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ABSTRACT 

Umida Hikmatilla 

INTERCULTURAL PEDAGOGY IN LESS COMMONLY TAUGHT LANGUAGE 

CLASSROOMS: TEACHER PERCEPTIONS AND PRACTICES 

The main goal of this in-depth case study is to explore perceptions of less commonly 

taught language (LCTL) instructors regarding intercultural communication competence (ICC) 

and how these perceptions shape their intercultural teaching practices. The findings demonstrate 

that intercultural approaches to teaching foreign languages differ across LCTL instructors. It 

describes how they infuse intercultural communication goals into their curriculums. Systematic 

investigation of foreign language teacher perceptions and practices for intercultural 

communication is critical as teacher perceptions profoundly influence their teaching practices 

and design choices (Byram & Risager, 1999; Sercu, 2005; Young & Sachdev, 2011). Therefore, 

it is essential to learn more about the LCTL instructors' perceptions, practices, and 

transformational experiences to infuse intercultural communication goals into their curriculum 

and teaching practices.  

Using a descriptive case study approach, I investigated how LCTL instructors' 

perceptions of culture and intercultural communicative competence guide their intercultural 

communication practices and highlighted their challenges in promoting ICC. Nine LCTL 

instructors were selected as the study participants. The primary data includes semi-structured 

interviews. The secondary data consists of observation notes and documents such as syllabuses, 

lesson plans, or activity descriptions. Data were analyzed using reflective thematic analysis 

methods. The following five themes were generated after analyzing data: 

1. Conceptualizing culture and intercultural communicative competence. 
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2. Reflections on critical stance and teacher roles. 

3. Creative ways of co-constructing meaning in different spaces. 

4. Perceived obstacles with designing and facilitating intercultural communication. 

5. Reported needs of LCTL instructors for promoting intercultural communication. 

This study highlights LCTL instructors' perceived understanding of intercultural communication, 

describes LCTL instructors' innovative solutions for promoting intercultural communication in 

foreign language classrooms, and addresses reported challenges in LCTL classrooms. 

Keywords: less commonly taught languages, intercultural pedagogy, intercultural 

communicative competence, and critical-cultural awareness. 
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Chapter 1. Introduction 

The goal of foreign language instruction is not only to provide linguistic competence but 

also to prepare learners for successful communication, to discuss values, behaviors, and 

perspectives of self and others with people comfortably, and to reflect on intercultural 

encounters. Language instructors play a crucial role in creating and cultivating such an 

environment. Therefore, I will use the intercultural pedagogy framework for data analysis and 

discussion in this study. The intercultural pedagogy framework was developed because of the 

need for consistent use of terminology in reflecting on intercultural perspectives in the context of 

language education and its broader scope and inclusiveness. 

Intercultural pedagogy focuses on creating a healthy community and leading diverse 

learners with a specific goal, where culture serves as “a resource and force for change” (Sorrells, 

2020b, p. 44). As Kohn (2018) proposes, the role of the instructor in the language classroom is to 

enable learners to build their social-constructivist language repertoire, develop their 

understanding of reality, and reflect on their foreign language communication success. 

Intercultural pedagogy covers teaching content, the learning environment, the process, 

and teacher identity in foreign language teaching and learning. The learning environment is 

created by using cultural knowledge through the promotion of information processing, 

relationship building, and getting connected to learners “to create a safe space for learning” 

(Hammond, 2015, p. 15). 

Intercultural communicative competence (ICC), a popular and widely debated term, is an 

objective of foreign language education. In this study, I used the term ICC in my research 

questions for the following reasons: 1) ICC is introduced to foreign language teachers as a goal 

of language education. 2) ICC is part of the intercultural pedagogy framework. 3) Language 
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learning is a requirement for ICC. 4) I am examining how LCTL instructors conceptualize and 

practice ICC. I define ICC in the context of foreign language education as co-creating authentic, 

inclusive, and meaningful learning environments and opportunities for successful (verbal and 

non-verbal) communication, critical reflection, and valuing different cultural meanings among 

individuals with diverse backgrounds and experiences. In such learning environments, the co-

construction of learning occurs through meaning-making, establishing positive relationships, and 

promoting inclusive experiences for everyone in the language classroom and beyond. I am aware 

of the complexity and criticism of the term; however, my goal is to discover the meaning of the 

term used by less commonly taught language educators and its implications for foreign language 

education. The intercultural pedagogy framework in this study will highlight the following main 

topics: 

● critical stance (self-awareness, critical-cultural awareness, awareness of diversity) 

● knowledge (linguistic, cultural, methodological, theoretical, and political) 

● attitudes (caring, empathetic, and reflective: reflections on critical stance and values, 

reflections on self-identity, reflections on intercultural sensitivity) 

● skills (facilitation, interpreting, discovery, problem-solving, and social interaction).  

ICC revolves around the strategies employed by LCTL teachers in preparing learners for 

successful communication, facilitating the understanding and explanation of values, behaviors, 

and perspectives of both self and others and promoting reflective engagement with intercultural 

experiences. In addition, the terms culture and intercultural communicative competence are used 

interchangeably in many cases by language instructors. The cultural component of the ACTFL 

standards (5 C’s) is familiar to many. However, the Intercultural Can-Do Statements (2017) are 

too new for language educators.  
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Less Commonly Taught Languages (LCTLs) are critical to U.S. national security, and 

LCTL programs depend on federal support. The term “critical” means a shortage of skilled 

professionals in high demand but not enough repositories. The majority of LCTL classes are 

small and have low enrollment issues. The term LCTL has a political connotation and includes 

all languages other than English, French, German, and Spanish. LCTL instructors are generally 

native speakers of their respective languages and have received formal training in different 

cultural and educational systems. However, because their classrooms are diverse, they still need 

special training (Saydee, 2016). A limited number of culturally rich instructional materials 

aligned with national standards (ACTFL, 2015) constitutes a significant obstacle for LCTL 

instructors. Lack of community resources and cultural distance makes LCTL instructors more 

accountable for introducing culture in a context, using authentic materials, facilitating 

intercultural activities, and dealing with diversity. According to many studies, LCTL learners are 

highly motivated to learn languages and are interested in culture (Brown, 2009; Godwin-Jones, 

2013b; Lee et al., 2005; Magnan et al., 2014b; Murphy et al., 2009; Thompson & Schneider, 

2012). Teachers and students are aware of the LCTL context because of the political status of 

these languages in their institutions and nationwide. Their vulnerability stems from the fact that 

the sustainability of programs and the continued existence of these languages are contingent on 

federal funding. 

This study will help advance the understanding of intercultural pedagogy, identify LCTL 

instructors’ conceptualization of culture and ICC, how they integrate ICC in LCTL classrooms, 

and identify the challenges of LCTL instructors in promoting ICC. Additionally, it will inform 

stakeholders about LCTL instructors’ common issues pertinent to intercultural pedagogy in 

LCTL classrooms.  



4 

 

Context of the Problem 

Traditionally, teaching culture in a foreign language classroom has been a challenge for 

instructors (Cohen & White, 2008). In LCTL classrooms, "activities are divorced from cultural 

perspectives" (Eddy, 2015, p.2). Several scholars argue that American students enter language 

classrooms without self-awareness and a reluctance to appreciate other cultures, values, and 

points of view (Chapelle, 2010; Fonseca-Greber, 2010).  Hence, an intercultural focus in 

curricula is needed, especially in the context of migration, immigration, and globalization.  

The need for intercultural communication initially had various reasons in different 

countries and was mostly shaped as a specific field by Western scholars and politics. For 

instance, the Common European Framework of Reference (CEFR) for languages (Beacco & 

Byram, 2003; Beacco et al., 2016; Council of Europe, 2001) was developed to address demands 

for linguistic hybridity and cultural diversity (Lwanga-Lumu, 2020). In the United States, as 

reported by Kramsch (2014a), two prominent publications highly influenced foreign language 

learning and teaching: World-Readiness Standards for Learning Languages (ACTFL, 1996, 

2006, 2013, 2015) and the Modern Language Association Report (Ad Hoc Committee, 2007). 

Initially, these standards introduced the notion of "translingual and transcultural competence" 

(Ad Hoc Committee, 2007, p.237) and their importance in the globalized world. Then, the 

American Council on the Teaching of Foreign Languages (ACTFL) 's National Standards for 

Foreign Language Learning in the 21st Century (1999, 2006) was published. The World-

Readiness Standards for Learning Languages (2014) presented 5Cs: Communication, Culture, 

Connections, Comparisons, and Communities standards. ACTFL Statement of Philosophy on 

Standards declares the following: "The United States must educate students who are equipped 

linguistically and culturally to communicate successfully in a pluralistic society and abroad" 
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(National Standards for Foreign Language Learning in the 21st Century, 2006, p. 7). ACTFL's 

Global Competence Position Statement (2014) contends that there is a need for “one to know 

how, when, and why to say what to whom.” The most recent publication of ACTFL, The 

NCSSFL-ACTFL Can-Do Statements for Intercultural Communication and the Reflection Tool 

(2017a, 2017b), provided sample intercultural communication goals and scenarios for foreign 

language instructors to use in their classrooms. ACTFL (2017) updated World Readiness 

Standards and stated that Can-Do statements are “intended to clarify and support the Cultures 

standards (use the language to investigate, explain, and reflect on the relationship between the 

practices or products and perspectives of cultures.” The Association of American Colleges and 

Universities (AACU) also developed customizable Global Learning (2009) and Intercultural 

Knowledge and Competence (2009) VALUE Rubrics that outline institutional learning outcomes 

(Hovland, 2014). Asia Society/OECD (Mansilla & Jackson, 2011), UNESCO (2015), and 

OECD/PISA (2018) also developed intercultural competence models. 

Phipps et al. (2011) argue that in addition to ACTFL’s 5 C’s (Communication, Culture, 

Connections, Comparisons, and Communities), additional 5C’s such as Context (teaching and 

learning environment), Complexity (curriculum and its components, pedagogical choices, and 

the system), Capacity (disposition for action, capacity for creativity and collaboration), 

Compassion (offering empathy in intercultural social contexts), and Conflict (using critical 

incidents as a resource and reflecting on them) must be part of new approaches to intercultural 

pedagogy.  

Dervin et al. (2020) questions the conceptualization of ICC and its impact on education, 

including foreign language teaching in different settings. They contend that “any discourse on 

intercultural communication is ideological” and that intercultural competence is “politically 
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oriented figment of our imagination” (p.4). They state that any perspective on the concept of IC 

is heavily influenced by “political, sociological, personal, and glocal ideologemes (bits and 

pieces of ideology) that are passed onto us by the media, decision-makers, glocal curricula, 

research, etc” (p.4). Therefore, it is important to explore approaches to ICC in the LCTL 

classroom with a critical lens and an open mind. 

Simpson and Dervin (2020) claim that the notion of interculturality was “imposed” by 

many leading political organizations in the West. According to Simpson and Dervin (2019), the 

original model of the ICC (Byram, 1997) underwent substantial modifications by other scholars 

(Deardorf, 2009), while alternative approaches, such as reflection on self-other relationships and 

engaging debates, were offered (Dervin, 2016; Dervin et al., 2020; 2017; Piller, 2017). Simpson 

and Dervin (2020) expressed intense questions and strong opinions on ICC models and 

frameworks: “What ideologies? By whom? For what (real) purpose(s)? What contradictions? 

Whose voice is silenced in these models?” (p.676). Hence, the ICC models are seen as 

“supranational” (Tichnor-Wagner et al., 2019) and “regurgitated” (Simson & Dervin, 2020, 

p.673). Byram also revisited the ICC model in 2021 and responded to “immediate concerns of 

foreign language teachers, and to what is teachable, learnable, and assessable” (p.8). Thus, the 

conceptualization and implementation of the ICC continues to be an open problem for educators 

around the globe, including foreign language teachers (Dervin et al, 2020; Elias & Mansouri, 

2020). 

The definition of ICC is highly debated in the foreign language education literature; there 

is no consensus among scholars, so the interpretation and implications of ICC used by language 

educators remain unclear. Thus, teachers are asking how to include ICC as a learning outcome in 
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their curricula, how to develop assessments and how to embrace this concept (Deardorff, 2015; 

Gregersen-Hermans, 2017). 

Moreover, research highlights several major issues related to culture teaching and the 

promotion of intercultural communication in foreign language classrooms, such as avoidance of 

controversial topics (Sorrells, 2020a; Vu, 2020), focusing mostly on the surface level of culture 

(Kramsch, 1983, 2004), ignorance of ICC in learning outcomes, lack of authentic materials 

(Dema & Moeller, 2012; Kramsch & Sullivan, 1996), the applicability of ICC dimensions in 

early stages of foreign language instruction (Garrett-Rucks, 2016), and assessment of ICC in 

language classrooms (Dervin, 2010). Several scholars stated an urgent need for a critical 

intercultural curriculum (Casinader, 2016), intercultural teacher education (Davis et al., 2005), 

and the importance of teaching for global readiness (Kerkhoff, 2017a). Advancements in 

technology use are providing opportunities and innovative solutions for promoting ICC (Blyth, 

2013; Godwin-Jones, 2013a, 2021b; McLoughlin & Lee, 2008). Liddicoat and Scarino (2013) 

state that strategic and creative design of “technologically mediated intercultural communication 

projects” (p.111) and engaging, informal activities in different environments might demonstrate 

unique ways of implementing ICC. Most of the scholarly work focuses on the learner side, and 

there is a gap in the literature in describing intercultural activities, challenges, and needs of the 

LCTL instructors.  

Globalization in the digital era caused a shift from traditional to new mindsets in learning 

and teaching (Kalantzis & Cope, 2006; Lankshear & Knobel, 2011). Learners' minds shifted, 

approaches to pedagogy were changed, and thus there is a need for a significant shift in foreign 

language education (Barrett & Liu, 2016; Cope & Kalantzis, 2015; Kramsch, 2014a, 2014b). 

Therefore, creating meaningful language learning experiences is highly important for 
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intercultural communication where constant meaning negotiation happens (Kramsch, 2009). 

Moreover, local, and global identities are shifting, communication styles are changing, and 

social, virtual, and global connections are occurring through the Internet. Consequently, complex 

language and cultural environments require strategic interactions and emphasize the role of 

context, as they are highly influenced by the participants and their communicative engagements 

(Godwin-Jones, 2021a, 2021b).  

The culture component of the ACTFL standards, often referred to as the "5C's" 

(Communication, Cultures, Connections, Comparisons, and Communities), is a well-established 

and familiar framework in the field of language education. Teachers have long been accustomed 

to incorporating cultural elements and awareness into their curricula to promote a deeper 

understanding of the language and its context.  

The inclusion of "Intercultural Can-Do statements" marks a notable transformation in 

language education. While language teachers incorporate cultural content into their instruction, 

the emphasis on fostering students' intercultural skills and competencies is a relatively new 

concept. This shift acknowledges the increasing importance of preparing students to understand 

and respect other cultures and actively engage with and communicate within them, reflecting the 

evolving needs of our globalized world. Teachers must equip students with practical skills and 

abilities to reflect on self-identity, diversity, and inclusion beyond simply understanding and 

appreciating another culture. It emphasizes the capacity to engage in meaningful and effective 

cross-cultural interactions, apply cultural knowledge in real-world contexts, and navigate the 

complexities of intercultural communication.  

Traditional communicative competence (CC), which focuses on native-like speech 

production, was the subject of most recent teacher training programs. There are three approaches 
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to teaching culture in the language classroom: traditional, social practice, and intercultural (Dasli 

& Díaz, 2016; Kramsch, 2011). The traditional approach sees culture as static and mainly 

presents flags, famous people, fashion, and food. Such a monolithic view is believed to create 

stereotypes and, therefore, problematic (Meyer & Rhoades, 2006). The social practice approach 

prefers native speaker modeling. Native speaker modeling was criticized as it deals with 

otherness and does not reflect learners’ identities. Finally, the intercultural approach builds on 

cultural knowledge and helps learners to reflect on and interpret languages, cultures, and learning 

experiences (Kramsch, 2014a; Liddicoat & Scarino, 2013). The cultural approach to foreign 

language teaching is challenging since it looks at the culture at the surface level and provides 

isolated information. At the deep level, teachers look at culture as an interpersonal process (Silva 

& Gil, 2012) and use culture as a critical cultural context to address unequal power relationships 

(Sorrells, 2022). Pedagogical approaches that focused on and prioritized communicative skills 

faced criticism for “failing to stimulate critical cultural understanding and to meet deeper student 

needs and expectations of constructivist contemporary education.” (Dervin et al., 2020, p. 21). 

Therefore, this study explores the perceptions of LCTL instructors regarding culture and ICC, 

their practices, and challenges with promoting ICC in higher education, if at all. 

Less Commonly Taught Language Instructors in the U.S. Context 

This section discusses Less Commonly Taught Language (LCTL). The definition of 

LCTLs is based mainly on academic program enrollment, and in the American context, LCTLs 

are all languages other than English, French, German, and Spanish. Brecht and Walton (1994, 

p.4) divide LCTLs into four groups: the principal, the much less, the least, and rarely/never 

taught languages. LCTLs are critical to U.S. national security, and many of these languages are 

vulnerable since they depend on Federal aid. Apart from national interest, some scholars believe 
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the term LCTL is justified in terms of diplomacy, economic development, and social justice 

(Ingold & Hart, 2010; Janus, 1998; Robinson et al., 2011), as well as maintaining the world's 

cultural and linguistic diversity (Nier et al., 2009).  

What is and is not considered an LCTL is highly debated. As mentioned above, widely 

accepted definitions are based on enrollments, national security, or institutional context. 

According to Özçelik and Kent (2015), some LCTLs, such as Arabic, Chinese, and Russian, are 

taught more widely than other LCTLs due to political, cultural, and economic interests. Özçelik 

and Kent (2015) suggest dividing LCTLs into two categories based on enrollment: Less and 

Least commonly taught languages. Some institutions consider LCTLs according to the number 

of instructors on their campuses and those who do not have network support at their institutions. 

As stated in the MLA Report (Looney & Lusin, 2019), "LCTL course offerings can be fragile 

and transitory since the programs tend to be small and may depend on a single instructor. In 

addition, they may not be taught every semester" (p.3). In this case study, LCTLs are all 

languages except English, French, German, and Spanish. 

The Rationale for the Focus on Less Commonly Taught Language Instructors 

There are several reasons for selecting LCTL instructors as subjects of this study. First, 

cultural distance puts more responsibility on LCTL instructors to introduce culture in context and 

facilitate intercultural activities (Fink et al., 2022; Manley, 2008; Tobaru, 2019). For American 

students, LCTLs vary significantly due to cultural distance and great difficulty considering 

grammatical structure, lexical features, writing styles, and information patterns.  

Second, LCTL learners tend to be older, highly motivated in learning languages (Murphy 

et al., 2009; Thompson & Schneider, 2012), show positive attitudes toward LCTLs (Mirsharifi, 

2019), and are interested in culture (Godwin-Jones, 2013b; Magnan et al., 2014b) or heritage 
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language speakers who are more familiar with the culture and have a personal interest for 

learning the language (Brown, 2009; J. S. Lee, 2005). However, a limited number of culturally 

rich instructional materials and pedagogical resources is a big obstacle for LCTL instructors 

(Berti, 2020). Therefore, it is important to explore if LCTL instructors are promoting ICC in their 

classrooms.  

Third, as outlined above, most LCTLs are critical languages important for U.S. politics 

and diplomacy. There is a high demand for professionals with an advanced level of proficiency 

(Brecht & Walton, 1994; Kuntz, 1996). However, foreign language learners tend to perceive 

foreign languages as directly approachable and ignore cultural meanings (Durocher, 2007; 

Stewart & Bennett, 1991). LCTL learners have more personal interest and are advanced in 

academic careers (Brown, 2009). In such a political-economic-historical context, it is critical that 

LCTL teachers can facilitate discussions around different topics, avoid stereotyping, and help 

their learners to develop ICC.  

Fourth, the specific cultural background of LCTL instructors will inform us about their 

intercultural communication challenges. The majority of LCTL instructors are native speakers of 

the target language. Their cultural experiences and educational training vary depending on their 

formal education and cultural backgrounds. They are usually trained in non-US educational 

systems and prioritize grammar knowledge in language instruction (Saydee, 2016). For example, 

they come from countries where the student-teacher relationship is more authoritative, grammar 

knowledge is prioritized, or recognition and acceptance of uneven power (power distance) are 

much greater (Ghazarian & Youhne, 2015; Parmenter, 2003). Due to their cultural backgrounds 

and experiences in the classroom, LCTL instructors’ perceptions can bring obstacles when 
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facilitating intercultural activities. Therefore, examining LCTL instructors' perceptions of 

intercultural learning and their current intercultural experiences is vital. 

Furthermore, ACTFL Standards, known as 5C's, drew a high interest among LCTL 

educators as opposed to most commonly taught language educators (Larson, 2006). This fact 

draws attention to this language group educators as a separate variable (Magnan et al., 2014a). 

LCTL teachers' perceptions of ICC contribute to and widen the intercultural language pedagogy 

framework as scholars argue that the concept of ICC is shaped by Western scholarship (King & 

Bailey, 2021).  

Less Commonly Taught Language Instructors and Intercultural Pedagogy 

LCTL instructors navigate in a highly political context. Since LCTL classrooms tend to 

be small and universities deal with low enrollment issues, LCTL instructors must advocate for 

language teaching. Also, they organize extra-curricular activities and participate in recruitment 

activities to introduce the culture and discuss real-world issues. These roles are significant for 

navigating critical cultural and political education (Blyth, 2013; Byram, 1997; Kramsch, 2014b; 

Sykes, 2017). These are issues that LCTL educators face in the national discourse, and LCTL 

instructors’ roles in such critical cultural discourse are vital.  

Many authors state that foreign language educators must recognize their critical cultural 

stances (dispositions and values) and develop innovative solutions to unravel intercultural 

communication challenges when promoting ICC. In the foreign language classroom, it is not 

easy to address the issues mentioned above without complex intercultural knowledge, skills, and 

attitudes. Teachers need to play the roles of “researchers and theorists” (Sauro & Chapelle, 2017, 

p.465), “fellow analysts and interpreters” (Kramsch, 2014a, p.308), critical evaluators (Barrette 

et al., 2010), cultural anthropologists (Sercu, 2005, p.6), and “mediators between cultures” 
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(Byram, 1997; Kohler, 2015; Kramsch, 2004, 2014b) in addition to their designer and facilitator 

roles.               

Researchers noted challenges in facilitating intercultural activities among all language 

instructors (Byram, 1997, 2021; Garrett-Rucks, 2016; Liddicoat & Scarino, 2013; Sorrells, 

2020a, 2020b). Sercu’s arguments (2005) about commonly taught foreign language teachers is 

applicable to them too: “They are human beings, not variables. They have a personal history and 

personal reasons for making particular choices and decisions, and work within particular local 

contexts” (p. 170). Fuzzy descriptions of ICC and multiple alternate terms complicate the 

understanding of the concept among instructors. Therefore, it is important to discover how LCTL 

instructors facilitate intercultural communication. In conclusion, intercultural pedagogy in the 

language classroom starts with the awareness of the mission of foreign language education. The 

aim of foreign language instruction goes beyond simply imparting linguistic skills; it also seeks 

to equip learners for effective communication, convey the values, behaviors, and viewpoints of 

both them and others, and encourage reflection on intercultural experiences. 

Therefore, finding out about the LCTL instructors’ perceptions of culture and ICC and 

their practices is vital. Their marginalized voices will help to determine LCTL instructor needs 

and challenges for infusing ICC in different settings. 

Research Questions and Purpose Statement 

The purpose of this in-depth descriptive case study is to find out how understanding and 

perception of intercultural communicative competence by less commonly taught language 

instructors guide their intercultural teaching practices. Specifically, it will focus on the reported 

understanding of ICC by LCTL instructors and their current perceptions, practices, and 

experiences on promoting ICC in and outside of the LCTL classrooms.  
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Overarching question: How do perceptions of less commonly taught language 

instructors guide their pedagogy surrounding intercultural communicative competence? 

The study will address the following research questions: 

1. What is the reported understanding and perception of culture and intercultural 

communicative competence by less commonly taught language instructors?   

2. What teaching practices do instructors use to promote intercultural communicative 

competence in their language classrooms? 

3. What are the perceived challenges of less commonly taught language instructors in 

promoting intercultural communicative competence? 

Significance of Study  

Intercultural language education aims to promote understanding among people with 

different cultural and linguistic backgrounds. LCTL instructors teach critical languages that are 

important for US politics and diplomacy. Therefore, it is important to explore in depth how they 

promote different cultures and deal with diversity in their classrooms to infuse intercultural 

communication and how to raise critical cultural awareness in different contexts. 

This study aims to have practical and theoretical implications for macro, meso, and micro 

levels of education. At the macro-level, researchers, policymakers, and administrators 

developing intercultural and global learning outcomes, building sustainable programs, and 

proposing diversity and inclusion programs may benefit from this study. They can address the 

needs of LCTL instructors when planning intercultural training and evaluating campus resources. 

Intercultural pedagogy is essential in U.S. classrooms because the United States is a multicultural 

society, and the domestic workforce is highly influenced by diversity.  
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At the meso-level, the study will assist the administrators of educational institutions in 

applying new approaches to curriculum and program design and address possible misconceptions 

about intercultural language pedagogy. Language coordinators, departments, and other foreign 

language instructors who work with LCTL instructors and want to infuse ICC into their 

curriculums might find the thick descriptions of cases and findings of this study helpful. Also, 

the study provides recommendations for LCTL instructor training needs to address significant 

challenges in intercultural language pedagogy.  

Table 1 

Contributions to the field 

Inquiry about 

Critical 

Questions 

Macro-level Meso-level Micro-level 

Paradigmatic 

Contributions 

Development of 

intercultural 

language pedagogy 

framework 

The system criticism 

Characteristics of an 

intercultural teacher 

Illustrate diversity and 

inclusion issues. 

 

 

Communicative 

Contributions 

Expression of 

marginalized voices 

of LCTL instructors 

Provide examples of 

rare and unique cases 

Provide examples of 

intercultural activities in 

LCTL courses.  

Archival 

Contribution 

Provide robust and 

rich data 

Address possible 

misconceptions about 

intercultural 

communication 

Personal narratives for 

teachers and program 

administrators. 

At the micro-level, LCTL instructors can learn from illustrated cases, and answering the 

research questions above is essential for the following reasons: 

1. Illustrate LCTL instructors’ views and approaches towards language, culture, and 

conceptualization of intercultural communication in the specific context. 

2. Describe pedagogical challenges around promoting intercultural communication.  
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3. Explore the ways to implement social-constructivist approaches through case studies and 

cultivate intercultural pedagogical engagement with their students. 

In conclusion, this study will make paradigmatic, communicative, and archival 

contributions to the field (See Table 1 above). Paradigm discussions criticize the education 

system that portrays power and equity issues. Communicatively, the study will provide rich data 

about unique cases in different LCTL classrooms through marginalized voices of LCTL 

instructors as they lack equal access to resources. This robust data will have an archival 

contribution too. At the subject level, this data will provide examples for program administrators, 

instructors, and researchers. Identifying intercultural language pedagogy goals and teacher 

perceptions also contributes to developing the intercultural pedagogy framework.  

This study's theoretical implications are not limited to expanding characteristics of an 

intercultural teacher (Kerkhoff, 2017a; Sercu, 2005) and documenting LCTL teacher perceptions 

and practices (Saydee, 2016) regarding the cultural dimension of language teaching and 

intercultural pedagogy. Additionally, this study can enhance the current understanding of social, 

cultural, and global factors shaping LCTL teacher practices. The instructors of other languages 

could benefit from the findings of this study as globalization is bringing people together as “new 

patterns of similarities and interconnectedness” (Chen, 2012, p.3) are emerging.  

Methods Overview 

A systematic case study method is more meaningful for obtaining an “in-depth 

appreciation of an issue” (Crowe et al., 2011, p.1). The case study method has several advantages 

over other methods: it will allow examining the case within the real context, collecting several 

types of data, and discovering “the complexities of real-life situations which may not be captured 

through experimental or survey research” (Zainal, 2007, p.4).  
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The boundaries of this case study covered issues related to implementing ICC goals and 

intercultural learning in LCTL classrooms. The selected context is very specific and allowed for 

collecting data from a very limited number of individuals (Richards, 2014; Zainal, 2007). In this 

study, I used semi-structured interviews, observations, and document analysis. As an initial step, 

I analyzed documents such as syllabi, activity examples, or lesson plans (surface level) and then 

conducted interviews and observations (deep level).  

Theoretical Framework 

Sociocultural theory (Hymes, 1974; Vygotsky, 1986) forms my study’s theoretical 

foundation. In this theory, learners connect with communities and become members of such 

communities. As Seely Brown and Adler (2008) state,  

“Mastering a field of knowledge involves not only ‘learning about’ the subject matter but 

also ‘learning to be’ a full participant in the field. This experience involves acquiring the 

practices and the norms of established practitioners in that field or acculturating into a 

community of practice” (p. 19).  

The context highly influences teachers’ experiences and practices (Hong & Pawan, 2015) 

and can be defined as a “construction zone” where instructors scaffold learners’ zone of proximal 

development (ZPD) (Vygotsky, 1986). Three principles of sociocultural learning: cultural norms, 

shared goals, and community of peers as mediators (Danish, 2013) influence teachers’ practices 

and experiences. According to Kramsch (2004), language teachers act as experts in three 

domains: “linguistic/cultural mediators, methodological mediators, and professional mediators” 

(p.45). They should be able to use their knowledge appropriately, have methodological training, 

and be members of their institutions and other professional communities (Kramsch, 2004). 
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Social constructivism (Vygotsky, 1986) emphasizes cultural differences and the effects of 

culture on learning. Gutiérrez and Rogoff (2003) claim that teachers should not look at these 

variations as “traits.” Rather, they have to focus on “situating social practices” (p.20) that help 

them avoid issues in facilitating learning. Knowledge is based on social, cultural, and historical 

aspects. “Individuals' background experiences, together with their interests, may prepare them 

for knowing how to engage in particular forms of language and literacy activities, play their part 

in testing formats, resolve interpersonal problems according to specific community-organized 

approaches, and so forth” (Gutiérrez & Rogoff, 2003, p.22). Therefore, teachers’ experiences in 

creating learning environments, considerations of cultural differences, and the availability of 

resources need to be carefully examined. Teachers provide tools for student learning and scaffold 

it at three levels: macro-, meso-, and micro-scaffolding (Boblett, 2012). Such scaffolding can be 

in the form of curriculum design, activity or lesson development, and just-in-time collaboration. 

Constructivist learning environments prioritize context, and look at learning as a social 

process (Hannafin & Hill, 2007; Zajda, 2011). Constructivist pedagogy acknowledges active 

participation of learners, welcomes cultural diversity by constructing and engaging meaningful 

activities, and fosters critical thinking (Zajda, 2011). According to Richardson (2003), 

constructivist pedagogy has five main characteristics: It respects autonomy of learners, 

encourages deep understanding of the meaning making process, provides opportunities for active 

engagement in an authentic context, facilitates a group dialogue, and promotes shared 

understanding of the topic. However, these characteristics are not prescriptive and can change 

based on institutional context, teacher preferences, and learning environment (Richardson, 2003; 

Zajda, 2011). For instance, Richardson (2003) differentiates two major types of constructivism: 

social and psychological.  According to psychological theory, knowledge construction is unique 
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to each learner, influenced in part by their background knowledge. Emphasizing the importance 

of cultural differences within a constructivist paradigm, she believes that  

“psychological constructivism has origins deeply rooted in Western, liberal, and 

individualistic perspectives (Eurocentric). The current approach to constructivist pedagogy, 

particularly in the United States, is perceived to have evolved within privileged classes” 

(p.1633).  

Richardson (2003) expresses uncertainty about whether less privileged and minority 

cultures would be inclined toward the strong individualistic approach advocated in current 

constructivist pedagogical methods. This uncertainty arises from the perceived significance of 

community maintenance and development within these cultures. Richardson (2003) outlines 

other issues within constructivist pedagogy that need to be addressed as follows: deep 

understanding of the material, teachers’ subject matter knowledge, and transformation of 

constructivist learning into pedagogy. In summary, I believe that there is no blueprint on how to 

promote ICC in language classrooms and knowledge is socially constructed. Moreover, the 

intercultural pedagogy practices are highly influenced by the instructors’ “values, behaviors, 

attitudes, expectations, and discourses” (Dervin et al. 2020, p.58). 

Pedagogical approaches for promoting intercultural communication  

This section will discuss cultural and intercultural perspectives in language education to 

navigate foreign language teaching contexts successfully. Foreign language education aims to 

“expand one’s own worldview” and “the development of an intercultural mindset in their 

learners” (Van Houten & Shelton, 2018, p.35). In the language classroom, "the question of 

intercultural communication is not just a precondition for good teaching; it is the very matter or 

content of teaching" (Byram, 2015, p. 39).  
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The most relevant approaches to intercultural pedagogy are culturally responsive 

pedagogy and critical pedagogy theories. Extracting key aspects from these theories, I sought 

diverse entry points within my data, employing them to construct a comprehensive conceptual 

framework. The subsequent sections will delineate the salient elements of these pedagogical 

theories. 

Culturally responsive pedagogy. Culturally responsive pedagogy deals with diversity in 

the classroom beyond the cultural products and perspectives embedded in the content. According 

to Richly and Graves (2012), culturally responsive teachers must have the following 

characteristics: a) caring and empathetic; b) reflective of their attitudes and perceptions about 

different cultures; c) knowledgeable about other cultures; d) reflective about their cultural frames 

of reference. These characteristics have significant implications in teaching as instructors 

develop a specific point of view that will help them get out of their boxes, be open, and embrace 

other cultural values and standards. Culturally responsive pedagogy utilizes the learners' values, 

traditions, and languages to enrich their teaching practices (Richly & Graves, 2012) and shapes 

knowledge and attitudes components of intercultural pedagogy. Hammond (2015) differentiates 

four elements of culturally responsive pedagogy: awareness (culture, context, and bias), learning 

partnerships (relationship building), information processing (authentic learning opportunities), 

and community building (safe spaces). Culturally responsive pedagogy applies to all components 

of intercultural pedagogy. 

Critical pedagogy. Critical pedagogy in this context is a value-based approach to 

language education situated in a specific political-economic-historical context (Crozet, 2016; 

Dasli & Díaz, 2016; Guilherme, 2014; Toyosaki & Atay, 2018). In this context, awareness of 

“critical use of language(s), a critical approach to one’s own and other cultural backgrounds, and 
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a critical view of intercultural interaction” (Phipps & Guilherme, 2004, p.3) implies the pillars of 

critical language pedagogy and intercultural communication. Rooted in Freire’s (1970) notion of 

oppression and power dynamics, this approach promotes new forms of intercultural 

communication in the language classroom (Holmes & Peña Dix, 2022). Critical pedagogy is 

highly relevant to intercultural pedagogy’s critical cultural stance or values component.  

Intercultural Pedagogy in Foreign Language Context and Paradigm Shift 

 Intercultural pedagogy is a relatively new focus in foreign language education as an 

object of empirical research and at least needs a robust theoretical framework. There are multiple 

conceptual approaches to intercultural pedagogy as it is interdisciplinary, and intercultural 

pedagogy is mostly discussed within communication studies and applied linguistics. For 

instance, Risager (2007) described the “diversity of culture pedagogy” (p.160) and listed 

seventeen types of theoretical positioning within linguistics, humanities, and social sciences.  

There are three major stages in studying cultural dimensions in foreign language 

education. Dasli (2011) contends that intercultural communication in language education faced 

“three ‘moments’: cultural awareness, cross-cultural mediation, and critical intercultural 

language pedagogy” (pp.2-3). She proposed that intercultural communication in language 

education had a paradigm shift. Initially, culture was treated as a fifth skill, and textbooks 

presented fragmented information in the box, factual historical information, patterns of behavior, 

or isolated cultural practices (1960-early 90s). Such an approach can be defined as a “native 

language approach” (Byram & Risager, 1999), which is hard to reach and creates a stereotypical 

view of language learning (Kramsch, 1991). The next stage is characterized as a "dialogic 

process" (Kramsch, 2003) and focuses on cross-cultural conflicts between people from different 

cultures (the late 90s). Hence, the traditional view of intercultural communication operates based 
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on “the one-nation-one-culture-one-language model” (cultural awareness moment) or focuses on 

a “dialogue with the other person” (cross-cultural mediation moment). The third stage 

demonstrates the shift in foreign language education towards intercultural education (the late 90s 

and the early 2000s). The critical view of intercultural communication (critical intercultural 

language pedagogy moment) addresses the process of “becoming critical intercultural beings” 

(Dasli, 2011, p.3).  

The traditional view of intercultural communication suggested the "taming the beast" 

metaphor (Gudykunst et al., 1991), characterized as tolerance to others' cultural practices and 

coping with other cultural practices. The new approaches are asking a critical question, "Can the 

beast [truly] be tamed?" and saying that "We are now dealing with a whole new beast" (Díaz & 

Moore, 2018, p.94), which implies diversity and inclusion. In such a way, the critical view of 

intercultural communication emphasizes diversity, equity, empathy, and social justice issues in 

language education (Dasli & Díaz, 2016; Norton & Toohey, 2004; Osborn, 2006; Phipps & 

Guilherme, 2004; Randolph & Johnson, 2017; Sorrells, 2020a; Toyosaki & Atay, 2018). These 

views have necessary implications in foreign language pedagogy, as language educators need to 

learn how to "run with the beast" and not try to tame it (Díaz & Moore, 2018).  

Intercultural Pedagogy Approaches and Constructivism 

Intercultural pedagogy is defined as “an intentional commitment (not just the desire) to 

make informed decisions that enable their courses to engage and support diversity and inclusion” 

(Lee, 2017, p.15) to help learners to solve real-world problems in authentic intercultural contexts 

and requires a language use including non-verbal language. The five principles of intercultural 

teaching (Liddicoat et al., 2003a, 2003b) include the active construction of knowledge, fostering 

comparative perspectives, social interaction, reflection, and responsibility.  
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Several pedagogical approaches reflect the intercultural pedagogy framework in the 

foreign language education context. For instance, Risager (2007) used “language and culture 

pedagogy” terms to describe the “changes from national to transnational paradigm” and its 

evolution in language education. This paradigm recognizes culture pedagogy as an 

interdisciplinary field and focuses on reflection and identity building in foreign language 

education. Several fundamental constructivist approaches in language learning settings value 

active knowledge construction: random access to instruction, scaffolding instruction, situated 

instruction, and top-down strategies (Khon, 2020: Kurteš et al., 2017; Liu & Zhang, 2014). 

Random access to instruction. Risager (2007) intends to clarify the complex relationship 

between culture and language and its consequences on culture pedagogy, especially regarding 

learning processes and content in discourse, namely, “transnational cultural flows” around the 

world. She states that when interaction among individuals occurs, national cultures might have 

minimal or no relevance. This means language speakers build meaning-making depending on 

context and discourse communities. The most important argument from Risager (2007) is that a 

communicative event is: “Dialogical, possibly conflictual, processes where the participants co-

construct, negotiate, or struggle for meanings and identities. There is always a power dimension 

involved” (p.183).  

This cognitive constructivist approach addresses ill-structured domains and allows 

instructors to present material in different formats and contexts several times. Providing multiple 

representations of knowledge, using resources for various perspectives, and utilizing different 

purposes in highly interactive contexts is seen as an asset. The critical point for language 

educators is avoiding oversimplification in communication, considering diversity, addressing 

stereotyping.  
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Scaffolding instruction. In constructivist intercultural learning environments, teachers are 

encouraged to scaffold students at the right proficiency level, create playful interaction (Dervin, 

2020), design engaging materials, and select the content that helps to develop intercultural 

awareness. Liddicoat (2004) suggested that foreign language teachers should explicitly articulate 

the importance of cultural context. Other intercultural teaching principles include treating culture 

as an organic part of teaching, accepting translanguaging as a norm in discussing cultural 

perspectives, creating opportunities to reflect on intercultural experiences, and developing skills 

to communicate effectively with other language speakers (Dervin et al., 2020; Risager, 2007).  

Situated instruction. According to Kohn (2020), instructors have to consider three major 

issues in the language classroom: help students to develop their own social constructivist 

language repertoires, create authentic learning environments, and reach a certain level of 

comprehension successfully (communicative capability and communal success). Scholars remind 

the importance of context, where learners can experience meaningful interaction and solve 

problems within authentic contexts (Gómez & Fernando, 2012; Liu & Zhang, 2014).  

Top-down strategies. This approach provides learners with tools and strategies to solve 

problems within the holistic task or concept in a context. Learners are expected to discover the 

details of the concept, an issue, or a problem. This approach addresses student autonomy and 

active construction of knowledge. Instructors activate learners' prior knowledge and usually aim 

to relate concepts to real-world scenarios, emphasizing practical applications. As Dervin et al. 

(2020) claim, foreign language education urges language educators to serve as mediators in a 

multifaceted arena where cultural exploration and interaction take center stage. This educational 

context is troubled around the acts of transcending cultural boundaries and navigating cultural 

differences to promote effective communication and collaboration. Language educators need to 
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be ready and feel comfortable to negotiate meaning, and help learners immerse themselves in 

diverse worldviews (Vu, 2020).  

Intercultural Pedagogy and Teaching Principles 

The constructivist approach to learning and teaching effectively addresses the needs of 

contemporary linguistically and culturally diverse classrooms. In such classrooms, learners 

construct their own ICC through meaningful interactions with their peers and instructors (Gómez 

& Fernando, 2012; Liu & Zhang, 2014). As Nieto (2017) reminds, it is a crucial skill to become 

a “sociocultural mediator” in the language classroom. Language educators have a specific 

mission, such as building bridges between people and being aware of their students’ 

backgrounds, needs, and interests. Focusing on their self and learners’ identities will help 

instructors connect with them and set “valuable disposition” (p. 132).  Guilherme (2014) notes 

that there is a “plurality of itineraries” (p.358) that need to be promoted in order to integrate 

criticality and communication in language education. For instance, Holmes and Peña Dix (2022) 

offered creative ways of implementing critical intercultural pedagogy principles using drama 

games. This study showcased how to use critical pedagogy theory and develop a critical stance in 

the language classroom.  

Kramsch (2004) looks at language instructors from two different perspectives: experts 

and knowledge possessors. First, she claims that intercultural language awareness teacher 

programs should prepare teachers for three prominent expert roles: 1) an expert “speaker of 

culture” or cultural go-between; 2) an educator and methodological go-between; and 3) 

professional go-between, a mediator between the educational institution and the world of peers, 

parents, and employers.  Second, language instructors should have critical lenses and develop 

social, political, and cultural knowledge rather than content knowledge only.  
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  Traditional culture pedagogy focuses on the communicative approach, provides factual 

cultural information, and reflects the none or lowest level of political/ethical engagement. 

Intercultural language pedagogy involves a moderate amount of cultural and intercultural topics, 

which provides some room for political/ethical engagement. Intercultural language pedagogy can 

be defined as a “compare and contrast” approach (Guilherme, 2002) where teachers act as “equal 

partners and co-creators” (Kurteš et al., 2017). Critical intercultural pedagogy reflects the highest 

level of political/ethical engagement (Crozet, 2016). Its characteristics are ‘participatory,’ 

‘reflexive,’ and ‘activist’ approaches (Byram, 2021; Dasli, 2011; Guilherme, 2014; Sorrells, 

2020a). Critical intercultural pedagogy encourages dialogue and participation, reflecting on 

forced migration, inequality, and social justice issues through arts and media resources. It even 

proposes “epistemic justice,” research that acts as activism (Holmes & Corbett, 2022). Critical 

intercultural pedagogy questions the ‘peaceful exchange of cultures’ and challenges this idea 

(Jordão, 2022).  

The three main characteristics of critical intercultural pedagogy can be defined as a) 

rooted in critical stance (awareness of dispositions, values, self-identities, knowledge, skills, and 

attitudes of the instructor); b) culturally responsive to diversity issues; c) critically reflective on 

cultural biases and incidents. Houghton (2012) also emphasized the role of a critical approach to 

language education and suggested that learners need to be prepared to act as “critical social 

agents” (p.183) in social and political contexts. Guilherme (2014) used the term “critical 

language and intercultural communication pedagogy” and described its mission as follows:  

“Responsibility of simultaneously promoting a shared identity, the appreciation of 

diversity, the respect for difference, the pride in one’s own identifications and the 
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commitment to taking action in the interests of the weaker members of our communities” 

(p.365). 

However, Crozet (2016) contends that foreign language instructors may not always coin a 

critical stance and have different pedagogical choices at different times. Crozet states that 

teachers have a “dynamic and fluid set of pedagogical choices” (p. 143). Contrary to staging 

language education, the author offers three possible positioning on intercultural perspective: 

traditional culture pedagogy, intercultural language pedagogy, and critical intercultural 

pedagogy. These pedagogies are differentiated by the degree of ‘political engagement’ 

(Kramsch, 1991) in language education.  

Peiser and Jones (2013) claim that “teachers’ interests, personalities and life experiences” 

(p.1) highly influence their intercultural teaching practices. According to them, teachers’ 

educational values are impactful in terms of how they conceptualize, view, and implement 

intercultural dimension into their teaching. They conclude that introducing theoretical 

foundations of intercultural pedagogy to language teachers is mandatory, and it will improve “the 

link between philosophy and practice becomes more explicit” (p.13). 

In their recent review of intercultural pedagogy, Dasli and Simpson (2023) noted that 

critical pedagogy is prescriptive and creates a power relationship between teacher and students. 

