the language instructor is critical to the process of reflection upon crosscultural issues introduced through culturally meaningful content. According to Bennett
(1993), cultural knowledge or experiences that have not critically reflected upon or
analyzed “may not result in valid knowledge or have educational merit” (Dunkley, 2009,
p. 2). Through reflection and critical analysis on cultural content students acquire
throughout the course of study, they will learn to derive the knowledge needed to make
appropriate observations and correctly interpret the world around them.
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APPENDIX A: STUDENT BACKGROUND QUESTIONNAIRE
APPENDIX A1: Background Questionnaire/Student Version
1.

Name (will not be disclosed to anyone but is needed for matching with other data)

2.

Gender (circle)
Male

Female

3.

Year and Place of Birth

4.

Places of residence (where you’ve resided for longer than 3 months)/Duration of
stay

5.

Town/city where you attended kindergarten

6.

Town/city where you attended elementary school

Year

a) same as number 5
b) if different from number 5
_______________________
7.

Town/city where you attended secondary school
a) same as number 5
b) if different from number 5
_______________________

8.

Foreign countries visited if any
Places
Duration of stay

9.

Location and duration of study abroad/ student exchange (if applies)

10.

In your lifetime, you have (mark all that apply)

11.

a) moved from a small town to a bigger city
b) moved from a big city to a small town
c) moved across a state line
d) moved across country
e) moved abroad
f) moved from oversees to the United States
Native language(s)

Place
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12.

Language (s) spoken natively by parents
a) same as number 11 b) if different from number 11
_________________________

13.

Language(s) spoken natively by spouse (boyfriend/girlfriend)
a) same as number 11 b) if different from number 11
_________________________

14.

Language(s) spoken at school (elementary /secondary school)
a) same as number 11 b) if different from number 11
_________________________

15.

Language(s) spoken at home
a)

same as number 11 b) if different from number 11
_________________________

16.

Foreign language(s) you might speak fluently

17.

Foreign language(s) you can understand

18.

Foreign language(s) you can express yourself in

19.

Foreign language(s) you are learning

20.

Reasons for learning foreign language(s)
a) Family reasons
b) Professional opportunities
c) It’s a requirement

21.

Age at which you started learning each foreign
language you speak/understand/are learning

Language(s)

Year
(s)

22.

Years of formal study of each foreign language

Language(s)

Year (s)
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ID number

APPENDIX A2: Student Background Questionnaire Scores

Social
Mobility

Pre-Test I

Pre-test II

Pre-test III

Post-test I

Post-test II

Post-test III

1002

0

39

43

39

29

40

36

2006

0

42

48

28

37

45

39.3

1017

1

34

41

28.7

29

36

31.3

2005

1

44

36

35

34

41

40.3

1005

2

25

34

30

38

37

38

1011

2

38

45

35.3

45

49

33.3

1014

2

50

56

39.3

0

0

0

2011

2

41

51

40.7

37

52

44.3

2012

2

38

40

39

42

48

51

1006

3

44

46

45

0

0

0

1009

3

41

46

35

28

49

32

1016

3

47

48

41.7

37

47

30.3

1019

3

43

45

43.3

30

44

44

1022

3

47

52

38.3

34

63

30

2002

3

40

37

30.3

0

0

0

2004

3

46

47

35.3

28

50

47

2008

3

41

49

39

37

52

35.3

2009

3

42

37

38.3

36

41

44.3

1003

4

38

47

32.3

45

34

36.3

1007

4

42

50

37.7

30

51

28.7

1013

4

40

42

36.7

38

40

31

1018

4

42

47

37.7

34

45

33.7

2001

4

38

39

36

35

40

51

2007

4

31

42

34.3

39

41

34.3

2010

4

34

42

29.7

45

42

41.7

2019

4

37

36

36.7

35

44

45

1001

5

51

56

43

43

48

35

1008

5

35

46

30.7

0

0

0

1012

6

44

39

43.3

0

0

0

1020

6

43

33

42.7

0

0

0

2003

6

37

33

28.7

0

0

0

2013

6

44

47

37.7

38

46

44

2014

6

38

45

36.3

30

45

41

2015

6

40

51

35.7

28

51

51.3

1015

8

40

54

38.3

41

47

38.3

1021

8

44

44

36

44

36

34
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1004

9

46

43

40

41

42

28

2018

9

42

46

38

0

0

0

1010

10

47

42

41.3

28

38

32.7

2016

12

52

41

31.3

34

45

29

2017

12

49

50

40.3

35

47

50.3
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APPENDIX A3: Statistical Analysis/ Correlation Test