Hence, they offered “intercultural communication pedagogy with a renewed understanding of the 

ethical relation between self and other” (p. 229). Such an approach suggests examining teacher 

assumptions, social arrangements, and practices for implementing intercultural pedagogy. They 

claim that “alterity and prejudice” can affect the classroom structure and may prevent students 

from discussing power issues.  



28 

 

According to Crozet (2016), teachers have “tempered appreciation” towards intercultural 

perspectives. They should “decide for themselves how much and at what pace they can walk the 

intercultural perspective talk” (p.157) in the language classroom to take advantage of their 

selected approaches. Crozet (2016) proposes that these pedagogies should be seen as alternatives 

not mandated or imposed on the teacher for two reasons: personal choice and practicality. 

Drawing from intercultural competence models and other pedagogical framework 

elements (Byram, 2021; Fantini, 2006; Hammond, 2015; Kramsch, 2014; Tichnor-Wagner et al., 

2019), I will use the intercultural pedagogy framework to address the following four main topics 

within the constructivist approach:  

● critical stance (self-awareness, critical-cultural awareness) 

● knowledge (linguistic, cultural, methodological, theoretical, and political), 

● attitudes (caring, empathetic, and reflective: reflections on critical stance and values, 

reflections on intercultural sensitivity) 

● skills (facilitation, interpreting, discovery, and social interaction)  

My approach towards the intercultural pedagogy framework is rooted in recognition of its 

potential limitations, particularly in potentially diminishing emergent themes and obscuring 

nuanced aspects within intercultural pedagogy issues. As a result of its meaningful contributions, 

I plan to revisit the framework after the study, acknowledging its role in providing valuable 

insights while remaining mindful of its limitations. Despite this inherent concern, the framework 

will demonstrate its value by effectively highlighting specific areas that demand attention.  

Summary of Chapter  

This chapter presented the context of the problem and this study's theoretical and 

conceptual frameworks. The constructivist theoretical framework is this study's "broad lens" 



29 

 

(Lochmiller & Lester, 2017, p.31). It laid out the context of the research, the purpose statement, 

the research questions, the significance of the study, and the methods overview. Moreover, it 

served as a guide for my data analysis phase. 

On the other hand, an intercultural pedagogy framework is a more specific structure that 

outlines the concepts relevant to my research study. The intercultural pedagogy framework 

draws elements of culturally responsive pedagogy and critical pedagogy theories. The framework 

provides a more in-depth explanation of key concepts used in this study. 

The next chapter will discuss the literature review and describe the intercultural 

perspective in foreign language pedagogy, particularly a shift from a cultural perspective towards 

an intercultural approach in foreign language education. First, it will introduce key concepts of 

intercultural pedagogy and their influence on foreign language education. Next, the literature 

review will highlight the intercultural challenges of foreign language instructors. Finally, the 

transformation of foreign language pedagogy practices will be discussed.    
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Chapter 2. Literature Review 

This chapter discusses four significant themes based on a literature review regarding 

cultural and intercultural pedagogy approaches in foreign language education. The first theme 

discusses different definitions of culture and ICC and how it affects foreign language education. 

The second theme introduces intercultural pedagogy and the new role of foreign language 

educators in infusing intercultural pedagogy goals. The third theme describes intercultural 

pedagogical challenges in implementing ICC. The fourth theme focuses on the transformation 

process of foreign language pedagogy and its implications for intercultural pedagogy in language 

classrooms.  

1. Key Terms of Intercultural Pedagogy in Language Education 

In foreign language education research, multiple terms are associated with the 

intercultural pedagogy framework. These terms are associated with ‘communication 

competence’ or ‘pedagogy’ of the language teaching and learning process. Concepts of ICC are 

discussed along with global competence, intercultural learning, transcultural competence, and 

multicultural competence, which are relatively different constructs (ACTFL, 2014; Baker, 2012; 

Lo Bianco et al., 1999; Kramsch, 2009; Porto et al., 2018). Understanding these concepts will 

help to clarify misconceptions in language education. Second, the definition of culture, 

intercultural competence (IC), and intercultural communicative competence (ICC) are vital for 

setting goals in the language classroom and designing foreign language curricula. Below I will 

list key concepts and their definitions relevant to culture and ICC since these concepts are tied 

directly to the misconceptions and challenges that language educators face based on their 

approaches to language education.  
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Culture 

The description of culture varies depending on the context in which it is used (Sorrells, 

2020a). The ACTFL standards (2017) introduce culture in the language classroom as cultural 

products, practices, and perspectives. They are the three main components of a culture known as 

the 3Ps. Cultural products are “tangible and intangible creations of a particular culture” (National 

Standards for Foreign Language Education Project, 1999, p.47). Cultural practices represent 

“patterns of social interactions” and common behaviors society accepts. Cultural perspectives are 

“popular perceptions, values, attitudes, and assumptions held by members of foreign language 

culture” (Dema & Moeller, 2012, p.78). In many cases, language educators focus on cultural 

products and practices and struggle with introducing cultural perspectives as it seems 

challenging, especially at the beginning of the instruction.  

As Kramsch (1993) notes, culture should not be separated from language. Culture should 

always be present in the background from the beginning of language instruction and should help 

learners “to make sense of the world around them" (p.1). Kramsch (1998) depicts culture as a 

“membership to a discourse community” (p.10) with shared spaces and visions. Nieto (1999) 

defines culture as “the ever-changing values, traditions, social and political relationships, and 

worldview created, shared, and transformed by a group of people” (p.48). Ting-Toomey and 

Chung (2012) claim that “culture is a learned system of meanings-a value-laden meaning system 

that helps you to “make sense” of and explain what is going on in your everyday intercultural 

surroundings” (p.16). According to Sorrells (2020a), anthropologists define culture as a “site of 

shared meaning,” and culturalists define it as a “site of contested meaning” (p.377). However, 

Sorrells (2022) contends that in the globalization period, culture is seen as not a shared object but 
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“a resource and force for change” (p.378). Culture is used to communicate and solve problems; 

hence it is a communication tool.  

Culture is a very tricky concept in language education, as cultures are tied to a particular 

nationality and can result in stereotyping or ethnocentrism (Bennett, 2013). Liddicoat and 

Scarino (2013) propose that culture remains external to the learner and “is not intended to 

confront or transform the learner’s existing identity, practices, values, attitudes, perceptions, and 

worldview” (p.28). According to Byram (1997), knowledge about another culture provides a 

“tourist” view to the learner, while ICC includes developing a “sojourner” who can successfully 

internalize knowledge and use that information appropriately in communication. Such 

communication can happen in various forms, such as “face-to-face, in writing, and across 

centuries through the reading of literature” (p.28).  

Newton (2016) claims that “the language teacher is a teacher of culture” (p. 1). In 

justifying this idea, the author utilizes the taxonomy of the language and culture relationship 

presented by Lo Bianco et al., (1999). Newton criticized the other definitions of culture in 

language education which do not reflect the dynamic nature of culture. According to Newton, the 

language learner differs from a person with a set of skills and an explorer of culture at the surface 

level. Instead, the language learner is a user of linguistic resources who tries to move from 

previous perceptions toward self-discovery and becoming a bilingual speaker. It is an explorer of 

language use in different cultural contexts. 

Baker (2015) characterizes culture as a very complex construct. He distinguishes four 

main types of culture: culture as product, discourse, process, and ideology. Teaching culture as a 

product is problematic and creates stereotypes. Culture as a discourse provides topics to discuss 

as a society and person. While being a flexible approach, sometimes it can also limit certain 



33 

 

topics based on appropriateness. Culture as a practice is seen as a more constructive and 

negotiation-based act. As an ideology, culture brings issues of dominance and power.  

Culture is treated as a process within the constructivist approach Bennett (2015). Scholars 

believe culture can create tension when people with different backgrounds communicate 

(Bennett, 2015; Holliday, 2013). The reason behind the tension can be another constructivist 

view of transformation, which does not happen easily. In such cases, turning challenges into 

opportunities and being open-minded is important. However, such transformation will not 

happen unless the alternative reality is experienced and accepted as an appropriate behavior 

(Bennett, 2015).  

Intercultural competence 

Deardorff (2009) lists over 300 other terms associated with intercultural competence. 

These concepts have been used widely geographically and nationally by many interculturalists 

(Bennett, 2013; Deardorff, 2009; Deardorff & Arasaratnam-Smith, 2017; Hirsch et al., 2002; 

Hofstede, 2001; Seelye, 1993; Ting-Toomey & Chung, 2012). Four major theories promoted the 

concept of IC and ICC: Gudykunst’s (1993) Anxiety/Uncertainty Management (AUM) Model, 

Bennett’s (1993) Developmental Model of Intercultural Sensitivity (DMIS), Byram’s (1997) 

Multidimensional Model of Intercultural Communicative Competence, and Deardorff’s (2006) 

Process Model of Intercultural Competence. In language education, Byram’s model (Byram, 

1997, 2021) is the most popular one. Bennett’s model (1986) and Deardorff’s model (2006) also 

gained some attention in the field (Bennett et al., 2003; Deardorff, 2009; Garrett-Rucks, 2014; 

Houghton, 2012; Zafar et al., 2013). In Bennett’s (1993) model, sensitivity to cultural diversity is 

a goal. In this specific context, people create shared meanings (Lustig et al., 2006) and develop 
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the ability to communicate effectively in diverse cultural contexts and the awareness about 

cultural diversity (Bennett, M., & Bennett, J., 2004).  

Different terms and models reflect a struggle between cognitive, affective, behavioral, 

and developmental (constructivist) paradigms (Hammer, 2015). These models stress openness to 

other cultures, new values and perceptions, curiosity, and self-awareness (Bennett, 1993; Byram, 

1997; Deardorff, 2006; Gudykunst, 1993). Spitzberg and Changnon (2009) identified five types 

of models and their features (See Table 2 below). 

Table 2 

Five types of intercultural models and their features 

Models and 

their 

features 

Compositional 

models 

Co-

orientational 

models 

Development

al models 

Adaptational 

models 

Causal 

process 

models 

Distinctions Provides a set 

of 

components, 

however, does 

not specify the 

relationship 

among 

elements 

 

Conceptualize 

the 

interactional 

achievement 

of intercultural 

understanding 

Describes 

stages of 

progression 

and 

intercultural 

maturity 

Envisions 

multiple 

interactants in 

the process 

and 

emphasizes 

the 

interdependen

ce of 

interactants 

Describe 

interrelated 

relationships 

among 

components 

Criterion Identify 

hypothetical 

elements 

Can share 

features of 

other models 

Can share 

components 

of other 

modules 

Adaptation is 

a criterion  

Usually in a 

path model 

format 

Focus Provides lists 

of probable 

traits, 

characteristics, 

or skills  

Focused on 

shared 

meanings and 

particular 

criterion 

Focuses on 

time 

dimension 

and maturity 

Focuses on 

mutual 

adjustment 

 

Identifiable 

set of 

outcomes that 

serve as a 

criterion for 

competence 



35 

 

Some 

relevant 

models 

Deardorff, 

2006 

(Pyramid 

model) 

Byram, 1997 Bennett, 

1986 

Navas et al., 

2005 

Deardorff, 

2006 

(Process 

model) 

Note. Adapted from Spitzberg and Changnon (2009). 

Intercultural competence (IC) and culture are closely tied (Byram, 2009; Kramsch, 1998; 

Liddicoat & Scarino, 2013; Moeller & Nugent, 2014). Respectively, culture is seen as an 

important part of IC (Moeller & Nugent, 2014). However, IC treats culture not as context but as 

“the experience of everyday life” (Eisenchlas & Trevaskes, 2007, p.416). When culture is treated 

as a resource and a process, meaning is created in “a particular sociocultural and historical 

context” (Kramsch, 1991, p.229). Such a sociocultural approach differs from the cognitive and 

social-psychological approaches to language teaching and learning. In such a context, language 

classrooms are socioculturally situated spaces, and teachers act as mediators (Donato & 

MacCormick, 1994). IC dimensions include the preparation of learners to communicate 

effectively with people from other cultural backgrounds (Sinicrope et al., 2012), getting ready to 

build relationships in various contexts, and reflecting the needs of global communities (Moeller 

& Nugent, 2014).  

Intercultural praxis model (Sorrells, 2022) aims to raise intercultural awareness, boost 

critical thinking, and address social justice issues. Inquiry, framing, positioning, dialogue, 

reflection, and action are six entry points to the intercultural process. These entry points call for 

navigating complex intercultural spaces in the global context. The intercultural praxis model 

advances the understanding of opportunities and challenges in the intercultural communication 

context.  
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Intercultural communicative competence 

Intercultural Communicative Competence (ICC) is a multifaceted and multidimensional 

construct. Until the late ’90s, the dominant literature on ICC was mainly based on interpretations 

of traditional North American authors' fundamental concepts of culture and intercultural 

communication (Hall, 1959; Hofstede, 1980; Williams, 1983). Despite ICC being a highly 

complex construct, it gained popularity in foreign language education research (Byram, 1997, 

2021; Fantini, 2006; Garrett-Rucks, 2016; G. M. Chen, 2017; Godwin-Jones, 2021a; Hinkel, 

2014; Sercu, 2005, 2006; Sorrells, 2020b). As Zafar et al. (2013) contend, “the term signifies the 

relationship between language learning and culture” (p. 565).  

Byram’s model of ICC (1997) is the highest cited among others in the foreign language 

education context (Deardorff, 2009; Dervin, 2010; Griffith et al., 2016). Byram’s model presents 

four major components of ICC: linguistic, sociolinguistic, discourse, and intercultural 

competence (IC). According to Byram (2021), the core of IC is political education/critical 

cultural awareness (CCA). Other four dimensions of IC are attitudes (curiosity and openness), 

knowledge (social groups, their products, and practices), language skills (ability to interpret a 

document or event in another language), and interaction skills (ability to acquire new knowledge 

of a culture and cultural practices in real-time communication in the classroom or beyond of it).  

Chen’s triangular model (2014) introduces three aspects of ICC: intercultural awareness 

(cognitive), intercultural sensitivity (affective), and intercultural adroitness/or effectiveness 

(behavioral). The first two aspects of this model are also discussed in language education. Chen 

(2017) contends that there are “six conceptual issues with ICC: 1. the meaning of ICC, 2. trait vs. 

state, 3. effectiveness vs. appropriateness, 4. knowledge vs. performance, 5. universal vs. 

culturally specific, and 6. components and models of ICC.” (p.349).  
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Chen (2017) explains that the first problem is relevant to “competence” and “context.” 

He proposes that the issue stems from the context idea where competence is utilized. 

Intercultural communication competence in the language classroom covers two contexts. The 

first is the real classroom context, where just-in-time communication happens. The second one is 

an imaginary context, where students are preparing to communicate. Not all students can visit the 

country, which may remain imaginary forever. The LCTL instructors prepare students for 

communication in the target language with native speakers. However, in the classroom, students 

interact with their peers, the teacher, and the learning materials. Moreover, competence is 

acquired slowly and is defined as “the person’s ability to “interact” with others in a specific 

context” and “it deals with the ability to show mutual respect, sincerity, tolerance, and 

responsibility to different cultural values and norms in interaction.” (Chen, 2017, p. 353). It is 

unstable and develops over many years (Deardorff, 2015).  

In many cases, the definitions of IC and ICC seem to overlap. However, Moeller and 

Nugent (2014) differentiate IC from ICC. According to these authors, IC does not require 

knowledge of a foreign language, whereas acquiring a foreign language is a central part of ICC. 

As Moeller and Nugent (2014) note, the focus of ICC is creating a comfortable atmosphere for 

foreign language speakers to communicate openly and to succeed in building relationships with 

other language speakers rather than just speaking grammatically correctly. The definition of ICC 

is important for setting goals in the language classroom and assessing learners. As Dervin (2010) 

mentioned, conceptualizing ICC has a significant impact and carries consequences on language 

teaching. 

National standards characterize ICC’s goals “to promote the ability to interact effectively 

and appropriately with people from other language and cultural backgrounds” (ACTFL, 2015). 
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The native speaker model has been replaced with authentic contexts where language and culture 

are used as resources. Sviridon (2021) states that ICC is “the ability to construct meaning” 

(p.352) and communicate with people effectively using verbal and nonverbal language.  

Van Houten and Shelton (2018) define ICC as “using language skills, and cultural 

knowledge and understanding, in authentic contexts to effectively interact with people” (p.35). 

According to them, the following are the main goals of ICC: expanding the worldview of the 

individual, cultivating sensitivity to other perspectives and cultural differences, communicating 

these differences using language, and building a new character as a global citizen.  

Critical Cultural Awareness 

Several scholars argue that ICC covers building effective relationships when 

communicating in a foreign language (Byram, 1997, 2009; Byram et al., 2002) and acquiring 

specific Critical Cultural Awareness (CCA) competencies. Byram (2009) firmly believes that 

CCA should be promoted in foreign language classrooms, and there is no “blueprint” for all 

language instructors, that the environment and the context impact each case. Later Byram added 

the notion of “intercultural citizenship” to his ICC model (Byram, 2008; Porto et al., 2018). 

Byram (1997) highlights the cultural identity of an intercultural speaker in addition to the skills 

and emphasizes the shift in the worldview of learners and identity transformation. In 2021, 

Byram presented CCA as a political education and noted that power issues were neglected in the 

ICC studies. CCA encourages students to be aware of global world issues, to challenge 

prejudices and stereotypes, and to collaborate towards peaceful world-building by applying their 

knowledge, skills, and attitudes gained through language learning. Liddocat and Scarino (2013) 

focus more on the identity of the learner, saying that learners need reflect on their meaning-

making process, discover themselves as communicators, and recognize the role of language and 
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culture in communication. The three terms relevant to ICC also gained more attention in foreign 

language education: intercultural awareness, intercultural sensitivity, and intercultural dialogue. 

Intercultural awareness 

Baker (2012) argues that CCA is an important concept; however, he proposes that 

Intercultural Awareness (ICA) is a more appropriate term in language education since language 

is unrelated to a specific culture at the macro level. Baker proposes twelve key components of 

Intercultural awareness that need to be promoted in the language classroom (See Table 3 below). 

Fantini (2009) claims that intercultural awareness is the most important dimension of 

intercultural competence. According to him, ICC is a lifelong learning process, and one may not 

reach full competence. Awareness is enhanced “through introspection and reflection” (Fantini et 

al., 2001, p.9) and develops other dimensions. While Intercultural awareness recognizes cultural 

differences, it does not account for deeper level of engagement and application of skills for a 

long time of period.  

Table 3 

Twelve components of intercultural awareness 

Levels Knowledge Skills Attitudes 

Level 1: 

Basic 

cultural 

awareness 

Awareness of (1) 

culture as a set of 

shared behaviors, 

beliefs, and values. (2) 

the role of culture and 

context play in any 

interpretation of 

meaning. 

Awareness of (3) our own 

culturally induced behavior, 

values, and beliefs and the 

ability to articulate this.  

(4) others’ culturally 

induced behavior, values, 

and beliefs and the ability to 

compare this with our own 

culturally induced behavior, 

values, and beliefs 

 

Level 2: 

Advanced 

Awareness of (5) the 

relative nature of 

cultural norms; (6) 

Awareness of (8) common 

ground between specific 

cultures and possible 

Awareness of (9) initial 

interaction in 

intercultural 
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cultural 

awareness 

multiple voices or 

perspectives within any 

cultural grouping; (7) 

individuals as members 

of many social 

groupings, including 

cultural ones. 

mismatch and 

miscommunication between 

specific cultures. 

communication as 

possibly based on 

cultural stereotypes or 

generalizations but an 

ability to move beyond 

these. 

Level 3: 

Intercultural 

cultural 

awareness 

Awareness of (10) 

culturally based frames 

of reference, forms, 

and communicative 

practices as being 

related both to specific 

cultures and also as 

emergent and hybrid in 

intercultural 

communication. 

Awareness of (11) a 

capacity to negotiate and 

mediate between different 

emergent socioculturally 

grounded communication 

modes and frames of 

reference based on the 

above understanding of 

culture in intercultural 

communication. 

Awareness of (12) 

cultural understanding as 

provisional and open to 

revision. 

Note. Adapted from Baker (2012). 

            As Kohn (2020) contends, awareness assists instructors in discerning possibilities, 

acceptability, and appropriateness in their teaching contexts. However, Kohn (2020, 2022) 

proposes that language education should go beyond intercultural awareness and claims that 

students are active agents in constructing their multilingual and multimodal repertoires. Kohn 

(2020) illustrated “issues of learner agency, non-native speaker emancipation, communication 

monitoring, and pedagogical mentoring” (p.55) from a constructivist point of view. This 

constructivist standpoint has profound implications for language pedagogy. Constructivist 

pedagogy values the individual knowledge and diverse linguistic backgrounds of learners. 

Intercultural sensitivity 

Intercultural sensitivity issues (people’s negative reactions to cultural differences or 

misunderstanding of perspectives) exist in foreign language classrooms (Barna, 1994; Bennett, 

2017; Bennett, M., & Bennett, J., 2004; Hammer, 2012). Chen (1997) defines intercultural 

sensitivity as "an individual's ability to develop a positive emotion towards understanding and 
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appreciating cultural differences that promote an appropriate and effective behavior in 

intercultural communication" (p.5). He lists the following six dimensions of intercultural 

sensitivity: self-esteem, self-monitoring, open-mindedness, empathy, interaction involvement, 

and non-judgment. Bennett’s (2017) developmental model of intercultural sensitivity 

(DMIS) introduces six stages of reactions to cultural differences. These stages are denial, 

defense, minimization (ethnocentric stages), acceptance, adaptation, and integration 

(ethnorelative stages). Chen (1997) contends that intercultural awareness cannot be achieved 

without intercultural sensitivity (a positive attitude towards different thought patterns). However, 

Garrett-Rucks (2016) contends that intercultural competence should be approached as “an 

evolving ability to solve real problems in intercultural contexts” instead of focusing on learners’ 

sensitivity or attitudes.  

Intercultural dialogue 

Intercultural dialogue in the language education context is related to “managing value 

judgement” (Houghton, 2012) in communication. It addresses ethnocentristic (tendency to view 

one’s culture as superior and evaluate other cultures based on their standards) and 

ethnorelativistic (the ability to accept other cultural views and understand them from their 

perspectives as opposed to their own judgments) views and promotes personal and social 

transformation. According to “intercultural dialogue occurs when members of different cultural 

groups, who hold conflicting opinions and assumptions, speak to one another in acknowledgment 

of those differences.” (Leeds-Hurwitz, 2014, p.1). Houghton (2012) introduced the intercultural 

dialogue model and six stages of critical analysis and evaluation of self and others. The 

intercultural dialogue model is a model to help teachers “to better organize their teaching 



42 

 

activities, considering syllabus and materials development, classroom practice, and learner 

identities” (p.72).  

Symbolic competence 

Incorporating ICC requires a careful approach. Some scholars stated a need for “a place 

between more than two cultures” (Kramsch, 1993, p. 233) and offered the term “third place.” 

According to her, it is a hybrid place where cultures and diversity meet. Lo Bianco et al., (1999) 

look at intercultural interaction as an adoption of a third place. They state that “the ability to find 

this third place is at the core of intercultural competence” (p. 5). The third culture notion in 

foreign language education emerged in contrast to the duality (L1/foreign language, C1/C2, 

native/target, self/other, or us/them) of the language learner (Canagarajah, 2007). The third 

culture notion leads us to social and cultural identity issues discussed by many scholars (Byram, 

2012; Norton, 1997; Sorrells, 2020a, 2020b; Sumara, 1998). Later, this construct was revisited 

by Kramsch (2009), and she suggested reframing it to a “symbolic competence” (Kramsch, 2008; 

Kramsch & Whiteside, 2008). A symbolic competence is a post-modernist orientation that 

discusses language encounters in multilingual settings and has strong ties to ICC. According to 

Kramsch (2009), symbolic competence does not replace ICC. Rather it gives meaning to “both 

communicative and intercultural competence in multilingual settings” (Kramsch & Whiteside, 

2008, p.668), serves as “a systematic reflexive component” (Kramsch, 2011, p. 355), and a 

property of a multilingual subject that was neglected previously in language education. As 

Garrett-Rucks (2016) notes, symbolic competence acknowledges learner identity. According to 

her, all components of ICC are also parts of social identity, and people need to be conscious of 

their assumptions.  
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Global competence 

Global competence is another term associated with the ICC. Hunter et al.’s (2006) 

working definition of global competence states: “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.16). Orozco-Domoe 

(2015) contends that IC is smaller in scope based on Global Competence Model (Hunter et al., 

2006). According to Orozco-Domoe (2015), global competence implies the ability to “interact 

effectively with cultures across the entire world” (p.64) as opposed to individual cultures. Dervin 

et al. (2020) claim that “global competence” is a trendy word for substitution of ICC. While I 

acknowledge the subtle differences among these constructs, in this case, I will similarly use ICC 

and global competence as people interact with people, not with a specific culture that is based on 

nationality and location. Indeed, a teacher with global competence should cultivate such skills 

within themselves and impart global competency to their students.  

Interculturality 

Recently scholars started questioning the “competence” model and suggested that 

teachers should engage students with authentic intercultural communication activities such as 

intercultural encounters and “complex intercultural interactions” (R’boul, 2020, p. 178). 

Interculturality was introduced as the focus of intercultural education. Scholars suggest that 

beyond introducing culture and raising intercultural awareness through comparison and contrast, 

teachers need to make intentional efforts to discuss diversity issues in the class (Nasuf & Sadikaj, 

2011) in different contexts. For example, in the Ukrainian context, interculturality was defined as 

“an active contact between different cultures, the confrontation of customs, thinking, and ways of 

life that collide in intercultural relationships” (Sokol et al., 2021, p.32). Chau and Truong (2019) 
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underscore the importance of interculturality in language education and define it as “learners’ 

personal engagement in social intercultural communication in the form of intercultural 

(language) activities” (p. 443). They consider interculturality as a different form of 

communication than observing culture as a dynamic process and comparing home culture to 

target culture. Another interesting factor discussed in the literature is the “co-construction of 

silence” in intercultural classrooms (Wang et al., 2022, p.3) which pays attention to the identity 

in multicultural classrooms and pedagogical perspectives as means of power.  

The intercultural concept includes living harmoniously despite differences in language, 

culture, religion, ethnicity, and socio-cultural orientations, resolving conflicts arising from cross-

cultural misunderstandings, and understanding how daily exposure to diversity influences 

attitudes, behaviors, and experiences (Elias & Mansouri, 2020). 

This section discussed key concepts of culture and ICC in language education. In the next 

section, I will highlight three main issues related to intercultural pedagogy: the new role of 

language educators, the pedagogical challenges of language educators, and transformational 

intercultural practices.   

2. Intercultural Pedagogy and the New Role of Foreign Language Educators  

Scholars claim that teachers need specific guidance and be prepared to teach in a new 

environment (Garrett-Rucks, 2016; Kerkhoff, 2017a; Kramsch, 2014a). As Garrett-Rucks (2016) 

contends: “ACTFL’s Global Position Statement is the first step towards shifting foreign language 

education toward a goal of ICC, yet without training and a firm understanding of the effort 

needed to prepare learners to reconfigure their original worldview, today’s educators risk 

frustration and failure at attaining the goals outlined in the document” (p.80).  
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Kramsch (2013) argues that “culture becomes an issue when native speakers of the 

language teach the language” (p. 57) due to their limited knowledge of the local culture. For 

these teachers, grammar, and vocabulary are “safe ground” (p.59). All these instances confirm a 

need for sound pedagogical approaches (Blake, 2007; Zhao, 2003) and a need for new 

pedagogical styles in the highly diverse globalized world to be able to promote ICC at the 

crossroads of language, culture, and technology.           

Culture and Intercultural Communication in Intercultural Pedagogy  

Kramsch (2014b) lists several research topics trending in language and culture education: 

the role of political and cultural context, cultural reality, and the limitations of technology, 

interdisciplinarity, reflexivity, and convergence of fields. Holmes and Corbett (2022) added new 

topics such as conflict, crisis, and creativity as part of critical intercultural pedagogy. These 

topics appear as new branches in foreign language education and emphasize a critical approach 

to language pedagogy (Dasli & Díaz, 2016; Houghton, 2012; Kearney, 2016; Nieto, 2017). 

Consequently, a critical approach to intercultural content in the curriculum is becoming essential 

(Sorrells, 2020a; Tolosa et al., 2018).  

Bektaş-Çetinkaya (2020) contributed to this field by providing comprehensive guidance 

for foreign language instructors on how to raise awareness, solve problems, and manage conflict 

in the foreign language classroom. Additionally, Bektaş-Çetinkaya (2020) demonstrates creative 

ways to introduce literature, drama, movies, and technology to raise intercultural awareness, 

advance empathy skills, and develop alternative assessment tools for critical reflection.  

Intercultural Teacher Characteristics  

Scholars acknowledged that literature in foreign language education focused on the 

learner side, and the teacher side was neglected for a long time (Byram, 2015). Kramsch’s 
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intercultural teacher characteristics model emphasizes three important roles of language 

educators: expert speakers, expert methodologists, and expert professionals. An important part of 

intercultural pedagogy in this context is critical-cultural awareness of the instructor (about 

themselves and students’ cultural backgrounds) plus designing materials for language learners 

who will use the language “for communicative and reflexive purposes in various modalities” 

(Kramsch, 2009, p.22). Kramsch’s (2004) intercultural teacher characteristics framework was 

built on Byram’s model of ICC and defines six saviors (knowledge): “1) theoretical knowledge 

(savior); 2) linguistic, interactional competence (savior dire/faire); 3) an interpretive and 

relational competence (savior comprende); 4) a methodological competence (savior enseigner); 

5) intercultural attitudes and beliefs (savior etre), and 6) critical cultural stance (savior 

s’engager). 

Based on the definitions and arguments above, it can be concluded that intercultural 

pedagogy addresses teaching content, the learning context, and the foreign language teaching and 

learning process. Hence, intercultural pedagogy urges language instructors to develop skills such 

as leadership, problem-solving, and communication management. Finally, the intercultural 

approach in language education is more than teaching a target language and culture. It is about 

acknowledging that people’s assumptions are shaped in a specific context and that their 

“assumptions and practices are at play in communication” (Liddicoat & Scarino, 2013, p. 29). It 

is about the awareness of cultural differences between the learner and others and the 

acknowledgment of one’s own assumptions, perceptions, and values.  

Reflexivity in intercultural pedagogy  

From the sociocultural perspective, teachers should be able to reflect on their daily 

practices and describe why they are doing what they are doing (Hong & Pawan, 2015; Lee et al., 
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2012). Educators are already calling for the re-imagination of intercultural communication in the 

21st century based on “postmodern understandings of culture in interaction” (p.86), which views 

culture as a constructed, fluid, and dynamic entity (Díaz & Moore, 2018). Contrary to the 

traditional approach to intercultural communication, the postmodern (critical) approach sees 

language in action, and the negotiation of identities becomes a priority (Zhu, 2014). Such 

“interpersonal, organizational, and public communication” (Chen, 2017, p. 350), engagement, 

and interaction can happen in the target country, multicultural environment in the local country, 

or the classroom. This approach is aligned with the “transformative vision” (Gorski, 2006, p. 

167) of multicultural education. Intercultural pedagogy expands this definition by adding 

reflection on the co-construction of meaning, learning, and identity. 

The instruction creates transformational experiences when implemented successfully. In 

this context, teachers should be critically aware of their self-identities and act as mediators of 

communication. As Liddicoat and Scarino (2013) state: “The goal of learning is to decenter 

learners from their preexisting assumptions and practices and to develop an intercultural identity 

through engagement with an additional culture” (p.29). This approach requires “intercultural 

responsibility” (Ferri, 2014) in response to educating students to understand themselves. The 

foreign language teacher facilitates intercultural learning experience by cultivating knowledge, 

values, attitudes, and skills that transform the learner (Byram, 1997, 2021; Moeller & Nugent, 

2014; Sorrells, 2020b). Consequently, the intercultural language teaching approach is about 

developing the ability to interpret and reflect on languages, cultures, and intercultural learning 

processes.  
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3. Intercultural Pedagogy and Challenges in Foreign Language Education  

Foreign language education in the US was based on the communicative language 

teaching (CLT) approach until recently and is moving towards intercultural education (Garrett-

Rucks, 2016). Such an approach requires a shift and new directions in foreign language teaching 

and research (Coffey & Wingate, 2017) in the era of digitalization and globalization. 

Communication happens in different contexts, including the discourse of diverse media and the 

Internet. Kramsch (2014a) emphasizes the role of technology in the language classroom as the 

means of creating authentic environments:  

“Communicative pedagogies have made the classroom more participatory, electronic 

chatrooms have loosened the tongues, and the writing of even shyest students, video and the 

Internet have made authentic materials available as never before, telecollaboration and social 

networks have increased students’ access to real native speakers in real cultural environments” 

(p.296).  

However, Kramsch (2014a) contends that language teachers are not confident in such an 

environment and are left puzzled about navigating a rapidly changing world. Silva and Gil 

(2012) also describe pedagogical challenges based on traditional, socio-cultural, and intercultural 

approaches in foreign language education. The traditional approach to culture is problematic and 

was described by Galloway (1985): 1) sporadic and isolated information presented in language 

education; 2) confusion over intercultural dimension in the curriculum and presentation of flags, 

food, fashion, and famous people which leads to stereotyping; 3) providing learners a tourist 

view, and 4) focusing mainly on cultural differences. The cross-cultural approach focused mainly 

on the native language speaker and culture, neglecting the foreign language learner's identity. 

The following common pedagogy challenges were discussed in the literature: the intercultural 

curriculum design, intercultural practices in the globalized world, facilitating intercultural 

learning, creating opportunities for global learning experiences, and selecting measurement tools 

critically to assess ICC. 
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Intercultural curriculum design issues 

Scholars argue that ICC is a teaching model and should be an objective of language 

education (Byram, 1997, 2021; Furstenberg, 2010). As Furstenberg (2010) claims, intercultural 

communication should be not just a part of the curriculum but an objective of language 

education. Byram (2015) stated: “Teachers of foreign languages need intercultural sensitivity and 

competence, but they also need to make this the focus of their lessons.” (p. 39). According to 

global research on foreign language teacher perceptions and ICC, foreign language teachers are 

willing to promote ICC in their classrooms; however, what they believe to be the best way of 

implementing ICC is restricting them from such activities (Sercu, 2005, 2007). For instance, 

ACTFL World-Readiness Standards (2015) require instructors to integrate culture into their 

curriculum. However, many language instructors focus on products and practices and struggle to 

discuss perspectives in an authentic context (Cutshall, 2012).  Additionally, language instructors 

display adversity in engaging with a deep level of ICC at the beginning level of foreign language 

learning (Garrett-Rucks, 2016) due to students’ language barriers. Given the fact that only 1.6% 

of foreign language learners at American colleges reach an advanced level of language learning 

(Garrett-Rucks, 2016; Zimmer-Loew, 2008), it is crucial to start infusing ICC into the curriculum 

from the beginning level (Durocher, 2007; Garrett-Rucks, 2016; Kerkhoff, 2017a; Kramsch, 

2014a).  

There is a growing need for global language education for global business, economy, 

education, healthcare, and communication. All of these require an understanding of the new role 

of intercultural education, critical cultural awareness (Nugent & Catalano, 2015), a pedagogy for 

global understanding (Dulabaum, 2011; Mansilla et al., 2013), designing and developing a 

curriculum for global learning (Genc & Bada, 2005; Kerkhoff, 2017b), diversification of 
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language curricula (Vanpee, 2022), teaching for global readiness (Casinader, 2016; Kerkhoff, 

2017a), and critical, transformative education where language teachers act as “social actors” 

(Kramsch, 1998)  or “go-between” mediators (Kramsch, 2004). Language educators are 

challenged when discussing global issues (Davis et al., 2005; Nugent & Catalano, 2015), and 

need to “reflect on their experience informed by a multidisciplinary professional training” 

(Kramsch, 2014a, p.309). 

Facilitating intercultural learning and conflict management 

In general, intercultural pedagogy focuses on diversity and inclusion (Lee, 2017). 

However, language instructors feel overwhelmed when discussing sensitive issues or promoting 

critical cultural awareness in the classroom (Dulabaum, 2011; Durocher, 2007). Barna (1994) 

listed six stumbling blocks in the language classroom: 1) assumption of similarities, 2) language 

and cultural differences, 3) non-verbal misinterpretation, 4) preconceptions and stereotypes, 5) 

tendency to evaluate immediately, and 6) high anxiety or tension. Microaggression is another 

challenge that language educators might face in the language classroom. It is defined as 

unconscious, subtle offensive behavior or racial statement with negative implications in 

intercultural contexts. If used appropriately, microaggression scenarios can be the object of 

language learning and improve intercultural learning (van Olphen & Peart, 2022). Educators 

must be able to use coping strategies toward microaggression and use them as role-plays (Glynn 

et al., 2018).  

Kaçmaz (2020) contends that although the word conflict has a negative meaning, it can 

serve as an opportunity for intercultural growth and development. In the language education 

context, conflict resolution becomes hard due to miscommunication and misunderstandings. 

Therefore, Kaçmaz (2020) claims several strategies for sustained communication are necessary: 
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“self-expression/self-disclosure, active listening, effective questioning, empathy skills, reflection, 

rephrasing, reframing, etc.” (p.182). 

Kramsch (2014a) believes that mass media such as cinema, television, and videos can 

create stereotypes along with “touristic flavor in foreign language textbooks” (p.308) and sees 

potential in personal narratives and literature as a solution. Nugent and Catalano (2015) suggest 

using critical incidents for discussing stereotypes in the language classroom. Therefore, it is 

important that language educators can make “informed pedagogic decisions” (Kramsch, 2014a, 

p.306). Thus, we can conclude that teachers must provide clear instructions to facilitate 

intercultural learning and be able to solve conflict management issues and teach students how to 

solve problems. Promoting intercultural awareness is being aware of conflict situations in the 

classroom due to cultural backgrounds and advancing productive communication skills.  

Purposeful activities will contribute to the development of language education and prepare 

learners to respect, examine their values, and reflect on critical issues in society. 

Re-examining intercultural practices in the highly diverse globalized world 

While there are many examples of successful integration of technology for intercultural 

learning and collaboration (Bonk, 2009; Kang, Bonk & Kim, 2011), deep interaction, motivation, 

and feedback (Bonk & Khoo, 2014; Bonk & Lee, 2017; Golonka et al., 2014), there are some 

instances of failures. “Tension between local and global pedagogical styles” (Kramsch, 2014a, 

p.298) forces language educators to re-examine their views and practices. Teachers face 

linguistic and cultural hybridity, which conflicts with pure, authentic native language norms and 

unpredictable construction of meaning in an online environment. Liddicoat and Scarino (2013) 

believe that careful selection of learning materials and a critical approach to the resources offer 

learners opportunities for analysis and reflection. However, they list several cases where 
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language educators had negative experiences using technology to promote ICC. They believe 

that a central problem is based “in the pedagogical use of social technologies” (p.111).  

According to Golonka et al. (2014), incorrect use of technology can lead to 

“inappropriate input, shallow interaction, and inaccurate feedback; student frustration with 

software and hardware; a distraction from the learning task; and a general over-emphasis on 

delivery modality over learning objectives” (p.71). They strongly believe that “using technology 

in delivering a lesson or instructional unit will not make bad pedagogy good. Nor does a lack of 

technological tools or applications prevent effective teaching” (p.93). Liddicoat and Scarino 

(2013) contend that highly structured learning activities can lead to productive intercultural 

interactions. Barrett and Liu (2016) also emphasize the value of guided instruction and focused 

training. They found a link between unclear instructions and student anxiety. They look at 

technology not only as a tool but “as a new form of communicative learning space” (p.1254).  

Several examinations of cases that discuss telecollaboration and online intercultural 

exchange activities in the foreign language classroom demonstrated that serious instructional 

design issues persist (Belz, 2002; Kramsch, 2004; Liddicoat & Scarino, 2013; O’Dowd, 2003). 

Such issues are mainly tied to unstructured activities that involve discussing issues related to 

cultural identity, stereotypes, and differing views.  

Creating opportunities for global learning experiences 

According to the US Institute of Peace Special Report, a very limited number of 

American college students can afford to study abroad (Himelfarb & Idriss, 2011), which allows 

them to experience a culture, develop cross-cultural competence, and enhance career 

opportunities (Mijalski, 2018). Intercultural online exchange programs are initiated to address 

the country’s need for globally competent professionals who can cross-linguistic and cultural 
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borders successfully. Such initiatives are beneficial regarding cost saving but cause additional 

significant logistical challenges (time difference, credit transfer, enrollment issues, the culture of 

collaboration, coordination, and other issues).  

It is believed that study abroad programs boost students’ intercultural awareness (Dwyer, 

2004; Williams, 2005). However, institutions have misconceptions about international studies 

(De Wit, 2016; Knight, 2015). They believe having foreign students, overseas programs, an 

international curriculum, and faculty from abroad will internationalize the campus, and there is 

no need to evaluate ICC. De Wit (2016) condemns such misconceptions and calls educators to 

rethink internationalization. These misconceptions are directly tied to conceptualization of ICC, 

and educators have challenges developing learning outcomes, promoting intercultural learning, 

and assessing ICC in higher education (Deardorff & Arasaratnam-Smith, 2017).  

While overseas and international exchange program participation is still limited to many 

LCTL learners due to political, economic, environmental, and safety reasons, technology-

enabled intercultural curriculums create opportunities for authentic global learning experiences. 

In such a case, it is important to navigate technology to locate authentic materials in a culturally 

and linguistically diverse environment. Authentic materials help students to internalize learning 

materials in different social contexts (Pinzón, 2020). Neuner (2003) defines authentic materials 

as “the selection of socio-cultural topics according to everyday life experiences of ordinary 

people” (p.21) and emphasizes that critical cultural awareness should be a central point when 

using them during real interaction.  

Gilmore (2007) contends that authenticity has a broad definition and can have eight 

different meanings in a foreign language education setting. A text can be produced 1) by native 

speakers for native speakers; 2) by real speakers/writers for the real audience; 3) a real text to 
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convey a certain message; 4) interaction in the classroom between students and teachers; 5) 

different tasks selected by the instructor for specific purposes; 6) social situation in the 

classroom; 7) authentic assessments; 8) behavioral culture in the classroom. The general 

meaning of this term is a real text produced by real speakers for a real purpose/audience 

(Gilmore, 2007; Morrow, 1977). According to Nunan (1989), it is a text used for genuine 

communication, not for drilling purposes in the classroom. “An authentic text is a stretch of real 

language, produced by a real speaker or writer for a real audience and designed to convey a real 

message of some sort.” (Morrow, 1977, p.13). While many authors prefer this definition 

(Gilmore, 2007; Nunan, 1989; Porter & Roberts, 1981; Swaffar, 1985) contemplates that the 

focus of language learning should be learning objectives and preparing learners to communicate 

with the speakers of the language. Cañado and Esteban (2015) claim that the culture and 

diversity in the classroom also play a role in creating ‘contextual support’ (p.37) for learning 

and, at the same time, can create an ‘imbalance’ (p.38) between reality and the classroom. 

Learning transfers when the materials are relevant and meaningful, so authenticity in the 

teaching-learning situation should be considered very carefully. 

Selecting measurement tools critically for assessing ICC 

ICC also has been an object of criticism and discussions for several reasons, especially 

due to the complexity of the assessment (Young & Sachdev, 2011). Recently, several scholars 

addressed the criticisms. For instance, Byram (2021) notes that teachers should approach ICC 

assessments based on their teaching context and design instructional materials accordingly. 

(Byram, 2021; Byram et al., 2002; Garrett-Rucks, 2016).  

Assessment of cultural knowledge at the beginning level of foreign language instruction 

becomes problematic due to several factors. Feasibility questions occur due to ACTFL’s position 
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statement that recommends 90% of target language use in the classroom (Garrett-Rucks, 2016). 

One of the most important factors is to ensure “instructors’ strong foundation in understanding 

intercultural competence” (Garrett-Rucks, 2016, p.138) to address assessment concerns. 

Innovative technology provides multiple options for self-reflection and assessment. These 

reflections can be in the form of cultural e-portfolios, multimedia projects, or blog posts. 

According to Garrett-Rucks (2016), writing reflections in the native language outside of 

classroom time using online discussions, cultural e-learning activities, and creating e-portfolios 

with evidence are also possible solutions.  

Intercultural Communication Proficiency Benchmarks + Performance Indicators 

(NCSSFL-ACTFL, 2017a) and Intercultural Reflection Tool (NCSSFL-ACTFL, 2017b) were 

developed to support foreign language learners and instructors. Asia Society developed a 

framework for global competence (Mansilla et al., 2013). Intercultural Performance Indicators 

might be helpful for self-assessment purposes. However, ACTFL Intercultural Reflection Tool 

does not have sample activities for higher education level, and it includes examples for K-12 

language educators only. Garrett-Rucks (2106) suggests using Autobiography Intercultural 

Encounters (Byram, 2008) as a portfolio assessment. Other authors suggest different creative 

ways of measuring ICC (Dervin, 2010; Griffith et al., 2016). 

Online surveys and e-portfolios are the common types of measurement instruments for 

assessing ICC in the higher education field (Griffith et al., 2016). However, assessment of ICC in 

a foreign language is not an easy task. Most instruments and pedagogical approaches are highly 

criticized for validity issues. The roots of such failures mainly stem from multiple definitions of 

ICC that differ to some degree from each other (Dervin, 2010; Griffith et al., 2016) and teacher 

backgrounds. Therefore, it is important that teachers are aware of their own biases, “emotions, 
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representations, and contradictory discourses” (Dervin, 2010, p.168) in addition to a critical 

approach in selecting assessment tools. 

This section focused on the pedagogical challenges and needs for intercultural curriculum 

design, intercultural practices in the globalized world, facilitating intercultural learning, creating 

opportunities for global learning experiences, and critical approaches to assessment tools to 

promote and assess ICC. The next section will highlight the main pedagogical challenges in 

promoting ICC using technology. Language education is enhanced by using technology, which is 

a transformative and promising process. Specific challenges and opportunities for LCTL 

instructors to promote ICC include a) critical evaluation and creation of high-quality resources, 

b) exploring new learning spaces (Chen, 2012) for intercultural learning and teaching; and c) 

comprehensive research on intercultural learning and teaching (Godwin-Jones, 2013b; Golonka 

et al., 2014). The following sections will describe each of them briefly.  

4. Intercultural Pedagogy and Transformational Pedagogy Practices 

This section discusses how intercultural pedagogy issues remain important even though 

technology is increasing cross-cultural contacts and access to authentic materials in foreign 

language classrooms. The literature review revealed that intercultural design issues persist in 

navigating new contexts and environments. However, there were promising cases and 

opportunities that new technologies provide. The findings of other languages could benefit 

LCTLs, as globalization is bringing people together as new research trends are emerging.  

An intercultural perspective implies the transformational engagement of the learner in the 

act of learning. Technology is enriching LCTL classrooms, transforming LCTL instructors’ 

intercultural pedagogy practices as innovative learning technologies are providing new 

opportunities for both language learners and instructors. LCTL instructors and learners have 
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instant access to authentic materials, collaboration tools, native speakers, and multimodal 

materials such as texts, images, and videos. (Conole, 2008; Erbaggio et al., 2012; Liu, 2008; Liu 

& Chen, 2007). However, according to Blyth (2013), LCTL instructors have a “perceived lack of 

expertise in language technology” (p. 2) and feel challenged in the English language dominating 

environments. Garrett (2009) argues that the availability of tools will not guarantee the intended 

outcomes; activities must be carefully designed. She claims that  

“administrators tend not to realize that technology used for the purpose of language 

learning is radically different from general consumer use and even from that of teachers of other 

disciplines” (p.720).  

With the development of Web 2.0, language learners and teachers started looking at 

technology, not as a “tutor and drillmaster” (Blake, 2009; Davies et al., 2013; Garrett, 2009; 

Levy, 2009), but as the potential for meaning-making, space for collaboration and 

communication (Otto & Pusack, 2009). While textbooks offer static information about the 

culture, technology enables teachers to use dynamic information in the class (Dema & Moeller, 

2012; Liddicoat & Scarino, 2013; Nemtchinova, 2022). There is a movement from 

decontextualized, psycholinguistic learning toward theory-based sociocognitive and sociocultural 

learning (Hockly, 2011; Levy, 2009; Stanley, 2013; Wang & Vásquez, 2012). Blake (2009) 

states that more attention needs to be paid to “how culture and identity are negotiated online, in a 

multicultural setting” (p.831). 

Wang and Vásquez (2012) claim that the shift in computer-assisted learning (CALL) 

regarding the socio-cognitive approach and the potential interdisciplinary impact of Web 2.0 in 

foreign language learning is revolutionary. The Internet can help to develop ICC in diverse ways: 

authentic cultural materials, communication with the real audience, and a social environment. 
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Computer-mediated communication (CMC) tools enable learners to collaborate, cross-

communicate and reflect on their experiences. There are several cases and findings in favor of 

CMC use for promoting ICC. (Lee, 2011; Levy, 2009). According to Wang and Vásquez (2012), 

blogs and wikis were the most discussed tools. CMC and web-based instruction are dominant 

topics in CALL and trending (Chun, 2007; Lin, 2015). However, research is at the surface level, 

and the impact of Web 2.0 tools on ICC in the less commonly taught classrooms is unclear.  

Several authors examined the technology choices and pedagogical objectives in foreign 

language teaching (Levy, 2009; Salaberry, 2001; Stockwell, 2007). However, these studies did 

not consider educational goals for teaching culture or promoting ICC. In 2009, the entire volume 

of the Modern Language Journal focused on changes and “new demands on language education” 

(Garrett, 2009, p. 219). Below are examples of intercultural practices using technology to foster 

intercultural learning in language education. 

Exploring new learning spaces for intercultural learning 

A significant amount of literature on intercultural teaching and learning is focused on the 

use of technology for promoting intercultural competence in the classroom, and they carry a 

quantitative character. Recently, there was a shift in research, and more qualitative studies have 

been conducted (Levy, 2015; Wang & Vásquez, 2012). Social computing, interactionist 

computer-mediated communication, and ethnographic approaches emerged in literature (Blake, 

2011). With the emergence of Web 2.0 tools, there was a movement towards literacy-based 

learning. According to Wang and Vásquez (2012), social networking applications and virtual 

worlds need more attention. New trends such as language learning games (Blake, 2011), social 

networking spaces (Chen, 2012), designed experiences (Squire, 2006, 2007), and simulations 

(Peterson, 2010) are emerging areas in the field. As Chen (2012) claims, new media, with its 
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distinct features such as “digitality, convergency, interactivity, hypertextuality, and virtuality” 

(p.2), is impacting globalization trends. Such an impact is seen as “revolutionary changes in 

people’s thinking, and behaviors” (G. M. Chen, 2012, p.3), and we need to understand them. 

While most of the literature is based on commonly taught languages, LCTL instructors also can 

use these resources in the era of globalization, which is characterized as “dialectically dynamic, 

universally pervasive, holistically interconnected, culturally hybridized, and individually 

powerful” (G. M. Chen, 2012, p.3). 

Intercultural learning and LCTLs in an online environment 

Several scholars noted that online and hybrid courses could benefit LCTL programs 

(Blake et al., 2008; Winke et al., 2010). Blake (2009) states that more attention needs to be paid 

to “how culture and identity are negotiated online, multicultural setting” (p.831). Openness to 

other cultures, acceptance of values, and learner autonomy in an online environment are central 

issues in some studies (Blake, 2009). For instance, Winke et al. (2010) stated that LCTL learners 

prefer face-to-face learning as opposed to online learning. Thompson and Schneider (2012) 

suggested developing online courses for LCTLs as a sustainable way of using economic 

resources. Several language centers offer online LCTL courses in partnership with numerous 

institutions (Blyth, 2013).  

Benefits of online resources for infusing ICC 

As previous studies demonstrate, intercultural research focuses more on learner 

experiences, and there are a few studies that examine teacher practices. Golonka et al. (2014) 

reviewed over 350 studies on the use of technology in the language classroom. Although their 

studies are limited in scope, they concluded that almost all studies have “a nearly exclusive focus 

on Western European languages” (p.71). This finding confirms previous study results (Sercu, 
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2005; Wang & Vásquez, 2012; Zhao, 2003). Most studies are conducted by practitioners and 

self-reported (Blattner & Fiori, 2011; Klimanova & Dembovskaya, 2013; Montoneri, 2017; 

Yang & Xie, 2013). However, they mostly focused on learners’ sociopragmatic awareness, 

multiliteracy skills, learner engagement, confidence-building, and new identities.  

Teaching a culture “that promotes authentic communication” (Dema & Moeller, 2012, p. 

78) is challenging, especially for LCTL instructors. As Dema and Moeller (2012) state, culture is 

“intangible,” and “textbooks rarely contain any information on values, attitudes, and perceptions 

in foreign language culture” (p. 79). Many LCTL classrooms lack high-quality textbooks, 

authentic materials, and pedagogical resources (Özçelik & Kent, 2015; Thompson & Schneider, 

2012). Several scholars discuss the benefits and potential of online resources for motivating 

learners, LCTL instructor collaboration, networking (Blyth, 2014; Erbaggio et al., 2012; 

Thompson & Schneider, 2012), and open educational resources as “a promising alternative” 

(Blyth, 2013, p.1).  

Critical evaluation and creation of resources for intercultural learning 

 According to Garrett-Rucks (2016), multimodal materials, wikis, and social media can 

be used as scaffolding materials to promote ICC. Foreign language teachers must be able to 

critically evaluate web resources (Barrette et al., 2010). Using online resources can address a 

lack of textbooks and leverage authentic online materials development for LCTLs (Blyth, 2013; 

Özçelik & Kent, 2015). The Internet and Web 2.0 tools opened the door to LCTL teachers too. 

As Blyth (2013) noted, they are contributing to the field of “mass production” and “mass 

distribution” (p.3) by creating videos, interactive materials, and online modules by using 

websites (Thompson & Schneider, 2012; Tochon, 2013), social media (McBride, 2009), and 

MOOCs (Bárcena & Martín-Monje, 2014). 
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Interactive learning environments and intercultural communication 

Along with texts, digital storytelling (DS) can contain images, audio, video clips, and 

music. According to Robin (2008), through DS, students can analyze their work and document 

important events in their life. Semaan et al., (2016) used DS to integrate the Arabic cultural 

storytelling tradition into their curriculum as a final project. Using survey results, the authors 

propose that DS engage students and enable them to contextualize their narratives, express their 

points of view, and listen to, reflect on, and discuss the stories of their peers.  

Xing et al., (2008) experimented with English and Chinese rhetoric academic writing 

using e-course for overseas students. They believe that writing in a foreign language is a “social 

and cultural experience” (p.73), and it affects language learners’ writing as well. One of the goals 

of the e-course was “to explore the possibility of creating an interactive learning environment via 

online communication to raise overseas students' awareness of cross-cultural contrastive 

rhetoric” (p.89). The results of the e-course design and implementation were successful; 

however, students expressed a need for more online communication. 

This section discussed new literacy practices regarding cultural and intercultural 

approaches in foreign language classrooms. The examples demonstrated that foreign language 

instructors face different challenges and issues when implementing intercultural language 

learning activities when using technology to promote ICC. The next section will emphasize the 

new roles that LCTL educators will play in the global discourse in facilitating intercultural 

activities. 

Summary of Chapter  

The literature review examined challenges in cultural discourse and opportunities for 

promoting ICC in LCTL classrooms. The findings include four major themes regarding 
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intercultural pedagogy in foreign language education. The first theme discussed key concepts of 

intercultural pedagogy, particularly different definitions of culture and ICC. Findings 

demonstrate that culture and ICC are very complex constructs. Therefore, finding out about the 

LCTL instructors’ understanding of culture and ICC is vital for determining their knowledge and 

pedagogical approaches for infusing ICC in their classrooms.  

The second theme described cultural perspectives and the role of foreign language 

educators in infusing intercultural pedagogy goals. This section emphasized the role of the 

pedagogical approach in language education and its relevance to intercultural communication. 

LCTL instructors’ reflections on a critical stance regarding language, culture, and identity also 

constitute their pedagogical choices and approaches. 

The third theme focused on pedagogical challenges in implementing intercultural 

pedagogy principles. The literature review revealed that intercultural language pedagogy issues 

in foreign language education must be explored further. 

The fourth theme examined new opportunities for practicing intercultural pedagogy in 

foreign language classrooms. There are promising cases and opportunities that new technologies 

provide as globalization is bringing people together and new communication patterns are 

emerging.   
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Chapter 3. Methodology and Methods 

The main goal of this in-depth case study was to identify how LCTL instructors 

conceptualize culture and intercultural communication competence (ICC) and how these 

conceptualizations shape their intercultural practices in the classroom. Specifically, it addressed 

the following research questions: 

Overarching question: How do perceptions of less commonly taught language 

instructors guide their pedagogy surrounding intercultural communicative competence? 

1. What is the reported understanding and perception of culture and intercultural 

communicative competence by less commonly taught language instructors?   

2. What teaching practices do instructors use to promote intercultural 

communicative competence in their language classrooms? 

3. What are the perceived challenges of less commonly taught language instructors 

in promoting intercultural communicative competence? 

A significant amount of early literature on intercultural language teaching is focused on 

the use of technology for promoting intercultural competence in the language education field, 

and they carry a quantitative character. Recently, there was a shift in intercultural research, and 

more qualitative studies, such as teacher identity (Gong et al., 2022; Silva & Gil, 2012), social 

computing, interactionist computer-mediated communication, and ethnographic approaches, 

started to develop (Blake, 2011; Levy, 2015; Wang & Vásquez, 2012).  

The qualitative method allows “to dig deeper into learners’ experience by giving ‘voice’ 

to it” (Levy, 2015, p.561) and understand “the meaning people have constructed, that is how 

they make sense of their world and the experiences they have in the world” (Merriam, 1998, p.6). 

This study focuses on discovering LCTL teachers’ perceptions of intercultural communication 
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competence and their practices based on their dispositions. Intercultural communication in the 

language classroom creates inclusive and transformative learning environments and 

opportunities for successful (verbal and non-verbal) interaction, critical reflection, and ethical 

behavior regarding cultural products, practices, and perspectives among people with diverse 

backgrounds and experiences. 

Research Context  

Nine LCTL instructors at a large midwestern university served as the case. This 

multilingual and multicultural setting was selected as a research site for the following reasons: 

First, the availability of area studies programs and a diverse body of LCTL instructors. Second, 

vibrant professional development workshops to teach culture and promotion of global learning. 

Third, technical support options for interdepartmental collaboration, and finally, a long history of 

global engagement.  

LCTLs are critical to U.S. national security, and LCTL programs depend on Federal 

support. The term “critical” means that there is a shortage of skilled professionals that are in high 

demand but not enough repository. In addition to being critical to the national interest, some 

scholars believe that maintaining and teaching LCTLs is critical to diplomacy, economic 

development, and social justice (Ingold & Hart, 2010; Robinson et al., 2011) and maintaining the 

world’s cultural and linguistic diversity (Nier et al., 2009).  

Description of the site 

The university offers many LCTLs that are rarely taught in other schools around the US. 

Area studies centers promote the teaching and learning of LCTLs and cultures, support the 

development of instructional materials, provide teacher training, and organize professional 
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conferences. At this institution, LCTL instructors can get organizational support for creating new 

language courses, sharing their practices, and collaborating.  

The site has a variety of technology affordances and robust online teaching support for 

LCTL instructors. Canvas Learning Management System (LMS) allows LCTL instructors to 

create assignments and share resources to scaffold their students in and outside of classrooms. 

Virtual meeting spaces allow LCTL instructors to bring guest speakers and record these meetings 

for future use. About thirteen LCTLs are offered online or via live videoconferencing. (See Table 

4 below). These contexts differ in their format and delivery methods. 

Table 4. Format and delivery methods of LCTLs at the university  

Format Delivery method 

Distance  Simultaneous synchronous and face-to-face meetings via 

videoconferencing 

Hybrid  Asynchronous, synchronous, and face-to-face meetings 

Traditional  Entirely face-to-face  

Accelerated Intensive format of the traditional course 

Informal meetings Outside of classroom activities  

Language and area studies centers at the university offer professional development and 

curriculum internationalization workshops and gather opportunities for strengthening world 

language education. Several initiatives on campus emphasize the importance of global education 

and aiming preparation of students for global careers. Every year the university hosts Fulbright 

exchange students to teach LCTLs. Study abroad programs send students overseas to learn 

languages and cultures, as well as area-specific specialists, including international business and 

public health.  

The university creates a multinational, multicultural, multilingual, and multidisciplinary 

environment for all students both inside and outside of classrooms, regardless of their academic 
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discipline or major. All undergraduates must take at least one language course for four semesters. 

Several language centers, cultural centers, international student organizations, and living-

learning centers provide opportunities for formal and informal language learning for motivated 

language learners with international interests. In this context, it is important to find out how 

LCTL instructors are approaching culture and facilitating intercultural activities in different 

environments and ensure that intercultural competence is an objective of curriculums.  

Selection of the case 

The primary stakeholders of this study are LCTL instructors. This study focuses on 

LCTL instructors’ understanding of ICC, perceptions about intercultural teaching, and their 

experiences with planning, designing, and implementing intercultural learning in different 

settings. According to Flyvbjerg (2006), “generalizability of case studies can be increased by the 

strategic selection of cases” (p.229). There are several reasons for selecting LCTL instructors as 

participants in this study. First, LCTL instructors are native speakers of the target language. 

Their cultural experiences and educational background are influenced by their formal training 

and cultural backgrounds. They are usually trained in non-US educational systems, prioritize 

grammar knowledge, and have different beliefs regarding language instruction (Saydee, 2016). 

For example, they come from countries where the student-teacher relationship is more 

authoritative and prioritizes grammar knowledge, or the power distance is far where teacher-

centered instruction is a priority. For instance, East Asian language speakers presume hierarchy, 

and a close relationship is presumed within seconds. The communicators select words, grammar, 

and genre based on the context. The role of non-verbal cues is also important for proper 

communication. Scholars argue it is unclear to what degree international faculty adapts to the 
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local cultural expectations and educational systems (Ghazarian & Youhne, 2015; Parmenter, 

2003). 

LCTL instructors’ cultural and educational backgrounds might bring obstacles when 

facilitating intercultural activities. Hence, examining LCTL instructors’ perceptions about 

culture and ICC, their current intercultural practices, and challenges for planning intercultural 

activities is vital.  

Additionally, Blyth (2013) contends that LCTL instructors are challenged in navigating 

within “a hegemonic knowledge ecosystem” (p.2) of the publishing industry due to their digital 

literacy skills and knowledge in applied linguistics. For instance, pragmatics is “the study of 

how-to-say-what-to-whom-when.” (Bardovi-Harlig, 2013, p. 68).  According to Bardovi-Harlig 

and Mahan-Taylor (2003), “with such instruction, learners can maintain their own cultural 

identities, participate more fully in target language communication, and gain control of the force 

and outcome of their contributions.” (p. 38). LCTL instructors’ familiarity with robust 

pedagogical frameworks on intercultural issues is a critical part of any program implementation. 

Thus, it is essential to learn about LCTL instructors’ practices in teaching culture and facilitating 

intercultural learning.  

Finally, the lack of high-quality textbooks and promoting intercultural learning in LCTL 

classrooms surge a variety of questions common in foreign language education and intercultural 

pedagogy. Such intercultural pedagogy issues include teaching culture at the beginner level 

(Durocher, 2007; Garrett-Rucks, 2016; Nemtchinova, 2022), discussing cultural practices, 

perspectives, and products (Moeller & Nugent, 2014), promoting deep learning of culture 

(Tochon, 2013), strategies that promote intercultural learning (Carroll & Carney, 2005), 

addressing stereotypes and sensitive issues (Dulabaum, 2011), and teaching culture as a context 
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versus as content (Kramsch, 1993).  Therefore, it is important to learn more about how LCTL 

instructors reflect on their co-constructed identities and transformational experiences.  

The availability of a high number of LCTLs, area-specific programs, a technology-rich, 

multilingual, and multicultural environment are unique characteristics of this case. Selecting 

such a site allowed me to collect rich data about intercultural pedagogy practices in LCTL 

classrooms.  

Study Participants  

Different language programs require LCTL instructors and program directors to design 

both in-class and outside-class activities. The LCTL instructors teach different language 

proficiency levels (beginner, intermediate, and advanced), have different skills in using 

technology (online course design, hybrid, and distance teaching experience), have different 

levels of familiarity with intercultural communicative pedagogy (5C’s, intercultural 

communicative competence, and skills for promoting intercultural learning), and facilitate 

various delivery formats of classes (formal and informal). As Patton (2002) contends, the 

common characteristic of a qualitative study is purposeful sampling “because they are 

‘information rich’ and illuminative” (p. 40). Therefore, maximum variation sampling was used 

along with criterion sampling. Maximum variation sampling represents complex phenomena and 

the multiple perspectives of LCTL instructors (Creswell, 2002; Onwuegbuzie & Leech, 2007b).  

Within-case sampling 

The reasons for using maximum variation sampling are: 1) Resources for some LCTLs 

differ to a great degree; 2) Class sizes and enrollment numbers vary; 3) Difficulty levels of 

LCTLs require more or fewer hours; 4) LCTL instructors are teaching different language 

proficiency levels; 5) LCTL instructor’s English language skills vary; 6) LCTL instructors’ 
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cultural backgrounds vary; 7) LCTL instructors’ familiarity and comfort levels with technology 

use are distinct; 8) LCTL instructors’ familiarity and comfort levels with ICC are distinct; 9) 

LCTL instructors’ perceptions and practices with technology use are distinct; 10) LCTL 

instructors’ familiarity with the American culture differ. Therefore, involving the maximum 

representation of LCTL instructors is desired to obtain more objective information from 

participants. 

Figure 1 

Maximum variation sampling 

 

Participant subjects. All the participants were teaching critical languages. Eight of them 

were females, and one participant was male. All female participants are native speakers of the 

language they teach, and many of them have obtained their educational training abroad. A male 

participant is a heritage language speaker but obtained all his formal education in the US.  

Two participants were developing textbooks or online language teaching materials. The 

participants represent different programs at the university. They were all full-time faculty, 
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including one visiting lecturer and one associate instructor. Five participants were LCTL 

instructors with experience teaching in face-to-face, hybrid, distance, and online formats.  

Non-participant subjects. Non-participant subjects of this study are classroom students 

and one Fulbright Foreign Language Teaching Assistant (FLTA) teacher who assisted the lead 

LCTL instructor. Classroom students are undergraduate or graduate students learning LCTLs and 

adults over 18. They were non-participant subjects in this study. 

Table 5 

Teacher demographics 

Language 

Teachers 

Age 

group 

Sex Status Teaching 

experience 

at this 

university 

The highest 

degree to the 

date 

US 

College 

degree 

Native 

speaker 

of the 

target 

language 

Participant 1 51+ F Full-time 6-10 PhD No  Yes 

Participant 2 51-60 F Visiting 

scholar 

3+ MA No Yes 

Participant 3 41-50 M Full-time 18+ PhD Yes  Heritage 

speaker 

Participant 4 51-60 F Full-time 17 MA Yes Yes 

Participant 5 41-50 F Full-time 

 

14+ PhD Yes Yes 

Participant 6 59+ F Full-time 15-20 MA No Yes 

Participant 7 31-40 F Full-time 

 

6-10 PhD 

Candidate 

Yes Yes 

Participant 8 41-50 F Full-time 6-10 PhD No Yes 

Participant 9 53+ F Full-time 11-15 PhD No Yes 
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Research Design 

A qualitative case study is “an intensive, holistic description and analysis of a bounded 

phenomenon such as a program, an institution, a person, a process, or a social unit” (Merriam, 

1998, p. xiii). Availability of a high number of LCTLs, area studies programs, technology-rich, 

and multicultural environment are unique characteristics of this case. LCTL instructors’ views of 

this reality helped the researcher to understand LCTL instructors’ perceptions, unique 

experiences, challenges and needs for promoting ICC. Selecting such a site allowed the 

researcher to collect rich data about intercultural pedagogy in LCTL classrooms. Additionally, 

this case revealed LCTL instructors’ identity, global awareness, and intercultural sensitivity for 

promoting ICC in a multilingual, multicultural, and rich technology environment.  

  Paulus and Lester (2021) suggest nine design considerations in qualitative research. The 

first consideration is “deep engagement with the literature and generating meaningful questions” 

(p.42). In the previous chapter, I described the following two considerations, “selecting a 

methodology, identifying theories” (p.42-43). A rationale for including LCTL instructors as a 

bounded “social unit” (Merriam, 1998) and the reasons for selecting the case were explained in 

detail above and in the Introduction chapter. The sections below will determine the boundaries of 

the research, data collection procedures, data instruments, and ethical considerations in more 

detail. 

Boundaries of research 

Setting boundaries for research is critical in a case study (Baxter & Jack, 2008; Crowe et 

al., 2011; Stake, 1995; Yin, 2014). Otherwise, the research might yield unrelated data, which will 

be hard to manage (Yin, 2014; Zainal, 2007). This study focuses on LCTL instructors’ cultural 

and intercultural language teaching practices based on their perceptions. Specifically, this study 
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investigates how LCTL instructors describe, make plans, organize resources, and facilitate 

intercultural classroom activities and what challenges they face in fostering ICC. The selected 

context is particular and allows for collecting data from a limited number of individuals 

(Richards, 2003; Zainal, 2007).  

Case study design 

A case study has three characteristics: particularistic (focuses on a specific event, 

program, or phenomenon); descriptive (produces a high-volume, thick description of the 

phenomenon under study); heuristic (illuminating the reader’s understanding of the phenomenon 

under study) (Merriam, 1998, pp.29-30). I have selected a descriptive case study (Merriam, 

1998) that considers examining “the data closely both at a surface and deep level to explain the 

phenomena in the data” (Zainal, 2007, p. 3) within a specific context. I believe that the 

descriptive case study will help to clarify confusion about the role of culture and intercultural 

communicative competence in the foreign language classroom, demonstrate examples of 

intercultural pedagogy practices, and collect vivid information from a small number of people. 

Crowe et al. (2011) suggest targeting the following five main stages of case study design: 

“Defining the case, selecting the case(s), collecting and analyzing data, interpreting data, and 

reporting the findings” (p.5). The LCTL instructors at a big midwestern university served as the 

unit of analysis of the case. Hence, this case study is a global view onto LCTL instructors’ 

perceptions and practices in one context. This descriptive case study explored and described 

perceptions of LCTL instructors about culture and ICC, practices with intercultural 

communication in the foreign language classroom, and their challenges in teaching culture and 

promoting ICC. Such design is good for “research that provides important information about 

“what is” and thus provides opportunities to understand and critique existing practices in the 
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education system.” (Lochmiller & Lester, 2017, p. 9). In this educational study, I agree with the 

position that “improvement-oriented research seeks to address practice, as it uses knowledge 

derived through research. It is concerned with identifying what could be if particular actions or 

reforms were adopted.” (Lochmiller & Lester, 2017, p. 10).  

The rationale for selecting this case is its uniqueness and revelatory nature (Stake, 1995; 

Yazan, 2015; Yin, 2014), which can provide “a nuanced view of reality” (Flyvbjerg, 2006). A 

case study method is more meaningful for obtaining an “in-depth appreciation of an issue” 

(Crowe et al., 2011, p.1) and examines a phenomenon that is preselected and worthy (Stake, 

1995). The case study method has several advantages over other methods: it will allow for the 

examination of the case within the real context, the collection of several types of data, and the 

discovery of “the complexities of real-life situations which may not be captured through 

experimental or survey research” (Zainal, 2007, p.4).  

Braun and Clarke (2021) state, “researchers using reflexive thematic analysis inductively 

need to identify, and ideally articulate in their reporting, the theoretical assumptions informing 

their analysis” (p 331). I selected the constructivist approach as any language classroom is a 

space for negotiation and meaning construction. Aligned with this approach to the case study 

design (Merriam, 1998), I pre-selected my participants.   

In this instance, my objective is to investigate how LCTL instructors interpret and assign  

significance to culture and an intercultural approach in their professional roles, both as content 

developers and facilitators, and how they interpret the meaning of these engagements. This 

approach helps to deepen an understanding of intercultural issues among LCTL instructors in the 

context and their practical considerations for designing, developing, and implementing 
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intercultural activities (Baxter & Jack, 2008; Yin, 2014) and “broader social influence” (Dyson 

& Genishi, 2005, p.9) they bring to the field.   

Figure 2 

Descriptive case study context 

Context: Rich multicultural and multilingual environment 

Mode: Face-to-face, Distance, or Hybrid 

Case: LCTL Instructors’ perceptions and practices on promoting intercultural 

communication 

 

Less commonly taught languages 

 

Least commonly taught languages    

        

             Arabic Bosnian/Croatian/Serbian 

Japanese Czech 

Russian* Hungarian 

 Mongolian 

 Turkish 

 Ukrainian* 

 Zulu 
 

Intercultural communication spaces: formal and informal 

*The same instructor 

According to Yin (2014), “the case study’s unique strength is its ability to deal with a full 

variety of evidence,” including documents, interviews, and participant observations. A 

descriptive case study design allowed me to collect various data from LCTL instructors who deal 

with intercultural pedagogy issues in their daily lives. As Dyson and Genishi (2005) propose, 

case studies try to unlock “the meaning people make of their lives in very particular contexts” 

(p.9). According to them, these meanings are situated and influenced by covert broader societal 
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contexts. Hence, we can assume that social activities in the LCTL classroom are “complex social 

happenings” (Merriam, 1998) and must be interpreted.  

Data Collection  

 The in-depth descriptive case study design was selected to explore LCTL teacher 

practices and perceptions, specifically those related to conceptualizing ICC, enhancing cultural 

knowledge and fostering intercultural communication, and what challenges they face while 

teaching culture or fostering ICC. I collected data from nine participants at least two times: 

During the interview and the class observation. When needed, I asked for additional data from 

my participants during the member checks. Data triangulation helped “to obtain a richer and 

more detailed description” (Abdalla et al., 2018, p. 72) of the case. As Baxter and Jack (2008) 

state, a case study becomes stronger when a variety of data sources are used to understand 

“multiple facets of the phenomenon” (p. 544).  

Table 6 

Data types 

Interview transcriptions 

● 9 interviews 

Observation notes  

● 9 classroom observations 

● 1 outside of classroom observation 

Member check notes 

● Debriefings 

● Follow-up meetings 

 

Documents in 10 languages 

● Syllabuses, Lesson plans 

● Activity description 

● Photos 

● Final project examples 

● Textbook pages, Web-links 

● Worksheets   

● Cultural modules 

● Final Project Guide 

● Cultural activity description 

I collected two types of data: primary and secondary. The primary data of this research 

are semi-structured interviews and observation notes. The secondary data are criterion-matching 

documents such as lesson plans, syllabuses, etc. They were used to triangulate the data. As an 
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initial step, I reviewed documents such as syllabuses, activity examples, or lesson plans to get 

ready for the interviews and observations (surface level), and then conducted interviews and 

observations (deep level).  

Data Collection Instruments 

To increase the quality of the study, I used a combination of methods too. This approach 

helped me to obtain a “more complete and comprehensive picture” of the case (Abdalla et al., 

2018, p.75) and to gain “a complex image of reality” (p.76) about LCTL instructors’ perceptions 

of intercultural communication and teaching and reflect on my findings. A combination of 

methods allowed me to discover similarities and differences in LCTL instructors’ perceptions 

and practices.  

Interviews. I conducted nine interviews with LCTL instructors to deepen my 

understanding of intercultural communication pedagogy in LCTL classrooms. The interview 

protocol included ten main semi-structured questions and some follow-up questions that can 

emerge during discussions. Two experts examined the interview and research questions, and then 

two other experts provided feedback and suggestions. The protocol was pilot tested with one 

former LCTL instructor.   

Observation notes.  Nine in-class and one outside-of-the-classroom service-learning 

activity in the community center was observed. I observed traditional face-to-face class activities 

since distance students were absent from the class for different reasons. I took notes during 

observations, and video-audio recorded classroom interactions. My observation notes include 

remarks about the teachers’ offices since sometimes they were used as a classroom due to the 

lack of space or some instructors invited me to their offices to show cultural artifacts for 

facilitating intercultural activities and creating an intercultural atmosphere. During such informal 
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conversations, I found more interesting facts that would supplement formal interviews. They are 

also useful for reaching data saturation and confirming participant reports.  

Documents. At least two documents from each interviewee were collected. These 

documents include syllabi, lesson plans, activity descriptions, rubrics, and project examples that 

reflect cultural or intercultural topics. They will be described further in detail in the data analysis 

section. 

This section included descriptions of data collection instruments. In the next section, I 

will describe ethical considerations related to my study participants during the data collection 

and analysis phases of the research.  

Data Collection Procedures 

The interview protocols. My study was approved by the Institutional Review Board 

(IRB) of Indiana University. The interview protocol included ten main semi-structured and 

probing questions that can be used during discussions. Data collection procedures included three 

phases: 1) identifying participants and distributing invitation letters; 2) gaining access, selecting 

participants for the interview, and collecting artifacts; 3) conducting interviews, observations, 

and member checks. 

Phase I. Identifying participants and distribution of invitation letters. The participants 

were searched through language program and coordinator lists on the university’s language 

centers and area studies department websites. Approximately one hundred LCTL instructors 

were identified at the university. These are tenured, non-tenured, part-time faculty, visiting 

lecturers, associate instructors, hourly conversation partners, and Foreign Language Teaching 

Assistants (FLTAs). Additionally, I used personal connections and recruitment through emails. 

Initially, after I obtained permission from the IRB approval with the exempt status, I contacted 
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possible study participants and explained my research purpose, study goals, benefits, and sample 

artifact descriptions. I invited LCTL instructors to participate in my study and requested 

permission to observe their classes. Also, I requested to submit two documents relevant to their 

daily teaching, specifically, teaching culture or for designing an intercultural activity (see 

Appendix A). These LCTL instructors were invited to participate in the study to find out about 

intercultural practices and experiences in and outside of their classrooms.  

Phase II. Gaining access, selection of participants for the interview, and collection of 

artifacts. The depth of the data (Fusch & Ness, 2015) was reached by selecting samples that 

meet specific criteria. The criteria for the within-case sample selection study were full-time 

LCTL instructors who are: 

● Identified as a native or heritage speaker of one or more of the LCTLs. 

● Are not teachers of English, Spanish, German, or French. 

● Developed instructional materials for teaching LCTLs. 

Initially, I recruited fourteen LCTL instructors.  Nine participants were selected to 

participate in the study. Three instructors taught more than one language (twelve languages in 

total). Five instructors were not included for the following reasons: One instructor did not 

identify herself as an LCTL instructor due to enrollment number and the criticality of the 

language (for example, Italian is not considered a critical language). Four Foreign Language 

Teaching Assistants (FLTAs) identified themselves as English instructors even though they were 

teaching critical languages temporarily. Moreover, it would be hard to keep a relationship with 

them since they would leave the university after the interviews. It was hard to access other LCTL 

instructors due to departmental restrictions and regulations. 
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Phase III. Collecting documents and conducting interviews, observations, and member 

checks. Data were collected at the end of the Spring semester of 2019. I conducted nine 

interviews and nine observations and collected twenty artifacts. First, I asked instructors to 

provide examples of documents that display cultural activities, tasks, or projects before the 

interviews. First, these documents provided a reflective opportunity as the case study participants 

discussed their instructional practices and perceptions regarding culture and intercultural 

teaching. Second, the artifacts demonstrated how intercultural activities are planned, designed, 

implemented, and evaluated.  

The interviews lasted, on average, about 1-1.5 hours. All the interviews were conducted 

in English and digitally recorded. In some very nuanced cases, my participants used Russian or 

Turkish languages that I am familiar with. During the interviews, I asked probing questions and 

avoided being directive. I solicited participant perspectives on planning intercultural activities, 

instructional practices, and challenges for promoting intercultural learning in their classrooms. 

Participants explained their beliefs about culture and intercultural learning. The participants 

defined culture and intercultural communicative competence and described their formal 

classroom practices. A few instructors described informal activities too. I asked my participants 

to provide several examples of cultural activities and intercultural issues in their classrooms. (See 

Appendix A. Informed consent form). 

Next, I asked instructors to invite me to their culture-relevant classes. After obtaining 

permission from the instructors, I prepared for the class observations. The observations took 

place in LCTL classrooms in April-May of 2019. Observations did not interrupt the student 

learning, and I made sure that their names were not identifiable. The students and the Fulbright 

teacher had an opportunity to get familiar with the study’s purpose and goals. (See Appendix C. 
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Observation permission request form). During most of the observations, I acted as an external 

observer, but some instructors used me as a participant in their classes. I recorded class activities 

and took notes during the observations in the classroom. I could not record one informal event as 

learners were divided into three groups and used photos to document the event.  

Table 7 

Interview dates and important notes about the participants 

LCTLs Interview Dates and Times Interview 

Length 

Location  Important Notes 

Arabic Friday, April 26, 2019 

10:00-11:30 am 

90 minutes Office Online cultural 

modules, interest in 

online teaching, 

departmental 

curriculum 

Bosnian/ 

Croatian/ 

Serbian 

Tuesday, April 9, 2019 

10:00 am-11:00 am  

 

60 minutes Classroom Textbook-

based/printed in 

Croatia, struggle 

with student needs 

and distance ed at 

the beginning 

Czech Thursday, April 18, 2019 

1:30-2:30 pm 

75 minutes Classroom background in 

acting, interest in 

content teaching, 

experience with 

distance ed 

Hungarian Thursday, April 11, 2019 

11:00 am-12:20 pm 

80 minutes Classroom Online cultural 

modules, 

experience in 

distance education, 

creating online 

instructional 

modules 

Japanese Friday, April 12, 2019 

2:00-3:15 pm 

75 minutes Conference 

room 

Interest in online 

teaching, 

departmental 

curriculum, 
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experience around 

US colleges, 

English teacher 

training experience 

Mongolian Tuesday, April 9, 2019 

3:00-4:15 pm 

75minutes Office Textbook 

development, 

experience in 

distance education, 

creating online 

instructional 

modules, limited 

space 

Turkish Monday, April 15, 2019 

9:30-10:30 am 

60 minutes Office tutor training, 

students can’t go to 

the country, local 

community 

resources. 

Ukrainian Wednesday, April 17, 

2019 

4:00-5:00 pm 

60 minutes Office Hands-on activities 

 

 

Zulu Wednesday, April 10, 

2019 

9:00 -10:00 am 

60 minutes Office Hybrid course 

development, 

Sitcom style 

My observations covered nine language classes, there was a mix of regular and immersed 

language learning program instructors, and all of them offered formal and informal learning 

options. I observed one informal and eight formal classes. Three LCTL classes were offered 

distance, four in traditional formats, and one instructor invited me twice to her class. One 

instructor taught in two programs, and I attended one of her classes. One class observation was 

asynchronous due to the hybrid format, and synchronous lessons occurred at the beginning of the 

semester, before the data collection.     

Before or after each observation, I had short debriefs with my participants. In some cases, 

students also reflected on the activities.  Additionally, I asked some questions to the instructors 

about their lesson plans or activities when I had language barriers. 
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Table 8 

Observations 

LCTLs Observation Dates and 

Times 

Observation 

Length 

Location and 

method 

Course level 

Arabic Sunday, April 28, 2019 

11:30-1:30 pm 

120 minutes Community 

Center – 

photos and 

notes 

Introductory 

Advanced 

Croatian Tuesday, April 9, 2019 

11:00 am-12:00 pm 

60 minutes Classroom – 

video, audio 

recordings 

Intermediate 

Czech Thursday, April 18, 

2019 

12:20-1:20 pm 

60 minutes Classroom – 

video, audio 

recordings 

Introductory 

Hungarian Tuesday, April 9, 2019 

9:05-10:00 am 

 

Friday, April 19, 2019 

11:15-12:10 pm 

55 minutes (2 

times) 

Classroom – 

video, audio 

recordings 

Advanced 

Japanese Thursday, April 11, 

2019 

9:00-9:55 am 

55 minutes Classroom -

video, audio 

recordings 

Intermediate 

Mongolian Monday, April 15, 2019 

11:15 -12:15 pm 

60 minutes Classroom – 

video, audio 

recordings 

Intermediate 

Turkish Tuesday, April 16, 2019 

2:30-3:30 pm 

60 minutes Classroom – 

video, audio 

recordings 

Introductory 

Ukrainian Tuesday, April 23, 2019 

11:05-12:05 pm 

60 minutes Classroom 

video, audio 

recordings 

Intermediate 

Zulu April 10, 2019 

10:00 -10:20 am 

20 minutes     

(asynchronous 

interaction) 

Office 

computer – 

audio 

recording 

and notes 

Introductory 
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Data Analysis 

My research can be approached in many ways, and I selected the constructivist approach 

as it “provides a rich context for negotiation and meaning construction.” (Hannafin & Hill, 2007, 

p.54). In this section, I will describe the type of analytic approach I selected and why. The 

reflective thematic analysis approach fits this study well since my participants had different 

opinions and approaches to teaching foreign languages. Freeman (2016) states that researchers 

must understand the relationship between their data and the phenomenon studied. She describes 

two critical aspects of such a relationship: 1) human experiences are “perceivable and 

identifiable” (p. 19); 2) conceptual categories are built based on human experiences and should 

be used to make sense of such experiences. Further, she states that “the primary purpose of 

categorizing is to identify the criteria for determining what something is.” (p.19). In my research, 

I tried to make sense of LCTL instructors’ voices and discover their practices, struggles, and 

needs by generating codes, categories, and themes based on my data and reflecting on them. 

Byrne (2022) believes the reflexive thematic approach should be used under the 

constructionist paradigm, where reflexivity, subjectivity, and creativity are viewed as an 

advantage. The goal of the analysis is not only to explain what approaches and levels of analysis 

are chosen and where they are situated. Instead, the researcher should explain how and why these 

approaches are relevant to the research questions. The most important thing is the justification 

for why it is appropriate to use this method to answer research questions. First, the reflexive 

thematic analysis approach is highly compatible with the constructionist approach I have selected 

and has implications for interpreting data. In this analytic approach, the occurrence of patterns is 

not considered essential, even though it is acknowledged as an asset (Braun & Clarke, 2021). 

Second, meaning and meaningfulness became essential and critical in this approach. Meaningful 
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and relevant interpretations will help researchers reflect on unique codes and themes, reveal their 

subtle meanings, and discover implicit ideas (Braun & Clarke, 2021; Byrne, 2022; Campbell et 

al., 2021). Therefore, during the data analysis, I paid attention to the very subtle meanings of my 

data and tried to make sense of them. Third, the (critical) intercultural communicative pedagogy 

has many components, and I had to reflect on the conceptual framework that I am going to use 

several times. I wanted to be confident that my research questions sounded well, identify how 

my conceptual framework was aligned with my research questions, and reexamine its 

relationship with my participants. 

According to Byrne (2022), the reflective thematic analysis approach prioritizes 

qualitative philosophy. In this approach, coding reliability is not required. Instead, different 

codes are values for reflection and discussion. The interpretive nature of data coding is prevalent, 

and researchers are discouraged from reliable data code development. Second, the role of the 

researcher as a knowledge builder is highly valued. Third, differing findings are discussed with 

peers. Collaboration and reflection on differences, nuanced meanings, and rich interpretations are 

sought. The reflexive thematic analysis defines codes as representations of “the researcher’s 

interpretations of patterns of meaning across the dataset.” (p.3). All the above strategies support 

the researcher in producing a rigorous report and preparing for reflective thematic analysis.  

While some researchers offered structured procedures and principles, many scholars noted that 

the beauty of thematic analysis is its flexibility and fluidity (Alhojailan, 2012; Braun & Clarke, 

2006, 2016). Therefore, I think reflective thematic analysis would fit my analysis process best. 

Patton (2002) differentiates five types of analysis strategies for designing qualitative 

research: 1) Unique case orientation; 2) Holistic perspective; 3) Context sensitivity; 4) Voice, 

perspective, and reflexivity; 5) Inductive analysis and creative synthesis. Below I will explain 
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how these strategies are applied during six phases of thematic analysis. The following strategies 

were used to triangulate the data: a) the analysis results were coded and checked for consistency 

in topics, coding, and searching the data; b) the themes were mapped using a mind mapping 

strategy to compare consistency with the coding system.  

Six phases of reflexive thematic analysis 

Freeman (2016) reminds us that cultural and moral categories are always context-bound. 

Category systems might vary based on their interpretations, thus “can create radically different 

perceptions, experiences, practices, and structures of existence” (p.18).  She contemplates that 

for this reason, researcher assumptions need to be transparent and clearly explained. Below I will 

explain my data analysis process in detail (See Figure 3 below).  

As mentioned in the methods section, this study focuses on the unique case of LCTL 

instructors and aims for a holistic perspective. Voices, perspectives, and reflexive thoughts of 

LCTL instructors are collected in the specific context. I followed six phases of reflexive thematic 

analysis proposed by Braun and Clarke (2021). 

Phase 1. Transcribing data and familiarization with it. I met the study participants in 

their offices to conduct interviews. Most interviews lasted about 1,5 hours as my participants had 

lots of information to share about approaches to facilitating intercultural learning. I brought my 

MacBook and used Zoom audio to record my participants’ interviews locally. All the interviews 

were audiotaped and transcribed, stored in an encrypted folder, and accessible to the researcher 

only.   

Next, I used Temi software to transcribe my participants’ speeches. I learned the software 

and listened to the text several times to get familiar with interviews. Since my participants’ 

native language is not English and they used foreign words, the software did not recognize many 
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words. Hence the transcriptions needed lots of cleaning. In some cases, I kept the original 

version of the speech to show my participants’ feelings or had to use a foreign dictionary and 

check some words to make sense of them.  

As soon as transcriptions were done, I created Word files and started commenting on the 

documents’ margins. My initial analysis gave me some ideas about my participants’ views and 

practices. I highlighted some cases and essential comments for further exploration. I used 

verbatim transcriptions for the interviews and cleaned the data using the following methods: 

1. Using brackets to clarify meanings of unfinished sentences. 

2. Asking for clarifications when foreign words and abbreviations were used or when it was 

hard to hear some utterances. 

3. Using pseudonyms and removing identifiable information. 

Additionally, all study participants provided relevant documents to share with me unless 

they had done so before the interview. Next, we made agreements on observation dates. I had 

debriefings and member checks with my participants either right before or after the observations 

to ask questions if anything was not clear to me. Also, I asked questions to clarify some points 

regarding words I did not understand or student absences. In some cases, instructors allowed 

students to be part of the conversation, and they reflected on their learning process, mainly about 

their distance class challenges at the beginning of the academic year.  