Mobility (Cognitive, Behavioral and Affective
Measures)
Mean
mobility
pre_mind

Std. Deviation

N

4.2800

2.77775

50

43.9800

5.49764

50
mobility

mobility

Pearson Correlation

pre_mind
1

Sig. (2-tailed)

.773

Sum of Squares and Crossproducts
Covariance

378.500

31.300

7.724

.639

N
pre_mind

.042

50

50

Pearson Correlation

.042

1

Sig. (2-tailed)

.773

Sum of Squares and Crossproducts

31.300

1480.980

.639

30.224

50

50

Covariance
N

Mean

Std. Deviation

N

mobility

4.2800

2.77775

50

pre_skills

44.1800

5.50580

50
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mobility
mobility

Pearson Correlation

pre_skills
1

Sig. (2-tailed)

.946

Sum of Squares and Crossproducts

378.500

7.300

7.724

.149

50

50

.010

1

Covariance
N
pre_skills

Pearson Correlation
Sig. (2-tailed)

.946

Sum of Squares and Crossproducts
Covariance

7.300

1485.380

.149

30.314

50

50

N
Mean
mobility
pre_heart

Std. Deviation

N

4.2800

2.77775

50

41.3580

5.27265

50
mobility

mobility

Pearson Correlation

pre_heart
1

Sum of Squares and Crossproducts
Covariance
N
Pearson Correlation
Sig. (2-tailed)
Sum of Squares and Crossproducts
Covariance
N

.349*
.013

Sig. (2-tailed)

pre_heart

.010

378.080

250.188

7.716

5.106

50

50

*

1

.349

.013
250.188

1362.242

5.106

27.801

50

50
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APPENDIX B: INTERCULTURAL SENSITIVITY
QUESTIONNAIRE
APPENDIX B1: ISSAQ questionnaire
Section 2: Understanding Culture
Please, circle the most appropriate statement. If you have not experienced a given scenario in
real life, imagine how you would react in a hypothetical situation.
Answer Scale:
1
Completely Disagree 2
Disagree
3
Partially Disagree
4
Partially Agree
5
Agree
6
Completely Agree
1.

When in an unfamiliar environment I tend to form friendships quickly.
completely disagree

2.

4

5

6 completely agree

1

2

3

4

5

6 completely agree

1

2

3

4

5

6 completely agree

I feel I understand many German traditions and customs.
completely disagree

5.

3

If I lived in Japan and spoke Japanese, I would act more like a Japanese person.
completely disagree

4.

2

I am good at problem-solving under pressure or/and in an unfamiliar setting.
completely disagree

3.

1

1

2

3

4

5

6 completely agree

4

5

6 completely agree

I know which city is the capital of Germany.
completely disagree

1

2

3

6. firmly I firmly believe my life experiences shape who I am.
completely disagree
7.

1

2

3

4

5

6 completely agree

I often look up information about German culture on the internet.
For school
completely disagree
completely agree
For recreation
For personal interest

1

2

3

4

5

6

1
1

2
2

3
3

4
4

5
5

6
6
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8.

When I learn about others and their ways of life, I do and have compared it with my
own (way of life).
completely disagree

9.

10.

1

2

3

4

5

6 completely agree

I am confident that I could interact in another culture drastically different than my
own.
completely disagree
1
2
3
4
5
6 completely agree
I tend to surround myself by people with values and beliefs similar to my own.

completely disagree
1
2
3
4
5
6 completely agree
Answer the following questions to the best of your ability. If you have not experienced a given
scenario in real life, imagine how you would react in a hypothetical situation.
Answer Scale:
1
Not well at all
4
Pretty Well

11.

Minimally
Very Well

3
6

Somewhat
Extremely Well

When struggling to learn something new, how well do you cope with slow progress?
not well at all

12.

2
5

1

2

3

4

5

6

extremely well

How would you assess your curiosity of a foreign culture vs your own culture?
1) find my culture to be most interesting
2) more interested in exploring aspects of my own culture than of others’
3) somewhat interested in other cultures and how they compare to my own
4) equally interested in exploring all cultures (foreign and my own)
5) more interested in other cultures than my own
6) much rather study foreign culture than my own

13.

How well do you understand the issues of contemporary Germany?
not well at all

14.