Figure 3 

Research map: alignment and analytic approach 

 

 

 

 

 

AIM 

  

Focusing on the reported understanding of intercultural 

competence by LCTL instructors, their current 

perceptions, and experiences to promote ICC in different 

settings. 
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THE IMPACT   

ON THE 

QUALITY OF 

THE STUDY 

 

 

  

SAMPLE AND 

UNIT OF 

ANALYSIS 

LCTL instructors  

 

 

METHOD OF 

DATA 

COLLECTION 

Interviews, observations, and artifact collection 

  

METHOD OF 

ANALYSIS 

Reflexive thematic analysis 

PRACTICAL 

IMPLICATIONS 

Addressing challenges and needs of LCTL instructors 

for promoting the ICC 

Providing recommendations for intercultural pedagogy 

practices 

 

 

                                                                                                                      

PHASES ACTION 

1. Familiarizing oneself with 

the data and taking notes 

Examining data closely and active reading 

Transcribing audio 

Reflection and asking questions 

Re-reading all textual data 

2. Generating codes 

systematically 

Searching for patterns  

Identifying relevant data 

Data reduction 

Organizing data into categories 

3. Constructing themes from 

coded and collated data 

Identifying the central organizing concept 

Patterning needs to be across the dataset 

Creating visual aids or thematic maps 

4. Developing and reviewing 

potential themes 

Checking for capture and mismatches 

5. Clarifying, defining, and 

naming themes 

Defining themes and sub-themes  

Capturing a distinct aspect of a theme 

Creating a finalized thematic map 

6. Producing the report and 

presentation of the result  

Combine illustrative and analytic writing styles 

 

 

THEMATIC ANALYSIS 
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I took notes during observations and prepared detailed observation reports. Three 

instructors used me as a participant since their classrooms were too small, I spoke a language 

close to their language of instruction, or to honor a guest in their class due to the cultural values 

of the target country. Observation data was stored in a separate folder. They were used to 

describe the context and analyze and triangulate data. 

After all my data was collected and initial transcriptions were finished, I shared 

transcriptions and audio recording files with all my participants. At this stage, initial member 

checks with participants were conducted to examine the accuracy and validity of the data. I 

provided transcriptions for the interview participants and asked them to check the content for 

accuracy. I ensured that study participants’ identities were protected, and pseudonyms were used 

to report their responses.  

 Seven participants emailed me with comments such as: “It was a good reflection on my 

teaching! Can you share the audio recording with me?” “It is funny to see the script of our 

conversation. My English is not good.” And “Will you share the results of your findings with 

me? I would like to see the final product. It sounds interesting.” One participant replied with a 

comment regarding using his language to clarify one question: “I found a few mistakes and one 

question that needs clarification.  I am attaching the questions with my comments using Track 

Changes.” Only one participant did not say anything about the transcript.  

My observation notes include remarks about the teacher offices since a) sometimes they 

were used as a classroom due to the lack of space; b) there were lots of cultural artifacts for 

facilitating intercultural activities and creating an intercultural atmosphere. I asked questions 

about these artifacts.  
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Phase 2. Generating codes and second-level member checks. During the generating 

codes phase, I printed out transcriptions and reread them. The documents were quite long, and I 

needed software to organize my comments and codes in one place. Thus, I bought NVivo 12 Pro 

software and familiarized myself with it. Then, I started coding and creating nodes (categories) 

using the software. My analysis was inductive, and I used my participants’ words to label codes. 

After the initial coding of interviews and observation notes in NVivo, the following fourteen 

categories were generated. Later, in the second phase of coding, I added document analysis too. I 

selected NVivo 12 Pro because it helped me to store and manage my massive data in one place. 

Another advantage of this software was instant access to the training videos and its portability. I 

could access my data from my desktop and laptop. Also, I collaborated with another researcher 

during the initial coding phase, and the software allowed me to share my files instantly with the 

collaborator. Moreover, it was helpful in drafting the final report. NVivo 12 Pro helped me create 

themes, categories, and subcategories; visually, it helped me see all codes in one place. 

Retrieving initial codes were beneficial for reflection and tracing code changes, and it also 

allowed me to be aware of my biases. Also, it was feasible to compare initial codes with the 

latest codes. Counting, merging, and color coding are also possible. 

My codes displayed common perceptions, issues with facilitating intercultural learning, 

topics related to intercultural content, and in-class and outside-of-class intercultural activities. 

Another typical pattern was LCTL instructors’ topic selection choices. Therefore, I familiarized 

myself with the data to discover the meanings of my participants’ ideas to understand what they 

were saying and why. Twenty questions to guide thematic analysis by Braun and Clarke (2021, 

p. 345) were handy for reflecting on my preliminary codes and categories. Especially in terms of 

conceptual coherence and theoretical framework considerations. 
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Figure 4 

Images of nodes in Nvivo (initial coding) 

 

In sum, I gathered five types of qualitative data: a) face-to-face interview recordings, b) 

documents in the form of syllabuses, lesson plans, or activity descriptions, c) observation 

recordings and photos, d) field notes collected during interviews and observations, and e) 

reflective notes during coding. I created separate documents for the each less commonly taught 

language instructor based on my notes, which became my additional observation data. While 

each observation had a unique character, there was a commonality in LCTL instructors’ 

intercultural activities. That commonality started becoming visible after the coding stage.  

I maintained a relationship with my participants and conducted the second round of 

member checks with eight of them. One of the instructors was a visiting scholar who was no 

longer affiliated with the university during the second round of member checks. The second level 

member check was conducted with participants after the data was coded (Brantlinger et al., 

2005). These member checks happened later in 2020-21 since all instructors were extremely 

busy during the summer semesters, and COVID-19 took place later that year. I conducted 
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member checks via Zoom or in person with my participants due to their heavy workloads. I 

conducted three follow-up interviews to clarify and reflect on my codes. These interviews lasted 

about 25-30 minutes. During the member checks, I found subtle details about my participants’ 

practices and perceptions. After completing the member checks, I revised the coding system and 

recoded my data using Nvivo 12 Pro. They were organized systematically and meaningfully 

(Brantlinger et al., 2005).  

Phase 3. Constructing themes. Initially, the data analysis was inductive as I used my 

participants’ words to label codes. The initial coding yielded 151 codes, 18 categories, and four 

themes (See Figure 5 below). During the constructing themes phase, I created a mind map to 

visualize my preliminary codes and categories and explore the relationship between my 

conceptual framework and research questions. Four themes were generated based on data: 1) 

Approaches to culture and intercultural communicative competence, 2) Practices for co-

constructing meaning and acting as co-performers, 3) Intercultural challenges of LCTL 

instructors, and 4) Needs for promoting intercultural learning.  

Phase 4. Reviewing potential themes. Three additional themes were considered too: 1) 

Reflections on critical stance or dispositions and values of LCTL instructors, 2) Contextualizing 

language materials for intercultural communication using local resources. Other essential topics 

worth consideration included a) The role of technology in LCTL classrooms to facilitate 

intercultural learning, b) Informal learning as a new context for promoting intercultural learning, 

and c) Inclusion or exclusion based on instructor preferences, cultural backgrounds, and religious 

views. They are called “No-no topics.” After the second coding round, I noticed a few critical 

mismatches and outliers in my data. For example, I was challenged to fit the “no-no topics” 

category under specific themes. This category reflects the inclusion or exclusion based on 
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instructor preferences, cultural backgrounds, and religious views. Topics that are uncomfortable 

to talk about or stressful for learners were approached very carefully in classrooms. Reflections 

on my coding helped to locate the “no-no topics” category under the “Reported perceptions of 

culture and intercultural communication” theme.  

Figure 5 

Themes and categories (initial version) 

 

Phase 5. Defining and naming themes. Intercultural pedagogy covers developing 

intercultural communication competence as an objective and designing for intercultural learning 

(diversity, inclusion, and social justice topics) by reflecting on “the notion of power 

differentials” (Byram, 2021, p. 72) using language as a capital. The intercultural pedagogy 

framework in this study utilized major components of intercultural theories, especially critical 

intercultural awareness being in the center of it. This condition leads us to deeper reflection on 
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intercultural pedagogy. Intercultural pedagogy is defined as “an intentional commitment (not just 

the desire) to make informed decisions that enable their courses to engage and support diversity 

and inclusion” (Lee, 2017, p.15). In this case, I approach intercultural pedagogy as a stance, 

provide support learners to solve real-world problems in authentic intercultural contexts that 

require language use including non-verbal language. It uses language as a resource (authentic use 

of language in a specific context), looks at it as a process (negotiating meaning, acquiring 

specific knowledge, attitudes, and skills to solve problems and social justice issues) and 

intercultural communication in the language classroom (critical stance and classroom dynamics). 

The second coding round was influenced by the (critical) intercultural communication pedagogy 

framework, and I approached my data deductively.  

Thematic analysis is a reliable research method to date (Braun & Clarke, 2006, 2021; 

Lochmiller, 2021; Vaismoradi et al., 2013), and it culminates with a theme development as a 

final product. (Vaismoradi & Snelgrove, 2019). Theme development is a challenging process 

characterized as a complex and time-consuming process. The process starts with “examining 

codes (and associated data), and combining, clustering or collapsing codes together into bigger 

or more meaningful patterns.” (Terry et al., 2017, p.18). Terry et al. (2017) defines the theme as 

“constructed or generated through a productive, iterative, reflective process of data engagement” 

(p.19).  

In the last stage of theme generation, I reflected on many sides of my codes, especially 

how to organize them under what categories and why. First, LCTL teachers work with critical 

languages that are important for national development and security. Second, in the American 

higher education context, teachers are guided by the ACTFL World-Readiness Standards (2015). 

The Standards use the term ICC, and they were released about two years before I collected data. 
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The Standards state that “intercultural communicative competence is essential for establishing 

effective, positive relationships across cultural boundaries, required in a global society.” Criteria 

for defining themes were based on the mixed coding process. I reflected on my research 

questions and interpretations of initial interview data and compared them with observation and 

member check data.  

Figure 6  

Thematic map (second coding) 

 

As a result of reflexive thematic analysis, five themes and twenty-one categories were 

generated (See Figure 7 below for theme, category, and subcategory generation).  

The final themes are: 1) Conceptualizing of culture and intercultural communicative competence, 

2) Reflections on critical stance and teacher roles, 3) Creative ways of co-constructing meaning 
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in different spaces, 4) Perceived issues with designing and facilitating intercultural 

communication, 5) Reported needs of LCTL instructors for promoting intercultural 

communication. 

Phase 6. Producing the report. In this section, I will reflect on the rationale for selecting 

digital tools and their benefits for enhancing my data analysis and writing process along with the 

challenges I faced while using these tools. Qualitative research is iterative. Hence, my study was 

cycling and reflective. I conducted the following activities using data analysis workflow: 

1. Organize folders and perform final coding on NVivo 12 Pro. 

I ended up collecting much data from the “holistic social unit” about “messy human 

experiences” (Dyson & Genishi, 2005, p. 79). My goal was to examine the data within a bounded 

case and focus on the intercultural communication practices of LCTL instructors. Specifically, I 

wanted to explore their teaching practices and challenges influenced by their conceptualization 

of culture and ICC. Another goal was to describe the case with its full complexity and reflect on 

such complexity in full context “without hiding the contradictions and the instability,” as data on 

human behavior has qualities such as “ambiguity, multiplicity, contradiction, and instability” 

(Wolf, 1992, p.129). The Five-Level QDA method (Woolf & Silver, 2017) and Qualitative e-

Research Framework (Salmons, 2021) were incredibly impactful in understanding the role of 

QDAs in research.  

2. Align data analysis phases with strategies and tactics. 

Woolf and Silver (2017) accentuate the importance of epistemology and alignment in every 

research stage and how workflow decisions impact the entire research project. Therefore, I 

completed two types of digital workflow: data management and data organization.  
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Figure 7 

Generating themes, categories, and subcategories 

 



97 

 

First, I familiarized myself with NVivo 12 Pro and brought all my files to one place. I formatted 

and imported all my data into the software and synchronized my files with the data. I conducted 

the first round of coding after finalizing transcriptions. The second round of coding was 

conducted in two steps. First, I checked if my analytic strategies and tactics were aligned with 

reflexive thematic analysis phases to organize data better. Next, I worked on the second coding 

round, constructing, reviewing, re-defining, and naming themes. Finally, I produced the final 

report by combining illustrative and analytic writing. Below I will describe how using digital 

tools has had positive and negative consequences for my research and workflow.  

1) Zoom is an audio or video recording app that can create automated transcriptions 

too. I used Zoom audio recording for interviews. However, automated audio transcriptions 

created by the Zoom app were inaccurate, and I had to switch to new software. I selected Temi 

transcription software because it offered a free trial, which I liked. Temi generated more accurate 

data. My participants were non-native speakers of English, so I had to use the additional time to 

fix the transcriptions. I used Zoom cloud video recording for observations. However, one of my 

observations occurred outside of campus, and I could not video record the events in full because 

the instructor did not tell me that she would divide students into three groups. So, instead of 

video recording, I documented the event using a mobile phone. Also, I used my mobile phone to 

take photos in the teachers’ offices.  

2) The study participants were very busy teaching intensive summer classes, 

participating in the Fall orientation, creating teaching materials, and organizing recruitment 

events. I used email for member checks after the transcriptions were final. It is good for 

communication from a distance without physical travel. However, some participants delayed 

responses. With the start of COVID-19, it became even harder to reach them. I conducted the 
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second round of member checks during 2020-2021. As a result, I observed some changes in the 

teaching practices of LCTL instructors.  

3) NVivo 12 Pro became a single data storage and management hub. Since I was 

self-trained and unaware of its capacity, I could not utilize all the features initially. After 

watching tutorials and reading the relevant literature (Bazeley, 2007, 2020; Woolf & Silver, 

2017), I could use the software I for many purposes: a) to analyze data and generate themes; b) 

to sort and archive initial codes; c) to retrieve, compare, and contrast old and new codes; d) to 

identify patterns and generate themes systematically.  

3.   Align codes, categories, and thematic maps. 

After learning the features of NVivo 12 Pro, I reviewed all the folders in the software, 

renamed my folders, and added some new ones. The robust features of NVivo 12 Pro were 

helpful to me in creating themes, categories, and subcategories. Visually, it helped me see all 

codes in one place. I used two different folders to compare the initial codes with the latest codes. 

Retrieving initial codes were beneficial for reflection and tracing code changes, and it also 

allowed me to be aware of my biases.  

4. Go over outliers and mismatches. 

After the second coding round, I noticed a few critical mismatches and outliers in my 

data. For example, I was challenged to fit the “no-no topics” category under specific themes. 

This category reflects the inclusion or exclusion based on instructor preferences, cultural 

backgrounds, and religious views. Topics that are uncomfortable to talk about or stressful for 

learners were approached very carefully in classrooms. Reflections on my coding helped to 

locate the “no-no topics” category under the “Teacher approaches to culture and intercultural 

communication” theme.  
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5. Reflect on the central issues in the research.  

When I finished the data collection, I was stunned by its messiness, so I had to find a 

bounded approach before conducting the data analysis. The research questions helped me to stay 

focused and select what dimensions of intercultural pedagogy I would like to focus on. Hence, 

the study focuses on LCTL instructors’ perceptions and practices that reflect their challenges and 

needs in promoting ICC.  

Trustworthiness and Credibility 

Trustworthiness is developing an attitude during research design and the entire research 

process that ensures that the researcher is transparent about the choices and establishment of the 

authenticity of the study (Yin, 2015). Several methods for assessing the trustworthiness and 

validity of qualitative research were proposed by scholars (Cho & Trent, 2006; Guba, 1981; 

Shenton, 2004; Tracy, 2010; Yin, 2015). To reach credibility and increase the trustworthiness of 

data, I collected multiple types of data sources: interviews, observations, field notes, my own 

reflections, and artifacts. I had a small debrief before or after the class observations with 

instructors and assembled field notes after the debriefs. The answers to this question mainly 

reflected a critical stance and approaches to language and culture.  

Four aspects of trustworthiness 

Guba (1981) offered specific terms that address four aspects of trustworthiness: truth 

value, applicability, consistency, and neutrality (p. 80), and proposed corresponding terms in the 

positivist paradigm. Several scholars (Shenton, 2004; Tracy, 2010) suggested strategies for 

ensuring trustworthiness in research. The following are strategies addressed at the different 

stages of this study (see Table 9 below) and will be described in detail in the corresponding 
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stages of the study. As Tracy noted, “a parsimonious framework for qualitative study can help us 

to communicate value for our work to a variety of audiences” (p.838). 

 

 

 

Table 9 

Four aspects of trustworthiness and strategies associated with them  

Aspects of 

trustworthiness 

(Guba, 1981) 

Strategies for ensuring trustworthiness in this 

qualitative study 

(Shenton, 2004) 

Associated terms 

in a quantitative 

study 

Truth value Credibility  

● triangulation 

● tactics to ensure honesty in informants 

● iterative questioning 

● negative case analysis 

● peer scrutiny of the research project 

● the researcher’s “reflective 

commentary” 

● the adoption of well-established 

research methods 

● “prolonged engagement” 

● background, qualifications, and 

experience of the investigator 

● member checks 

● thick description of the phenomenon 

under scrutiny  

● examination of previous research to 

frame findings 

Internal validity 

Applicability  Transferability 

● provision of background data to ensure 

that enough contextual information is provided 

● detailed description of the phenomenon 

External validity 

and 

generalizability 

Consistency Dependability 

● employment of overlapping methods 

● in-depth methodological description to 

allow the study to be repeated 

Reliability 



101 

 

Neutrality Confirmability 

● admission of researcher’s beliefs and 

assumptions 

● triangulation to reduce bias  

● “audit trial” 

● recognition of limitations and their 

potential effects 

Objectivity 

Onwuegbuzie and Leech (2007b) claim that the strategies are beneficial for legitimation 

purposes. They collected 24 strategies that “either help to evaluate legitimation or to increase 

legitimation, or both” (p.239). According to the researchers, building and ensuring internal and 

external credibility in a qualitative study is essential at three stages of the study: data collection, 

data analysis, and data interpretation. The following internal and external credibility threats are 

relevant to this study.  

Internal credibility 

Internal credibility is associated with the “truth value, applicability, consistency, 

neutrality, dependability, and/or credibility of interpretations and conclusions” (Onwuegbuzie & 

Leech, 2007a, p.234). Possible internal credibility threats to this study include: 1) voluptuous 

legitimation;2) structural corroboration; 3) descriptive validity; 4) researcher bias; 5) 

observational bias; 6) confirmation bias. The section below will describe how I approached 

potential threats to internal credibility.  

1) Voluptuous legitimation might be a threat when the researcher’s knowledge is limited to 

interpreting data adequately. Within-case sampling and maximum variety were targeted to 

address this issue. Member checks and debriefings before and /or after observations helped 

clarify some misunderstandings.  

2) Structural corroboration exists when a researcher uses “multiple types of data to support or 

contradict the interpretation” (Onwuegbuzie & Leech, 2007a, p. 235). All possible variables 
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were carefully considered when designing data collection instruments and conducting data 

analysis. Due to the case’s complexity, preventing such a threat during the data analysis is 

vital.  

3) Descriptive validity deals with the accuracy of the data. Therefore, I paid attention to various 

details while documenting data. These details include the site description, description of 

participants, or the phenomena (Whittemore et al., 2001).  

4) Researcher bias. Sometimes researchers tend to give preference to information that aligns 

with their pre-existing beliefs or unintentionally impose their own cultural perspectives, 

values, or assumptions onto the study. I was reflective on my thoughts regarding the 

phenomena. As a professional, I have observed my colleagues' cultural teaching practices, 

witnessed their challenges, and listened to their reflections on their intercultural encounters. 

Additionally, I frequently questioned myself during the data analysis (see Reflexivity 

statement further) and conducted member checks with additional questions or mini-

interviews to prevent researcher bias.  

5) Observational bias can be a problem when there is insufficient data or sampling. To prevent 

observational bias in the study, I conducted ten observations. To ensure a variety of data is 

obtained, maximum variation sampling was used.  

6) Confirmation bias can occur during the data interpretation if the researcher has prior 

assumptions regarding phenomena (Onwuegbuzie & Leech, 2007b). The researcher can 

superficially articulate a favorable idea that can be found during the data collection. Two 

types of triangulations were used to mitigate this threat: a) data triangulation, b) investigator 

triangulation (Denzin, 1978; Onwuegbuzie & Leech, 2007b).  
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External credibility 

The section below will describe possible threats to external credibility. External 

credibility addresses the generalization of findings “across different populations of persons, 

settings, contexts, and times” (Onwuegbuzie & Leech, 2007a, p.235). External credibility threats 

to this research include but are not exclusive to the followings: 1) communicative validity, 2) 

action validity;3) investigation validity; 4) population generalizability; 5) reactivity.  

1) By applying the communicative validity method, I tried to reach an agreement with the 

participants and the external investigator concerning knowledge claims.  

2) Action validity ensures that the study findings can benefit stakeholders such as teachers, 

administrators, and policymakers in making informed decisions regarding the discussed topic 

(Onwuegbuzie & Leech, 2007a). I explained the benefits of the study in a separate section.  

Stakeholders can advocate for intercultural pedagogy using this case study results. The use of 

recommendations by key stakeholders depends on their judgment.  

3) Investigation validity deals with the researcher’s ethics and “quality of craftsmanship” 

(Onwuegbuzie & Leech, 2007a, p.237). I acknowledge that my perceptions and assumptions 

could influence my data analysis. Therefore, I conducted peer debriefing sessions with an 

external researcher and member checks with my participants.  

4) Regarding population generalizability, this study reflects an insider perspective of LCTL 

instructors. Many other LCTL instructors, especially new faculty, face challenges when they 

disposition themselves regarding foreign language education. To reduce bias and promote the 

credibility of data analysis, member checks, audit trails, and artifact analysis techniques were 

used during data collection and analysis.  



104 

 

5) Reactivity is the reaction of study participants to the interview questions and observations. 

My participants were comfortable with observations, although were very careful in 

answering interview questions. Table 10 below illustrates the types of credibility 

measurement, their descriptions, and their relevance to the case.   

 

Table 10 

Credibility measures for the research 

Type of the 

measurement 

Description How it applies to the case 

Data triangulation The use of different data sources to 

seek corroboration in the study 

Conduct interview, observation, 

and artifact analysis 

Theory 

triangulation 

The use of multiple perspectives to 

interpret the case and explore reasons 

for divergent findings 

Sociocultural theory 

Culturally responsive teaching 

Critical theory 

Disconfirming 

evidence 

Looking for outliers and confronting 

ideas 

Check themes 

Check categories 

Reflexivity Being aware of the self and bias 

Being aware of my cultural 

background and identity 

Reflect on self perceptions 

Reflect on biases 

Member check Checking the accuracy of the data Getting feedback from 

participants 

Collaborative 

work 

Involving multiple researchers to 

analyze data 

 

Discuss themes and categories 

with a volunteer inquiry 

specialist  

External auditors Using outsiders during data analysis Discuss findings with people 

who are not specialists in the 

area  

Audit trial Keeping track of interview 

transcriptions 

Keep track of workflow 

Stay organized  

Keep track of all data collection 

and analysis process 

Keep track of reflections and 

ideas that change 
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Thick, detailed 

description 

Reporting sufficient quotes and field 

notes 

Enable the reader to walk 

through the process  

Enable the reader to see evidence 

Particularizability Enabling the reader to read thick 

descriptions  

Enabling the reader to make informed 

decisions regarding transferability to 

their own situation 

Be transparent and honest 

Provide a thick description 

Adapted from Brantlinger et al. (2005, p. 201). 

Reflexivity Statement 

According to Byrne (2022), ontological and epistemological considerations should guide 

analysis methods. The novelty of the approach is synthesizing and contextualizing data in the 

results sections. The last write-up phase has new guidelines, too: transparency about the change 

of codes, the order of themes, consistently building themes, and concept mapping. My current 

research interest is based on my epistemological beliefs about language teaching and learning, 

where a teacher's educational and cultural background influences language class dynamics. In 

addition to the common characteristic of a qualitative study using purposeful sampling (Patton, 

2002), another characteristic of qualitative research is "personal experience and engagement" 

(Patton, 2002, p.40). As a professional, I have observed my colleagues' cultural teaching 

practices, witnessed their experiences, and listened to their reflections on their intercultural 

encounters.   

As Denzin and Lincoln (2007) noted: “Class, race, gender, and ethnicity shape inquiry, 

making research a multicultural process” (p.28). Therefore, I want to start my data analysis by 

explaining my cultural background and identity as it was shaped in a specific time and context. 

Many people, events, and books influenced and shaped my knowledge and identity. My roots 

come from Tashkent, Uzbekistan, the heart of Central Asia. Central Asia has a vibrant culture 
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and history. Our lands produced great scholars such as Avicenna, "the Prince of Philosophers" 

and author of "Canon of Medicine," Al-Khwarizmi, "the Father of Algebra", Al-Biruni, "the 

Father of Geodesy," At-Termizi, "the Wisest of the Wise", Al-Farabi, "the Father of Islamic 

Neoplatonism," jurist, and many other prominent people. These prominent scholars contributed 

to many scientific areas, such as logic, philosophy, mathematics, music, astronomy, psychology, 

theology, cartography, and education. The most important thing to note is that they were 

multilingual scholars. I grew up influenced by legends, stories, and books about these scholars.  

My educational background was shaped during the Soviet era that was highly influenced 

by Marx's ideas about economic equality and social justice (Morris, 2009). My parents' 

childhood time was the era of Sputnik. This event must have significantly influenced my father, 

who decided to become a physicist and, later, a general engineer at the Electronics Institute of 

Uzbekistan's Science Academy. Our close relative, who fell in love with a Russian woman and 

moved to Moscow to research chemistry, also influenced our family culture. My father had lots 

of trips to academic institutions across the USSR, and he took me to Moscow and Leningrad 

when I was in the first grade. My mother wanted me to become an orientalist and a poet, so she 

bought me lots of language learning books and regularly took me to the library. These unique 

experiences shaped my knowledge and beliefs about learning, especially about the importance of 

languages and cultures. Therefore, I believe that the environment influences knowledge and can 

be shaped by social, ethical, and cultural values. (Lincoln et al., 2011).   

Arabic, Persian, and Russian, science and art languages in Central Asia, for a long time, 

influenced my linguistic background. My native language is Uzbek, and my first specialty is 

Uzbek and Turkish language and literature. According to Milner (2007), "Researchers' multiple 

and varied positions, roles, and identities are intricately and inextricably embedded in the process 
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and outcomes of education research." (p.389). I have an extensive background in teaching 

LCTLs, designing online materials, training foreign language instructors, and using technology 

for personal and professional purposes.  I believe in the power of culture in the classroom and 

intercultural pedagogy. As an instructional designer and consultant, I have worked in different 

settings and experienced many intercultural encounters as a professional. ICC is equally vital for 

learners and educators, and there are opportunities to teach ICC creatively in different 

environments.  

I first came to the United States as an Uzbek language instructor and was trained in many 

professional development workshops. In these workshops, I learned about LCTL instructors' 

needs, interests, and challenges related to diversity, inclusion, and social justice issues. At the 

beginning of my career, I faced challenges implementing a cultural dimension into my 

curriculum and finding authentic content to use in the classroom. In many cases, I observed how 

some students are fluent in language use but need more cultural clues and make pragmatic 

mistakes in communication. Later, I became a consultant and instructional designer for LCTL 

instructors struggling with curriculum development and experiencing different intercultural 

encounters in their classrooms in different contexts. Unfortunately, in some contexts, I observed 

that language teachers prepare students for proficiency exams purposefully and ignore 

intercultural communication competence. As a consultant, I observed how LCTL instructors 

were using ACTFL standards to introduce culture into their curriculums and were challenged. 

My experience and curiosity about the topic led me to conduct this study.  

Most responders to my study invitation speak languages that I am familiar with or are 

culturally relevant. My teaching philosophy and paradigm shift in the American context made 

me a reflective teacher and scholar. As a representative of marginalized group membership, I 
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relate to LCTL programs' vulnerability and existence. As a female scholar from a country where 

power relationships differ and becoming a more open-minded decision-maker, I always feel the 

differences in the classroom ecology, relationships between teachers and students, and 

approaches to diversity and social justice issues. Also, I believe that teachers navigate in a 

"symbolic landscape of language classrooms" (Kramsch, 2009, p. 190), where meaningful 

negotiation happens constantly. 

Summary of Chapter  

This chapter described the research context, recruitment and participant selection criteria, 

research design, data collection instruments, and procedures. Also, I explained how the six 

phases of reflexive thematic analysis were applied to this case study. It also addressed four 

aspects of trustworthiness, internal, and external credibility issues along with the delimitations 

and limitations of the study. 

In the next chapter, I will interpret and discuss findings using evidence from my data to 

report perceptions of LCTL instructors regarding intercultural language pedagogy issues and 

their intercultural practices. 
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Chapter 4. Findings 

The intercultural pedagogy framework served as a data analysis map in this study. This 

framework helped me to approach the large data from different angles. During the data analysis, 

I had to zoom out and zoom in on data to find out what LCTL instructors are reporting and 

reflecting on their intercultural pedagogy practices, how I can group my codes and categories, 

and how to generate themes. I framed this study from the lens of LCTL instructor perceptions 

and practices of intercultural pedagogy in foreign language classrooms in a higher education 

setting. Specifically, I investigated the following research questions:  

Overarching question: How do perceptions of less commonly taught language 

instructors guide their pedagogy surrounding intercultural communicative competence? 

1. What is the reported understanding and perception of culture and intercultural 

communicative competence by less commonly taught language instructors?   

2. What teaching practices do instructors use to promote intercultural communication in 

their language classrooms? 

3. What are the perceived challenges of less commonly taught language instructors in 

promoting intercultural communication? 

Upon analyzing all data, five themes were constructed. The first two themes address the 

research question one: What is the reported understanding and perception of culture and 

intercultural communicative competence by less commonly taught language instructors?  The 

third theme addresses research question two, and the last two themes address research question 

three. 

Theme one: Conceptualizing culture and intercultural communication competence. This 

theme highlights that conceptualization of culture and ICC across LCTL teachers vary. They are 
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highly aware of the role of culture in teaching, and its importance in language teaching. All 

instructors agreed that definition of culture is challenging. When it comes to conceptualization of 

ICC, some of them struggled to define it, or sometimes discussed from different lenses. Some 

LCTL instructors were approaching ICC from the point of a classroom environment, such as 

diversity, equity, inclusion, social justice. However, some instructors looked at ICC as an 

individual development and worldview.  

Theme two: Reflections on critical stance and teacher roles. In this case, LCTL 

instructors’ critical stances and identity were important for selecting or rejecting topics. Some 

LCTL teachers were cautious in discussing identity issues and had some restrictions towards 

discussing certain topics such as family or gender identity. However, other LCTL instructors 

were open to discussing any issues and did not see it as an issue in their classrooms. These LCTL 

instructors stated that they purposefully selected sensitive topics. 

Theme three: Creative ways of co-constructing meaning in different spaces. This theme 

addresses research question two: What teaching practices do instructors use to promote 

intercultural communication in their language classrooms? 

Theme four: Perceived obstacles with designing and facilitating intercultural 

communication. This theme addresses research question three: What are the perceived challenges 

of less commonly taught language instructors in promoting intercultural communication? 

Theme five: Reported needs of LCTL instructors for promoting intercultural 

communication. This theme was constructed based on teacher challenges with facilitating 

intercultural activities and addresses research question three.      

RQ 1: “What is the reported understanding and perception of culture and intercultural 

communicative competence by less commonly taught language instructors?”   
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To answer the research question one, I interviewed instructors, conducted observations, 

and examined their reflections during member checks. In the following sections I will describe 

two themes that were generated based on thematic analysis. 

Theme 1: Conceptualizing culture and intercultural communication competence  

The first theme answers the research question one directly and is constructed based on 

participants’ descriptions of culture and ICC. Based on LCTL instructors’ reflections on cultural 

and intercultural dispositions, an interesting phenomenon (“No-no topics”) was revealed. 

Additionally, the document analysis provided some insights into their approaches to language 

and culture. Theme one can be divided into four main categories: 1) Perceptions of culture and 

intercultural communicative competence. 2) Perceptions about the relationship between language 

and culture. 3) Inclusion or exclusion of cultural topics. 4) Reflections on pedagogical 

approaches.   

1.1. Approaches to culture and intercultural communicative competence  

Thematic analysis showed that LCTL instructors' definitions of culture are somewhat 

similar. However, they have different levels of awareness about ICC. The table below (Table 11) 

represents the conceptualization of culture and ICC by study participants.  

Table 11 

Definitions of culture and ICC by LCTL instructors 

Definitions of culture  Definitions of ICC 

It's a tough one; it is something that you 

can’t touch or see 

Cultural diversity 

Culture is communication and history Negotiating meanings 

Representation of spirits Meaningful communication in a context 
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A set of beliefs or set of ideas shared by a 

certain group of people 

Crossing cultural barriers 

Etiquette and values Avoiding stereotypes 

Culture is the context and an asset Tolerance and coexistence 

High and low culture Transformational experiences 

Everyday culture and sociolinguistic culture Addressing cultural sensitivity 

Culture is everything  Inclusion and equity 

Ability to read different mindsets, examine 

ambiguity, and tolerate differences.    

Respect and empathy 

Culture is an identity Not sure how to define it - is it diversity? 

Addressing cultural sensitivity Widening worldview 

1.1.1. Definitions of culture 

Culture is the tough one. Defining culture was challenging to the instructors as it was 

for many scholars and culturalists. Most language instructors described culture as everything, the 

daily life of people, something invisible, a construct with many connotations depending on the 

context, or something that has a meaning between the lines. 

Melek described culture as the daily life of people of the target culture from an 

anthropological point of view. However, in the language education context, she describes it as 

the everyday life of people:  

“How would I define culture? Okay, what is culture? It’s a question I received an 

anthropology class. So, like when we say culture. Okay. So culture is, I mean... Like in, in a 

language, classroom setting. I would say culture is, you know, whatever language you’re 

studying it is those people who are native speakers of the specific language and the way they 

live, the way they produce things. I mean it’s like their daily lives, their mundane lives. So, I 

think that’s culture. And that includes, you know, like food, music, the stuff they produce 

basically. Their … family lives. Everything.” 

Kaori believes that culture is something invisible, and deeply experienced in the life of 

people that is hard to explain and does not need to be objectified. According to her, information 
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about cultural products and practices can be found and learned through the media. However, 

perspectives are deeply hidden and not easy to learn. 

“Culture, it's a tough one. I don't know if I can say… I don't know. It doesn’t… [it is] a 

set of beliefs or set of ideas shared by certain group of people. And in language classroom, we're 

talking about a kind of culture as a culture you cannot touch, you cannot even see. Those are the 

culture; I feel like I'm dealing with. Of course, there's a culture anyone can see, right? There is 

another food or the staff or things that have a shape. But then I think, you know, because those 

cultures are so easily available to the students, especially with the Internet and all those 

information. They can see it in the picture. They can see things anywhere, you know, like a video 

on the staff they find. So that's why I think an, even more than before, I tried to see culture as 

something so too invisible. The things you cannot touch or see.” 

Kamilla described culture as a process, everything that can happen in communication. 

For her, it is knowledge, action, and the way of using in life: 

“Culture is everything you do. You know, just to the way of greeting, eating, 

communicating with people, buying something…Everything you know, everything you act. 

Culture of dealing with your colleagues, with your friends. For example, if you had a colleague, 

if you were friends with the superior people, with you know, like people you know, or with your 

neighbor, with your students. That is culture. Right? Everything surrounding us.”  

Peter was very conscious of using the term and stated that he always asks his students to 

define what culture is, how they describe it, when, where, and how they use it. He believes that 

the definition and description of culture can differ according to context and have different 

connotations:  

“So, I teach immigration and ethnic identity. Um, and so we are talking about culture a 

lot. And I make my students, if I say, if you are going to use the word culture, you have to say 

culture and then define what you mean. But there are well over a hundred definitions of culture. 

Um, and um, and people throw that word around and it means wildly different things. So, um, if 

you ask me what Czech culture I’m teaching and in my language classroom, then, then it’s, it’s 

everything. It’s all of those things. It is not just, um, and then we’ll, we’ll put a word, I’ll put a 

word in before the word culture. Sociolinguistic culture. High C, formal culture, historical, 

national culture. National theater, national ballet, national opera, national, nationally and 

internationally well-known painters and musicians and composers. Things that were the tickets 

cost a lot of money to go to.”  

For Peter, everyday culture can have several meanings, like an ethnographic description 

of the culture, not just things in someone’s house, or someone’s village that can be found easily. 

For him, such objects are stereotypical and represent static culture. 
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“It’s like to know what a butter churn it looks like is one thing. But I don’t have a butter 

churn in my house. So that’s not everyday culture for me, but it’s ethnographic… Everybody’s 

agrees that Russian balalayka, like as a Russian, and that’s part of Russian culture. And then 

you ask, do you have a balalalyka at home and most Russian saying no.”  

In his opinion, one of the most important things about the culture is the ability to read 

between the lines and negotiate meaning. It is important to be aware of them to avoid problems, 

understand perspectives, and analyze the situation he personally experienced when he was 

studying Russian.  

“I didn’t get any lessons on transportation culture for me before going to Russia. 

And then I didn’t know how to say why people kept asking me "Vi seychas vixodite?"(Are 

you getting off now?) what is that like write down what you just said because you just mumbled 

that except that that’s what everybody asks, which means if you’re not getting off at this next 

stop, let’s switch places because I’m getting off, it implies that I need to get off. So, I’m asking 

that because if I’m standing here for another seven stops, I don’t need to ask that question, that 

sociolinguistic part of transportation culture or to know that you need right change or you need 

to know what, why someone would come up to you and say, move over to you. Are they asking 

for a period ticket? But asking for your passport, are they asking you for a match or a cigarette 

or something or what time it is, um, to, to know that that sphere, so that culture needs a word 

before it.” 

Marina defines culture in the language context as art, literature, or abstract thoughts about 

life. She thinks it's very important to teach culture in a foreign language class, because in her 

opinion, without the basic knowledge of culture and civilization, you can't understand the 

identity and spirit of the nation.  

“How to define culture. Everything connected with the, not only with art, I don't know, 

literature or something like that. It's a culture of everyday living and then things like that. 

Everything we show makes life maybe nicer. That's the representation of spirits.” 

In sum, most teachers defined culture in the language teaching context as the everyday 

life of people that are dynamic and changing. Two teachers used abstract definitions such as 

“something invisible” or “representation of spirits” that are hard to explain. Two instructors used 

high cultures, such as art and literature, as a cultural representation, while others treated low 

culture like everyday life. Tow definitions reflected culture as a process: “Ability to read 

different mindsets, examine ambiguity, and tolerate differences” and “addressing sensitivity.” 
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Teachers did not categorize culture as 3 P’s: products, practices, or perspectives as in ACTFL 

standards. However, majority of syllabuses reflect such an approach, especially at the beginning 

and intermediate levels. 

1.1.2. Definitions of intercultural communication competence 

Intercultural communication competence was defined as communication or a learning 

process of intercultural interaction.  Descriptions included cultural diversity, crossing cultural 

barriers, tolerance, co-existence, and transformational experience.  

Intercultural communication competence is a learning process. In general, the 

descriptions of ICC were very broad, and were formed based on their personal and professional 

experiences. One instructor said that this framework was too new for her, and she did not hear 

about Intercultural Can-Do statements, although she was able to use it in her teaching context 

appropriately. Another two teachers noted their definition of ICC is identical to the ACTFL and 

Interagency Language Roundtable (ILR) proficiency level descriptions which means successful 

communication with people around the globe and also “an appropriate behavior to convey an 

intended message” (Scott, 2011). 

Darya accented on the respect and etiquette side of intercultural communication. For her, 

it is mutual respect and acting appropriately in an intercultural context: 

“It's ability to listen to each other, to understand each other, and to respect each other. 

That's the most important. And this is how we can understand it. This is how we can create all 

those communications, the ideas and to be able to, to communicate that the higher level, you 

know, just to, to uh, create with the language according to the ACTFL guidelines, right? So, we 

need to, to provide a deeper understanding of the how language as the language, how language 

works in the, in the intercultural community teaching, how the language etiquette works in 

intercultural communication. “ 

Marina comes from a multicultural and multilingual country where many languages are 

spoken, and cultures co-exist. She was trained in the multicultural educational system and is 
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familiar with the geography, history, and art of her country. Marina said that for her students, the 

vibrant history and diversity in Croatia are very interesting and fascinating. 

“Intercultural learning?.. We are a small countries. I mean, uh, I don't know, Bosnia, 

Croatia, Serbia, we are small countries. Suddenly we became part of Yugoslavia, but Yugoslavia 

disappeared almost 30 years ago. So, but, uh, even in Yugoslavia, we learn a lot about different 

cultures. So we have, you know, lots of information about cultures in Europe, USA, Asia, 

everywhere.”  

Peter is more careful in using terms and always examines where the term is used, and in 

what context and situation. Depending on that, he would approach the term differently.  

“And then that word inter, intercultural, um, is really complicated as well because we 

have the word cross-cultural, interpersonal communication, or intercultural communication. 

Um, so, to as a linguist to say intercultural, that means in between cultures. Well, does that mean 

what happens when two cultures come together? Um, when a person from one culture comes 

together with another person from another culture… And in that sense there, the word culture 

might mean worldview of how they see the world… So intercultural, um, I need more context to 

say what I mean.” 

For Altansarnay, intercultural communication is learning and teaching culture. She said it 

is about exploring different cultures, helping the students to master the language, to study the 

world, and to learn different worldviews, and that way, and it makes the content of the classroom 

materials richer.  

“So this, … this makes it richer. The learning process and also, uh, motivates students to 

learn more about different cultures and, and you know, um, motivation is important and then, 

and they should be really interested in what they are learning. And Intercultural communication 

helps them, ah, to have, to get them be interested to, to learn more, more cultures, more 

languages, et cetera.” 

As seen in the examples, the definitions of ICC differ greatly among instructors. Teacher 

definitions of ICC mostly reflected intercultural communication, not specific skills, knowledge, 

or attitudes as in many intercultural models. Their definitions reflected mainly respect for 

another person, diversity in the classroom, and identity transformation. 



117 

 

1.2. Language is a part of the culture  

All LCTL instructors agreed that language and culture are intertwined. When 

implementing such an approach, their opinions can be divided into two parts: Most teachers 

believe that language and culture can be taught together. Some are not sure if they are teaching it 

at all. For instance, Hannah said that teaching language without culture is impossible: 

“It is important, you know, you cannot teach language without culture. It's interrelated. 

There is no way to separate it. It's not only important, but it's not possible to teach, to teach 

language without culture…What other contexts can you imagine in that cultural context, in the 

foreign language classroom? So, we, what we do in the language classroom [is], we create that 

culture of spaciousness. We create here a little Hungary.” 

According to Kamilla, culture is something that is a different skill and needs to be 

learned. You should be able to interpret the meaning behind questions and explore and accept 

them as a normal part of life. It is an ability to read different mindsets, examine ambiguity, be 

empathetic, and tolerate differences.    

“So, when you go to an Arab country, don’t get… for example, if somebody will, you 

know, ask you about your age, don’t get offended. Are you... First meeting? How old are you? 

Are you married or not? This is culture. No, you take it, you know, oh, that’s normal. They ask 

me because they love me and you know, maybe the first time they meet with you, the second time, 

the third time they talk to you about the problems. Oh, my husband did that, oh my...did that. It’s 

culture.” 

Ayanda says that cultures seem similar, but they are different. She explained the depth of 

the meaning behind greetings in her language to describe how culture is embedded in the 

language. Moreover, she thinks such a comparison introduces a deep cultural perspective from 

day one in the language classroom. 

“For example, …we start from greetings. Right then when you go through greetings, the 

culture is embedded in that because in some cultures people who just say hi, well by saying hi 

again, I’m saying it comfortably because people say hello in different ways in and when you 

translate some languages, these not that translation for hello because they say something more 

than that like with this Isizulu, we say "Sawubona", which means I see you. But also, not just 

eyes, like we see you as I mean individual greeting you. I say, "Sawu" that’s a preface used for 

plurality… So, there is that, so when we say "Sawubona", it means that I see you. And not just 

me, myself and everybody that is within me, like the people from my country. I am like an 

ambassador.” 
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Ayanda believes teaching languages and cultures is very important because it empowers 

the learner in many ways. She believes that any human being can be influenced by language 

learning, and it can affect their lives. Ayanda strongly believes that language learning broadens 

one’s view of the world. 

“You go beyond your own. and what I have noticed that people who haven't studied 

outside their own language, I would say they tend to be narrow minded. They think that the 

world works their own everything else is the other, so that is problematic especially in this day 

and age where there is a lot of movement around the world where you find people who were 

born in other places going to newer places. So if all you know, is your own, you will, you 

struggle to interact with the people outside your own culture.”  

Peter stated that language is part of the culture and noted that culture is the fifth skill in 

foreign language education. Even though he considers culture as a fifth skill, he notes that it is 

the most impactful one. 

“So, um, so you know, we talk about four skills, reading, writing, listening and speaking. 

And then the fifth skill is culture. And I consider it on the same hand. And I also always describe 

it as being the thumb. Hmm. Because this is writing, reading, listening, and speaking. And the 

thumb is culture because it's the biggest one. It's prehensile. It can touch all of them.” 

Marina thinks that language teaching aims to develop native speaker proficiency, and 

cultural knowledge is an important part of it. She believes that students can reach a high level of 

proficiency with the help of the instructor if they put in good effort and stay motivated in 

exploring cultures. She is cognizant of the role of culture in learning languages and stereotyping 

issues. 

“Uh, the goal is to reach native speakers' proficiency level, of course, that, that's ultimate 

goal in our foreign language study. But as I say earlier, I think, uh, it helps them to create a 

picture about a country, not only language. Language of course represents, it's one of the most 

important things. Then you are talking about country and the nation. But that's just very 

important part. And especially today, they may be, they already watch movies Or listen to music, 

something like that. It gives a much better picture, create it is the important part. I think that 

without knowledge about culture, they don't create the properly picture about language and then 

generally impressed that's type of civilization.” 

While many instructors considered cultural knowledge a foreign language learning goal, 

one of them thought it should probably be taught separately. That teacher was not sure if it was 
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possible to teach culture in the language class. During a member check and a debrief, she noted 

that she is unsure if she is teaching culture. She asked, “Am I teaching culture? I don’t think so.” 

Her program offers content courses, separate grammar drill classes, and language practice days 

since it is a departmental policy, and they have higher enrollment numbers. However, even 

though she separated culture as another subject, she emphasized the role of context in language 

teaching. For her, contextualizing language materials was the priority. 

1.3. Inclusion or exclusion of cultural topics  

During the interviews, I identified two types of instructors: ones who are confident 

discussing any topic with their students and the second group that is not comfortable discussing 

certain topics. However, many instructors stated that they were very open in discussing almost 

any topic in their classrooms. Instructors’ cultural and educational backgrounds seemed to be 

highly influencing such approaches. However, in some cases, they were cautious in “crossing 

cultural boundaries” (Dervin et al., 2019, p. 17).  

Some LCTL instructors mentioned that they have “no-no” topics, and they try not to 

touch them. However, some sensitive topics emerge naturally. For instance, Malek considers the 

family a sensitive topic and avoids talking about it directly. 

“I do my best not to touch those. You know, like with relative terms, with terms of family, 

you know, relatives. Uh, I mean we are so lucky in our language, that we only have, I mean, if 

you don't have gender here's no he/she, there's only all. So that's, that's an easy part because I 

mean, eh, of course we have, you know, like LGBT students in the class too. But when we are 

learning the family, you know, like relative terms, it's very gendered. There are like paternal 

aunts, paternal uncles, this and that, but you know, like those can be very sensitive. And some 

students don't want to talk about their families, you know. Let's say their mothers, their fathers, 

you know, or there is this divorce issue and there are some terms that we don't have in our 

language yet. You know, like not so much used. Uh, like those step relations, step mother, step 

father, this and that. Uh, so that this is a hard topic to talk in class. So we do it very broadly, 

give them as much independence as we can. And so like in assignments instead of saying like, 

you know, like describe a family member, you know, describe someone in your family. I say like 

describe someone you really like. It can be, that person can be your friend, you know, like your 
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boyfriend or whatever. Uh, so I think this is a sensitive topic for some American students. And I 

don't want to go into that.” 

Kaori said that she willingly selects certain topics and avoids modern political issues 

since she has Chinese students in the class. She believes that her students may feel 

uncomfortable, or they may think that [others are] probably arguing about them, and they may 

not feel safe. 

“In some ways, I think I avoid certain ones [topics]. I willingly immune diversity, LGBT 

is one we do. And those with racism, racial differences, ethnic differences. I will not avoid these 

topics, I demand them. Diversity is a big [topic] in Japan too, that kind of form. Even in Japan 

we are talking about diversity or treatment of like foreign residents. So, in that way or famous 

people in Japan, well known writers whose native language is not Japanese. Like in that format, 

I willingly, or very actively put them in, but then probably I stay away from the topics like war, 

histories, Japanese politic relationship, those I think I am very quiet about.” 

Teachers noted that classroom ecology also plays a role in selecting a topic for discussion 

and creating safe environments in LCTL classrooms. Melek takes a risk to discuss current events 

but ensures that this will not create an uncomfortable atmosphere in the class. She mentioned that 

Syrian refugees and social issues are a huge topic in Turkish media. When Melek had a student 

from Syria, she completely ignored that topic in her class just to make sure that the student was 

feeling safe. 

“Turkey has a huge Syrian community now. And in our newspapers, it's like mostly about 

Syrians. Like how they, you know, I mean obviously there are like, you know, some bad Syrians, 

good Syrians, and we are having some, you know, like real social problems with those Syrian 

refugees settling this and that.”   

She also supervises conversation tutors. She explained to conversation tutors how they 

should be careful in discussing sensitive topics. Depending on classroom diversity and student 

body, she selects her instructional materials.  

“I told like, those might offend that student because there are also bad stories, horror 

stories like rape stories in newspapers. So, I mean, I am completely ignoring that topic in my 

class now, you know, like, uh, just to make sure that the student is feeling safe. [student safety 

and inclusiveness are important for her]. But I, I did the similar topic in my fourth year 

[language class] last year, I was teaching my fourth year Turkish, post-advanced Turkish class 
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because first, I didn't have any student from Syria and the other one was, eh, they were able to, 

you know, like speak and no one got offended. So that is how I adjust, you know, the topics.” 

Peter noted that his students are interested in learning about sensitive issues and he does 

not have time to teach them in the class. In such cases, he discusses these topics outside of 

regular class time. He mentioned a cultural night or a language club event as informal space for 

discussing sensitive topics. 

“They've definitely want to discuss it more. And then that's like, oh, we got to only have a 

little bit of time. And this is a really complicated issue. And that's typically then, um, where it 

would be good to have a cultural night. Um, and, and so now, once I've, once I've taught the 

class once and I'm not generating lots of materials and lesson plans and handouts and 

everything, um, and I know how much time grading will take, then my next step is to bring back, 

because I used to do a language club. Um, and I used to do a language table where I would do 

all the cultural stuff that I couldn't fit into class, into a language table and it was bringing things 

to discuss. And so to have those other outlets to be able to discuss those topics is a good way.” 

Peter mentioned that staying current about changing social behaviors is also important. 

He did not visit the target country for more than 10 years, and learns about such topics from his 

peers or at professional conferences. Therefore talking about cultural practices creates discomfort 

to him sometimes. 

“You know, I went and tried to see as much of that as possible. Um, and to talk, talk to 

people about how, um, how, how things have changed, what's going on. Um, professional 

conferences are often a good place to learn about that. Even our natives speaker teachers who 

might not go back all the time, might be out of sync with, with the changes that have been made 

and then they don't effectively talk about that. That's difficult.” 

These perspectives display the range of pedagogical approaches that LCTL instructors 

select to practice in their classrooms. Inclusion or exclusion of certain topics seemed to be based 

on diversity in the classroom, and preferences, educational and cultural backgrounds of the 

instructor.  

1.4. Reflections on intercultural pedagogical approaches 

Seven participants were experienced teachers with at least 10 years of experience in 

teaching at the American higher institution. Only one teacher was new to the American setting 
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but had extensive experience teaching abroad. Almost all instructors noted that interviews were 

very good for their reflection and zooming back on their teaching.  In many cases, right after the 

interviews or after observation debriefings, they would provide an interesting information about 

their cultural views or intercultural moments in their classrooms. 

Table 12 

Types of collected documents and pedagogical approaches 

LCTLs Documents  Instructional 

approaches 

Intercultural 

topics 

Assessment 

approaches 

Creating 

context 

Arabic Lesson 

plans 

Activity 

description 

Photos 

Final project 

examples 

Project-based 

  

Service-learning 

oriented 

Social justice  

  

Custom topics 

based on 

teacher 

/assistant 

instructor 

/tutor 

creativity 

Video 

projects 

Field trip 

Service 

work 

Reflections 

Video 

projects 

Informal 

clubs 

Discussion 

Bosnian/ 

Croatian/ 

Serbian 

Syllabus 

Textbook 

pages 

Task-based Textbook 

topics 

Presentations Role plays 

Discussion 

Czech Syllabus 

Activity 

examples 

Textbook 

pages 

Worksheets 

Task-based Textbook 

topics 

Oral 

Proficiency 

Interviews 

Role-plays 

Hungarian Syllabus 

Cultural 

modules 

Website 

links 

Inquiry-based 

Inter- 

disciplinary 

  

Big C 

High culture 

oriented 

Research-

based 

Based on 

teacher 

creativity 

Presentations Conference 

style 

meetings 

with other 

language 

class 

students 
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Japanese Final project 

guide 

Task 

samples 

Task-based Textbook 

topics 

Custom topics 

based on 

teacher 

/assistant 

instructor 

creativity 

Presentations Interviews 

Mongolian Cultural 

activity 

description 

Textbook 

pages 

Task-based 

Art-based 

(Songs) 

Game-based 

Textbook 

topics 

Selected 

custom topics 

Research 

Performance Role-plays 

Peer work 

Turkish Lesson 

plans 

Task-based Trends in 

social media 

Custom topics 

based on 

teacher 

/assistant 

instructor 

/tutor 

creativity 

Oral 

Proficiency 

Interviews 

Role-plays 

Peer work 

 

Ukrainian/ 

Russian 

Syllabus 

Project 

examples 

Presentation 

example 

Project-based 

Game-based 

Inter- 

disciplinary 

Art based 

Political topics 

Wikipedia 

projects 

Presentations 

Painting 

Drawing   

Zulu Hybrid 

course pages 

Images 

Project 

examples 

Syllabus 

Project-based 

Drama-based 

Customized 

Based on 

teacher 

creativity 

e-book 

project 

Field trip 

Role-plays 

Sitcom style 

role-plays 

 All LCTL instructors conducted the class exclusively in the target language, encouraging 

students to produce oral texts in the target language. They used some grammar comments and 

instructions in English. However, it was of minimal use. The teachers considered the goal of 

language learning is to provide knowledge and the ability to communicate with native speakers, 
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the communicative competence. At the same time, they noted that students need to learn about 

culture to feel comfortable when communicating with native speakers. 

“But besides that, we have a broader goal, we have to familiarize our students with the, 

uh, our culture, language is the culture. So, as I mentioned before, it's inseparable. So we teach 

them how to communicate with native speakers, Eh, but besides that, to be teach them how to, to, 

to, to, to be, uh, involved in, you know, with this culture of, how to feel comfortable with this 

culture, of how to know, the, uh, some important features of this culture, like a habits, traditions, 

right, all those aspects to show our cultural differences in peculiarities and especially even in 

terms of comparison to compare it like their own culture with our culture. What the peculiarities 

are?”(Darya) 

 

Kaori said that her teaching style changed since departmental policy. She allows some 

use of English at the beginning level. However, in other levels of language classes, she speaks 

only in the target language and models cultural behavior.  

“Before I came here I taught, you know, my signature was I teach language only in the 

target language. So if I teach Monday through Friday, and that is how I teach, like with gestures 

or you know like um, there is an observation or anyway that's direct method, that's what I like. 

But the first year, yeah probably you use more English for explanation. But then again I don't 

know, maybe other cultures too, in other cultures, there is even saying hi there is a different way. 

Right? For example, if that is in French, I don't know if they do it in the classroom, they might be 

doing in faces together may be, in Japanese even the first day we're saying "Konnicheva" and 

you bow, so you don't need to explain, you need to bow in Japan so the teacher is just show 

"Konnicheva" and they show bow and they have their students do and the students getting, 

saying these words and then you need to move your head this way, and then that is already 

culture in there. You just kind of don't say "Konnicheva" in Japanese. This is a model, gesture, 

and they do from the day one, culture is there.” 

 

Hannah always thinks there are some requirements for being professional knowledge-

wise. She always keeps this in mind and makes sure to check how to interpret certain 

pedagogical approaches. She said she always imagined herself in the position of a student in her 

class and considers cognitive overload issues.  

“And I always reflect on my actions in class almost in every minute. Is that 

understandable? Is it doable? Is the amount of words okay? I want to give too much. So, this is 

the number 1 that I always imagined myself in that situation. And I'm always … reflective, you 

know, the situation or anything, everything gets number.” 
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The syllabuses I collected reflected native language speaker models or a compare and 

contrast approach. Three syllabuses stated clearly intercultural objectives. One syllabus reflected 

college general education requirements for language learning and departmental Can-Do 

statements that reflected intercultural outcomes. A few examples demonstrate what it looks like. 

“Students demonstrate an understanding of the culture within a global and comparative 

context (specifically, an understanding that a particular culture is one of many diverse cultures 

and that alternate perceptions and behaviors may be based on cultural differences).  [Further 

navigate target country life linguistically and culturally, comparing and contrasting it to 

American life.] 

Students demonstrate knowledge of global issues, processes, trends, and systems (such as 

economic and political interdependency among nations, environmental-cultural interaction, 

global governance bodies, and nongovernmental organizations). “  

 

Another syllabus provided a specific and contextualized Can-Do statement emphasizing 

the course will use certain genres. Both examples demonstrate that compare and contrast is used 

in the learning process. 

“I can: Dramatize target language songs, dances and rhymes. I will also be able to tell 

someone about target language culture and demonstrate it where I can such as using some of the 

appropriate body language; Identify similarities and differences in the target language and 

American way of life in terms of clothes, food, transportation, songs, dances, holidays, marriage 

and many other topics of interest to the students.” 

The third syllabus stated the importance of polite speech and different genres in the target 

language that promotes intercultural awareness. In addition, it stated that  

“the course will help students recognize common knowledge, beliefs, attitudes, and 

behavioral patterns of the people's target county, and to detect and conform to fundamental 

verbal and nonverbal cultural norms.” 

 

Participants at this level should be able to read and write the language and comprehend 

short conversations on everyday topics.  Write simple texts, short essays, letters, and messages.  

Make polite requests; ask for information; respond to requests; share personal information; 

describe familiar objects, activities, and people; have simple discussions on familiar, everyday 

topics; and make apologies.  
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Two teachers reflected on the importance of genre and register while learning a language. 

They considered them an important part of intercultural communication. For instance, Peter 

described how age is important in communication and selecting a register according to it can 

impact communication. 

“Um, and they have to know that formality is, it's important that age is important, that 

position is important. Um, and so to, to have to tell them how to address people, you have to 

explain the culture to say that you might, you know, they all call me Peter, but in the Czech 

Republic, they would call me Pan Jacob. Hmm. And, and they would say “VY” to me and not 

“TY,” um, and so we had that, that ability to get to talk about cultural differences because if they 

get used to addressing me in “TY” and then go to the Czech Republic and use “TY” to their 

teachers, they will get yelled at. It's just like in Russia to use improper formalities.” 

 

When I asked about cultural perspectives and critical topics, teachers stated that it is 

possible to discuss them at the higher levels of language class, but at the beginning level, it is 

hard to discuss such topics in the target language.  

Theme 2: Reflections on critical stance and teacher roles. 

The second theme is constructed based on observation notes and participants’ subtle 

reflections on their roles in the classroom, critical views on the socio-political status of the 

language they teach, disciplinary values, literacy skills, and familiarity with their learners’ needs 

and interests. This theme reflects the critical-cultural awareness of LCTL instructors, their 

intercultural experiences in the classroom, and their critical cultural stance based on their self-

reflections. The theme includes three categories: 1. Awareness of teacher roles and skills. 2. 

Awareness of diversity in the class. 3. Awareness of discourse.   

2.1. Intercultural teacher roles and skills 

The LCTL instructors are highly aware of their roles in the classroom. They listed at least 

five major roles as LCTL instructors. 1) Teachers are intercultural mediators, 2) Teachers are 
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cultural carriers, 3) Teachers are role models, 4) Teachers as learners and cultural explorers, and 

5) Teachers as peers and colleagues. 

Teachers are intercultural mediators. Lack of funding always impacts LCTL 

classroom settings and practices. Consequently, small enrollment numbers are a constant battle 

for instructors. Small enrollments due to lack of funding cause stress and anxiety for LCTL 

instructors. Therefore, keeping in touch with students and their parents and being aware of their 

communities seem to be an important part of the context in LCTL classrooms. In this case, 

parents and the community have a big impact on LCTL classroom enrollment as stakeholders. 

Kamilla said she had to write a letter to her student’s church since they would not allow her to 

apply for a scholarship. The student was interested in learning Arabic, and the church denied her 

application since the Arabic language and culture are associated with a different religion than the 

student’s church practices. Her student was stressed because of funding issues for learning 

Arabic. The instructor wrote a letter to the church and explained that in Syria, there are ancient 

Arabs with the same religious beliefs that the student practices and how the student can learn 

about them and introduce her community to these people.  

LCTL classrooms are vulnerable. They deal not only with pedagogical issues but also 

with intellectual and social contexts. This setting reminds Breen’s metaphor (1985) of ‘coral 

gardens with unique and complex cultures’ (Senior, 2001, p. 248). Many LCTLs are culturally 

distant from American culture, and students are unaware of these languages or have stereotypes 

about them. Kamilla mentioned that she invites parents to discuss stereotypes, and it helps her to 

solve enrollment issues. In her example, a student wanted to study overseas in Jordan, but his 

parents were against it thinking the country was unsafe for their children. The student 

approached the instructor and asked her for help with describing the program to his parents. The 



128 

 

instructor offered help with finding students in the country and putting him in contact with them. 

Her student was able to put in contact with his parents with the overseas students. As a result, the 

parents changed their minds, and her student was able to conduct research overseas.  

Teachers are cultural carriers. Kaori always strives to create a community of learners. 

She tries to connect well with each student from the first day of class. In her opinion, the first-

day classroom activity is important for creating a good culture in the class and addressing 

inclusion and diversity.  Kaori feels that, in some ways, each instructor becomes a carrier of a 

cultural message students receive. She assumes that by looking at her and her AIs, students form 

an idea about Japan. She explains it as expressions and impressions. She is curious to know if 

that is true. However, she believes some students receive a lot of information by observing their 

instructors.   

“And another one, this is, I am aware there are students are learning culture from me 

looking at me as a probably, of course, my case is native Japanese speaker, but a Japanese 

speaker. So that is happening in my drill, AIs classes too. My AIs are not all native speakers. 

Some are even not American; they are French or foreign or but [they are] almost like heritage 

speakers. But looking at them, they are [students] getting new information about the association 

of Japan.” 

 Kaori ensures that she and the associate instructors (AIs) also become role models for 

her students. Allowing students to be a bit relaxed at the beginning and get to know each other 

earlier is key, in her opinion. It might be challenging in lecture classes, but in smaller drill 

classes, students are comfortable talking to their peers and the instructors. While training her 

AIs, she tells them to be good role models because it is important and has consequences. 

“There are activities always, you know, I ask them do they show the model, have them do 

it and then we can correct them, or we can evaluate. So, there are three steps, but then 

everything you're doing is actually, that becomes their unconscious message and one conscious 

message about what is their idea about a class, their idea about that Japanese class, and their 

idea about a Japanese speaker and the Japanese culture. Awareness is important.”    
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Melek had a Turkish style patterned and colorful scarf and earrings when I met her. 

Using cultural artifacts on her, she was displaying her cultural identity. She even considers that 

her identity brings a contextualized and authentic topic that can be discussed in the classroom. 

She also considers that being a role model is important for LCTL instructors.  

“I am already a cultural element in that I'm Turkish and I'm coming from Turkey. Uh, so 

I somehow must represent this culture in the class while teaching the language. So, like, I mean 

sometimes even wearing like traditional earrings or something like a shawl or you know, like, 

and you know, bring it to class. And my students [make a] comment, you know, I mean 

compliment. Oh, I love your shawl, I love your scarf, this, and that. And I say, oh, really, let's 

look at the colors and let’s look at the images. What do you see? I have something similar to 

that. Sometimes I wear it, especially in the first weeks. It's not that I love scarves. I love scarves 

anyway. But I also want, you know, to like talking in class. And I want them to know, you know, 

okay, so these should be the patterns, you know, this and that because there is tulip and that's 

very embedded in Turkish culture. Tulips, roses. So, I bring all those small things. Uh, so I mean, 

culture is not something mechanic [it is not an object only].” 

For Daria, culture serves as a context in the language classroom, and the LCTL instructor 

is a unique representative of the target culture. She is sure that culture has facets and ideas which 

help to shape an understanding of the country and the community of the country, and the 

instructors carry that information to students. Therefore, she believes that instructors are also part 

of the culture. 

“So, in that context, everything that can shape the image of this country and the 

community to this country, people, community in this country, everything would be facets of the 

cultural phenomenon. So, like language, and art, and history, and music, and pop culture, and 

the style of communication, etiquette, habits, ritual, everything, everything, everything. We are a 

culture, we are representatives of this culture. And probably we are the only representatives of 

this culture in the university. Right? So, we are a culture.” 

These findings showcased how LCTL instructors behave in the classroom and act as role 

models and cultural carriers. During the class observations, I noticed how the Japanese instructor 

bows to her students when she greets them and takes attendance at the door to show her respect 

for students. Another interesting moment was when students sang Mongolian songs to greet me. 

The instructor asked her students to sing a Mongolian song to greet a visitor. In all cases, LCTL 
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instructors acted as role models. In a Czech class, the instructor asked me to speak Russian to 

demonstrate how being multilingual helps you to communicate with people from different 

cultures. 

Teachers are role models. Kamilla teaches higher level language classes. She believes 

that transformation is very difficult and gradual. She believes it is not easy for her students to 

conduct a critical analysis of media that creates stereotypes about Arabic-speaking people. She 

tries to be a good model for her students by going through real-life examples and by being 

honest. 

“They change the whole mindset because they see, I told you, I'm the model. I'm one of 

the cultures when I am the good model, they start to accept me, accept my culture.” 

Sometimes Kamilla reflects on her own parenting style and invites her students to reflect 

on their parents and their parenting styles. She finds such authentic discussions are always 

interesting to bring into the class.  

“Sometimes I show them videos, in English, (right?) but it will be funny videos and you 

know, through these fun students will come [to understanding].” 

Kamilla feels like an influencer and tries to be a good role model all the time. She 

strongly suggests the importance of being a leader, and ambassador of the culture. She says only 

after gaining trust and confidence you can open other subjects. She does this carefully, having in 

mind all the possible consequences.  

“They had a preconception about it and try to explain to them why it's society. It's 

culture, it's humanity. And we have, you know, I tell them negative and positive, believe me, I 

don't deal in everything positive. No.” 

  Being honest and staying unbiased is key to dealing with students’ stereotypes. 

Sometimes she shares a few incidents that happened to her communicating with people from her 

own culture.  

“I tell them about negative things that happen to me. For example, one lady came to me 

and she told me, you celebrate Christmas? Yes. Oh, you are an unbeliever!... In our society we 
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have these people, well, so it is a human. So, we start [communicating in the] language, express 

humor. Culture is very important for us to be able to communicate. And you will be the model for 

that.” 

Another interesting moment in LCTL classrooms is the distance between the instructor 

and the learner. Some professors are very happy to be in close relationships with their students 

and try to keep connections acting as students’ parents. They believe that students imitate them 

when communicating in the target language and after the class.  

Kamilla reflects on her own learning and tries to implement it in her teaching. Kamilla 

believes being a role model helps her students to change their minds and overcome stereotypes 

too.  

“I imitated my professor when I was in college, I do like him because I loved him so 

much. He was like my dad. And students sometimes come and call me mommy. If I am mommy, I 

have to be like a good example, mommy. Right?” 

Sometimes she creates a family atmosphere to introduce language, culture, and the 

program to her students. Kamilla invites their parents for a cup of coffee to her office, talks to 

them, and finds out about preconceived stereotypes they have. 

Teachers as learners and cultural explorers. As Jordão (2022) noted, “The good 

teachers are the ones who learn at the same time as they teach. Together. In collaboration with 

students” (p.179). Female LCTL instructors critically reflected on their literacy skills, such as 

cultural, digital, political, and language literacies. It was a very subtle reflection but existed 

throughout the interviews. Several times, they noted that it is hard to explain critical cultural 

perspectives due to language barriers, they may not be well familiar with the political discourse, 

or they improved cultural and digital literacy skills in the US.  

All LCTL instructors are highly aware of their identities, the nature of public self-

consciousness, and their personal attitudes. This, in turn, their dispositions and identities highly 

affect their learners’ behaviors. Native speakers of LCTL teachers are perceived as members of 
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other identity groups. Therefore, they try to create positive learning conditions for their students 

by being cultural carriers, and role models, and by being honest. They believe otherwise their 

learners may develop stereotypes about the target culture. Ayanda provided an example of the 

speech style that she realized after a while of being in America.  

“Like other issues with time that I've realized like sarcasm in Southern Africa is part of 

everyday culture… The parents will say, “Oh yeah, go and break, you break it. Go break my clay 

pot!” The parent is telling the child to be very careful when handling the clay pot. But the 

manner of saying is “Um hm, go and break it!” 

Intercultural discourse exists in Ayanda’s classroom where she admits her cultural 

awareness and tells her students openly about it. She admits that she may not be fully aware of 

cultural facts and values, so asks her students to share meaning of their cultural practices and 

perspectives.  

“So, when there is something, they help me, they let me know that, oh, this is what it is! 

Because at first, I really want, I feel like when you let your students know that this way you are, 

they will help you easily without judging you. Or they'll say, "Oh, she's horrible. Listen to what 

she says. Did she really say that?"  

Ayanda’s approach to being transparent shows the importance of reflection and how it 

can impact students’ learning. By reflecting on her cultural literacy, Ayanda was surprised and 

noted that it was a good exercise for her and asked me if I could share the recording. It seemed 

that wanted to reflect and analyze her own responses.  

Many LCTL classrooms are very small and have an intimate space. A few instructors 

said their students call them Mama, and they accept their students as their children. The Arabic 

instructor has a special set for making traditional Arabic coffee in her office when parents want 

to meet her.  

“I'm very honest with them. I tell them that you are like my kids. I am here to teach you 

my culture and that's [very important to me], I am very happy. I am very honored that you want 

to learn about it. …I have mentees’ mom, some parents they come to meet with me just like they 

are already in town. They want just to meet, we, we heard a lot about you, my son, my daughter 
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[talks about you]. You are welcome! Here we go. And we, and we have, you know, we have in my 

office cup of coffee, or we can talk, they want just to meet, they come to visit, to visit my class.” 

Ayanda creates a family-like environment in her class, and her students call her Mama 

too. She noted that creating a safe space for learning is important for her and for students:  

“I just think the key thing is not coming with the authoritative approach to your class. 

Just having a small family being, even when I have 20, over 20 students, I still strive to make it a 

really nice family atmosphere. And they do say that, oh, we are, we have been safe.” 

Hanna treats her students as future colleagues and believes that they are highly trained 

area specialists. In a few years, they become area specialists, and they might collaborate in the 

future.  

“These students who were undergrads in my class became, well, doctors or opera singers 

or serious professionals.” 

That way she positioned herself that LCTL instructors have to treat their students as 

colleagues. She builds strong relationship with her students and supports their learning by 

addressing their specific needs and interests. Hannah mentioned celebrating holidays, attending 

conferences, and guiding them in selecting area specific readings too. 

Teachers as peers and creative problem solvers. Teacher positionality and 

interpersonal boundaries on the Internet-connected world (Booth & Schwartz, 2012) also impact 

LCTL classrooms.  LCTL instructors noted that technology is empowering them to create 

intercultural contexts in the classroom. The instructors try to be in close connection with their 

students and keep in contact with them through social media. Several instructors stated they use 

Facebook and WhatsApp to keep in touch and create a lifelong community.  

LCTL instructors believe that language learning happens not only in the classroom, but 

also outside of the classroom. They tried to turn every possible space into the learning 

environment. Learning happens everywhere: would it be in a library, a community center, an 

online environment, or a classroom. These learning environments provide opportunities for 
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creating and negotiating meaning between different types of learners including instructors. For 

instance, Peter uses Zoom virtual backgrounds to talk about travel. He asks his students to put up 

a city from their country or hometown as a background for the day.  

“Then you can either have them do a show-and-tell of where they're from. O, today I'm in 

Prague and it's raining or it's snowing. So you can do whether things if you wanted to have 

people do different backdrops. You could also have maps as your backdrops, but there are lots of 

little clever ways that you can. At first, scientists thought that they were annoying and I started 

thinking about different ways that we can incorporate culture into that. So you can have, if 

you're going shopping, you can have everyone pull up a picture and try to Google a picture of a, 

a market in your country. And then to just sort of add that, that color that we can't do otherwise. 

So this requires that they go and, and you might say nobody can have the same picture. So make 

sure that you have three good background pictures, so on. And so if somebody has already taken 

the, the, the favorite market you have, then they'll have a couple of extra. So it's a neat little 

cultural way to get them to sort of understand that visual culture of our countries as well.” 

Kamilla believes that technology helps her to introduce authentic material to students and 

makes learning meaningful. The internet resources help her to bring meaningful and relevant 

topics, support her students to comprehend materials, and make cultural connotations. She uses 

different resources, such as videos, social media tools, and virtual guest speakers, to introduce 

culture to her students. The cultural context serves her in facilitating meaningful interactions in 

the classroom with content, students, and community members. 

2.2. Exploration of diversity in the class 

LCTL instructors described language classrooms as intercultural spaces for learning. 

First, teachers described learners having various identities, cultural backgrounds, and learning 

goals: 

● a mix of students with various ethnic origins, countries, and cultural backgrounds 

● students with age differences and program levels (undergraduate and graduate) 

● a diverse range of students with differing language learning skills and proficiency 

● monolingual and multilingual speakers 

● non-native speakers and heritage language learners 
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● students with a variety of political, religious, gender views, and socioeconomic status 

● politically traumatized, mentally challenged, or culturally sensitive students 

● students with disabilities 

Second, students’ educational backgrounds and language learning skills vary. LCTL 

instructors describe learners as highly motivated multilingual speakers. Some students’ native 

languages and cultures are close to their target languages. Hence, they learn the language faster 

than other students and have a better idea about the cultures compared to students who are 

learning a foreign language for the first time and are not familiar with the culture at all. Some 

students have cognitive skills for learning languages, are more motivated, and are self-regulated. 

This also can cause some anxiety in the classroom. 

Awareness of students’ cultural backgrounds and identities. According to LCTL 

instructors, they have mainly graduate learners who are getting specialized in area studies. 

Whereas graduate students are learning primarily for specific research purposes, undergraduate 

students take language classes for a wider variety of reasons. Instructors define undergraduate 

students as heritage speakers; students with clear career expectations; students who want to 

explore unique languages; or students learning the language to get credit requirements. In the 

least commonly taught language classes, there are students from other institutions through a 

distance program. Some classes have mainly American students, and in some classes, you can 

meet international students.  According to teachers, students have different perspectives and 

preconceptions based on their ages, backgrounds, personal experiences, political views, religious 

beliefs, gender orientations, values, interests, and needs. In some cases, they mentioned that 

students were familiar with the cultural facts or have better digital skills than instructors. 
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Many instructors were open to including students’ backgrounds and cultures in their 

curriculum. For instance, Altansarnay said it is important to know not only the target culture but 

also the students’ backgrounds and cultures in the class. She sees her students as cultural assets 

and uses them as intercultural communication points.  

“About culture, I should say one thing. So, in, in our university, for example, at our 

university, we have students from different cultures. So we should teach the Mongolian culture, 

language, and culture to the students. And at the same time also the teacher needs, uh, to learn, 

also, to study the cultures, uh, let's say, uh, the cultures in his or whole classroom to also to 

know more about the cultures, uh, of the students who are from.” 

However, some instructors were hesitant to talk about culturally relevant topics, as they 

were sensitive topics such as politics, family, and gender. Therefore, they tried to avoid 

confrontations in the classroom and create a safe learning environment. Ayanda mentioned an 

example that created sensitivity to her vegetarian students. Slaughtering roosters is common to 

express honor in her country. She used a storytelling strategy to include vegetarian students in 

the discussion of the slaughtering tradition. She used her personal story of receiving “chickens of 

honor.” Ayanda discussed the values and perspectives of Zulu-speaking people by exemplifying 

her recent trip to her country. She received “chickens of honor” from three people, and one of 

them was a white rooster which symbolizes happiness and good luck.  

The most important moment in her teaching was discovering diversity in the classroom. 

Ayanda mentioned she was not aware of the age categorization in the US. She noted that the 

concepts of boy - men and girl - women are different in the US, so she addressed her students 

differently because she was not aware of it.  

“It wasn't part of Zulu culture, and it wasn't, but now all those kinds of things. But at 

first, I was not aware of that. And oh, when talking about managing, Zulu culture, and I mention 

that. Actually… I have had students like a bit, quite a [big] number of gay boys and men. Oh, 

that is another thing. Yeah. I mean like, like a boy, the concept of boy in Zulu culture, a young 

man, as a senior woman, they can call them boys. I took off boys, and then let them know that in 

the Zulu culture that is how it meant of my age would be addressing that. But now in America 

they are men, they are not boys. So those kinds of things. I blamed myself, that so that they know 



137 

 

that when she says boy or girl, the girls, actually the young women, and when I talk about the 

women saying, they know those things upfront.” 

      As shown in the above examples, teachers approached classroom diversity in 

different ways: some treated it as an asset, and some as a learning source. The classroom 

diversity highly influenced the topics and communication approaches.      

Awareness of students’ educational backgrounds and intercultural maturity.  

Teachers noted that it is very important to be familiar with students’ backgrounds to bring 

intercultural topics to the class. They mentioned three types of issues: educational backgrounds, 

intercultural maturity of students, and their linguistic skills. Peter said his class has a mix of 

students all the time: graduates and undergraduates. He defined graduate students as multilingual 

speakers and getting trained in area studies in many cases. The majority of his graduate students 

are highly proficient in another Slavic language. However, many undergraduates are 

monolingual students and learning their first foreign language. Peter noted that being familiar 

with another language helps students to accept different perspectives. Also, he considers body 

language when teaching online since some cultures may treat them differently.  

“Different cultures have different associations with some of these gestures. So you might 

also decide to, to pick hand gestures from your own culture that might be appropriate. In some 

cultures, a thumb gesture or make ring with your hands is rude. And so you can adapt things as 

you would like.”  

Another participant, Darya, listed three main ways for getting ready to accept different 

perspectives:  1) Intellectual preparation, 2) Cognitive readiness, 3) Linguistic repertoire. 

Consequently, her students differ according to their intellectual background and preparation. 

First, Daria believes that undergraduate students cannot express abstract ideas and accept some 

pictures because they are not intellectually ready. She defines intellectual preparation as 

theoretical knowledge about the target area and community. Therefore, she believes that it is 
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much easier for her to discuss Ukrainian nationalism, the role of Western countries in Ukraine, 

and Ukrainian history with older students.  

 Darya mentioned reading will help to understand the complex topics in addition to class 

discussions. Her graduate students benefit from readings about Ukrainian politics or well-known 

authors.  

“It is not about the Ukrainian language, and it is not about our culture. It is about their 

readiness to accept, to understand some more complicated, I would say, theoretical issues and 

moments. They are simply not ready. If people came to our university with the regular 

background, for the regular background of high school, the American high school.”            

When asked what she means by “regular background,” she answered these students are 

monolingual and are not familiar with other cultures. Next, according to Daria, cognitive 

readiness can be defined as research skills. She found a critical difference between graduate and 

undergraduate students. Daria specifically emphasized the role of research in developing a 

specific background. According to her, this background helps people build philosophical 

understanding and express their ideas on particular issues: “Some undergraduate students are 

not ready to do this, and they are not trying to do this.”  

Another issue is students’ language abilities in their native languages too. Daria assumes 

that some undergraduate students’ linguistic repertoire, especially vocabulary, is not rich, and 

they are not ready to express their ideas even in English. She made it clear that it is about 

linguistic development, not about area training.  

Awareness of students’ socio-economic status, needs, and interests. LCTL classrooms 

have unique social contexts since there are highly motivated students with specific goals to learn 

critical languages. LCTL instructors report that selecting authentic texts that are relevant and 

meaningful for their students is important. Kamilla mentioned that her students read a novel 

every week. Later, they asked the instructor to let them read current news instead of a novel. Her 
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students are area specialists who need to be able to analyze global issues, such as migration, 

women’s rights, child marriage, etc. The instructor used a novel based on the departmental 

curriculum, then she communicated with the department and made changes in her syllabus based 

on her students’ needs and interests. Now she has adopted this method and always looks for 

materials relevant to her students’ interests and study area. 

“I don't want them to get overwhelmed. It is very hard because after that they quit or they 

challenge or they want, you know, they won't get this, you know, motivation. I told them what do 

you want? they told me. We want to read articles. Okay guys, this week, the weekly reading from 

now on is articles you have to do. You'll look for a subject you like, a topic your like, read two 

articles in Arabic and you come to class prepared.” 

The least commonly taught language instructors reported they teach hybrid or distance 

classes where face-to-face and distance language learning occurs at the same time. They said that 

they must be familiar with distance teaching techniques in addition to different campus policies 

and cultures. Also, they teach students with different technology needs and expectations. 

Inclusiveness, social justice, and student motivation impacts their intercultural design decisions.  

Taking into consideration diversity and accessibility issues in the classroom, Peter 

conducts a needs analysis to be inclusive. He created a technology survey to make sure he is 

aware of his students’ technology needs. He asks them about the types of personal devices they 

have (a desktop, laptop, tablet, phone, camera, printer, scanner, or other device) and if they share 

it with family members. If they don’t have a personal device, then he asks if they have access to 

the school technology and if they have access to the internet. He also asks students about the 

motivational factors, topics they enjoy, and study preferences.  

“So I, I've made a technology survey for my students to check if they have access to a 

desktop. Do you have access to a keyboard, a laptop? You have access to a phone with video. Do 

you have access to the internet on which devices? And I sent that out at the beginning of yeah, I 

did the same thing. So when one of my students had limitations, and at this time it just doesn't 

seem fair to get a voice then to acquire any device a since they're already started on what my 

approach has been first assess what they do have. Also there is like, are you sharing this 

computer with anyone? How reliable is your bandwidth? Or how reliable is your internet 
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connection? Are you paying it on a phone plan or you're paying a data charge and then, you 

know, video is going to be really expensive.” 

As less commonly taught languages instructors did not teach online before pandemic, 

they realized technology accessibility issues little later. During the member check, Kaori 

mentioned that she started using cultural images on Zoom very carefully. She noticed that not 

everyone could see images correctly, and her instruction has changed since then. She started 

carrying two versions of the image or text, like a regular 12 font size versus 24x28. Before the 

pandemic, she didn't do that. Now she uploads images on the computer, on Canvas, so that the 

students can download them first or students can use the magnifier on their devices ahead of 

time.  

“Those are 3D [images] as they really have a huge impact on me the way I teach. And of 

course, because if there's someone who can't stand up or who cannot move their body or cannot 

see. You cannot just design the class in the way you do for being a pair. Well, look at this picture 

there - I stopped doing that or you start becoming more creative. You need to include them 

without anybody noticing that. I'm just making a special accommodation for only those who 

[need accommodation] and so it did, it just made me think. “ 

In conclusion, the following patterns were relatively consistent throughout this category: 

student needs and interests, socio-economic status, maturity level, motivational factors, and 

physical abilities. These factors influence their intercultural communication process.  

2.3. Less and least commonly taught language discourses 

LCTL instructors reflected on organizational culture and diversity too. While the 

organizations have common goals and shared norms, there were differences in program levels. 

The first difference reflected the freedom of choice in creating a curriculum and selecting topics. 

The second difference was enrollment numbers and their consequences. The third difference was 

that least commonly taught language instructors were experts in distance education (synchronous 

classes combined with face-to-face classes). 



141 

 

Freedom of choice in selecting instructional materials (authentic materials, 

textbooks). The size of classes differs between less and the least commonly taught classrooms 

(See Table 12 below). Bigger-size classroom language instructors offered lecture/grammar 

courses separately as they had conversation and content classes available through their 

departments. They noted that they want to use certain textbooks or teach in different formats 

(online or hybrid); however, due to program design requirements and restrictions, they can’t do 

that. This could be explained by area studies programs for bigger size classrooms that have 

language for specific purposes classes or content courses in the target language. 

Table 13 

Types of LCTL classrooms and modes of instruction (before COVID-19) 

Types of 

LCTLs 

Language classes Topic and 

materials choice 

Teaching 

mode/format 

choice/ or 

availability 

Average 

class size 

Less commonly 

taught 

language 

classrooms 

Arabic 

Japanese 

Russian 

Often program 

regulated 

materials 

 

More content 

courses 

Face-to-face 

only 

16-30 

Least 

commonly 

taught 

language 

classrooms 

Bosnian/Croatian/Serbian 

Czech 

Hungarian 

Mongolian 

Turkish 

Ukrainian 

Zulu 

Often teacher 

and student 

negotiated 

custom topics 

and materials 

 

Less content 

courses 

Face-to-face 

Accelerated 

Distance 

Hybrid 

Online 

3-15 

Most of the least commonly taught language instructors stated they have freedom in 

designing curriculum, selecting materials, providing options for teaching modes, and negotiating 

topics with their students. However, regarding conflict management issues, the syllabus referred 
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students to the language coordinators. Also, the least commonly taught language instructors 

stated that they create instructional materials themselves with the help of language centers which 

is a great benefit for them.  

Figure 8 

Least commonly taught language course types 

 

Another restriction was related to the status of least commonly taught languages. Since 

they teach distance students together with face-to-face students, they must adjust their 

curriculums and schedules with the other program requirements and schedules. 

Parents and community as stakeholders. LCTL classrooms are vulnerable. They deal 

not only with pedagogical issues but also with intellectual and social contexts. This setting 

reminds Breen’s metaphor (1985) of ‘coral gardens with unique and complex cultures’ (Senior, 

2001, p. 248). Many LCTLs are culturally distant from American culture, and they are not aware 

of these languages or have stereotypes about them. Kamilla mentioned that she invites parents to 

discuss stereotypes, and it helps her to solve enrollment issues. In her example, a student wanted 

to study overseas in Jordan, but his parents were against it thinking the country was unsafe for 

their children. The student approached the instructor and asked her help with describing the 
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program to his parents. The instructor offered help finding students in the country and putting 

him in contact with them. Her student convinced his parents to speak to the overseas students. As 

a result, the parents changed their minds, and her student was able to conduct research overseas. 

Lack of funding always impacts LCTL classroom settings and practices. Consequently, 

small enrollment numbers are a constant battle for them. Therefore, keeping in touch with 

students and their parents, and being aware of their communities seem to be an important part of 

the context in LCTL classrooms. In one case, the instructor had to write a letter to the student’s 

church since they would not allow her to apply for a scholarship. The student was interested in 

learning Arabic, and the church denied her application since the Arabic language and culture are 

associated with a different religion than the student’s church practices. The instructor wrote a 

letter to the church and explained that in Syria, there are ancient Arabs with the same religious 

beliefs that the student practices and how the student can learn about them and introduce her 

community to these people. Darya also prioritizes meeting with parents and having special office 

hours for them. During these meetings, she discusses career opportunities and how students can 

apply their knowledge in diverse settings after graduation.  

RQ 2: What teaching practices do instructors use to promote intercultural communication 

in their language classrooms? 

To find answers for the second research question, I used teacher interviews and artifacts 

such as syllabi, lesson plans, and activity descriptions. I also used member check notes, to 

confirm consistency and communicative validity of my claims. 

Theme 3: Creative ways of co-constructing meaning in different spaces 

This theme highlights formal and informal practices to integrate intercultural 

communication goals into the curriculum and agenda for learning. It discusses meaning-making 
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practices in and outside of the classroom to promote intercultural communication.  LCTL 

instructors use a broad variety of instructional practices for promoting intercultural 

communication. The following figure (See Figure 9 below) illustrates the third theme that was 

constructed after the close examination of codes and categories.  

Figure 9 

Intercultural pedagogy practices in different spaces 

 

The observations and document analysis displayed that every instructor approached 

intercultural pedagogy differently. All instructors approached intercultural pedagogy practices 

based on their life, educational experiences, skills, and interests. They mentioned that they 

selected a particular strategy for teaching because they attended a professional development 

event and liked it. The following instructional strategies were illustrated during the interviews 

and observations: performative teaching, project-based language learning, community-engaged 

teaching, task-based language teaching, art-based language teaching, and game-based language 
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teaching. These strategies were used in two different settings: formal and informal. Below I will 

describe their reflections on why they used certain strategies and what they believed in.  

3.1. Performative teaching as a powerful way for promoting intercultural communication 

All teachers reported using songs to promote cultural awareness. They believe 

performative teaching creates a comfortable learning space and uses different genres. Songs, 

role-plays, and drama create opportunities for intercultural communication. According to many 

instructors, songs improve pronunciation and help to memorize grammar. Some instructors 

stated that songs help them to build a community, to discuss a variety of issues in class, and even 

complex topics such as social justice from the beginning level.  

Melek starts her first day of class with a catchy song. This song helps her to bring 

students together and create a community. 

“So, like from day one, I mean I start with music. So, I think like music brings everyone 

together and it's a good way to start the class…My first day starts with Tarkan's songs. It's 

“Kiss, Kiss.” And they love it. They don't forget. Uh, I mean it's a very catchy song so it's good 

to start with that. But that's the fun part, obviously.” 

Ayanda uses songs for all language levels and is willingly doing that again. At the same 

time, Ayanda is convinced that songs are powerful. Songs help her students to get motivated, 

energized, and inspired. Songs also benefit her students in learning complex grammar and spark 

their creativity.  

“I use songs for all levels. So, I use songs, well, firstly just for appreciation, like to have 

the students know how to sing and dance in that culture, but more than that, they learn… The 

songs help them internalize the language because songs are very nice to listen to, and they can 

enjoy singing, um, maybe dancing to them.” 

Ayanda likes singing songs and says everybody can compose a song. “You can do it!” 

she says. She adopts catchy and easy songs and reuses them for class purposes. Using 

imagination for learning is powerful, she thinks. She adopted another song to create a routine in 

the classroom. The song had the words “Always, all the time.” It was a religious song that she 
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adored. She sang the song for her students, and the students started singing, “Always in the Zulu 

class, we do this and that.” And this happens in her online class virtually too.  

“What students have told me over the years is, Oh Mama, the whole weekend I was stuck 

in that song. I just never stopped singing it. And even my roommates are now singing that song. 