2

3

4

5

6

extremely well

How well do you believe you could adapt to cultural norms different than your own?
not well at all

15/16.

1

1

2

3

4

5

6

extremely well

How well do you know and understand your own cultural heritage (your father’s
side)?
not well at all

1

2

3

4

5

6

extremely well
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How well do you know and understand your own cultural heritage (your mother’s
side)?

17.

not well at all
1
2
3
4
5
6
extremely well
How well do you manage stress in an unfamiliar situation?
not well at all

1

2

3

4

5

6

extremely well

18.

How well can you form relationships with people who hold different political views?

19.

not well at all
1
2
3
4
5
6
extremely well
When listening to others speak a foreign language you’ve learned or are learning,
how well can you comprehend the information based solely on listening?

20.

not well at all
1
2
3
4
5
6
extremely well
How well can you usually identify with situation and feelings?
not well at all

1

2

3

4

5

6

extremely well

Select the most appropriate answer to the remaining questions. If you have not experienced a
given scenario in real life, imagine how you would react in a hypothetical situation.
21.

When I find myself in an unfamiliar environment, I
1)
2)
3)
4)
5)
6)

22.

When in an foreign (unfamiliar) environment, I feel I can
1)
2)
3)
4)
5)
6)

23.

feel overwhelmed, unable to function
struggle to cope
feel uneasy but try to deal with the situation
obtain the necessary results with some misunderstandings
deal with situation with ease
feel calm and confident

not obtain any necessary information and fully rely on help of others
get only the information crucial to my survival
struggle but find my way around if needed
get the necessary information
navigate pretty well
obtain all info needed with ease

When unsure how to pay my restaurant bill in a different country, I would
1) speak English and act as I do at home
2) take a guess about what might be appropriate and act
3) look it up in my travel guide
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4) observe how others are accomplishing the task
5) ask another patron for help
6) ask the waitress for help
24.

25.

When there is no clear indication of which way to go (applicable to any hypothetical
situation), I tend to
2) feel very frustrated
2) feel slightly frustrated
3) may get frustrated
4) feel certain I can figure it out with the help of others
5) feel certain I can figure it out by watching others
6) feel certain I can figure it out on my own
When I encounter a person with a different set of values and beliefs, I would
1) openly voice my disagreement
2) not say anything but still disagree
3) acknowledge his/her perspective but stay true to my convictions
4) attempt to see things from their perspective
5) show curiosity to learn more about his/her perspective
6) eagerly embrace his/her perspective even if it differs from my own

26.

When interacting with a person from another culture who spoke English, I feel I could
convey my ideas
1) not without some help
2) without help but with great difficulty
3) without help but with some difficulty
4) sufficiently and without any help
5) rather well and without any help
6) without any problems

27.

A friend of yours is visiting one of the Arabic nations and is unsure whether she
should wear a heard scarf. She is not Muslim. You recommend:
1) she should never wear a head scarf since she is not a part of this culture
2) she should not wear it most of the time
3)she should not wear it unless she is in a formal/religious setting
4) she should carry a head scarf and wear it if asked even if it conflicts with her
personal beliefs
5) she should wear it always when she is in public
6) she should wear a head scarf at all times during her stay
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28.

My sense of self is shaped by (circle all that apply)
1) my friends
2) the language (s) I speak
3) family traditions
4) my home town
5) my parents
6) American customs

29.

When working on a group project, I often
1) consider my way of doing things to be most effective
2) consider my way of doing things to be more effective than others’
3) consider my way of doing things to likely be more effective
4)consider other people’s way of doing things to be sometimes effective
5) consider other people’s way of doing things to be more effective than my own
6) consider other people’s way of doing things to be most effective

30.

Most cultures consist of (circle all that apply)
1) beliefs
2) political figures
3) values
4) pop-culture
5) traditions
6) artists and entertainers
7)technology
8) media
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3

3

4

3

5

5

4

3
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5

2

4

4

4

6

4

5
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4

4

4

4

3

1

1

4
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6
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3
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5

1
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6

6

4

5

1

6

4

3
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5

6

6

4.3

5

1

6

4.7
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3
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1

1
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1
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4
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4

2

2
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6

2

5
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1

1
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2

2

1

2
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4

4

2
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4

1
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3

5
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6
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6
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3

4

4
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4

2

4
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4
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3

5

25
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5

5

5

5

4

5
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3

3

3

4

43
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32
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Affective Measures, Pre-Test, Group I
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APPENDIX B3: Statistical Analysis Outcomes