[Ayanda is amazed by this!] because I, when I give them, I try to use very catchy songs that have 

rhythm, but also through which as they learn, they will use the language…. There was a song 

that had the phrase “no matter what.” It's like a determined person saying, “I'm not changing 

from this. I will do this.” So, when I'm teaching the future tense, I would bring that song and 

show, and then I want them to sing the song using their own words. [I ask] Like, what is it that 

you would do no matter what? Then we say, “No matter what, I will definitely get married. I will 

definitely graduate (based on the song words, students will make a sentence), but building upon 

this song, so they drill using their own words and imaginations.” 

Besides vocabulary and grammar practice, she believes that songs can be used in many 

settings for different purposes. She related songs with cultural immersion, comparisons, 

introducing genre, expressing feelings, learning about social justice issues, and celebrating 

diversity. She underlined the following statement:  

“But on second thought, I enjoy it when I am because the students show me things I never 

thought were possible. And let's underline this. The students, not me. They are the ones who are 

showing me that this works.” (Member check) 

Ayanda introduced a song with a passive voice to her students. However, it was very 

complicated to make students understand that. Then she decided to develop a Sitcom series, 

which is drama, where the passive voice comes in. She had a background in creative writing, and 

created Sitcom-based drama pieces for her students. With some help together with the other Zulu 

instructor, she created fun sketches. Both of the teachers were acting actors, it was filmed in the 

studio at the language center. They developed sketches for the three levels of language classes, 

however, had to wait for a few semesters to find a person who can speak her language.  

“Now very recently that because I've just identified another Zulu speaking man, he lives 

in town. His wife is American so I cannot, so in that one, they would watch and then within the 

context of seeing this is done or like he has been bitten, you know that kind of the passive voice, 

it comes in so clearly, they would get it and they learn it in the context rather than explaining 

that, okay, when we move from Do to Done or eat to eating, then he was bitten by the boys. He 

has helped.” 
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When Peter started teaching Czech for the first time, his goal was to teach a song every 

week. Then as time passed, he decided to select the simplest ones he could teach for the first 

week of classes. He believes that songs will bring joy to the class, teach students cultural 

references, and introduce some ideas behind the song. However, when teaching Russian, he had 

a lot of difficulties finding songs and happy major keys. They seemed to be depressing for him. 

“I would analyze the songs and look for grammatical structures, ones that have 

commands in them or ones that have body parts in them, … and then teach those during the 

lesson during the week when we cover that topic. So, they were always then connected to what 

we were learning. All of our Slavic East European people like to play folk songs where 

everybody knows the words and then superimpose an idea that's funny on top of it.” 

For Kamilla, songs are a natural part of life events as she and community members 

celebrated her student’s marriage in Arabic style. She reserved a big activity room at the student 

dormitory and ordered food with her colleague. They invited Arabic learning students. Students 

and the bride’s friends did henna, and they had Arabic music to rejoice in her marriage. They had 

special table decorations and danced with students. Celebrating real-life events with music and 

songs is a tradition in her class.  

“What we did, we had a party for, for one of our students, she was getting married, and 

we did an Arabic wedding. And we invited everybody, and we had all this traditional, even I 

wear traditional Arab [clothing], whatever. And we did a party. All students who were interested 

came to the party], and we did lu-lu-lu, ululation (high-pitched tongue trill). We had an Arab 

wedding. That is culture.” 

Kaori uses karaoke and children’s folk songs to motivate her learners and bring joy to the 

classroom. Additionally, she regards songs as an aid for teaching pronunciation. Her students 

prepare a mini presentation every other Friday, and students do either speech, skits, or readings. 

They also sing a song and use Japanese scripted songs, karaoke.  

“My associate instructors asked me to sing this time. There is no particular objective. 

Maybe 2% out of 100% of the students may like singing, and songs may affect their 

pronunciation.” 



148 

 

Altansarnay uses songs to introduce popular themes in Mongolia and their importance for 

Mongolians. Also, she believes that Songs can transform people. Mongolians have special songs 

for each important event, like weddings, festivals, or Buddhist rituals. Music is part of 

Mongolian people, and through music, they express their values. For instance, songs about 

homeland, love, and animal songs are widely spread among the nation.  

“When I teach the language, knowing, for example, we use the authentic pieces. For 

example, the very first thing I teach them is Mongolian songs. So, there are different songs. For 

example, children's songs and folk songs. For example, when I teach the five animal [group]s, 

livestock, the five kinds of livestock, which is the main thing in the Mongolian nomadic way of 

life. And then we have a song and folk song, uh, which is called, the character of goose. So there 

is a goose compared to the character of animals because each animal has its character. So, it's 

an easy song. And then I teach songs. Sometimes for the introductory students, I teach songs and 

the songs for the ABC, et cetera. I think song culture is very special in Mongolia.” 

Altansarnay uses poems and songs about her homeland a lot. She recalled one powerful 

and memorable story in her teaching experience related to singing. In her class, everybody read 

poems and sang songs about the beautiful and beloved country of Mongolia. These songs and 

poems about homeland changed one of the student’s values and ideals. She believes that 

studying the language changed her student’s outlook on the worldview. One student did not like 

her hometown because it was too flat and did not have many places to go. However, she started 

appreciating her motherland after singing many songs about Mongolian steppes in class. 

Her student reflected in the departmental newsletter that she started loving her city after 

singing many songs and poems she learned in the Mongolian class. Altansarnay noted that was 

the most important reflection she has heard from her student. 

“I heard many nice words from my students, but one would, I just, that impressed me a 

lot. And then I would like to mention it. It was many years ago, but she was my student, math 

student, math student who started take Mongolian, she's from Midwest, from here. And then 

there was time when we, uh, when these students used to write essays for the department 

newsletter… that math student in her essay said that starting Mongolian language taught not 

only language skills, also changed her outlook on the world. And then she started, uh, to love 

this happened in Southern lands, hills where she was born. She started LOVING her motherland. 

Oh, that was the most important words for me.” 
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For Altansarnay, it was a special moment in her teaching practice, and she recalls it with 

pride. Her student’s reflections on her learning and transformation motivated her to bring more 

songs and poems to the classroom. The songs create a special atmosphere in her classroom and 

the way of discussing identity and homeland. She approaches singing songs as a meaningful 

activity in the classroom and believes that they carry a lot of meaning for her students. 

Altansarnay mentioned that students are highly motivated to learn about different cultures. 

According to her, learning about different cultures changes people’s worldviews, and it is a 

transformational process. This was the example when the language instructor illustrated a 

transformative experience with her student. At the same time, all of the teachers noted that this is 

a possibility, even though it is hard to reach this goal. 

Hanna says that songs can demonstrate the power of historical events and their 

importance. During my observation of the Hungarian class, all students took turns coming to the 

board and creating a historical timeline together. They discussed important events during 1825-

1989 and marked them on the timeline. The timeline stopped at the communist collapse in 1989. 

Some concepts and historical terms came out of the discussion: előzmény (antecedent, history), 

követelmény (postulate, requisite), demokrácia (democracy). When discussion around the 

timeline was going around, the instructor scaffolded students by providing some hints (political 

parties, November, Soviet era, etc.). When the timeline was finished, the instructor asked all 

students to repeat her sentences that contained these words. On the timeline, there was a 

coronation date, and the instructor searched for the image of coronation badges. The instructor 

asked questions about this event, and students explained it to others. They briefly talked about 

kings, emperors, and the power they used. Students talked about coronation insignia and 

symbols. At that time, the instructor searched for the “István, a király” (Istvan, the King) on 
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YouTube. Several videos of songs, movies, and opera titles appeared on the screen. The 

instructor selected a rock opera title, and students listened for about a minute. The song helped 

students to ask questions and feel the importance of historical events nowadays.  

In the beginning-level language courses, role-plays for social interaction and drama were 

used successfully in several classes. For instance, students acted as tenants who are looking for 

an apartment in the Czech class during the observation. The role plays were conducted fully in 

the target language, and after the role-play, students asked questions in English to make sure they 

understood facts correctly. 

3.2. Project-based learning as an innovative assessment for intercultural communication 

Two teachers reported using project-based learning as innovative formative and 

summative assessments in their classrooms for intercultural communication and learning. One 

teacher used an e-book project in her regular introductory language class, and the other 

implemented a Wikipedia project in her advanced-level content class. Both stated that they 

learned about project-based learning in professional development workshops.  

Ayanda used an e-book project for assessment for the past three years. She created her 

book at first and asked her students to produce a children's book. Students write chapters of the 

book as a weekly assignment, and it becomes a book at the end of the semester. That would be 

an e-book and an audiobook simultaneously, allowing her students to express their identities and 

self-reflection.  

 “So then they will be checked to like maybe the first chapter of their book would be self 

introduction. They had that picture and introducing themselves and maybe a second chapter 

introducing their family members and where they live, what they like. And now when they well 

learned the topics, because I introduced greetings, self reductions, introduce an another person, 

and family relations, like what you do, their cousins and all the drinks, food. So now having done 

all of those things, they put them in context like I am so and so, what I like this, then they will 

bring topics.”  
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Daria also implemented project-based learning in her Russian for the Social Sciences 

class as a summative assessment. The project counted towards 25% of the final grade. She asked 

her students to conduct their research about famous African Americans whose lives were 

connected to Russia. Students worked in teams and conducted a literature review. Then students 

wrote articles in Russian and published Wikipedia pages about African Americans. She 

considers this project meaningful and impactful.  

“And that's interesting because first of all you can see it real socially meaningful 

product, right? Everybody can go to, to Wikipedia, open, and see the article and read in Russian, 

because before the, those, uh, Russian articles didn't exist. So my students created them and I 

think it's very important. So they did everything. They did their own research, then they all look 

for the people that they are interested in, usually there's one person, that wrote an article about 

this person. They published it online through Wikipedia.”  

Hanna collaborated with the history professor and the other language instructor to create 

an intercultural and interdisciplinary curriculum. She noted that such collaboration happens over 

the years and her students take benefit of content courses. Interdisciplinary approach brings new 

ways of assessment too. 

3.3. Community-engaged teaching for creating authentic intercultural activities  

Kamilla stated that she uses every opportunity to create a meaningful and authentic 

context for introducing culture to her students. She creates an engaging and inspiring authentic 

atmosphere for her students involving community members. With the help of peers and 

community members, she organized a wedding ceremony for an American student in her 

language classroom. The wedding event created an opportunity for meaningful conversations and 

authentic context with the help of community members. The community involved a group of 

language learners, potential students interested in learning the language, local Arabic speakers, 

and other instructors of Arabic. 

“What we did was we had a party for one of our students. She was getting married, and 

we did Arabic wedding. And we invited everybody, and we had all this traditional, even I wear 
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traditional Arab clothing. And we did the party. All students who are interested, came to the 

party and we did lu-lu-lu, (ululation (high pitched tongue trill). We had an Arab wedding. That is 

culture. We reserved a room at one of the dormitory and ordered food with my colleague. and we 

did it, you know, together and all students came and we did henna, and we had Arabic music and 

we had all of this, whatever I, it was amazing. So we did for her. So we did as a pre wedding 

event… It was amazing. And we had special table with decoration.” 

Kamilla reported that she created authentic learning contexts for learners in different 

settings using local resources and community members. She invited her students to the Jewish 

community center for volunteering, where students could communicate in a real setting and use 

their volunteering hours at the same time. She invited a local community member who is a 

linguistics professor at the university and engages in a charity activity on weekends. The 

professor was a native speaker of Arabic who founded a charity that serves needy people 

regardless of their religious origin and nationality by cooking and distributing meals every 

weekend. This environment demonstrated how interfaith communities can coexist together, and 

collaborate with different people, and how intercultural communication can happen. This 

environment allowed her students to communicate in a real context with a native speaker, with 

peers, students at different levels, community center volunteers, and the community center 

clients. At the community kitchen, I witnessed how one student was saying: “I will contact my 

church and will talk about this class. This is a wonderful idea to bring different cultures 

together.” Different communication practices in specific context helped students to get 

motivated.  [Observation notes, May, 2019]. 

3.4. Task-based language teaching for engaging interactions and reflections 

Melek noted that she prefers an interactive approach to intercultural topics and 

embedding culture in her language materials. She was collaborating with one Fulbright 

Language Teaching Assistant (FLTA). FLTA's duties in her classes were to give cultural 

presentations once a week.  
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“It's interactive. It's not that, you know, like just that just that the TA is coming and you 

know, like doing a PowerPoint presentation on one aspect of Turkey. It is not like that. Yes, the 

activities are embedded. So we work together, uh, and students really like it because that's what 

they reflect in their evaluations at the end of semester.” 

I visited the class on Tuesday, April 16, 2019, from 2:30 PM-3:45 PM. Two female and 

two male students were present in the class, and one graduate student was absent due to 

conference attendance. Three students were undergraduates with a Turkish language minor, and 

two were graduate students. All students were highly interested in learning Turkish: two students 

for career, one for academic, and two for personal purposes. Students had laptops for note-taking 

and cell phones for looking up vocabulary when needed. The assistant instructor distributed 

handouts to students. She had a t-shirt from Turkey with Turkish motives on it. 

The worksheet included food and restaurant vocabulary practice (nouns, verbs, clothing, 

and adjectives), and it was supplemented by speaking (answering questions), reading (text about 

Salt Bae and comprehension check), and reflection (discussing cultural material) activities. The 

instructors created a safe space where students could discuss this topic without hesitance 

regarding their grammar, vocabulary, or pronunciation constraints. Students could use reading 

materials to answer questions, and all the activities were highly contextualized. Most students 

were already familiar with the social icon from Turkey. Students reached the point where 

poverty, equality, and social justice issues emerged in their discussions. At the end of the class, 

they reflected on the cultural topics they covered over the semester and what topics were most 

engaging. 

Melek and Defne led the question-answer session exclusively in the target language, 

encouraging students to produce oral texts in Turkish. Defne wrote a few words on the board and 

provided glosses in English for some of them. Melek was scaffolding Defne in making learning 

more relevant and meaningful by pointing out topics beyond the written text and connecting with 
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broader issues like animal breeding, food diet, celebrity lives, success stories, etc. Instructors 

could use simple grammar constructions and gestures to lead the discussion entirely in Turkish. 

Another critical moment was that both instructors were smiling, encouraging students, and being 

role models by asking each other, ‘Should we explore this material?’ or ‘Let’s do this activity’ 

by making agreements and respecting each other. The instructors asked several times if students 

had any questions. 

Both instructors encouraged a productive dialog in Turkish. The students were highly 

motivated to answer questions and participate in reading comprehension activities. Defne paid 

attention to creating an inclusive classroom and comfortable atmosphere, and students were 

comfortable asking questions and expressing their ideas about poverty, equality, and social 

justice issues. They also compared and contrasted American and Turkish food cultures. 

Instructors drew on their students’ previous knowledge of the social media icon, American 

celebrities, and famous world politicians to help them to get motivated.  

Defne used a variety of activities in her class and utilized technology tools such as 

Instagram accounts, multimedia images, Google Maps, YouTube, and Wikipedia to scaffold 

reading materials and connect with broader topics. In this language class, I observed teaching 

culture and facilitating intercultural activities. Online authentic resources created a welcoming 

and inclusive environment for students learning.  

3.5. Using art-based teaching to express feelings and creativity  

Kamilla used crafts to contextualize and create a meaningful conversation about 

Valentine's Day in her introductory-level class. She bought some hearts and Valentine's cards. 

Since her students had a limited vocabulary, she asked them to come up with one word in Arabic 

that means a lot to them. Then she asked her students to explain their feelings in English. 



155 

 

Students wrote on the heart, then they put it on the wall in class, and read about others' words. 

They asked each other “What does it mean? What does it mean to you?” Then she reflected on 

how this idea came to her:  

“Just so you know, sometimes creation comes sometimes from a book you read, maybe 

from kindergarten books, sometimes you know, it comes from the Internet, from looking at other 

books, from brainstorming with the colleagues. Sometimes by training. I don't know. [Laughs]. 

Sometimes I, you know, I lay down, and think, “What I have to do tomorrow? What do I have to 

do tomorrow? What do I have to do tomorrow?” and sometimes we discuss some topics with 

colleagues.”   

Kamilla considers this activity as “a new way” of expressing feelings and meaning 

making. This case demonstrates that teacher’s creativity, enthusiasm, reflection, and pedagogical 

training is beneficial for creating rich contexts for learners. Activating learners’ background 

knowledge, using context as content, designing interactive activities are highly encouraged 

(Omaggio-Hadley, 2001) for facilitating discussions about values, attitudes, and beliefs within 

the context.  

In her global classroom, she encouraged students to come up with a creative idea that will 

illustrate a national or global issue related to stereotyping, migration, and minorities. Her 

students together with their peers from the Middle East designed a graphic for portraying 

stereotypes about Muslim women in the United States, wrote a poem to illustrate immigrant 

issues, draw a picture about harassment in social media, and filmed a documentary about 

minorities in the Middle East.  

Daria employs a variety of techniques and activities in her class and uses technology in a 

way that aligned with effective teaching methodology. She inspires students in teaching culture 

and facilitating intercultural activities in the language class through engaging the artwork and 

using realia. She believes that the realia creates a welcoming and motivating environment for 

students learning. Darya combined hands-on artwork activity with a text on a Ukrainian folk 
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artist Katerina Bilokur. Students prepared a presentation about Marko Vovchok, which was 

followed by a painting session. Learners described art pieces and the reasons they selected them, 

and after finishing their work, proudly took their products home. Daria believes learning 

language through art is a great activity for introducing culture and avoiding stereotypes. Also, 

she thinks that art encourages creative and critical thinking. “It is a part of Ukrainian, this is a 

way to learn language through culture.”  

In the intermediate Ukrainian language class, Daria included art vocabulary practice 

(colors, adjectives, and art print-related materials), speaking (a student presentation about Marko 

Vovchok, describing art pieces and the reasons they have selected them, describing people in the 

calendar), reading (text about an artist Katerina Bilokur and comprehension check), and writing 

(translation, grammar review) activities. Students could use materials effectively, and the 

instructor highly contextualized all the activities. It was clear that much thought and planning 

went into this successful lesson.  

Daria conducted the class almost exclusively in the target language, encouraging students 

to produce oral and written texts in the target language. To make the language more 

understandable, Daria drew on her students' previous knowledge of Russian and shared academic 

background in Slavic literature to help them engage in class. She gave a few vocabulary glosses 

in Russian as her students were familiar with them. Using cognates helped students understand 

Ukrainian words rather than translate the term into English. 

Daria started her class by reviewing art vocabulary and asking students about Ukrainian 

artists. There were two students in the class. One of them was a graduate student, and another 

was an undergraduate student taking the course for non-credit. She was just interested in learning 

the language. Her students were highly motivated to participate in various assignments and 
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hands-on activities. Daria paid attention to creating an inclusive classroom and comfortable 

atmosphere by asking them relevant questions such as "Did you visit a museum recently?" or 

"Which artists’ paintings do you like?" Students were comfortable expressing their ideas and had 

opportunities to make choices. Then, they reviewed color words and selected synonyms for 

them. After this activity, they used these words to create phrases. The next task asked students to 

identify the artwork's material and review adjectives (made from plastic, paper, fabric, or wood).  

Daria used realia is creating a welcoming and exciting environment for students learning. 

She showed a wooden figure to her students to describe this object. Next, they described a 

Ukrainian girl on the calendar. Then she showed students two artworks by Katerina Bilokur, a 

Ukrainian artist. Students described two different paintings which had vibrant flowers in a 

garden. After that, they read a small passage about the artist.  

Daria encouraged creativity and dialog in the target language. While talking about 

wooden figures, students started painting another figure, and they took it with them at the end of 

the class. Not only did students work well together, but also there was a sense of companionship. 

Daria has used encouraging words such as "dushe dobroye," "chudovo," and "molodsi," which 

help to boost students' self-confidence and self-esteem. There was a great balance of skill-getting 

(presentation) and skill-using (practice) activities. Daria employed various techniques and 

activities in her class and used technology to align with effective teaching methodology. Her 

class was inspiring in teaching culture and facilitating intercultural activities in the language 

class. (Observation notes, April 2019). 

3.6. Game-based language teaching to learn about culture 

Five instructors shared their experiences with game-based teaching for introducing 

culture. Coffee fortune-telling games from Arab culture, anklebone shooting games from 
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Mongolia, and digital games in the Croatian language are a few examples. One instructor 

localized the American games in her class since they were helpful in learning vocabulary. 

Another instructor reflected how he uses games in his online class. However, many games 

occurred out of the class time. For instance, Altansarnay said that her students play national 

cards during the conversation hour. These card games are very popular in Mongolia for 

everyone, not only young people. These are cards with Mongolian pictures and vertical script on 

them which brings instantly culture to the class. In Mongolian culture, there are different 

anklebone games. They use these bones for fortune telling, flicking, horse racing, or grappling. 

Mongolian children play these games from a very young age. Altansarnay uses these games for 

recruitment too. It helps her to teach livestock vocabulary.  

“For fortune telling, if you toss 4 ankle bones, they can land in 4 different shapes and 

those are called the names of livestock. For example, sheep, goat, horse, and camel. and we 

teach them this one and then they learn this livestock names/culture. We have a, for example, if 

you get, ah, all the bones, you will be a winner of the game.” 

Darya likes using different games in her teaching. She contends that games help to 

introduce culture. She brought from her country “Russkoye loto” which introduces Russian 

celebrities. She uses this card game in many ways and thinks that they are excellent tools for 

introducing active vocabulary at the very beginning level. Also, she likes online Kahoot! games. 

She created a lot of different games through Kahoot for her language classes to introduce 

Ukrainian and Russian culture.  

“It is motivating absolutely. Yes. It is interesting and it is motivating and they like 

playing. And uh, they, um, sometimes I perform this game, it's really very difficult. It is usually 

my culture class.” 

Kaori also likes the game idea in the classroom, mostly for student engagement. Simple 

games like a music chair bring a joyful atmosphere to the class and help students to use 

vocabulary in context. Kamilla also wants to have a socializing game time. “Who wants to be a 
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millionaire? Jeopardy or what? Uh-huh. Let's do that for fun.” Peter also uses word games to 

bring a joy to the classroom and motivate students. He mostly uses vocabulary games such as 

yes-no, truth or lie, word nest, charades, or stipulation. Many instructors noted that games help to 

learn vocabulary or used them for formative assessments. However, they did not use games for 

learning culture exclusively.  

3.7. Promoting intercultural communication in different spaces 

Godwin-Jones (2018) emphasizes the role of spaces in communication. While most 

communication occurs in the classroom, LCTL instructors emphasize that other contexts’ role is 

vital. Students attend extracurricular activities beyond the classrooms too. The instructors create 

a context for intercultural communication by inviting guest speakers, organizing festivals, 

attending cooking demos, visiting museums, and involving community members, such as visiting 

scholars, local native speakers, and former students with higher language skills and cultural 

experiences.  

Table 14 

Reported spaces for intercultural communication 

Institutional spaces Professional spaces Environmental spaces  

classroom 

teacher’s office 

virtual spaces 

outdoor spaces at school  

clubs 

libraries 

museums 

conferences 

workshops 

community centers 

ethnic restaurants 

gym 

houses 

kitchens 

dormitories 

festivals 

Recently, LCTL instructors invited students to act as activists too. Their students 

volunteer to teach languages at the local library, participate in recruitment events, and perform 

songs at the assisted living facilities.  Additionally, LCTL instructors mentioned that intercultural 
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learning and meaning construction happens outside of classrooms in virtual environments. 

Besides facilitating learning through community service, hands-on activities, and field trips, they 

started using immersive environments too.                  

Kamilla mentioned facilitating several clubs with her teaching assistants during the 

summer: cooking club, music club, radio station club, web design club, podcast club, sports club, 

tourism club, dance club, folklore club, and calligraphy club. She rotated club leaders from a 

different region each week. For instance, podcast club members recorded videos with subtitles in 

Arabic. Cooking club members shared recipes, prepared food, and acted as hosts to the other 

club members. LCTL teachers considered such activities as an important part of learning and 

believed that it creates an immersive environment. (Member check notes, July 2020). 

Internet as a new space for intercultural learning. Many LCTL instructors were 

teaching distance classes for many years and were very confident in using technology. They 

acknowledged the role of technological support in teaching culture and facilitating intercultural 

activities. They reported using the Internet as a tool and a new space for intercultural learning 

(See Table 14 below).  

During observations, I noticed that due to technology cultural content and intercultural 

communication are more accessible. Teachers used technology as a tool to warm-up discussions 

on culture, a source for finding cultural resources, instant access to authentic cultural 

information, creating a cultural discourse, and contextualizing learning materials. Also, some 

LCTL instructors selected specific technology for linking culture and learning. Multimodal 

materials such as audios, videos, images, websites, e-books, and screen-captured videos (in the 

past) helped them to facilitate intercultural learning. Virtual intercultural activities included 

overseas guest speakers, local community members, colleagues who visited the language-
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speaking country, area studies specialists, overseas students, alumni, and peers (upper and lower-

level students) via Zoom or Skype. 

Table 15 

Facilitating intercultural activities with the help of technology 

Cultural activity Instructional goal 

Virtual tours and field trips 

Karaoke songs 

warm-up for discussions on culture, poverty, politics, 

and other social justice issues 

symbolic statement of social justice issues, empathy 

Watching documentary 

Watching movies 

Analyzing memes 

 

discussing critical issues 

contextualizing learning  

engaging students 

genre discussion 

PowerPoint presentations 

Canvas discussions 

Voicethread discussions 

EdPuzzle activity 

Quickcheck activity 

formative and summative assessment of intercultural 

learning 

peer interacton 

providing feedback, presentations 

informal feedback 

Wikipedia project 

e-book project 

Video project 

summative assessment of intercultural learning 

reflecting on identity 

discussing issues on local community 

Virtual guest speaker visits 

Zoom based cultural discussions 

Role-plays on Zoom breakout rooms 

Online games using Zoom 

synchronous intercultural communication 

live interaction 

short interaction with peers 

engaging interaction 

Whatsapp  

Instagram 

Facebook private group 

creating community outside of classroom 

asynchronous intercultural communication 

sharing resources 

Online coffee hour 

Online office hour 

synchronous intercultural communication 

interaction with the instructor  

Hannah used museum websites as a teaching resource. She perceives that organized 

materials on websites serve as a great content material that are accessible for both LCTL 
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instructors and learners. Websites allow filtering option by levels, topics, and other categories in 

classroom. They are also a source of authentic and more dynamic materials.  

Peter uses travel websites to create an authentic experience for intercultural learning. His 

students can use websites in English with authentic images of apartments. His goal is to use the 

language 95% from the beginning level. 

“And I wrote back to her and I said, go on booking.com and you’ll find all of the 

apartment pictures. You can look by country, all of the apartment pictures you could ever want 

are right there for any country. And you don’t need to necessarily have a friend from Tennessee, 

that, um, you know, I can then go on booking.com, go to Moravia, go to a village, and look to see 

how people are decorating their apartments and endlessly, endless possibilities there. I can get 

any video that I want, I can get any audio I want. I can get any song that just about that I want. 

95% of all of my goal.” 

Marina emphasized the role of the internet for finding authentic resources. Sometimes her 

students also bring interesting materials to the class to share with others. 

“You know, so we use all available sources. Uh, I use quite often YouTube because it 

provides really lots of information... for advanced level of course, not elementary. And that there 

is also YouTube series of videos about countries of former Yugoslavis, so that they can watch a 

lot videos about everyday live, get information about different topics, and we read articles, 

sometimes they discover something interesting and bring it. So we discuss about that and things 

like that.” 

By appreciating students input, Marina created welcoming environment for learners. This 

approach motivated students. Also, she noted that games in the Croatian languag are authentic. 

Her students can play them synchronously on the internet, they can streamline, and can check 

their knowledge. 

“Because it will be, it's going to be much harder to represent, uh, the spirit of culture 

without technology [multimodality helps!]. If we had only that classic resource of information as 

book with a few photos, uh, it won't be enough to.... It won't be just, it won't be enough, to feel 

the spirit, to see identity, diversity. I don't know because uh, it's quite far (cultural distance). And 

then, as I told, it's much easier to discuss with somebody which came, maybe family came from 

that country, but for the rest of them which never visited, without the technology [it is hard to 

imagine, it helps a lot].” 

Ayanda feels resourceful with the help of internet and uses social media tools to stay 

connected with her students. She shares authentic resources she receives from her family and 
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friends. The group is private, and there are only her and her students. However, she reshares 

resources from her colleagues, friends, and family with her students. Her students also contribute 

the virtual community channel. 

“I think I do have enough resources really because I’m connected to people in South 

Africa and nowadays even started, we formed whatsapp groups with the students and I have 

friends and family abroad. Sometimes they send me jokes or whatever. Current things and I 

share that with the students.”  

Using authentic resources purposefully. LCTL instructors emphasized the role of 

technology in delivering authentic materials to the LCTL classrooms to facilitate intercultural 

learning. Melek infuses cultural learning from the very beginning of the instruction. She has to 

prepare extra materials to bring these resources into the classroom and it takes a lot of time.  

“And in terms of like listening materials, starting from introductory level, I try to use 

authentic materials. as I said, like in using authentic of materials and using, you know, like 

bringing again culture to the classroom, real social problems. We have to find on YouTube and 

then you know, like prepare the comprehension questions or you know, create some activities 

around those. And these are really, that takes a lot of time. Time and thinking about teaching 

materials. So those are like small culture bits that able to catch in authentic materials.” 

            Melek described a virtual travel activity using Google Maps. She designed this 

activitvity to introduce religious terms through travel context. Friday is a specific day for muslim 

community. Just by using days of the week, place names (mosque), and adjectives (big, 

magnificient, or ancient), she was able to introduce cultural knowledge to her students, compare 

and contrast places, and use authentic material.  

“Last Friday, I mean, they had a set of vocabulary on religious terms, like a mosque, 

synagogue, church, Islam, this and that, like fasting, praying. And then in class what we did is 

like I gave them, you know, like some spotlights from specific places from Istanbul, like some 

churches, synagogues and mosques and they talked about those, you know, structures, you know, 

big, magnificent, you know, small old this and that. And then they started comparing those to 

each other. So we used Google maps. And we got into Hagia Sophia and then they were able to 

see, you know, like what is inside. So it was a good interaction.” 
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Peter suggested using specific tasks in context when selecting authentic resources. If the 

material is not specified and selected, it can create a cognitive overload. Therefore, he selects the 

most active vocabulary and uses them in context.   

“Um, and so, so what I, what I then do is I’ll get them to real materials when they’re 

ready. And so I make sure that they have the, the basics that they’re not frustrated because 

otherwise they would just see everything, go to the grocery store site and see a hundred types of 

fruits and vegetables and then, and that’s too many to learn. But I can get the top 15 and focus 

that in and then, and then give them recipes that then have a food that they haven’t seen yet. And 

then they have to say. “ 

For Hanna authentic means ‘highly culturally valued materials’ that are part of culture. 

She prefers using such materials from the beginning level. 

“With everything, I try to use either authentic or highly culturally valued materials. Like 

paintings, yes, or when we learn, you know, folks songs, it’s always part of high culture. We, 

immediately we put it to context of that Hungary and Béla Bartók. He is the founding father of 

ethnomusicology. He was the guy who is in the early 20th century collected folk music. In the 

Middle of Central Europe. So, everything can be put this way into kind of cultural context.” 

Darya described authenticity as a real-world problem or socially meaningful work that 

students can use in their resumes or portfolios. She noted that her students are very satisfied with 

the project-based learning.  She said that people can see and appreciate a real project, and that is 

rewarding. Darya calls for enthusiasm and sincerity in using authentic materials. She thinks that 

the hard work of the instructor is always appreciated and motivates students. She also added that 

authentic materials need to be used from the very beginning of the instruction and not 

cognitively overload students. 

“Let’s just be enthusiastic. Students really understand when people are sincere or not. 

Tried to use authentic materials as much as possible, like different types of authentic materials 

and to play with them to use those authentic materials for different, different activities. But the, I 

believe the older idea and know that I many instructors [inaudible] um, eh, not using with these 

authentic materials, even with very difficult authentic materials from the very beginning. I 

believe that you must use a ton of the very beginning. It just your task but not the material.” 

The examples above demonstrate that the role of the instructor in introducing culture at 

the beginning level is important, and the instructor needs to carefully prepare activities. The 
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following types of authentic resources were used in the LCTL classrooms to contextualize 

learning materials and introduce culture as shown in Table 15 below. 

Table 16 

Authentic activities and the levels of political engagement 

Activity 

type/source  

or space 

Pedagogical 

goals 

Intercultural 

objectives 

Sample tasks Intercultural 

dimension  

Level of 

criticality 

Current 

news, 

articles 

/Website 

Making 

learning 

meaningful,  

motivational, 

and relevant 

  

Introduce 

current issues 

Bring global 

issues to the 

class 

Read and select 

two interesting 

news 

Create a 

vocabulary list 

Select global 

issues 

Critical 

cultural 

awareness 

high  

Artwork, 

paintings 

/Realia 

Contextualizi

ng learning 

Engaging 

students 

Spark 

curiosity 

Introduce 

culture 

through art 

Take away 

memory from 

class 

Read texts 

about the 

artwork 

To have a 

hands-on 

activity 

  

Intercultural 

sensitivity 

medium 

Volunteering

/ Local 

community 

kitchen 

Contextualizi

ng learning 

Empathy and 

activism 

Use local 

resources 

Interact with 

the native 

speaker 

Discuss 

poverty 

issues 

Ask questions 

to the native 

speaker 

Volunteer work 

Conduct a 

service work 

Intercultural 

dialogue 

high 

Video on 

YouTube 

EdPuzzle 

Contextualizi

ng learning 

Storytelling 

Motivational 

Discuss 

health issues 

Discuss 

social stigma 

Discuss 

optimism 

Compare and 

contrast 

cultures 

Discuss 

perspectives 

  

Critical 

cultural 

awareness 

high 
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Selected 

websites/ 

Internet 

stores 

 

A specific 

task in 

context 

Structured 

learning 

Scaffolding 

Explore 

internet stores 

Compare and 

contrast 

cultures 

Shopping 

vocabulary 

Intercultural 

awareness 

low 

Wikipedia 

project  

Contextualizi

ng learning 

Motivational 

Formal 

setting 

Use a Project-

based 

approach 

Investigate 

intercultural 

experiences 

Critical 

cultural 

awareness 

high 

Musical 

instruments 

Folk songs 

Biography of 

musicians 

Contextualizi

ng learning 

Motivational 

Informal 

setting  

Use specific 

text/genre 
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Using the office as an authentic environment (a small representation of the country). 

Ayanda’s office had hats from different parts of Africa. Her office was full of realia from Africa 

and her outfit also represented her country. The same scene was present in the Turkish classroom 

and the office: the room was decorated with Turkish posters, a tablecloth from Turkey, and the 

teacher was wearing an earring and a scarf from Turkey. Arabic instructor greeted me with a cup 

of coffee using an Arabic teapot and a cup set from her country. In her office, I found family 

photos and postcards from her previous students. The Czech instructor also noted that he always 

has some tea and snacks for his students. When students visit his office, he acts as a Czech and 

offers them tea. In the Ukrainian teacher’s office, there were calendars from Russia, flyers, 

postcards, and Russian and Ukrainian tabletop games along with American ones. (Observation 

notes, April 2019). 

In conclusion, according to data analysis results, all instructors tried to create authentic 

learning environments, negotiated learning goals (when possible), and “provided rich context for 

meaning negotiation and meaning construction” (Hannafin & Hill, 2007, p.54). They made 

choices based on learners’ level of proficiency, interests, and in some cases, maturity. 

RQ 3: What are the perceived challenges of less commonly taught language instructors in 

promoting intercultural communication? 

To investigate the research question three, I used teacher interviews and member check 

notes. The data revealed two major themes that are related to promoting intercultural 

communication: 1. Perceived challenges in promoting intercultural communication. 2. Reported 

needs of LCTL instructors for promoting intercultural communication.  
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Theme 4: Perceived obstacles with designing and facilitating intercultural communication 

 The fourth theme includes LCTL instructors’ perceptions regarding challenges with 

promoting intercultural communication in the foreign language classroom. LCTL instructors 

listed several issues when promoting intercultural learning. Following challenges and barriers 

were determined after the data analysis. There were two types of challenges: 1. Issues with 

designing content and creating activities; 2. Issues with facilitating intercultural activities.  

Table 17 

Perceived issues with designing and facilitating intercultural communication  

Issues when designing intercultural 

communication  

Issues when facilitating intercultural 

communication  

1. Lack of resources for authentic and 

meaningful interaction (Authentic 

images, static information in textbooks, 

and lack of local resources) 

2. Outdated cultural information in 

textbooks 

3. Lack of activities that help to understand 

different perspectives. 

4. Contextualizing learning materials 

5. Discussing intercultural topics at the 

beginning level. 

6. Organizational barriers-authority in 

designing curriculum 

7. Lack of confidence in English language 

use or cultural literacy. 

 

1. Preconceived stereotypes and ethnocentric 

views of students 

2. Intercultural maturity of the student 

3. Monolingual students who are unfamiliar 

with the other cultures 

4. Challenges with facilitating difficult 

discussions 

● Avoidance of difficult discussions 

(Creating safe environments) 

● Avoidance of certain topics (No-No 

topics) 

5. Critical-cultural awareness of the instructor 

● Unfamiliarity with student needs and 

interests 

● Unfamiliarity with student backgrounds 

(disability, gender orientation, or socio-

economic status)  

● Unfamiliarity with local culture 

(building relationship with learners) 

 

4.1. Negotiating meaning through content design and creating authentic activities 

Interview questions included questions about LCTL teacher challenges and barriers with 

promoting ICC. The first type of challenge included the following issues: 1) Contextualizing 
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learning materials; 2) Discussing intercultural topics at the beginning level; 3) Lack of instructor 

confidence. Meaning negotiation challenge stems from the “Culture as a content versus context 

or resource” approach. According to LCTL instructors’ statements, “teaching” culture can cause 

serious issues in the language classroom if the language instructor is unaware of such issues. All 

language materials need to be contextualized to introduce cultural knowledge.  In the section 

below I will describe the major challenges in more detail. 

4.1.1. Contextualizing learning materials and interaction 

Findings show that context in language learning, contextualizing learning material, and 

making it relevant to students are challenging in introducing culture and promoting intercultural 

communication. Context is defined as “the situation in which communication occurs: the who, 

what, when, where, and why” (Walz, 1989, p. 161), where meaning negotiation happens 

constantly. During observations, the following meaning-making interaction types in the 

classrooms were identified. 

1. Meaning-making through learner-instructor interaction (open discussions about behaviors 

and attitudes; power and conflict issues in the world). 

2. Meaning-making through content (reading cultural texts through news, websites, novels, 

and textbooks). 

3. Meaning-making via peer interaction (interacting with diverse learners, having 

contradictory versus respectful discussions in the class). 

LCTL instructors reported the following issues with contextualizing materials: a) Lack of 

resources for authentic and meaningful interaction (Authentic images, textbooks, local 

resources); b) Outdated cultural information in textbooks; c) Discussing values, attitudes, and 

beliefs within the context. 
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Lack of resources for authentic and meaningful interaction. LCTL teachers have to 

be very creative since they don’t have high-quality textbooks. Kamilla tries to bridge cultural 

diversity and establish a safe environment in and outside of the class where her students can 

create meaning by participating in cultural activities, becoming part of a cultural situation, or 

experiencing the cultural moments with their peers abroad, guest speakers, or professionals. 

Some LCTL instructors use novels in their teaching. One of the participants noted 

organizational barriers for gaining authority in designing curriculum. She said that this reading 

was selected by the program and her students could not relate it to their learning. The reading 

was hard for students and the instructor had to ask her department for changing the novel to daily 

news. Her students were happy to read the current news. In this case, the instructor advocated for 

her students. Another reading I saw was a novel about the Chernobyl disaster in the Hungarian 

class. Students told me that the novel was a bestseller, and they were enjoying reading it. The 

instructor was scaffolding them in understanding facts and political ideology behind the reading. 

(Interview and observation notes). 

Overcoming static information in textbooks. Learning materials in the LCTL 

classrooms highly vary in their nature. According to my data, LCTL instructors use authentic 

cases, paintings, historical data, research materials, videos, images, and films to counteract 

stereotypes that are created by textbooks. Daria takes it for granted when it comes to readings. In 

her opinion, reading helps a lot to develop intellectually and interculturally.  

“Undergraduate students have not heard about intellectual monographs, historical 

monographs, or intellectual debates or some like basic philosophical issues or even as the ideas 

that are pluralism in the, in the intellectual world, especially at the university world.”  

According to Kamilla, textbooks provide static cultural information, yet frequently used 

essential words are introduced very late. Thus, students can’t build simple sentences relevant to 

their daily lives. 
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“When we, for example, here you can, you know, students, they don't learn days of the 

week until they are in the second semester of Arabic and it is important, because days of the 

week you should know them at the beginning. They don't know how to say the colors until third 

year of Arabic. So, the textbook is not based on what we know now about the Can-do 

statements.” 

Marina mentioned benefits of overseas studies for discussing intercultural topics. She 

thinks talking about culture with advanced level students is easier since some of them had 

scholarships and spent some time in the target country, maybe two-three months in Bosnia, 

Serbia, and Croatia. Therefore, it's much easier to discuss, ask them about their impressions, and 

talk about places they visited in the country since they know what the reality looks like.  

At the advanced level, Marina asks her students how they spend their holidays, what they 

read about, and what kind of literature they like to read. They discuss current news in 

newspapers, or she asks students to interview their parents. Students find news, stories, and 

newspapers from former Yugoslavia and discuss typical families in the US and in former 

Yugoslavia.  

“So, is it polite in our countries? So, I usually ask for information, which are may be 

here, it will be considered as maybe too personal, in our countries they are OK to ask. For 

example, about your family. Who are the members of your family and lots of information about 

private life and things like that. That's not unusual. I don't know, information about salary. So 

it's how much you are earning. So we don't, it depends about person of course. And uh, things 

are changed, for example, we were socialistic, communistic system and now we transferred after 

war. But there are things like that, it's quite common to you do ask somebody how much you 

earned or things like that. Yeah, the gender, gender equality in US uh, about women's in politics, 

how many women are represented in politics or, uh, discuss a gender, differentiation and 

professions, uh, things. Then, uh, I don't know. We, ex Yugoslav countries, that a way of 

addressing is more formal than and here and maybe that some kind of, not border, but area, 

maybe it's still exist. Things like that.” 

LCTL instructors reported contextualizing materials in different ways. They approach 

contextualization by using authentic materials purposefully, using new learning spaces for 

intercultural learning, and discussing values, attitudes, and beliefs. Teacher creativity and 

enthusiasm seemed to be highly influencing intercultural learning.  
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Discussing values, attitudes, and beliefs within the context. As Barna (1998) notes, the 

assumption of similarities is one of the stumbling blocks in intercultural communication. Not 

knowing that values, attitudes, and beliefs vary in different cultures can lead to 

misunderstandings among people from different cultures. Therefore, selecting topics and creating 

meaningful contexts is highly essential. 

“And it's a human, maybe her mom has cancer. Right? And if they go to an Arab country, 

they know how to deal with it. Or if they see somebody in Arab countries, sometimes they think 

cancer is contagious. Or something is taboo or something, you say cancer, oh, yo Latif! God 

forbid! Bismillah! Oh, a poor guy, he will die. No, he will not die, look at cancer survivors here! 

In Arab country, once you have cancer, it means you know, you are dead in the society. So, like 

how this woman, it was, but it was a very optimistic story. How without hair, you know, bald hair 

she went to parties, how, whatever, she didn't get above the society say it, she was Arab woman 

from Lebanon. Yeah. And then she said, I didn't care about what people were talking about me. 

Right. And then we compare it to American way. So, it was very serious topic through, you know, 

a video. Culture sometimes introduces culture.” 

In her intermediate class, Kamilla created a context using a video about cancer survivor 

and its perception in the Arab world. Watching a documentary about a cancer survivor in Middle 

East helped her to create sentences that are connected and relevant to the discussion, not isolated 

sentences that are pertinent in intermediate-level class. Another relevant and authentic context 

was built based on the previous topic by using an American context and comparing perspectives. 

“The context helps a lot because here, when he says and after that, sometimes if they 

have trouble or challenge, we will work together to give them another synonym in Arabic. I don't 

use English. Right? So, for example, she lost her hair. Her hair, you know like, okay, so I told 

them. Okay, so what is hair? So, we will do that through body gesture, through synonyms. So, 

they were able to see what the reaction of Arabs toward those, you know, the patient who has 

cancer after we finished, what the reaction of American society towards cancer, it is very nice.” 

In Marina’s class, there are mostly heritage speakers of the language. While being aware 

of stereotyping, she reflected on different lifestyles in her country.  

“And it's, it's, uh, sometimes quite different. Of course, it's impossible, uh, stupid to 

create general picture. But, uh, all that differences in beliefs, I don't know, attitudes, connected 

importance of money and, and, uh, creating plans and things like that. It's much more easygoing 

and then in our countries, uh, of course not taught in that, uh, when you compare with Western 
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lifestyle, um, I don't know, last level we were discussing about, there's one word which 

described, uh, that relaxed state of body and mind.” 

As an example, Marina mentioned a specific word ‘fjaka’ in Croatian. It is a Croatian 

trend of lifestyle-doing nothing and getting relaxed for a small period of time. Her student with a 

heritage background brought an article to read to the class and students discussed about it.  

“So, she lives here in US and she describes little bit funny, with humor that she 

sometimes miss that relaxed state of body, which is difficult for coastline. In Croatia there is lots 

of sun, Mediterannean. So life is just more slower than then in Western world. So she talks about 

the importance of, uh, sometimes through just a little bit slower and take time to think about, all 

that. She said that the usually in West, it's not popular to be unproductive and things like that. 