Between-Subjects Factors
Value Label
group

N

1.00

group 1

22

2.00

group 2

24

3.00

group 3

4

Descriptive Statistics
group
pre_mind

post_mind

Mean

Std. Deviation

N

group 1

41.8182

5.77875

22

group 2

40.9583

5.08604

24

group 3

43.7500

2.50000

4

Total

41.5600

5.23785

50

group 1

35.0909

6.39873

22

group 2

37.1250

5.18621

24

group 3

30.5000

4.50925

4

Total

35.7000

5.89794

50

Tests of Within-Subjects Effects
Type III Sum of
Squares

Source
CC

CC * group

Error(CC)

df

Mean Square

F

Sig.

Sphericity Assumed

840.862

1

840.862

26.186

.000

Greenhouse-Geisser

840.862

1.000

840.862

26.186

.000

Huynh-Feldt

840.862

1.000

840.862

26.186

.000

Lower-bound

840.862

1.000

840.862

26.186

.000

Sphericity Assumed

166.787

2

83.393

2.597

.085

Greenhouse-Geisser

166.787

2.000

83.393

2.597

.085

Huynh-Feldt

166.787

2.000

83.393

2.597

.085

Lower-bound

166.787

2.000

83.393

2.597

.085

Sphericity Assumed

1509.223

47

32.111

Greenhouse-Geisser

1509.223

47.000

32.111

Huynh-Feldt

1509.223

47.000

32.111

Lower-bound

1509.223

47.000

32.111
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APPENDIX C: CRITICAL INCIDENT GUIDELINES, SCENARIOS
AND ASSESSMENT
APPENDIX C1: Critical Incident 1
Critical Incident 1: Please, read the following critical incident and answer the questions below.
Try to be as honest as possible. Remember, you will not be graded on the content and opinion
but rather on task completion.
Incident Prepared by: Brigham Young University, language and Intercultural Research Center, Communication
Learning Aid

Bob was in charge of a task force at work. He wanted to organize others who would assist him.
He visited with each one to see if they could attend an orientation meeting after work. Mr.
Tanaka seemed reluctant and mentioned he wasn't sure if he could make it or not.
"Now, Mr. Tanaka, this is very important. Will you be at the meeting?? Bob asked.
Tanaka smiled and said he would come if he could.
"Come, Tanaka," Bob persisted. "You are a bachelor and surely you can spare a few
minutes. What are you doing after work that's so important?"
Tanaka was silent.
"Don’t tell me you can't change your plans. This is really important," Bob continued. " You’ll
be there, won't you?"
Tanaka came to the meeting all right, but Bob noticed that thereafter he avoided him and
arranged to deliver any messaged through intermediaries. Bob
was confused. "I wonder why Tanaka keeps avoiding me," he thought. "He is holding up his end
of the project all right, but I wonder what rubbed him the wrong way?"
Questions: Make sure to write MINIMUM 4 sentences for each of the following questions.
I To what extent do you agree or disagree with Bob?
1 Strongly disagree
2 Disagree
3 Somewhat disagree
4 Somewhat agree
5 Agree
6 Strongly agree
II

If you were Bob, what would you have done in this situation?

III

How would you feel, if you were Mr. Tanaka?

IV

Why do you think Tanaka reacted that way?
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APPENDIX C2: Critical Incident Coded (Critical Incident 5/Group 1)
Critical incident 5/Group 1
Questions

1

2

3

4

Sum

1001

0

0

0

0

1002

1

1

1

1

4

1003

4

2

2

3

11

1004

4

1

1

1

7

1005

1

1

1

1

4

1006

1

2

3

1

7

1007

1

1

1

2

5

1008

6

3

3

3

15

1009

1

1

1

1

4

1010

1

1

1

1

4

1011

3

3

3

3

12

1012

0

0

0

0

0

1013

3

1

1

1

6

1014

4

2

3

2

11

1015

2

1

1

1

5

1016

3

1

2

2

8

1017

0

0

0

0

0

1018

5

3

3

4

15

1019

3

5

1

1

10

1020

1

0

4

0

5

1021

1

2

2

2

7

1022

2

2

0

0

4

1023

1

1

3

1

6

1024

1

2

3

3

9

APPENDIX C3: Critical Incident Statistical
Analysis (Group 1)
Between-Subjects Factors
Value Label
group