But she said that the people information region in the Coast, uh, are not the same. That they 

don't feel the same because of that. There's just a part of tradition and, I don't know how to say, 

everyday culture.” 

Findings demonstrate that contextualizing the learning material and using authentic 

materials is a big challenge. This is true especially at the beginning level of language instruction. 

4.1.2. Intercultural learning at the beginning level 

While some teachers perceived that talking about culture is hard at the beginning level, a 

few participants perceived that it is possible to do so on day one. Hannah described it the 

following way: 

“…and you know, so we can, we can move the very first time. We can go to the 

Hungarian website, and we can start with cognates, and, you know, they are immediately in the 

intercultural context, [through] cognates of the language with the very first class. Yeah. It's 

culture. It's language. Music. You bring together everything.”  

Hannah mentioned that she builds her first-year curriculum around student identity: in 

general, it is “All about me” topics. In her opinion, cultural, linguistic, food, and music identity 

are suitable topics for the beginning level. 

According to Ayanda, culture and deep values can be introduced from day one when she 

starts introducing greetings. In African culture, greetings convey many messages, such as respect 

or insult, depending on the selected form. When greeting in African languages, one can 

communicate with an individual or the whole generation. It is not just an exchange of greetings; 
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it has a deep meaning. It is a real expression of feelings, respect, and a ritual that needs to be 

performed. 

“When you insult me, you are not just insulting me; you are insulting me, my family, my 

people, that are both alive and dead… So there is that, so when we say "Sawubona", it means 

that I see you. And not just me, myself and everybody that is within me, like the people from my 

country. I am like an ambassador. If I was in my country, and greet someone I say "Sawubona", 

I am seeing an ambassador of my people from my family and I am presenting my family as I go 

too. I am saying "I value you, you are very important to me.” 

When participants discussed their teaching practices, some instructors said they would 

employ a traditional cultural approach at the beginning and intermediate levels. They believed 

that a deeper level of intercultural engagement could happen at the advanced level of language 

instruction.  

From Marina’s experience, it is much harder to discuss culture at the beginning level. She 

has heritage language learners, mostly in her class. Therefore, her students are familiar with the 

culture, whereas local students with no heritage background have a stereotypical image of the 

country and people. Therefore, motivating and getting students interested in learning culture is a 

priority for her. 

“Yeah, I think maybe that's just my impression that it's hardest in the beginning because 

it's much easier [later on]. And in my classes, some, uh, some students can origin from Balkan 

countries, so their families came from Bosnia, Serbia and Croatia. So they've, they visited these 

countries. So then it's much easier, but from the other side. the rest didn't visit countries and then 

sometimes for them is some kinds of, I don't know how to say, they are intermediate, they don't 

know a lot. They may be heard for some famous sportsman, artist, things like that and, and heard 

some information from their friends which coming from one of these countries, neighboring 

countries, but they are curious in fact, but they don't know a lot. So uh, I think that's important 

role of lecturer here to provide them enough information and encourage their curiosity and make 

them eager for new information.” 

At the beginning level language class, students learn more about touristic destinations, or 

famous people from the textbook. Multimodal resources such as photos, songs, movies, 

documentaries, or dances help her to motivate her students to learn more about the target culture. 

“They represent lots of regions. So, well, when the we're, then I ask them did they maybe 

visit some of that? Uh, because, uh, I don't know, in Croatia, there are still lots of monuments 



175 

 

from antique. I show them, this is just a small picture of course, but that amphitheater in Pula 

that is in one part of Croatia (very famous monument in Croatia) and or in Split (city name), uh, 

that Diocletian's Palace it was the summer palace, residence for Roman empire and things like 

that. So did they ever heard for those particular empires or there was the lesson about capital of 

Croatia, Zagreb, then I showed them a short movie and then later we discuss about, so we watch 

movies, documentaries, read textbook, and at least music, I don't know, during the 80s, it was a 

lot of new movement. Later we watched, it was an interesting dance from Serbia. Croatia, and 

Bosnia.” 

In sum, all teachers offered different solutions for challenges, and agreed on the benefits 

of study abroad, the use of a variety of authentic and multimodal resources, and the positive 

effects of English language use when it is necessary (explaining grammar or cultural information 

briefly) at the beginning level. 

4.1.3. Lack of instructor confidence 

A few LCTL instructors stated two types of issues with confidence while facilitating 

intercultural activities: a) Challenges with using technology; b) Lack of instructor confidence in 

English language skills. 

While all language instructors are using technology actively to promote intercultural 

learning, they stated that they have challenges in using technology in some contexts. For 

example, according to Kamilla, telecollaboration was not easy due to logistics and the difference 

between institutional cultures. Marina stated that teaching from a distance was new to her at the 

first year of teaching and she struggled with teaching blended classes synchronously. It took her 

a while to get used to engaging both in class and distance students at the same time. Three other 

teachers stated that online teaching was new for them, and they struggled with engaging students 

during COVID-19 time. Two instructors noted lack of confidence with explaining cultural 

information to their students due to their language abilities or lack of experience with local 

cultural information. (Member check notes, 2019). 
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4.2. Scaffolding learners during intercultural activities. 

The second type of reported challenges are related to facilitating intercultural activities. 

This type of challenge stems from diversity and critical cultural awareness in the classroom. 1) 

Preconceived stereotypes and ethnocentric views of students; 2) Stress and anxiety in the 

classroom. Two participants added intercultural maturity and monolingual students who are 

unfamiliar with the other cultures as a challenge. Below I will discuss these two major challenges 

reported by LCTL instructors. 

4.2.1. Stereotyping and ethnocentric views 

The biggest challenge that LCTL teachers faced was stereotypes. Stereotypes are 

oversimplified attributes, overgeneralizations, or representations prescribed to a specific social 

group by people of other cultures or inaccurate cultural knowledge and cultural images of 

learners or parents about the target language speakers. Stereotypes create barriers when 

communicating with people from different cultures. (Barnlund, 1975; Ekşi, 2009; Spencer-

Rodgers & McGovern, 2002; Webber, 1990). Such issues in the classroom can highly affect 

LCTL instructors’ teaching practices, classroom management, and the facilitation of discussions.  

All study participants were aware of stereotyping and saw it as a problem in intercultural 

learning. Two participants were against objectifying culture in the classroom and tried to solve 

the issue by contextualizing their learning materials. Another participant offered embedding 

reading around the complex topics in addition to class discussions to overcome stereotyping.  

Kamilla expressed concern over problems with stereotyping in her classroom due to the 

following issues: a) distorted cultural knowledge; b) pre-existing cultural images. Kamilla’s 

students tell their instructors about their views of Arab culture and describe how they portray 

Arabs. Her students have two different stereotyping issues: The first issue is that her students 
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come to the classroom with a negative image of Arabs and the Arabic language. Second, she has 

students with different backgrounds and pluralistic images of Arab culture, who try to debate it 

in her class. She firmly believes that changing such pre-existing images is very difficult, and 

sometimes creates difficult moments in her class. Sometimes the stereotype can be about the 

students’ experiences or political views on different issues, including racism.  

For instance, overcoming pre-existing stereotypes in the class is the most challenging 

issue for Kamilla. Since many students are influenced by media and grew up with solid 

stereotypes, they influence her classroom practices in many ways.  

“So, offering or presenting this culture in a way they will change the idea of, for 

example, students came, and they know in Arabic culture women don't have rights. Women don't 

know how to speak. Women don't work, right? Men are dominant. Right? So, for example, so 

here I think the challenge is to change the conception they have. Right?”   

To solve this issue, Kamilla tries to make her students interact and communicate with the 

representatives of Arabic-speaking culture as much as possible. However, changing the 

preconception her students already have is perplexing to her. Based on interviews, I conclude 

that four main factors affect stereotyping in the language classroom: 1) learners’ intercultural 

maturity; 2) teachers’ cultural literacy; 3) decontextualized learning materials; and 4) the 

learning environments. 

Examining critical cases and discussion to eliminate stereotyping. Kamilla discusses 

stereotypes by inviting guest speakers to her class and using local heritage speakers. She invited 

four local heritage speakers to discuss Arab women’s rights. She found a local Saudi woman, a 

man, a guest from Morocco, and Jordan. Her students asked questions about women’s rights in 

Arab countries, and they had an interesting debate in the class. Four guest speakers from 

different countries helped her students to overcome stereotypes they already had about women’s 

rights. Then one local Arab American man invited students to his house, and students met his 
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wife. They saw that she drives a car, wears jewelry, and even uses makeup. Kamilla focuses on 

Arab Americans because she believes they have a lot to say. Kamilla noted that students become 

local ambassadors afterward and share their experiences with their families. 

“And that will change their stereotypes, let them experience and reflect. And they end up 

going to their parents and talking to them and telling them you had a wrong idea, mommy, ok? 

So, because you know, they told me, for example, let's say one of our students, she said about, 

you know, before coming to study Arabic, she thought that Arabic is the language of terrorism.” 

   Kamilla builds trust through relationship building and this method also helps her to 

break down stereotypes. At one point she mentioned how she discussed her driving behaviors on 

the street with her students and compared her own behavior to driving behaviors in Arab 

countries. Another strategy she uses is discussing parenting styles in Arab countries and in 

America. She uses her own family as an example and compares her attitudes with American 

parenting styles. Using online spaces. she invites her former students who are currently studying 

abroad to talk more about their first impressions in the field, cultural shock, and other cultural 

moments they face every day. This method also helps her to clarify cultural preconceptions and 

prejudices.  

Kamilla creates learning opportunities, examines critical cases, and overcomes 

stereotypes in different ways. In one video project, her students went to dormitories and tried to 

rent an apartment. They acted as a real estate agent and family members. The topic was related to 

the theme they learned in class, and students came up with the scenario related to family 

traditions.  

“So, we had a speaking [activity] about living with the family after marriage is related to 

Arab culture. We watched a video about it. Then, my students acted as mother-in-law and father-

in-law. Their son married an American woman. She doesn't care about, you know, the cleaning 

or cooking. She watches TV and Netflix all the time and asks her mother-in-law, I want tea. And 

the mother-in-law wasn't satisfied, and she made her best to get them divorced, and he got 

married to an Arab woman or somebody.” 
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Through creative activities like video projects or artwork, students act out different roles 

and learn different perspectives. Students incorporate the cultural topic into their video projects 

and discuss them as a class.  Kamilla guides them during the semester and helps students to come 

up with a task. This task seemed to be little tricky since it was about stereotypes.  

Melek uses different channels or resources at the department to ensure that students have 

multiple opportunities and sources to verify the information they are receiving from. In her 

program, students communicate with tutors, conversation partners, alumni, and guest speakers 

during and after class time, and participate in different cultural events like a cooking demo, 

poetry reading, or music festivals at school. 

Peter reflected on his office as a place for infusing culture. He considers overseas 

experiences as rich learning environments, however, criticized programs for not asking students 

to reflect on their learning. Therefore, he always strives for creating positive learning 

environments and uses every single moment to create such experiences: 

“When they come to my office, I'll always say, oh, would you like some tea, I've got some 

cookies or here's some candy to let them know that whenever they visit a Czech they'll always 

get, always get something given to them and to drink and they, they inductively learn all of that.” 

When he takes students abroad, he always asks them to reflect on something unique: 

“What was the strangest thing that you experienced today?”  

Then he explains to students the reasons for different behaviors. Peter reflected on three 

issues related to stereotyping: (1) ignoring student learning outcomes during the overseas 

programs; (2) separating language and culture; (3) objectifying culture. 

       He said programs that don’t implement student learning outcomes while overseas, 

create opportunities for stereotypes. When he taught a class after the overseas program ended, his 

students reflected on their negative experiences, and Peter considers that it is too late to 
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reconvince students once they have developed a stereotype. He said that American students were 

annoyed when they were asked to take off their shoes in Russian houses.  

“And if nobody ever told them that and they're like, you can't make me take off my shoes. 

It's like I'm not good. I don't know how clean your floor is. I'm not going to take off.” 

He always explains perspectives to ensure that his students are aware of them:  

“Your shoes are dirty, and you just came from the outside. It's a whole lot better to leave 

those at the door. And they [Russians] are being generous and giving you slippers to wear and 

then you are comfortable and it's like everybody else in the family's doing it. So it's like your 

family member that extra shoes for you feel comfortable.”  

He thinks that such problems can occur because some instructors might be focusing only 

on teaching grammar and vocabulary and ignoring the cultural side of the language. According 

to Peter, another reason for stereotyping might be occurring is due to cultural objects that 

teachers use in the classroom. So, it is important for instructors to differentiate everyday culture 

from ethnographic culture. When he brings balalayka (a musical instrument in Russia) or 

samovar (Russian style water boiler) to class he mentions that his Russian counterparts do not 

use it in their everyday life, it is stereotypical, it's a traditional culture. He brings back some 

souvenirs but tells his students that Russian people may or may not have them in their homes. 

Then, he reflected on his personal experience with transportation culture.  

“I didn't get any lessons on transportation culture for me before going to Russia and then 

I didn't know how to say why people kept asking me “Вы сейчас выходите?” (Are you getting 

off at the next stop?) which means if you're not getting off at this next stop, let's switch places 

because I'm getting off, it implies that “I need to get off. “  

He tells his students how he asks clarifying questions and makes sure that he gets the true 

meaning. That way he avoids misunderstandings and shares these reflections with his students.  

“Ne ponimayu” (I don’t understand). What are you getting at?” I understand the words 

that you're saying to me. I don't know why you're asking me this question. That's an intercultural 

communication problem is not then the linguistic problem. I understand every word that you're 

saying. So it's not a linguistic question I'm asking. I don't understand why you're saying that to 

me. Are you getting off next? It's none of your business. When I'm getting, are you following me? 

It's like why do you need to know if I'm getting off at the next stop? Oh, because if you're not 
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getting off of the next stop I am and I'd like to switch places with you so that I don't push you out 

of the way or that you can prepare and you can move over so I can get my bags over and around 

you and I'm going to then say that and then ask that to the next person.” 

Altansarnay solves stereotyping issues and misunderstandings through comparison and 

contrasts. After comparisons, she asks students to reflect on their findings.   

“I think comparison and finding similarities and differences of different cultures are the 

main way of discussing and clarifying.”  

Also, she asks her students to write an essay (reflection paper) or prepare a presentation 

at the end of the semester to check if they understand perspectives correctly. She always has a 

follow-up activity to clarify misunderstandings. 

Discussing stereotypes through readings or discussions. Daria believes it is usually a 

good idea to discuss the stereotypes and provide additional materials for students to read. Daria 

stresses the importance of reading in dealing with stereotypes that are distorted images of some 

facet of the culture. She considers readings as change agents in her students’ minds.  

“Just recommend some reading and probably to discuss some issues with them. And for 

example, I teach a class interpreting culture. So, if they would like to learn more about it, I might 

tell them to be in my interpreting Ukrainian culture.” 

Kaori prefers to discuss stereotypes through art or a historical context. Kaori 

continuously checks where her students get the information. She conducts reality checks to 

ensure her students are authentically learning Japanese culture. She makes her students reflect, 

critically examine images, and asks questions for reflection: “Is this a real Japan? Is this a reality 

I might face in the country?” Kaori tries not to create a touristic view and avoids it. She does not 

feel comfortable with touristic images and considers them problematic.  

“Students may have information about Japan from animation. That is not the real world. 

So, you know, I mean, they, people don't talk like that. People do not have a voice like that—so 

many, many reality checks. Animations and manga introduce Japanese culture in certain ways. 

That is how you know, we explain.” 
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Kaori is highly aware of hidden cultural moments and brings the material in context, 

considering different types of backgrounds the concept may take place. 

“So I bring in, this is art, Japanese art, or people or something, but then again I just 

don't want to stop there, maybe if I just want to bring that small [artifact], then I would put it 

into some context or putting it in some background, but that's the only thing that I am aware of 

when it comes to culture.” 

Melek also had a similar experience. Her students developed some stereotypes based on 

their observations and after watching popular soap operas. Malek believes movies create an 

excellent approach for introducing culture as they are an essential part of Turkish life. However, 

she stopped using films at the beginning level because it required a lot of preparation. She has to 

prepare episode sheets, provide background information, a vocabulary list, and reflection 

questions. Melek asked students if they noticed something unusual in the movies. 

“You know, like students' observations were like, oh, most of the Turkish men are with a 

mustache.” 

Therefore, she always guides her students at the beginning level. She gives them lists of 

newspaper websites or music apps with some background information. Melek ensures that her 

students have detailed information about the sources they are using. According to her, the 

Turkish media is heavily influenced by different political movements. For this reason, she 

creates lists with categorized content of Turkish mass media: conservative, leftist, nationalist, or 

religious newspapers or classical music, pop music, etc. That way, her students know what 

content they may anticipate. 

4.4.2. Stress and anxiety in the classroom 

Discussing interculturally sensitive topics creates stress and anxiety in the classroom. 

These challenges yield other topics too: a) “No-no” topics; b) Creating safe environments. Both 

topics are highly relevant to critical cultural awareness and complex cultural identities in the 

classroom. Teachers’ identity and critical cultural awareness play a big role in designing 
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curricula, selecting topics, facilitating intercultural activities, and dealing with diversity in the 

classroom. The observations illustrate that the same factors can serve as an asset if the language 

instructor is skilled in using them purposefully.  

LCTL instructors stated that creating safe environments for students with distinct cultural 

and linguistic backgrounds (Senior, 2001) is crucial for facilitating intercultural discussions. The 

instructors believe that the class environment impacts class solidarity and connectedness. 

Therefore, they set a high value on the context and environment as classrooms serve as a social 

situation. Language instructors and students interact and participate in social events in this 

unique environment. Ayanda creates safe spaces by setting group ground rules from the 

beginning, making students aware of her identity, and introducing her cultural background.  

“We talk about those things and the very first thing I do my classes, I develop an 

environment of safety, [so] they feel safe to talk about anything. I become, I become vulnerable 

myself. I make them aware that they have to know everything [about me] and that I am not 

American, I don't know everything about America.”  

Ayanda creates a safe space by establishing a “family atmosphere.” She avoids judging 

students’ values in the classroom. She talked about power distance in her classrooms too.  

“I'm just really, yeah, I just think the key thing is not coming with the authoritative 

approach to your class. Just having a small family being, even when I have 20, over 20 students, 

I still strive to make it a really nice family atmosphere. And they do say that, oh, we are, we have 

been safe.” 

She gives freedom and choice to her students and creates a safe environment for learning. 

Students appreciate that and tell her they feel safe in the classroom. 

Kamilla accentuated that it is also important to be trained in communication. As a 

language instructor, she learned communication skills, and she thinks that she must take them to 

class. According to her, understanding students' psychology, classroom management, and being 

familiar with students' challenges are outcomes of good communication. Therefore, considering 

psychological issues and the relationship between students is also essential. 
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Theme 5: Reported needs of LCTL instructors for promoting intercultural communication  

As reported in the interviews, the instructors have different needs for promoting 

intercultural communication and facilitating intercultural learning. First, LCTL instructors stated 

the need for networking and community support. Second, LCTL instructors reported needing 

help designing culturally responsive online courses. Third, some instructors stated a need for 

institutional support for intercultural learning (a need for a space, onboarding training, conflict 

management, or financial support). Additionally, two LCTL instructors expressed a need for 

training in intercultural teaching and one instructor noted that she struggles with finding out 

about students’ interests and motivating them (see Figure 10 below). 

5.1. Networking and community support needs 

LCTL instructors said that they need community support and network to share 

experiences and resources. They think it is important to stay up to date on current issues in 

language educational trends such as social justice. LCTL instructors told that sometimes talking 

to friends informally, having cup of coffee every month and discussing some challenges are 

helpful to them. Many of them share their experiences on workshops and webinars.   

Kamilla shares best practices with newly coming language instructors and FLTA’s during 

Fall orientation. She said that searching for examples and ideas helps her to create lesson plans 

or making changes in curriculum.  

“Yeah, sometimes you know, uh, like brainstorming with other colleagues, sometimes 

online. So I go online for example. I see. Okay. I have immigration. Because we are, you know, 

we are creative, right? But still we need, we need help, right? Sometimes we need updates. 

Sometimes attending all these workshops, attending the language fair.” 
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Figure 10  

Reported needs of LCTL instructors for promoting ICC 

 



186 

 

Peter always helps and shares his knowledge with his peers. He reflected on accessibility, 

poverty, and inclusion issues among LCTL instructors. During the member check, when 

COVID-19 was going on, his peers asked him about effective use of technology for infusing 

culture and facilitating intercultural activities on Zoom. As a seasoned distance teacher, he 

shared his online teaching experiences with his colleagues from other language departments. He 

provided them with a survey that he created to identify student needs and interests. Together with 

other LCTL instructors, he discussed power outages, classroom management issues, and small 

funding opportunities to help students with purchasing headphones or even food.  

LCTL instructors stated a need for collaboration in creating intercultural and 

interdisciplinary curriculums too. During the study, they organized a small community of 

language instructors to share resources and reflect on their practices. 

5.2. The importance of support in culturally responsive online course design 

Most of the LCTL instructors were seasoned in online teaching and how to promote 

intercultural learning in an online space. However, a few of them stated that they were new to 

online teaching and were not aware of the diverse needs of learners. Some LCTL instructors 

reported they need content in the target language and culture, such as culturally appropriate 

images, videos, or audio recordings, which are not accessible. In contrast, some LCTL 

instructors said they have enough resources due to Internet access. However, they all stated that 

they needed extra support from the language resource centers and online learning design services 

to design online courses. Also, technology tools change often, and they need training in using 

them. For instance, Altansarnay traveled to her country for a short period to collect authentic 

multimedia materials for the online introductory course, such as images, audios, videos, and 

texts. She developed activities and content that utilized the multimedia resources she had 
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acquired for her online course. That was a challenging task to develop a big amount of materials 

within the short timeframe, however, she received a lot of help from the technical staff, online 

instructional design specialist, and other online language course developers. Later, she benefited 

from the authentic materials that she brought from her trip.  She created a resource toolbox and it 

allowed her to be more productive in her development work. (Personal interview notes). 

Also, LCTL instructors stated that they need resources and physical space for 

intercultural activities as their classes are taught synchronously with on site students. Small 

grants for cultural activities, the development of good quality textbooks aligned with standards, 

and locating resources for authentic projects were also mentioned. For instance, during the 

summer semester, Ayanda worked on translating the in-class experience to an online format. She 

used the backward course design and identified new assessment types. The goals for her course 

were based on the ACTFL World-Readiness Standards (2015) and focused on five goal areas, 

namely Communication, Cultures, Connections, Comparisons and Communities. Even though 

the goals were same for both in-class and online learners, the assessment methods differed. She 

designed Zoom based activities, and adjusted skits and songs for an online environment. 

(Personal interview notes).  

5.3. Considerations for intercultural training and institutional support 

Cultural literacy and intercultural training are essential for LCTL instructors to navigate 

diversity and inclusion in the classroom. Therefore, pedagogical training for contextualizing 

materials and strategies for facilitating difficult discussions are compulsory. Several instructors 

reflected on their cultural literacy and training needs. However, they prefer professional 

development in a micro-learning format due to their tight schedules. 
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Besides teaching, Melek trains conversation partners and tutors. Therefore, she always 

makes sure that they are aware of students' cultural backgrounds. She mentioned a case she 

witnessed with her colleague from her country who was a visiting professor for one year at the 

university and was unaware of the personal space bubble concept in the US.  

“The students were complaining so much that you know those complaints, even they 

reach out to me. And I was an AI [Assistant Instructor] at that time, and I was their instructor 

before that person, and they [students] said like, you know, when the instructor is speaking in 

class or… like walking in class, she comes so close to the student that… like I mean that bubble 

issue basically.” 

The students approached her and expressed their fears. Melek explained this to her 

colleague since her former students came to her and complained about their new professor. 

Melek realized the importance of the personal space bubble issue is vital for training her 

conversation tutors. Now she includes this topic in her orientation workshop to train new 

conversation hour tutors and foreign language teaching assistants who assist her in teaching and 

make sure they are also mindful of this issue in her classroom.  

Darya reflected on her first experience with American classrooms. She was stunned to 

learn about FERPA rights and by the fact she is not allowed to share the information about her 

students with others. The second thing that surprised her was the distance between the teacher 

and the student.  

“I learned how to grade, how to communicate this, how to communicate this more 

informal communication. Really, like basic thing that we are not supposed to, to share our 

opinions about students' progress or sent their student's grade in class in front of others, 

children's rights. And so the, the relationship between the professors and the students more 

informal here, uh, that, uh, we can allow to be open in our classes and create like not straight, 

but rather the, the, the a comfortable atmosphere in which is more appreciated in the US 

classrooms.” 

Institutional support is needed to overcome intercultural issues. Some LCTL instructors 

acted as program coordinators or teaching assistant advisors. They mentioned that new faculty 

who are educated overseas need some guidance when interacting with their students. Sometimes 
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teaching assistants or conversation partners are not trained in teaching and need training in 

facilitating discussions, interacting with students, and dealing with diversity issues. 

Summary of Chapter  

In this chapter, I analyzed data collected from nine LCTL instructors through semi-

structured interviews and observations. My secondary data was document collection, and they 

were helpful in mapping out intercultural goals and cultural topics. My participants described 

their understanding of intercultural communication, practices in promoting intercultural learning, 

and challenges with facilitating intercultural activities. As a result of the data analysis, I 

constructed five big themes: 1) Conceptualizing culture and intercultural communicative 

competence, 2) Reflections on critical stance and teacher roles, 3) Creative ways of co-

constructing meaning in different spaces, 4) Perceived obstacles with designing and facilitating 

intercultural communication, 5) Reported needs of LCTL instructors for promoting intercultural 

communication. The next chapter will portray how the study findings reflect issues discussed in 

the literature. 
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Chapter 5. Discussion  

This in-depth descriptive case study aimed to discover how perceptions of intercultural 

communicative competence by LCTL instructors guide their intercultural teaching practices and 

what challenges they face when promoting ICC. Specifically, I focused on the reported 

understanding of intercultural competence by LCTL instructors and their current perceptions, 

practices, and obstacles in promoting ICC inside and outside of the LCTL classrooms. 

Overarching question: How do perceptions of less commonly taught language 

instructors guide their pedagogy surrounding intercultural communicative competence? 

The study addressed the following research questions: 

1. What is the reported understanding and perception of culture and intercultural 

communicative competence by less commonly taught language instructors?   

2. What teaching practices do instructors use to promote intercultural communication 

competence in their language classrooms? 

3. What are the perceived challenges of less commonly taught language instructors in 

promoting intercultural communication? 

The data drawn from semi-structured interviews, observation notes, and artifact analysis 

highlight the current conceptualizations of culture and intercultural communication of LCTL 

instructors, their practices and challenges with teaching culture and fostering ICC. Since I 

examined teacher perspectives and practices from a social constructivist perspective, I 

considered how LCTL instructors’ perceptions and practices are shaped in the specific context. It 

would be impossible to understand how ICC is promoted without exploring LCTL instructors’ 

perceptions of it. This study helped me to understand how LCTL instructors are co-constructing 

and negotiating meaning with their learners. It became obvious that the study participants' 
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personal, educational, professional, and cultural backgrounds and experiences highly influence 

their teaching practices. Classroom observations of social interactions provided insights and 

challenged my assumptions about intercultural pedagogy.  

Based on the study findings, the intercultural pedagogy framework has widened 

regarding essential nuances of issues identified through data analysis. Below, I will discuss the 

study findings based on the intercultural pedagogy framework developed after examining 

findings within the constructivist theory paradigm.  

RQ 1: What is the reported understanding and perception of culture and intercultural 

communicative competence by less commonly taught language instructors?   

Negotiating multiple identities and co-constructing learning 

The goal of the first research question was to find out how LCTL instructors 

conceptualize culture and perceive intercultural communicative competence in the LCTL 

classroom as their perceptions shape their teaching practices. Interviews, class observations, and 

site visits revealed that the diverse backgrounds of LCTL instructors highly influence their 

perspectives, preconceptions, and perceptions of culture and ICC. Hence, LCTL instructors’ 

conceptualization of culture and ICC was constructed differently.  

Critical cultural stance. The LCTL instructors position themselves in a specific 

discursive environment. During the interviews, many instructors reflected on their professional 

identities and cultural backgrounds. LCTL instructor dispositions and knowledge highly affected 

their conceptualization of culture and ICC. Therefore, my discussion starts with the discussion of 

their cultural stances. 

Critical-cultural awareness. As noted earlier, intercultural pedagogy assumes discussions 

of critical cultural awareness as a core of language education. It was evident in the context of the 
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LCTL classrooms at the site. The study participants were experienced teachers in foreign 

language pedagogy with many years of experimenting different approaches and working with a 

diverse body of students. The LCTL instructor perspectives on culture and ICC were constructed 

both individually and socially. All the participants reflected on their identities, cultural 

backgrounds, and professional experiences, acknowledging themselves as members of a 

marginalized group in foreign language education. Due to the political status of less commonly 

taught languages and instructors’ prolonged engagement with the university, the instructors were 

aware of the importance of LCTL education and its mission. As LCTL instructors, they 

experienced vulnerability in different degrees and ways. Their reflections on critical stances 

indicate their professional status, personal experiences, and cultural and educational values differ 

vastly and impact their pedagogical choices and practices. Due to the vulnerability of their 

programs, such as low enrollments, small classrooms, and intimate relationships, they preferred 

creating safe learning environments. Additionally, they favor creative and engaging approaches 

to promote ICC. At the same time, some LCTL instructors mentioned restrictions regarding the 

discussion of interculturally sensitive topics to avoid possible conflicts in the classroom and 

valued safe learning environments.  

 Self-awareness. The availability of area studies programs and a diverse body of LCTL 

instructors enhanced their knowledge about their cultures and identities. LCTL instructors 

reported that their insights about American and world cultures, especially politics, were co-

constructed with their learners, peers, and community members. They gained insights into the 

subtleties of cultural diversity and perspectives through classroom activities, reflecting on and 

exchanging ideas with their peers. Some instructors mentioned that the community of practice 

would play a role in shaping their understanding of culture and deepening their knowledge of the 
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intercultural approach to language education. They stated a need for a network where they could 

reflect on and share their experiences. 

Awareness of diversity. LCTL instructors highly valued their students’ needs and 

interests. It was more obvious in the least commonly taught language classrooms since graduate 

students tend to learn these language courses. For instance, one instructor treated her students as 

future professionals, and always built her syllabus around her students’ interests (everyday 

knowledge). Also, her syllabus was built around identity and reflection on everyday learning 

through all years of language instruction. Introductory course topics were “All about me,” and 

intermediate level topics included “Destinations and people around me,” “My favorite 

books/films,” and at the advanced level, “How do I feel about my culture/my perspectives.” 

During the observations, her students presented their dream university in the target country as 

they were preparing for study in the target country. Through this intercultural pedagogy method, 

the instructor gained insights into diverse cultures from her students. This approach reflects a 

blend of social and psychological constructivism, fostering a learning environment that facilitates 

knowledge construction for all participants (Richardson, 2003; Zajda, 2011). Aligned with the 

intercultural approach to language instruction, this supports cultivating learners' individual 

voices, as Kohn (2020) advocates.  

Approaches to culture and intercultural communicative competence  

The first question also contributed to identification of intercultural pedagogy approaches 

of the LCTL instructors. LCTL instructors reflected on their knowledge construction and how 

their interaction with students and peers contributed to their conceptualization of ICC.  

Knowledge. The fundamental concept of constructivism posits that individuals actively 

build their comprehension and knowledge of the surrounding world. LCTL instructors’ 
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definitions of culture and ICC were informed by their professional experiences, political 

discourse, and training. 

Theoretical knowledge. LCTL instructors’ perceptions of language and culture 

relationships were akin to each other. They stated that language and culture are intertwined, and 

culture can’t be taught separately. LCTL instructors noted that professional development 

workshops on ACTFL standards (5 C’s) introduced them to Culture standards. Regarding 

conceptualizing ICC, LCTL instructors reflected on different dimensions of ICC. One male 

instructor with a heritage language and cultural background noted that his definition would differ 

based on the context, the goals specified in the curriculum, and the course type. Female 

instructors’ definitions of ICC in language classrooms were similar to definitions suggested by 

ACTFL (2017), such as “establishing effective, positive relationships across cultural 

boundaries.” One instructor asked if it was about diversity. LCTL instructors’ definitions ranged 

between many descriptions of ICC: diversity, negotiation of meanings, meaningful 

communication in a context, avoiding stereotypes, addressing cultural sensitivity, tolerance and 

coexistence, respect, empathy, and widening worldview. The intercultural sensitivity dimension 

of ICC was the most used definition among LCTL instructors. 

ACTFL Intercultural Can-Do statements (2017) were too new to language educators at 

the time of data collection. A few teachers mentioned familiarity with the ICC concept through 

the Oral Proficiency Interview (OPI) Tester Certification program or Interagency Language 

Roundtable (ILR) proficiency level descriptions. Byram (1997, 2021) states that the ICC model 

provides objectives for intercultural learning. LCTL instructors did not report using Byram's 

objectives to design the syllabus and referred to ACTFL's Can-Do statements. Two of the eight 
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syllabi used the university's general education learning objectives reflecting cultural awareness. 

These learning objectives are requirements for obtaining a credit.  

The findings reflect "muddy roads of IC in education" (Dervin et al., 2020; Elias & 

Mansouri, 2020; Peiser & Jones, 2013), mirror the complex terrain of intercultural competence in 

education, and align with existing scholarly findings and perspectives. Based on LCTL 

instructors' reflections, their knowledge is constructed socially and culturally. 

Linguistic and cultural knowledge. Out of nine participants eight LCTL instructors were 

native speakers of their languages, and one of them was a US-born heritage speaker. Three 

teachers stated that they had formal training on culture through anthropology or culture classes 

while they had training as graduate students in the United States. Other teachers reported that 

they favor other cultures and would like to learn more. They were open minded and said they 

usually learn cultural facts or perspectives from their students and peers. LCTL instructors were 

all aware that the culture is not static. They stated that static information always creates 

stereotyping, and it should be avoided. The dynamic and changing nature of culture was 

mentioned repetitively. However, the participants’ definitions of culture varied, and they have 

been challenged in describing the culture, noting “it is a tough one.” Their definitions range from 

“something invisible” to “culture is everything.”  One instructor noted that her students knew 

better about cultures in her country (as content knowledge) better than her due to their expertise 

in area studies. Furthermore, they noted that departments have language centers that are 

dedicated to the production of textbooks, multimedia resources, and foster knowledge of 

languages and cultures around the campus and worldwide.  

Political knowledge. Promotion of global learning at the institution shaped LCTL 

instructors’ perceptions about American higher education and culture. LCTL instructors attended 
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departmental events where area specialists from different fields presented and discussed global 

issues. Moreover, their perceptions of culture and ICC were significantly shaped by the 

opportunities for interdepartmental collaboration and a well-established history of global 

engagement. The teachers noted that they had opportunities to design interdisciplinary 

curriculum with other department members, produce interdisciplinary materials, and organize 

extracurricular events where global languages and cultures are promoted. Also, they actively 

attended conferences.  

Methodological knowledge. While some LCTL instructors defined culture as context, the 

majority of syllabuses reflected it as content. Most syllabuses had topics such as holidays, 

famous people, famous destinations, customs, and traditions at beginning and intermediate 

levels. However, three of the participants stated, such an approach to culture reminds 

anthropological perspective that ties culture to nations. They were aware of such an essentialist 

view of culture and criticized as naive and simplistic (Baker, 2015). One participant stated that 

she does not teach “culture,” culture is embedded in her materials, it is always in the background.  

At the same time, LCTL instructors used local resources successfully to create authentic 

learning contexts. This view is close to the discourse view of culture (Gee & Gee, 2007). A few 

LCTL instructors used high culture in the form of literature or art, they also preferred to mix it 

with low culture in the form of pop culture, reality shows, or imaginary role plays. In this case, 

teachers had to help their students to interpret texts correctly where the meanings of texts were 

either subtle and invisible or created some stereotyping. 

RQ 2: What teaching practices do instructors use to promote intercultural communication 

in their language classrooms? 
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The second research question aimed to systematically explore LCTL instructors’ 

scaffolding learning through intercultural practices in the classroom. There was a subtle 

difference between less and least commonly taught language programs. The least commonly 

taught language classroom instructors had more academic freedom in designing curricula than 

less commonly taught language instructors. 

Constructing reality through intercultural teaching practices 

Eight participants of this study were female LCTL instructors who are native speakers of 

the target languages and one was a male instructor who was born in the United States with a 

heritage language background. Their cultural experiences and educational background are 

influenced by their formal training and cultural backgrounds. My six participants were trained in 

non-US educational systems, and had different perceptions regarding language instruction at the 

beginning of their career. For example, they came from countries where the student-teacher 

relationship is more authoritative and had to learn about diversity in American classrooms. They 

changed their perspectives about student-teacher relationships after a few years of experience at 

the institution. LCTL instructors explained their vision regarding ICC and described their role in 

promoting intercultural learning in the language classroom.  

Attitudes. LCTL instructors were reflective of their identities and roles as educators. In 

addition to their professional roles, LCTL instructors reflected on their cultural literacy too. One 

instructor said that she doesn't know all the cultural references and mentioned this to her 

students. They emphasized that you should be aware of your attitudes, and be able discuss it with 

your students openly. 

Reflections on critical stances. Reflections on critical stances was important for LCTL 

instructors to negotiate meanings in process. Rather than talking with learners about the ICC, 
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LCTL instructors preferred experiencing it as a learning activity. The learners’ curiosity and 

openness were highly important for all instructors. They tried to be role models and use any 

opportunity to engage with their students. All LCTL instructors strived to motivate students in 

language learning due to low enrollment issues. They affirmed that the willingness and openness 

of students to learn how to interact with people with different backgrounds and learners’ 

curiosity plays a big role in language learning. Teachers noted that their learners are mostly 

graduate students who are interested in learning languages and cultures since their career goals 

are clear. However, a few LCTL instructors mentioned “intercultural maturity” as an issue with 

undergraduate students. These cases demonstrated how the cultural landscape of the LCTL 

classroom highly affects the language instructors’ practices, where they deal with diverse 

learners interested in highly complex critical issues and topics (Porto, 2015; Van Houten & 

Shelton, 2018).  

Reflections on self-identity and teacher roles. As LCTL instructors reflected, cultural and 

global transformation happens through learning from each other, whether in the classroom, in 

multilingual communities, or the virtual world. Teachers noted that they acted as “co-

performers” together with their students (Liddicoat & Scarino, 2013) and mediators in the 

classroom (Kohler, 2015). In line with Kramsch’s (2004) statement, language teachers acted as 

experts in three domains. First, all LCTL instructors acted as “linguistic and cultural mediators” 

in their field. The study participants reflected on their five major roles in this domain. 1) 

Teachers are intercultural mediators, 2) Teachers are cultural carriers, 3) Teachers are role 

models, 4) Teachers as learners and cultural explorers, and 5) Teachers as peers and creative 

problem solvers. These are new descriptions of intercultural teacher roles in this domain.  
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LCTL instructors noted that students appreciate teachers’ hard work and honesty. A few 

instructors noted about their language skills and how difficult it is to explain cultural 

perspectives in English. In addition to the “linguistic and cultural mediator” role, LCTL 

instructors mentioned that professional development workshops and training help them to 

become “methodological mediators.” They always seek learning communities to become 

“professional mediators.”  

Skills. My observations yielded diverse pedagogical approaches to intercultural 

pedagogy. For instance, one LCTL instructor used a project-based learning approach, and 

another used a drama-based approach to intercultural learning. Both instructors said they learned 

about these approaches through the professional development workshops. Another LCTL 

instructor promoted ICC through songs, while the other instructor used a task-based approach. 

These approaches varied in political degree and aimed at critical cultural awareness.  

Discovery. In constructivist classrooms, there are many ways to promote ICC. LCTL 

instructors selected different instructional strategies to promote ICC and were open to 

discovering new instructional strategies from their peers or through professional development 

opportunities. They were inclusive of both formal and informal learning opportunities to promote 

ICC. Formal learning options embraced performative teaching (role-plays, drama, skits, and 

songs), project-based learning (presentations, e-books, Wikipedia projects), community-engaged 

teaching (service work, advocacy, inviting guest speakers, engaging with alumna), task-based 

teaching (discussions, web quests), art-based teaching (painting, graphic design, music), game-

based learning (sports games, tabletop games, digital games). Informal learning provided infinite 

opportunities for promoting ICC in a highly engaging and critical way. Informal learning options 

included coffee tables, home visits, office visits, cooking demonstrations, virtual field trips, 
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online meetings with activists, language festivals, international events, language clubs, poetry 

nights, etc. These instructional strategies are exemplary in terms of how to implement ICC into 

the curriculum.  

Interpreting. LCTL instructors stated that at the beginning level of instruction, it is hard 

to provide a high level of political education in the target language. However, there were 

examples of high political engagement through songs and performances. Project-based teaching 

and art-based teaching were also powerful instructional strategies for promoting critical-cultural 

awareness. Some LCTL instructors used the enrollment issue as a topic for activism, and their 

students created posters to motivate other students or attended recruitment events as cultural 

agents. Intercultural sensitivity in the LCTL classroom was widely discussed too. LCTL 

instructors stressed the importance of making students aware of sensitive topics, issues, and 

perspectives of the target language-speaking people. This, again, included negotiating meaning 

with their peers and instructors too. At the same time, teachers had strict rules about excluding 

sensitive topics like war, family issues, politics, etc if there were representatives of such culture 

or history.  

Problem solving. All LCTL instructors noted that textbooks reflect static information 

regarding culture and create stereotypes. Therefore, they had to create language materials 

themselves and adjust materials for just-in-time teaching. However,  LCTL instructors stated that 

technology is a source for solving previous issues, such as access to authentic materials and 

contextualizing learning. They reported using technology as a warm-up tool for discussions on 

culture, a channel for multimodal learning (audio, videos, images, websites) as opposed to 

previous experiences of instructors for creating screen-captured videos or collecting isolated 

artifacts. The analysis of LCTL instructors' reflections and observation notes show that  the 
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meaning and the use of authenticity is widened by additional social contexts and types of 

interactions. Findings show that students interacted with the following additional types of 

authentic resources. 

● Authentic context: Interaction with the community members and local resources 

● Authentic texts: Interaction with the artwork in a highly contextualized environment  

● Authentic activities: Interaction with websites, online news, and blog posts 

● Authentic environment: Interaction with the realia in the instructor’s office 

● Authentic audience: Interaction with alumni and guest speakers. 

LCTL instructors promoted ICC in various ways at different levels of instruction. They 

promoted ICC in different contexts, including formal and informal settings. Informal settings 

seem highly engaging and effective in integrating ICC for learners. However, instructors noted 

the importance of alertness of the instructor and the need for awareness of intercultural 

sensitivity in the classroom. LCTL instructors noted that informal settings soften the tension, and 

learners highly engage in intercultural communication in such settings. However, instructors 

always need to be alert in monitoring interculturally sensitive issues and allow learners to have a 

choice in participating in such events. 

Social interaction. There was another difference  between less and least commonly taught 

language instructors in regard to distance or online teaching opportunities and experiences. The 

least commonly taught language instructors were highly skilled in distance teaching 

collaboration options among institutions. However, less commonly taught language instructors 

(Arabic, Russian, and Japanese) did not have such opportunities at the time of data collection. 
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Cultural responsiveness to diversity needs  

As the former LCTL instructor, I had different assumptions. Initially,  I expected similar 

classroom approaches since all study participants taught in one context and used the same 

language proficiency standards. However, as a researcher and constructivist, I must acknowledge 

that knowledge is constructed differently, and multiple approaches to the same phenomena exist.  

Attitudes. LCTL instructors  noted that their relationship with students is lifelong, and 

they often accept students as peers or colleagues. Teachers invited former students as guest 

speakers, role models, or tutors to their classrooms. In these cases, students act as “cultural 

interpreters” (Dervin et al., 2020), and teachers act as cultural explorers. In such a way, they 

negotiate multiple identities and co-construct learning. However, they had strict rules about 

selecting cultural topics. They preferred not to talk about specific topics about diversity because 

some topics were sensitive for their learners, or they did not feel comfortable discussing them. 

Intercultural sensitivity. Some LCTL instructors were highly motivated and innovative. 

For instance, the community-based teaching activity involved two different religious community 

members, marginalized people, and Arabic language students at different language levels. 

Students acted as volunteers, interacted with peers, reflected on their interactions, and were 

involved in hands-on activities. Moreover, the context was exemplary in bringing two different 

religions together and demonstrating a high level of activism to students. Another example is 

transdisciplinary curriculum design with the history department and a language instructor. This 

way, students could learn about history through a language, and go deeper in learning history and 

cultures. Moreover, the LCTL instructor felt more comfortable in discussing historical issues and 

facilitating learning in such a classroom.  
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LCTL instructors managed using every possible opportunity to create contexts for 

intercultural learning. They created new informal spaces for learning culture and intercultural 

encounters to provide infinite opportunities for such engagement (Godwin-Jones, 2020). The 

new contexts included virtual environments, community member homes, shelters, museums, etc. 

These contexts enable intercultural communication to different degrees and build knowledge in 

collaboration with each other. 