1.00

low

2.00

medium

3.00

high

N
4
12
8
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Descriptive Statistics
group
incident2

low
medium

incident3

incident4

incident5

Mean

Std. Deviation

N

9.0000

3.55903

4

6.5833

2.42930

12

high

10.2500

2.54951

8

Total

8.2083

3.06423

24

low

11.2500

5.31507

4

medium

9.8333

2.94906

12

high

9.5000

3.16228

8

Total

9.9583

3.35545

24

low

9.0000

2.16025

4

medium

8.6667

2.38683

12

high

7.7500

1.75255

8

Total

8.4167

2.12473

24

low

9.7500

1.70783

4

medium

10.8333

2.55248

12

high

11.3750

3.62284

8

Total

10.8333

2.79233

24

Tests of Within-Subjects Effects
Type III Sum of
Squares

Source
crit_incident

crit_incident * group

Error(crit_incident)

df

Mean Square

F

Sphericity Assumed

71.798

3

23.933

3.199

Greenhouse-Geisser

71.798

2.474

29.024

3.199

Huynh-Feldt

71.798

3.000

23.933

3.199

Lower-bound

71.798

1.000

71.798

3.199

Sphericity Assumed

75.281

6

12.547

1.677

Greenhouse-Geisser

75.281

4.948

15.216

1.677

Huynh-Feldt

75.281

6.000

12.547

1.677

Lower-bound

75.281

2.000

37.641

1.677

Sphericity Assumed

471.344

63

7.482

Greenhouse-Geisser

471.344

51.949

9.073

Huynh-Feldt

471.344

63.000

7.482

Lower-bound

471.344

21.000

22.445
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Estimated Marginal Means
1. Grand Mean
95% Confidence Interval
Mean

Std. Error

9.483

Lower Bound

.346

Upper Bound

8.762

10.203

2. group
Estimates
95% Confidence Interval
group

Mean

low
medium
high

9.750
8.979
9.719

Std. Error

Lower Bound

.768
.443
.543

Upper Bound

8.154
8.058
8.590

11.346
9.901
10.847

Pairwise Comparisons

Mean Difference
(I-J)

95% Confidence Interval for
a
Difference

(J) group

low

medium

.771

.886

1.000

-1.535

3.076

high

.031

.940

1.000

-2.414

2.477

low

-.771

.886

1.000

-3.076

1.535

high

-.740

.701

.910

-2.562

1.083

low

-.031

.940

1.000

-2.477

2.414

.740

.701

.910

-1.083

2.562

medium
high

medium

Std. Error

Based on estimated marginal means
a. Adjustment for multiple comparisons: Bonferroni.

Sig.

a

(I) group

Lower Bound

Upper Bound
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Univariate Tests

Sum of Squares
Contrast
Error

df

Mean Square

3.378
49.487

2
21

F

1.689
2.357

Sig.
.717

Partial Eta
Squared

.500

The F tests the effect of group. This test is based on the linearly independent pair wise comparisons
among the estimated marginal means.

3. crit_incident
Estimates
95% Confidence Interval

crit_inci
dent

Mean

1
2
3
4

Std. Error

8.611
10.194
8.472
10.653

Lower Bound

.600
.779
.488
.646

Upper Bound

7.363
8.574
7.458
9.309

9.859
11.815
9.487
11.997

Pairwise Comparisons
(I)
(J)
crit_inci crit_inci Mean Difference
dent
dent
(I-J)
1

2

3

4

2

-1.583

Std. Error

Sig.

a

1.012

.796

3

.139

.729

1.000

4

-2.042

1.011

.339

1

1.583

1.012

.796

3

1.722

.638

.081

4

-.458

.957

1.000

1

-.139

.729

1.000

2

-1.722

.638

.081

4

-2.181

.819

.087

1

2.042

1.011

.339

2

.458

.957

1.000

3

2.181

.819

.087

Based on estimated marginal means
a. Adjustment for multiple comparisons: Bonferroni.