Inclusion and exclusion. During the interviews and classroom observations, I observed 

that LCTL instructors carry characteristics of culturally responsive teachers (Hammond, 2015; 

Richly & Graves, 2012). LCTL instructors’ attitudes demonstrated that they are caring and 

empathetic regarding interculturally sensitive issues in the classroom. They reflected on the 

value of a network of language instructors to share their intercultural experiences. Teachers 

reflected on their cultural frames of reference and were open to new collaborations. One 

instructor stated that she collaborated with the other language instructor to create an intercultural 

curriculum and was open to topic selection. Several instructors designed curricula based on 

topics in the textbooks. Some of them were strict regarding topic selection and making decisions 

in curriculum design. A few cultural topics were excluded from the curriculum, and students 

“knew their limits.” This fact demonstrates that some teachers were not comfortable discussing 

certain cultural topics.  

RQ 3: What are the perceived challenges of less commonly taught language instructors in 

promoting intercultural communication? 

The third research question was expecting to find out about LCTL instructors' challenges 

in promoting intercultural communicative competence. LCTL instructors demonstrated a keen 

awareness of classroom discourse, previous experiences of students, and a high sensitivity to the 
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diversity present in the classroom. Many of them taught classes in intimate spaces since their 

classroom size was very small. LCTL instructors reported a need to motivate students, transform 

their worldviews, and break preconceived stereotypes about their home countries. Below I will 

discuss major challenges and their relevance to the issues discussed in the literature review. 

Addressing diversity needs.  

LCTL instructors reflected mainly on the following challenges related to designing and 

facilitating intercultural activities: Contextualizing language materials for intercultural 

communication, locating authentic materials and designing authentic learning activities, freedom 

of choice for selecting instructional materials, motivating students, dealing with stereotypes and 

preconceptions, creating safe spaces, building trust, and intercultural maturity.  Besides 

designing activities, a few language instructors expressed uncertainty about their proficiency in 

English or expertise in explaining cultural perspectives.  

Creating meaningful and relevant opportunities for learning. The first issue was relevant 

to using authentic materials in the classroom. They reported a lack of good quality textbooks 

aligned with ACTFL standards and an urgent need to prepare culturally responsive teaching 

materials themselves. Contextualizing learning materials and the authenticity of learning was 

challenging for some LCTL instructors. LCTL classrooms offer critical languages that create 

unique social contexts. The originality of LCTL classrooms is having highly motivated students 

with specific goals. However, some problems with infusing ICC stem, in most cases, from a 

native speaker-oriented approach to language teaching. Such an approach is threatful due to 

stereotyping issues. The participants of this case study were highly aware of this issue. They 

tried to avoid imaginary or non-authentic activities, and contextualizing materials was their main 

challenge. They complained about static or outdated cultural information in textbooks. Some of 
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them offered solutions to challenges. For instance, at the beginning level, they allowed using 

English (translanguaging) and explained confusing cultural points using English. Some of them 

stated they use textbooks as a guide or as scaffolding materials and design extra materials 

themselves. Therefore, they stated that it is important a) to participate in Fall orientation for new 

teachers, b) regularly attend professional development workshops, and c) to share resources with 

peers to become “methodological mediator” and “professional mediators.”  

Intercultural sensitivity in the classroom. The second issue portrayed concerns related to 

intercultural sensitivity in the classroom. LCTL instructors were highly aware of intercultural 

sensitivity in the classroom. As mentioned above, some instructors had “No-no topics.” 

According to them, part of the issue was their inexperience with the local culture and American 

education setting. Another possible reason was their cultural backgrounds conflicting with 

interculturally sensitive topics on which they did not feel comfortable reflecting. This issue was 

mentioned in previous literature, too (Moore & Díaz, 2019; Sorrells, 2020a; Young & Sachdev, 

2011). LCTL instructors reported creating extra opportunities by organizing cultural events and 

extra-curricular activities to practice intercultural communication in informal settings. Informal 

learning environments include language clubs, local museums, libraries, community centers, 

ethnic restaurants, houses, kitchens, and virtual spaces. All study participants noted that using 

different settings helped students practice intercultural communication with diverse interlocutors 

safely. For instance, informal settings provided their learners with endless options for 

communicating with people from different backgrounds and developing intercultural skills. This 

way, their learners interacted with alumni, assistant instructors, conversation tutors, guest 

speakers from different fields, community leaders, local community members, native speakers in 

the target country, and refugees worldwide. Using different instructional strategies and designing 
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extra-curricular activities in these cultural contexts, instructors discussed stereotypes and 

counteracted them with reduced stress and less tension.  

Creating safe spaces. Creating safe spaces to eliminate stress was very important for 

LCTL instructors. LCTL instructors were highly cognizant of diversity in the classroom, and 

their inclusion or exclusion criteria were related to the diversity in the classroom in some cases. 

LCTL instructors expressed a need for a safe learning environment where students respect each 

other and learn how to communicate in the target language. However, in some cases, a few 

teachers struggled with discussing certain topics openly and tried to avoid sensitive or 

controversial topics, and this issue was a concern in the earlier literature. (Dervin et al., 2019; 

Moore & Díaz, 2019; Vu, 2020). These LCTL instructors felt uncomfortable discussing certain 

topics in the classroom due to their educational and cultural values, classroom diversity, and 

personal experiences. As Dervin et al. (2019) contend, such issues can serve as learning 

opportunities instead of being challenges. I observed such learning experiences in many classes, 

where students acted as activists, and created their own learning experiences. Creative art such as 

songs, drama, and drawing were an important factor for engaging power discussions. Acting as 

community helpers or recruiters, students addressed real world issues. This study finding is in 

agreement with Peiser and Jones (2013) in terms of the importance of self-reflection and teacher 

identity: recognizing the significant impact of a teacher's individuality on the cultural aspect 

should be part of teacher training and ongoing networking process. As noted above, all LCTL 

instructors at this site collaborate with language coordinators that help them to solve certain 

behavioral issues. In order to create safe spaces for learning, teachers sometimes had to set rules 

or carefully address them with the help of language coordinators. The instructors valued such 

support in terms of addressing diversity issues. 
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Stereotypes and controversial perceptions about cultures. In the language learning 

classroom context, cultural diversity might differ. Hence, the LCTL instructors reported different 

issues such as “dealing with the diversity, avoiding stereotypes, creating meaningful and relevant 

conversations, and creating context for authentic learning” along with “widening worldview, 

tolerance and coexistence, respect and empathy.” One instructor reported a “transformational 

experience” and she said it was a memorable event for her since her student published an article 

about her transformational change after taking the language class. A few other instructors 

reported meeting with parents, inviting community members, and communicating with other 

stakeholders to break preconceived stereotypes.  

Assessment and ICC. ICC has been an object of criticism and discussions due to the 

complexity of the assessment (Young & Sachdev, 2011). This dilemma was addressed creatively 

by LCTL instructors. Even though this study did not focus on the assessment, several instructors 

demonstrated how formative and summative assessment options were embedded in their 

intercultural teaching practices. To access cultural knowledge at the beginning level, one 

participant used an e-book project where students reflected on their identities. Two instructors 

practiced writing diaries and reflections, a suggested activity by Garrett-Rucks (2016). Three 

instructors practiced presentations as formative and summative assessments. One instructor 

purposefully used Prezi since Hungarian software developers developed it. In the upper-level 

courses, one instructor implemented a Wikipedia project. Another instructor stated that she 

selected a creative approach to assessment and her students created an artwork as a final project. 

All instructors noted that innovative technology provides multiple options for self-reflection and 

assessment. They noted that these reflections can be in the form of cultural e-portfolios, artwork, 

multimedia projects, or blog posts. 
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Vulnerability and power issues  

LCTL programs are vulnerable in terms of student enrollment, funding, culturally rich 

textbooks, and qualified teachers. Their status is vulnerable to government control, their 

positions depend on government grants, and student enrollment. Due to enrollment issues, 

teachers should be very creative not only in terms of curriculum design, but with grant writing, 

creative recruitment strategies, and addressing diversity needs. 

ACTFL Standards on culture and ICC. While ACTFL standards “do not describe specific 

course content, nor recommended sequence of study,” they help language educators to set 

proficiency goals and LCTL instructors favor using them (Larson, 2006; Magnan et al., 2012). 

However, Larson (2006) criticized the approaches to competence expectations and LCTL learner 

motivation. Larson (2006) suggested building on the learner’s language capital for gaining 

knowledge on culture and ICC. She also suggested being pragmatic and realistic towards 

elementary level students and taking a humanistic approach to ensure lifelong love for learning 

languages. ACTFL’s standards known as 5C’s model itself evolved over the last thirty years. 

Teachers are trying to embed standards to their teaching materials and need to stay updated in 

new developments in the area. ACTFL uses global competence, ICC, and intercultural 

communication terms in the same position statement (ACTFL, 2014). These concepts are 

evolving and getting streamlined to ensure that language instructors are not confused when using 

these terms. Moreover, ACTFL standards suggest using 90% of target language in the classroom 

and leaves very little room for discussing values and identities at the beginning level of language 

instruction. As discussed in the literature, such native speaker modeling creates stereotypes and 

thus, is problematic. 



209 

 

Academic freedom and diversity issues. Maintaining sustainability of programs, 

addressing workforce needs, and lack of recognition is challenging for their programs and 

classrooms. Such discourse sometimes may prevent LCTL instructors from discussing 

vulnerable issues in the classroom while they confront their assumptions and prejudices at 

personal and professional levels. Creating positive and supportive environments is their priority 

in the classroom, and they should be able to take personal and professional risks and allow their 

students to grow professionally (Dervin et al., 2019).  

LCTL instructors carefully reflected on these issues and were highly alert when 

addressing any issues in the classroom and beyond it. They discussed the concerns mentioned 

above in a very subtle way, through sighs or exclamations such as “Oh, it was a good reflection!”  

I noticed more academic freedom in syllabus design among the least commonly taught language 

instructors even though language coordinators must examine and approve their syllabuses. The 

less commonly taught language classrooms are bigger in size, and have more content courses, so 

sometimes their syllabuses are standardized among several parallel groups, or teachers must 

follow the prescribed syllabus. Three language syllabuses clearly stated ICC as a goal, and others 

mostly reflected on culture as a resource or a standard.  

The intercultural pedagogy framework helps to address these issues creatively and 

strategically. This framework helped me identify areas I need to highlight and add another layer 

of thought to the complexity of the ICC as a multifaceted construct. Awareness of diversity, 

respect, empathy, reflections on self-identity, reflections on values, reflections on intercultural 

sensitivity, and problem-solving were trending within the data. 

● critical stance (self-awareness, critical-cultural awareness, awareness of diversity) 

● knowledge (linguistic, cultural, methodological, theoretical, and political) 
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● attitudes (caring, empathetic, respectful, and reflective: reflections on critical stance and 

values, reflections on self-identity, reflections on intercultural sensitivity) 

● skills (facilitation, interpreting, discovery, problem-solving, and social interaction).  

Implications and Recommendations 

This study has implications for language educators, language program administrators, and 

institutions that promote intercultural communication and global learning. It provides examples 

of rare and unique cases, particularly language teaching practices and challenges of LCTL 

instructors. It also provides new characteristics of an intercultural teacher with further 

recommendations. The study highlights LCTL instructors’ perceptions, practices, and challenges 

for promoting intercultural communication skills in the higher education setting. It also reflects 

the needs of instructors for professional development and institutional support (See Figure 9).  

The primary implication of this study pertains directly to educators in the field of foreign 

language education. This research offers them an opportunity to examine various techniques for 

teaching languages, as well as to contemplate their understanding of ICC and how it affects their 

teaching practices. Through this study, language educators can explore different approaches to 

language teaching. By studying different intercultural scenarios and their connection to 

challenges and practices, language teachers can broaden their knowledge. Also, they can reflect 

on their conceptualization of ICC and its influence on their teaching practices. Furthermore, by 

reviewing case studies and descriptions of intercultural programs and extracurricular activities 

successfully implemented by instructors of less commonly taught languages, language teachers 

can learn from their experiences. 

The second implication is related to curriculum development options within departments. 

Creating opportunities to reflect on critical cultural awareness, educational values, and 
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professional identities will help teachers to improve their intercultural pedagogy choices and 

practices. Creating opportunities for collaboration among faculty, designing interdisciplinary and 

transdisciplinary courses, and investigating mechanisms for peer observation and feedback can 

provide opportunities for solving many issues that LCTL instructors struggle with. New content 

courses solve enrollment issues, provide opportunities to LCTL instructors to boost their 

confidence, and discuss sensitive issues more confidently. Increased student enrollment and 

additional chances for cross-cultural learning can result from an innovative approach to 

interdepartmental collaboration. 

The third implication addresses the need for professional development among LCTL 

instructors. Institutions can plan workshops for intercultural pedagogy and discuss joint degree 

options. Strategic and systematic planning of professional development workshops will increase 

intercultural and global outcomes. A similar strategy can assist in resolving concerns with 

instructors' intercultural sensitivity and cultural literacy. Language program administrators and 

institutions can use the study results to prepare educators for intercultural communication 

practices and address their needs. The following intercultural study professional development 

programming options can be implemented at the institutions. 

● Continue organizing orientation workshops for new language instructors  

● Organize training for intercultural teaching pedagogy strategies. 

● Provide microlearning options for professional development. 

● Provide institutional support for designing culturally responsive online courses. 

● Provide training for conflict management and critical cultural awareness. 

Additionally, providing LCTL instructors with institutional support is needed: 

1. Financial support for global connections and collecting authentic resources. 
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2. Physical space for intercultural learning activities. 

3. Continuous technology support for faculty and students. 
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Limitations of the Study 

This study has several limitations. First, there was a small amount of data about non-

verbal communication. Second, the LCTL class observations were limited to the face-to-face 

mode of instruction. Hybrid, distance, or fully online courses were impossible to observe for 

different reasons. Third, during the member checks, LCTL instructors mentioned that more 

interculturally sensitive topics emerged after COVID-19, and they learned more about diversity 

and design issues. However, such data was limited for systematic analysis. Fourth, eight study 

participants were females, and only one was male. Balanced recruitment of different gender 

representatives could yield different results. Additionally, eight participants were native speakers 

of the target language. I was not able to recruit non-native speakers of the target language. 

Hence, this study provides only native speakers’ perceptions and practices.  

Finally, this case study described perceptions, practices, and challenges in a university 

setting and may not reflect other unique settings in the United States. In this setting, the least 

commonly taught language teachers might be required to create textbooks and train new coming 

teachers in language and culture teaching. The audience primarily consists of highly motivated 

graduate students with career goals who are interested in discussing intercultural topics and 

critically analyzing global issues. Most of these students take area studies classes with other 

professors and receive government funding or program support.   
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Areas for Future Research 

First, this study reflects mainly the perceptions and practices of experienced LCTL 

instructors only. Perceptions of foreign language teaching assistants (FLTAs) as LCTL 

instructors will be useful to explore as they teach English in their countries and LCTLs in the 

United States. Perceptions of new faculty and non-native speakers of LCTLs can also highlight 

new challenges and barriers. Their identities might bring new perspectives through new cases. 

Second, as described earlier, the least commonly taught language instructors stated their 

long-term experiences with distance teaching. However, the less commonly taught language 

instructors experienced online teaching for the first time during COVID-19. Exploring their 

challenges during COVID-19 and the impact of LCTL instructors on networking and community 

building might be a topic of intercultural study. Furthermore, LCTL instructors mentioned new 

pedagogical approaches such as trauma-informed teaching and social-emotional learning 

approaches. Examining such cases might bring new perspectives to intercultural communication 

research. Creative approaches to intercultural pedagogy can contribute to the development of 

better activities. 

Third, this study revealed that teacher identity has a big impact on their teaching 

practices. Intercultural dialogue issues such as creating safe places and “managing value 

judgment” (Houghton, 2012) in communication seem to be an obstacle for LCTL instructors. 

Exploring the reasons for silence or resistance to sensitive and critical topics need to be further 

explored. LCTL instructors’ previous training experiences, research interests, motivation level, 

creativity, interest in innovative problem solving, attendance in conferences, openness to 

collaboration, relationship with students, familiarity with standards, and networking experiences 

are important as they influence LCTL instructors’ teaching approaches and practices.  
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Fourth, new approaches and techniques for promoting ICC in diverse settings were also 

discovered in this study. Creative approaches to ICC can convey new findings and exemplary 

cases about LCTL instructors’ practices and perceptions. Collecting data about creative 

assessment tools, the use of songs, drama, and informal learning spaces can yield unique findings 

and help to describe their new practices. Also, LCTL instructors reflected outdated cultural 

information in textbooks. Examining these textbooks and intercultural activities might bring 

interesting findings.  

Finally, measuring LCTL instructors’ readiness for promoting ICC and global 

competence can reveal other issues relevant to the application of ICC in foreign language 

classrooms and LCTL instructor training needs. Intercultural Communication Proficiency 

Benchmarks + Performance Indicators (NCSSFL-ACTFL, 2017a) and Intercultural Reflection 

Tool (NCSSFL-ACTFL, 2017b) are too new to LCTL instructors, and the application of these 

standards might be challenging to the instructors. Asking specific questions about standards and 

their use in curriculum design is needed. Design for intercultural learning and selecting topics, 

interculturality in the curriculum, and the lesson planning will bring new topics into intercultural 

communication studies.  

Conclusions 

The main goal of this in-depth case study was to explore the perceptions of LCTL 

instructors regarding ICC and how these perceptions shape their intercultural teaching practices. 

The study informed us that cultural and intercultural approaches to teaching foreign languages 

differ across LCTL instructors. While they are highly aware of the importance of ICC, they 

infuse intercultural communication goals sporadically into their curriculums.  
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I investigated how the intercultural practices of LCTL instructors are influenced by their 

perceptions of culture and intercultural communicative competence using a descriptive case 

study approach. The study's nine participants were LCTL instructors. Semi-structured interview 

transcriptions were part of the primary data, and the secondary data included observational notes, 

member check notes, and course materials like class plans, syllabi, and activity descriptions. 

Reflective thematic analysis techniques were used to analyze the data. As a result of data 

analysis, the following five themes emerged: Conceptualizing culture and intercultural 

communicative competence, LCTL instructors as language ambassadors, intercultural 

communication practices for co-constructing meaning, perceived challenges in promoting 

intercultural communication, and reported needs of LCTL instructors for promoting intercultural 

communication. 

This study’s contribution to the field is detecting LCTL teacher perceptions and practices, 

the main issues in promoting ICC, and the creative approaches to intercultural pedagogy. The 

study provides practical considerations to address LCTL teacher needs for professional 

development, technology, and instructional design support. I believe that the study participants’ 

views on the promotion of ICC, their relevant practices, and challenges might apply to other 

LCTL instructors in other higher education settings too. LCTL instructors’ practical 

considerations for designing, developing, and implementing intercultural activities in and outside 

their classrooms might benefit campus diversity and other programs. 
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Appendices 

Appendix A. Informed consent form 

IRB STUDY 1811310869 

INDIANA UNIVERSITY INFORMED CONSENT STATEMENT FOR 

“Teaching culture and facilitating intercultural learning in less commonly taught language 

classrooms.” 

I would like to thank you for your willingness to participate in a research study 

“Teaching culture and facilitating intercultural learning in less commonly taught language 

classrooms.” This consent form will provide you with information on the research project, what 

you will need to do, and the associated risks and benefits of the research. Please read this form 

carefully. It is important that you ask questions and fully understand the research in order to 

make an informed decision. You will receive a copy of this document to keep with you.  

The study goal is understanding current beliefs and teaching practices in less commonly 

taught language classrooms towards teaching culture and intercultural learning. I believe that this 

study will benefit other less commonly taught language instructors and program administrators to 

better understand teacher beliefs and practices in terms of teaching culture, utilizing resources, 

and facilitating intercultural teaching and learning. 

Procedures  

First, I will collect at least two artifacts from you. These artifacts include, but are not 

limited to lesson plans, activity example, any scaffolding materials, such as project descriptions, 

guides, rubrics, syllabuses, or student work examples that reflect teaching culture and facilitating 

intercultural learning. Then, you will be interviewed one-on-one with the researcher about your 

technology use experiences in or outside of class to promote intercultural learning. You may stop 



261 

 

the interview at any time if you feel uncomfortable. The duration of the interview will last about 

1 hour and we may need follow-up interviews or information via email correspondence if the 

researcher wants to elaborate on a certain topic related to the study. You will receive the 

transcriptions of the interview and have an opportunity to check the content. This might take 

about 20-30 minutes of your time. Next, I will observe one of your lessons where you will teach 

culture. Observations will not interrupt your teaching or student learning. This procedure will not 

affect your daily classroom activities, and no teaching time will be used for this study and none 

of the participants’ faces, or names will be identifiable. 

Benefits  

There are no direct benefits of participating in this study.  

Risks and Discomforts  

There are no anticipated risks beyond those encountered in everyday life. Your study 

related information will be kept confidential within the limits of the U.S. law. Your name will be 

replaced with pseudonyms and the name of the university will be altered. Research participants’ 

names will not be identified in any publication or presentation of research results. Any 

identifying information will be kept in a secure location and only the researcher will have access 

to the data. Any identifiers will be destroyed after the study is completed. 

Voluntary Participation  

Your participation in this study is voluntary. Taking part in this research study is entirely 

up to you. You may choose not to participate, or you may discontinue your participation at any 

time without penalty or loss of benefits to which you are otherwise entitled.  

Audio/Video  
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The one-on-one interview and observation will be recorded [audio/video]. The recordings 

will be used for the purposes of this dissertation study in addition to subsequent publications. 

The recordings will not be used for educational programs or for presentation at professional 

meetings. The participant has an option of not being recorded at all or she can choose to be 

audio-recorded only. Also, the participant has an option of hearing the recordings.  

Interviews will remain confidential, and you will be assigned a pseudonym for the 

protection of your identity. This pseudonym will also be used in the transcription and analysis 

processes, as well as any write-ups.  

Compensation 

Financial compensation for the time spent participating in the interview is available for 

ten eligible LCTL instructors. You will be awarded $25 Amazon gift card for participating the 

interview. If you decide to discontinue participation in the middle of the interview, your 

compensation will still be granted.  

Contact Information  

If you have any questions or concerns about this research, you may contact Umida 

Khikmatillaeva at ukhikmat@iu.edu. This study has been approved by the Indiana University 

Institutional Review Board (IRB). If you have any questions about your rights as a research 

participant or complaints about the research, you may call the IRB at 812-856-4242.  

Consent to Re-Contact for Future Studies  

From time-to-time, the investigators may have additional research studies that you may 

qualify for on the topic of intercultural communication, or they may contact you in the future to 

elaborate on certain themes that emerged from the study. Do we have your consent to re-contact 

you either by telephone or formal letter about such studies and to discuss whether you may be 

mailto:ukhikmat@iu.edu
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interested in participating in any additional studies? Your decision to be re-contacted will have 

no bearing on the current work, study or your relationship with either Indiana University.  

o Yes, I give my permission to be re-contacted.  

o No, I do not want to be re-contacted.  

Consent Statement  

I have read this consent form and I voluntarily agree to participate in this study. I 

understand that a copy of this consent will be provided to me for future reference. 

o I accept. 

o I do not accept. 

THANK YOU FOR YOUR TIME AND PARTICIPATION! 
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Appendix B. Interview questions 

Thank you for agreeing to be interviewed. Today we will talk about the culture and 

intercultural communicative competence in foreign language classrooms. Please describe 

intercultural projects or activities in your classroom. Feel free to share your innovative practices. 

Let’s start with demographic information. 

Demographic questions (5 minutes) 

1. What is your age range? (20-30, 31-40, 41-50, 51-60, 61 or older)  

2. Are you a US born? Yes/No  

3. What is your native language? 

4. How many languages do you speak? (1 2 3 4 5 or more)  

5. What language(s) do you teach?  

6. How long have you been teaching in the US? (0-1) (2-4) (5-10) (11-15) (16 or more)  

7. What is your highest degree? (BA, MA, PhD, Other)  

8. Did you have a US college degree? Yes/No  

9. What is your status at the university? (Full-time faculty, part-time faculty, hourly, other) 

10. What formats of language classes do you teach? Face-to-face, hybrid, online, or distance? 

Culture teaching-related questions (about 55 minutes) 

4. Let’s start by talking about the relationship between language and culture. Do you think it is 

important to teach culture in foreign language classes? Why or why not?  

● What are the goals of language and culture teaching? What do you want your 

students to be able to do? 

5. What is culture in the context of language learning? How would you define culture?  
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6. What does intercultural communication mean to you? How do you define intercultural 

communication competence? 

7. What are the main things that you want your students to know about the culture in the 

language classroom? 

8. What topics do you discuss and how are these topics selected?  

● In your opinion, what cultural topics can be discussed at the beginning and 

intermediate levels? What topics do you discuss at the advanced level? 

● Do you discuss sensitive or controversial topics? If so, how do you moderate them? 

Have you had critical cultural incidents such as misunderstanding of cultural facts or 

attitudes? If yes, what are the possible causes that led to such a crisis? What do you 

do in such moments? What happens when the discussion gets difficult?  

9. As an LCTL instructor, what do you think is the most challenging issue in teaching culture 

at the beginning and intermediate levels of foreign language instruction? How about an 

advanced level? 

10. Let’s talk about your teaching practices. What are your current practices for facilitating 

intercultural learning in your classrooms, especially at the beginning and intermediate 

levels? Please describe a few teaching cultures and intercultural practices in your classroom. 

11. How do you discuss deeper levels of culture (values, beliefs, and behaviors) in a foreign 

language classroom? (especially, at the beginning and intermediate levels) 

12. Now, let’s talk about your artifact (for example, syllabus, activity, project guide, rubric, 

etc.) related to culture teaching or intercultural communication.  

● What did you bring and why?  

● How does this reflect your culture/ intercultural teaching? 
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13. What do you think about the role of technology in teaching culture and facilitating 

intercultural learning in LCTL classrooms?  

● How does technology support you in teaching culture and facilitating intercultural 

learning? Please describe some of your experiences. 

● What are the benefits of technology for teaching culture and facilitating intercultural 

learning in and outside of your classrooms? 

● What are your best practices? What are the challenges? What is needed? 

14. As an LCTL instructor, how do you organize resources for teaching culture and facilitating 

intercultural learning? How do you contextualize learning? 

● Do you think that you have enough resources for teaching culture in your classroom? 

● What do you think about the cultural information provided in the textbooks? 

● How do you maximize opportunities for meaningful and authentic intercultural 

encounters in or outside of your classrooms? 

15. Please describe your students briefly. Are your students motivated in learning culture? Are 

they mostly undergraduate or graduate students? 

16. Given everything we have talked about, do you have any recommendations for overcoming 

specific challenges that might help other LCTL instructors in teaching culture and 

promoting intercultural learning? Do you have any advice for administrators or other 

stakeholders? 

17. Do you have any other questions or comments to me? 
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Appendix C. Observation permission documents 

Classroom Observation Permission Request Letter 

Dear _______________________________________, 

I am Umida Khikmatillaeva, an EdD student in Instructional Systems Technology at the 

University of Indiana. I am studying teaching culture and facilitating intercultural learning in less 

commonly taught language (LCTL) classrooms.  

Purpose 

As part of the research process, I will conduct one classroom observation during this 

semester in your class. This observation aims to collect data for my research, learning more 

about LCTL instructor beliefs, practices, and experiences with teaching culture or facilitating 

intercultural learning. This procedure will not affect your daily classroom activities, and no 

teaching time will be used for this study. 

Risks and Discomforts  

This study-related information will be kept confidential within the limits of U.S. law. No 

personal information will be collected about the students or instructors. The names of the 

participants will be replaced with pseudonyms, and the names of the universities will be altered. 

Research participants will not be identified in any publication or presentation of research results. 

All the information will be kept in a secure location, and only the researcher will have access to 

the data. There are no anticipated risks beyond those encountered in everyday life.  

Audio/Video  

The observation will be recorded [audio/video]. The recordings will be used for the 

purposes of this dissertation study in addition to subsequent publications. The recordings will not 

be used for educational programs or for presentation at professional meetings. The participant 
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has an option of not being recorded at all or she can choose to be audio-recorded only. Also, the 

participant has an option of hearing the recordings.  

Voluntary Participation  

Please complete the Classroom Observation Permission Request Form below by writing 

your name and sign the form confirming your approval of this request. Remember, your 

participation is voluntary. It is important that you ask questions and fully understand the research 

to make an informed decision. 

Contact Information  

If you have any questions or concerns about this research, you may contact Umida 

Khikmatillaeva at 812-3918571 or ukhikmat@iu.edu. This study has been approved by the 

Indiana University Institutional Review Board (IRB). If you have any questions about your rights 

as a research participant or complaints about the research, you may call the IRB at 812-856-

4687.  

Thank you for supporting my research! 

Respectfully,  

Umida Khikmatillaeva 

EDD Candidate in Instructional Systems Technology 

School of Education 

Bloomington, IN 47405 
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Classroom Observation Permission Request Form 

I permit Umida Khikmatillaeva to observe the classroom activities as she collects data in the 

class for the research purposes outlined above. 

Printed name of the participant: _______________________________________________ 

Signature of the participant: __________________________________________________ 

Date: ____________________________________________________________________ 

Printed name of person obtaining consent: ______________________________________ 

Signature of person obtaining consent: _________________________________________ 

Date: ____________________________________________________________________  
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Appendix D. Codebook 

Name Description Files References 

1_CONCEPTUALIZING 

CULTURE AND 

INTERCULTURAL 

COMMUNICATION 

The way LCTL instructors integrate 

culture or intercultural activities into the 

curriculum is based on their perceptions 

of language and cultural relationships. 

Reflects goals of intercultural 

communication pedagogy. 

39 501 

approaches to intercultural 

pedagogy 

Teaching language for communication or 

critical learning purpose. Covers learning 

objectives, curriculum design based on 

national standards (5C's), use of target or 

English languages, teaching and learning 

styles based on pedagogical dispositions 

30 151 

culture and intercultural 

communication in 

different levels of 

instruction 

This sub-category labels different topics 

and activities at introductory, 

intermediate, and advanced levels. 

14 64 

advanced level class This code labels different topics and 

activities at the Advanced level. 

9 23 

intermediate level class This code labels different topics and 

activities at the Intermediate level. 

6 11 

introductory level class This code labels different topics and 

activities at the Introductory level. 

9 27 

learning objectives ICC as an objective 15 31 

national standards and 

culture 

ACTFL Intercultural Can-Do Statements; 

5Cs 

9 12 

native speaker imitation-

target language only 

90% target language use requirement 14 21 

using English or other 

languages 

Translanguaging-switching languages 

during the learning process 

6 14 

conceptualizing culture 

and intercultural 

communicative 

competence 

This category includes definitions of 

culture and ICC. 

15 83 
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definition of ICC Familiarity with intercultural 

communication or intercultural 

communicative competence because of 

the teacher worldview, life experiences, 

transformational changes, or pedagogical 

training 

14 47 

definition of culture Approaching culture as a content or 

context, or using it as a resource to 

contextualize learning and having 

meaningful communication 

8 36 

inclusion or exclusion of 

cultural topics 

This category includes LCTL teachers' 

critical stances, values, and dispositions 

24 135 

no-no topics These topics are either avoided on 

purpose: 1) avoiding sensitive topics 

since it is not easy to facilitate difficult 

discussions; 2) being cautious in 

discussing certain topics to create safe 

environment for learning. 

4 44 

avoiding sensitive topics Racism and religious issues; gender, 

family issues; politics: LGBT topics since 

it is sensitive to the instructor or 

contradicts their values or religious 

views. Also, possible unfamiliarity with 

these issues or discomfort for discussing 

such topics. 

1 1 

I do my best not to touch 

those 

Explanations of no-no topics 1 2 

they know they have 

limits 

Creating rules/Setting limits in the class 1 2 

creating safe 

environments 

Creating safe environments for learners is 

important for instructors. They want 

students to feel safe when discussing 

cultural values through building trust and 

respecting varied perspectives. 

6 9 

selected cultural topics cultural topics discussed in different 

levels of instrution-cultural products, 

practices, and perspectives (3P's) 

22 74 
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language and culture 

relationship 

  16 110 

culture and language 

specific approaches in 

LCTL classrooms 

This sub-category labels culture or 

language-specific approaches such as 

comparison and contast, register, and 

dialect. 

14 92 

compare and contrast This code labels culture-specific 

approaches such as comparison and 

contast. 

13 71 

dialects-smoothie 

language 

This code labels language-specific 

approaches such as introducing dialects. 

2 9 

register and genre This code labels language-specific 

approaches such as register or genre. 

3 10 

logic behind the language   2 5 

2_REFLECTIONS ON 

CRITICAL STANCE 

AND TEACHER ROLES 

LCTL instructors’ reflections on a critical 

stance and their critical cultural 

awareness. Reflects their cultural 

dispositions and values. 

36 469 

critical cultural awareness 

of discourse 

LCTL is a relative term, and in the 

American context, LCTLs are all 

languages other than English, French, 

German, and Spanish. These languages 

are critical to U.S. national security and 

many LCTL fields depend on Federal 

support. Some authors argue that this 

term is justified in terms of diplomacy, 

economic development, social justice 

(Ingold & Hart, 2010; Robinson et al., 

2011), and “to preserve the world’s 

cultural and linguistic diversity” (p. 95) 

besides of national interest (Nier et al., 

2009) 

17 117 

class size LCTL class size 2 5 

departmental role in 

making decisions 

Freedom of choice in curriculum design 

and delivery modes 

12 35 

teacher authority Power issues in the classroom 3 10 
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Social justice issues low enrolment and space issues, the 

impact of the language center 

6 16 

parents as stakeholders Parents also influence students' program 

choices and attitudes 

2 7 

resources for teaching 

culture 

Campus and community resources 10 27 

critical cultural awareness 

of diversity in the class 

critical cultural awareness of diverse 

backgrounds, needs, and personal or 

professional interests of students. 

29 148 

critical cultural awareness 

of teacher roles and skills 

Self-awareness of the teacher about their 

personal and professional identities, 

roles, skills, relationship with students, 

and teacher cultural stances. 

23 191 

3_CREATIVE WAYS 

FOR CO-

CONSTRUCTING 

MEANING IN 

DIFFERENT SPACES 

Formal and informal practices to 

integrate intercultural communication 

goals to the curriculum and agenda for 

learning. Reflects daily intercultural 

practices for co-constructing meaning. 

49 441 

creative approaches to 

technology use 

Using technology tools to introduce 

culture and provide an intercultural 

experience 

40 185 

formative assessment examples of daily use of technology in 

the class for cultural awareness 

15 33 

instant access to authentic 

resources 

the use of technology for contextualizing 

material or explaining the phenomena 

6 7 

summative assessment the use of technology creatively for 

measuring cultural understanding, 

providing opportunities for intercultural 

communication, or conducting a 

reflective activity 

22 99 

the use of body language 

online 

the use of body language as a cultural 

reference 

2 2 

outside of classroom 

activities 

raising intercultural awareness outside of 

classroom and promoting ICC in informal 

setting (cooking demo, cultural nights, 

fan clubs, social media, etc). 

12 41 
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pedagogical practices for 

intercultural 

communication 

instructional strategies and design 

solutions for promoting intercultural 

communication or providing cultural 

knowledge 

36 164 

art-based teaching Use of art through intercultural 

communication or for providing an 

intercultural experience 

2 3 

community-based learning Using local and global resources for 

intercultural learning 

3 6 

discussions different types of discussions based on 

values, relevance, and meaning 

16 30 

raising critical cultural 

awareness 

inclusion of critical topics into the 

syllabus or raising awareness about 

critical moments and different 

perspectives that can cause difficult 

situations 

9 16 

folklore -pop culture and 

games 

Using different genres to provide 

engaging intercultural experience and 

have intercultural communication (folk 

tales, games, humor, pop culture, 

proverbs, novels, and stories) 

14 32 

performative teaching Using songs, drama, and dance for 

intercultural communication 

3 8 

project based learning Designing intercultural activities using 

PBL 

5 36 

scaffolding for learning questions, handwriting, and textbook use 16 18 

scenario based learning role-plays and scripted scenarios 6 10 

4_PERCEIVED 

OBSTACLES IN 

FOSTERING 

INTERCULTURAL 

COMMUNICATION 

Intercultural communication challenges 

that are caused by learners’ perspectives, 

static information on the textbooks, the 

instructors’ perspectives, or institutional 

barriers for integrating intercultural 

learning. Reflects intercultural pedagogy 

challenges of LCTL instructors in the 

classroom. 

33 465 
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authentic materials and 

activities 

Appreciating authentic and meaningful 

learning and criticizing static 

information, biases, and objectives in 

textbooks 

18 103 

contextualizing language 

learning 

Using vocabulary and grammar in 

context, artifacts in the teacher office, 

maximize introduction to culture from the 

beginning level 

22 107 

dealing with diversity and 

inclusion in the class 

Challenges with cultural distance, 

heritage language learners, intercultural 

maturity, varied perspectives, and 

intercultural sensitivity in the class. 

Controversial topics, students with 

different skills and backgrounds, and 

moderating difficult discussions. 

21 148 

lack of resources for 

teaching culture 

Copyright issues, local resources, 

materials development, space issues, 

motivating students, stereotypes, and 

preconceptions. 

10 37 

5_REPORTED NEEDS 

OF LCTL 

INSTRUCTORS FOR 

PROMOTING 

INTERCULTURAL 

COMMUNICATION 

LCTL instructors’ professional and 

technical needs for promoting 

intercultural communication. Reflects 

their professional needs for promoting 

intercultural communication. 

27 272 

LCTL contexts and 

organizational demands 

LCTL is a relative term, and in the 

American context, LCTLs are all 

languages other than English, French, 

German, and Spanish. These languages 

are critical to U.S. national security and 

many LCTL fields depend on Federal 

support. Some authors argue that this 

term is justified in terms of diplomacy, 

economic development, social justice 

(Ingold & Hart, 2010; Robinson et al., 

2011), and “to preserve the world’s 

cultural and linguistic diversity” (p. 95) 

besides of national interest (Nier et al., 

2011) 

17 97 
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departmental role in 

making decisions 

Prescribed curriculum by department, 

organizational culture, freedom for 

course design, teacher authority, and 

different formats of delivery 

13 35 

lack of resources for 

teaching culture 

locating campus and community 

resources, online resources. Materials 

development-create-share-reuse needs 

9 30 

low enrollment and space 

issues 

promotion of students and recruitment 

activities; recruitment through cultural 

events 

4 13 

the impact of language 

centers 

A need for administrative support 3 5 

mentoring responsibilities 

and needs 

additional tasks and responsibilities of 

LCTL instructors OR needs for high 

quality materials (mentoring and training 

new teachers, TAs, FLTAS), discussing 

diversity issues in orientation sessions, 

cultural instances such as personal 

bubble. Conducting dual evaluation for 

learning student and teacher needs. 

Creating shared materials repository for 

mentees. Providing feedback to mentees. 

4 19 

need for networking stated need for networking among LCTL 

instructors for sharing ideas and best 

practices. A need to support colleagues, 

discovering online communities. 

4 8 

needs analysis of learners conducting a needs analysis for 

evaluating student needs and identifying 

interests to motivate them and to 

differentiate instruction, working with 

non-traditional students 

13 71 

professional development The needs of LCTL instructors for 

professional development 

11 54 

learning about local and 

global cultures 

Professional development needs 8 15 

microlearning and time 

committment 

Request for intercultural teaching and 

design training modes 

1 1 
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technology-involved 

workshops 

The teacher needs for innovative 

intercultural learning and design 

1 1 
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Appendix E. Example Artifacts 

Final Project Example from Intermediate Japanese course 

プロジェクト 

With all the grammar, expressions, and vocabulary, you can now handle conversations 

beyond daily routines and deal with various situations. From the textbook and course lectures, 

you have learned about traditions and customs in Japan. At the end of the second year of 

Japanese class, you will produce writing and share a presentation on a topic of your choice. We 

will aim to have a coherent and meaningful piece of writing, and we will share presentations that 

are informative, entertaining, or interesting to the audience. 

The format is open, but please choose a topic related to your academic major. The 

suggested format is the same as in J201; with a topic of your choice, you will conduct an 

interview with a native or advanced Japanese speaker, write up a report, and give a presentation 

in class.  

Procedure 

1.    Select a topic and format: Write down as many ideas as you can think up. Decide on a topic 

and a format. If you are doing an interview project like in the previous course, write down what 

you want to know in the form of questions. If you choose an alternative format, think about how 

your final writing and presentation will look like. 

2.    Interview: Prepare a set of questions and conduct an interview with a native or advanced 

Japanese speaker (or two).  

3.    Write: Write up your report. For an interview project, include the following: (1) Introduction 

(what is your topic; why are you interested in it); (2) what you learned from the interviews; (3) 
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your analysis, opinions, and/or afterthoughts; (4) ending (conclusion, further questions, and/or 

future research topic). 

If you decide to do an alternative format, please have an instructor approve it. 

4.    Prepare for a presentation. 

Requirements  

Use at least five major grammar points from second-year Japanese: potential, giving-verbs, 

volitional, keigo, passive, causative, and causative-passive/Genkoyoshi 2~3 pages (800 to 1200 

words)  

*Use only the words you learned in class. If you absolutely have to, you can include up to three 

new words. Provide the word list to the class (on the board, PPT, or paper).  

Evaluation  

1.    Writing: content, variety of expressions, accuracy, kanji, and penmanship. 

2.    Presentation:  content, pronunciation and intonation, attitude, fluency, and self-evaluation. 

Timeline 

3/25 (M): Declaration of a topic 

4/4 (R):    Bring interview questions; progress report 

4/16 (T): Bring the draft (typed or handwritten) (for in-class editing) 

4/ 24 (W) and 26 (F): Presentation  

4/26 (F): Turn in the final draft (handwritten on Genkoyoshi) 
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Example Course Objectives from Advanced Arabic course syllabus 

Course Objectives  األهداف  

By the end of this semester you will reach the Advanced Low -Advanced-mid level of 

proficiency in Arabic, according to the ACTFL Proficiency Guidelines 2012. This means that 

you will be able to:  

Speaking  

1) Handle a variety of communicative tasks. You will be able to participate in most informal and 

formal conversations on topics related to school, home, society, science, etc.  

2) Speak about some topics related to employment, social media, current events, and matters of 

public and community interest.  

3) Narrate and describe in the major time frames of past, present, and future in paragraph-length 

discourse with some control of aspect.  

4) Combine and link sentences into connected discourse of paragraph length, although these 

narrations and descriptions tend to be handled separately rather than interwoven.  

5) Handle appropriately the essential linguistic challenges presented by a complication or an 

unexpected turn of events.  

6) Respond to questions in paragraph-length discourse (although you may use false cognates, 

literal translations, or the oral paragraph structure of the native language)  

7) Use communicative strategies such as rephrasing and circumlocution.  

8) Contribute to the conversation with sufficient accuracy, clarity, and precision to convey your 

intended message without misrepresentation or confusion.  

Writing 

1) Meet basic work and / or academic writing needs.  
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2) Demonstrate the ability to narrate and describe in major time frames with some control of 

aspect.  

3) Compose simple summaries on familiar topics  

4) Combine and link sentences into texts of paragraph length and structure.  

5) Incorporate a limited number of cohesive devices although you may resort to some 

redundancy and repetition and rely on patterns of oral discourse and the writing style of your first 

language.  

6) Demonstrate control of common structures and vocabulary associated with the Advanced 

level.  

Listening 

1) Understand short conventional narrative and descriptive texts with a clear underlying structure 

though your comprehension may be uneven.  

2) Understand the main facts and some supporting details of listening texts. Your comprehension 

may often derive primarily from situational and subject-matter knowledge.  

Reading 

1) Understand conventional narrative and descriptive texts with a clear underlying structure 

though your comprehension may be uneven. These texts predominantly contain high-frequency 

vocabulary and structures.  

2) Understand the main ideas and some supporting details of reading texts. Comprehension may 

often derive primarily from situational and subject-matter knowledge. You will be challenged to 

understand more complex texts.  

Textbook: Your instructor will provide you with packets. Each packet will cover a different 

topic and be used over two weeks. 
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Learning Outcomes from Intermediate Ukrainian course syllabus 

This course carries GenEd World Languages credit. Of the six GenEd WL learning outcomes, 

this course is designed to develop the following four skills:  

WL-1. Students will develop their knowledge of the uniqueness of Ukrainian language as a part 

of Ukrainian culture within the Slavic context. Also, they will be able to compare Ukrainian and 

American cultures through language.  

WL-3. Students will demonstrate knowledge and understanding of Ukrainian language etiquette 

and the peculiarities of Ukrainian language culture through the usage of specific linguistic 

expressions, grammatical forms and phrases, such as formal and informal greetings, the usage of 

different pronouns, singular and plural forms etc.  

WL-5. Students will be able to communicate in Ukrainian with native speakers using four 

language skills. They will be able to talk about their daily life, family, home, interests and 

personal preferences, as well as physical and social needs, such as food, shopping, and housing. 

Also, they will be able to write short compositions, ask and answer questions and request 

information about daily routines, common events, and other personal topics. In addition, they 

will be able to understand simple speech about everyday topics, as well as announcements, 

simple instructions, and directions. They will be able to read texts about personal and social 

topics, as well as some simple newspaper and journal articles.  

WL-6. Students will demonstrate the ability to use authentic sources of information, such as 

Ukrainian newspapers, magazines, and websites to access further information and acquire an 

understanding of Ukrainian life to satisfy their personal and social needs (food purchasing, 

housing health care, etc.). They will also be able to read simple Ukrainian news items to 

understand Ukrainian social life. The proposed language course will provide students with a tool 
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to communicate in Ukrainian with native speakers at the intermediate level and allow them to be 

familiar with everyday life and culture of Ukraine. It will help to broaden their horizons and 

understanding of peculiarities of Ukrainian culture and values and provide knowledge which 

they can use in the study of other subjects such as history, economics, and international relations. 

The course also provides a foundation for further development of all language skills at the 

advanced level in the US and Ukraine.  
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