.064
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Pairwise Comparisons

(I)
(J)
crit_inci crit_inci
dent
dent
1

2

3

4

95% Confidence Interval for
a
Difference
Lower Bound

Upper Bound

2

-4.531

1.364

3

-1.983

2.261

4

-4.987

.904

1

-1.364

4.531

3

-.136

3.581

4

-3.246

2.329

1

-2.261

1.983

2

-3.581

.136

4

-4.564

.203

1

-.904

4.987

2

-2.329

3.246

3

-.203

4.564

4. group * crit_incident
95% Confidence Interval

group

crit_inci
dent

low

1

9.000

1.329

6.236

11.764

2

11.250

1.727

7.659

14.841

3

9.000

1.081

6.752

11.248

4

9.750

1.432

6.772

12.728

1

6.583

.767

4.987

8.179

2

9.833

.997

7.760

11.906

3

8.667

.624

7.369

9.965

4

10.833

.827

9.114

12.553

1

10.250

.940

8.295

12.205

2

9.500

1.221

6.961

12.039

3

7.750

.764

6.160

9.340

4

11.375

1.013

9.269

13.481

medium

high

Mean

Std. Error

Lower Bound

Upper Bound
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APPENDIX D: LESSON PLANS AND HANDOUT SAMPLES
APPENDIX D1: Lesson Plans for Cultural Mini-Lessons (Groups I and II)
LESSON PLAN (GROUP I)
Study Session Two
Lesson adapted from Tschirner, E., Nikolai, B., & T. Terrell (2008) Kontakte: A Communicative Approach.

Time

Activity

Training Point

15 min
Brainstorm in groups favorite
travel destinations for Americans
of different ages/generations
Brainstorming
Collect responses; write
answers on the board and
speculate about the reasons
for such choices
15 min

Groups of two discuss the
questions (Kontakte, 340);
report/ record responses

Comparing and Contrasting

5-10 min

Examine the table of favorite
destinations for Germans;
speculate about the reasons
for such choices.

Reflection and discussion

10-15 min

Written Reflection
Critical Incident 2
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LESSON PLAN (GROUP II)
Study Session Two
(activity adapted from Kohls, R. (1981) Developing Intercultural Awareness. The Society for Intercultural
Education, Training and Research: Washington, DC)

______________________________________________________________________________
Time
Activity
Training Point
Handout
______________________________________________________________________________
30 min

Stereotypes of Americans
held by foreigners
•

15-20 min

Brainstorm stereotypes
commonly held of Americans
by foreigners

Attention-getting
Brainstorming

•

Introduce list of stereotypes

•

How many are true?
Deserved?

•

How many are positive points?

•

What are the sources of such stereotypes?

Written Reflection
Critical Incident 2

Making aware of actions which
are destructive and should be
avoided
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APPENDIX D2: Cultural mini-lesson plans (Groups 1 and 2)
Handout (Lesson 2/Group 1)

Reiseziele
•

Welche Länder oder Städte sind für Sie persönlich beliebte Reiseziele? Warum?
________________________________________________________________________
________________________________________________________________________

•

Was mögen die Touristen an Ihrem Land besonderes? Wohin fahren sie (die Touristen)
am liebsten?
________________________________________________________________________
________________________________________________________________________

•

Welche Andenken (Souvenirs) bringen sie mit nach Hause? Spekulieren Sie!
________________________________________________________________________
________________________________________________________________________

•

Welche sind beliebte Urlaubsländer für Ihre Landsleute? Warum?
________________________________________________________________________
________________________________________________________________________

Schauen Sie sich die Grafik an (Kontakte, Seite 340).
1) Wo machen Deutsche am liebsten Urlaub?
________________________________________________________________________
________________________________________________________________________
2) Was macht Spanien, Italien, und Österreich attraktiv für Urlauber?
a.
b.
c.
d.
e.

Man spricht dort Deutsch
Man kann mit dem Auto hinfahren.
Es ist warm und die Sonne scheint.
Das Essen schmeckt sehr gut.
Der Urlaub ist relative preisgünstig.
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Handout (Lesson 2/Group 2)
Most Common Stereotypes of Americans Held by Foreigners
o
o
o
o
o
o
o
o
o
o
o
o
o
o
o
o
o
o

Outgoing, friendly, informal
Loud, Rude, Boastful, Immature
Hard working
Extravagant
Wasteful
Think they have all answers
Not class conscious
Casual
Disrespectful of authority
Racially prejudiced
Ethnocentric
Wealthy
Generous
Hippie-like
Constantly in a hurry
Embrace violence
Overindulge (eating/drinking)
Superficial

Discuss a few stereotypes that you consider most positive/negative.
_________________________________
_________________________________
_________________________________
_________________________________
What is the source of such stereotypes?
_________________________________
_________________________________
_________________________________
Make a list of stereotypes of Germans commonly held by Americans.
____________________________________
_____________________________________
_____________________________________
_____________________________________
_____________________________________
What is the source of such stereotypes?
_________________________________
_________________________________
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